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Abstract 

Low achievement in literacy for children entering kindergarten exists despite district-

sponsored professional development (PD) in literacy pedagogy for prekindergarten 

teachers. PD has been shown to be important in improving teachers’ instruction, so low 

achievement of children is unexplained. The purpose of this basic qualitative study was to 

explore public prekindergarten teacher perspectives of district-sponsored literacy PD in a 

school district in the Southeast United States. The conceptual framework was guided by 

Knowles’s adult learning theory, which holds that adults are self-directed learners with 

many experiences upon which to draw. Research questions addressed teacher PD 

perspectives regarding inclusion of adult learning theory elements of planning, 

experiential learning, relevance, and problem-solving. Data were collected using 

semistructured interviews with twelve certified prekindergarten teachers (four each from 

three different campuses) who participated in prekindergarten literacy PD sessions for 

three or more years. Data were analyzed using inductive coding and thematic analysis. 

Key findings were that prekindergarten teachers do not have a voice in planning PD 

sessions, experience-based learning and problem-solving are absent in PD in literacy 

pedagogy instruction, and educators find PD sessions irrelevant to issues faced in 

classrooms pertaining to literacy instruction. This study contributes to positive social 

change by increasing understanding of teacher perspectives on effective PD and may lead 

to improved PD in literacy pedagogy provided to prekindergarten teachers. This may 

contribute to improved instruction and higher literacy achievement in young children.  
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Chapter 1: Introduction to the Study 

The Department of Education (DOE) in one state in the Southeast United States 

reported in 2017 that students in the state are far below their peers across the nation in 

reading proficiency. Some students have fallen below the set benchmarks as indicated by 

this same source. State DOE leaders have suggested this is partly due to an absence of 

high-quality statewide professional development (PD) in literacy instruction for 

educators. In the current study, I explored prekindergarten teacher perspectives on PD in 

literacy pedagogy. The conceptual framework for this study supported the importance of 

PD based on andragogy principles because adult learners typically learn best when 

knowledge and skills are applied and learned through facilitation (Knowles et al., 2005). 

Exploring teacher perspectives on literacy pedagogy may provide a greater understanding 

of how young students learn and may address the gap in practice evidenced by low 

achievement in reading. Results of this study may contribute to improvements in PD and 

teaching quality, leading to positive social change. Chapter 1 includes the problem, 

purpose, research questions, and nature of the study. I also provide definitions for key 

terms; identify the assumptions, scope, delimitations, and limitations; and describe the 

study’s significance before transitioning to Chapter 2.  

Background 

A study by the National Assessment of Educational Progress (2017) and 

continued researched conducted by the target state DOE found that early learners in 

prekindergarten through third grade in the target state scored significantly lower in 

reading skills than the national average, with only one third of students scoring at or 
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above 80% on reading comprehension. State DOE leaders suggested in internal reports 

that educators need access to high-quality PD with instruction and resources in literacy 

pedagogy to align professional learning with new literacy standards for early learners in 

the state. According to Epp (2017), efforts to provide educators with meaningful 

experiences have fallen short, and many teachers report that the PD provided does little to 

support instructional practices in their classrooms to benefit young learners. Even 

seasoned teachers may not know how to implement literacy instruction and may think 

what they are doing is adequate because of their number of years teaching in the 

classroom (Mitton-Kükner & Murray Orr, 2018). Mitton-Kükner and Murray Orr (2018) 

found that many teachers feel they are not responsible for or have the knowledge needed 

to integrate literacy into instruction at the beginning of their careers, indicating a gap in 

practice regarding PD offered in literacy pedagogy.  

Current research indicated focused PD in literacy pedagogy is one way to ensure 

the implementation of effective literacy instructional strategies in classrooms (Mitton-

Kükner & Murray Orr, 2018). Christianakis (2018) suggested that to effectively embed 

PD methods in instruction and sustain literacy and instructional practices that increase 

student growth, teachers must understand how to introduce new skills and instruction. 

Kosnik et al. (2017) reported that teachers must have quality PD to develop their 

understanding of effective literacy pedagogy. Understanding pedagogy, making sense of 

training opportunities, and evaluating the benefits of specific strategies represent teaching 

advances obtained through ongoing PD opportunities (Zide & Mokhele, 2018). PD that 
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follows adult learning principles reflects the context of learners’ daily work and their 

current needs (Knowles et al., 2005). 

 PD for teachers refers to ongoing learning that improves or enhances educators’ 

professional knowledge while increasing their competence, enhancing their practices, and 

advancing students academically (Mohan et al., 2017). The target state DOE and Van 

Waes et al. (2016) conducted studies that investigated educator PD and found that 

policymakers and education leaders need more data on professional learning based on 

teachers’ reported experiences. The target state DOE also suggested, in efforts to help 

teachers move students from “reliable” to “highly regarded,” more quality PD in literacy 

is needed. Additional PD is needed to assist educators in selecting instruction with the 

complexity that allows students to think critically, discern the relevance of text, and 

demonstrate conceptual knowledge on state assessments geared toward measuring 

fluency and reading, such as those taken in kindergarten through third grades, according 

to the state internal report. In a survey conducted by DOE investigating the relevance of 

PD for educators in the target state, 50% of teachers who attended PD sessions chosen by 

administrators found the PD to be ineffective. Forty-four percent of teachers who 

participated in school-wide PD opportunities provided by school leaders found sessions 

to be meaningless in the classroom. Eighty-three percent of educators reported that the 

most helpful PD they attended were sessions they chose for themselves. However, the 

same study conducted by the target state DOE also found two thirds of educators, from 

nearly 40,000 participants in the study, believed the professional learning opportunities 

provided were adequate regarding early reading knowledge and pedagogy related to 
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curriculum implementation in prekindergarten classrooms. The disparities evident in this 

internal study, including (a) dissatisfaction with the required PD compared to personally 

selected PD and (b) satisfaction with PD related to early literacy despite the low 

achievement outcomes in literacy for children, suggest that more information is needed to 

improve PD in the target state. High-quality PD opportunities are needed for educators to 

enhance their knowledge, pedagogy, and teaching skills while providing students with 

developmentally appropriate literacy instruction (Epp, 2017; Mohan et al., 2017).  

The purpose of PD, regardless of the PD style, is to increase and develop teacher 

skills and knowledge in pedagogy and efficaciously evaluate students academically 

(Mohan et al., 2017). There is a gap in practice related to effective PD in literacy 

pedagogy for prekindergarten teachers to help their young learners achieve academic 

goals. According to K. Patton and Parker (2017), PD for teachers must have a purpose 

and be meaningful to support students’ academic advancement and growth in 

competencies while gaining knowledge in pedagogy. Baker (2018) suggested that 

educators should be responsible for pedagogical strategies designed with an enabled, 

nuanced understanding of teaching contexts such as those gained in PD sessions to meet 

the needs of young learners. The current study was needed to address patterns in the 

current situation of inconsistency in the ways different sessions of PD are offered to 

prekindergarten educators. This study has the potential to inform individuals in the 

education field and beyond regarding PD with emphasis on efforts to improve intentional 

teaching practices.  
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Problem Statement 

Low achievement in reading literacy for children entering kindergarten exists 

despite district-sponsored PD in literacy pedagogy for prekindergarten teachers. Students 

in prekindergarten through third grade in one Southeast state in the United States are far 

below their peers across the nation in literacy achievement according to the National 

Assessment of Educational Progress (2017). Evidence from within the district showed a 

lack of high-quality PD, especially in literacy development for prekindergarten teachers. 

According to an internal study by the state DOE released in 2017, this problem in part is 

due to the absence of high-quality statewide PD in literacy instruction for educators. Snell 

et al. (2015) stated that early vocabulary and language development are foundational for 

kindergarten literacy, but prekindergarten instruction may not sufficiently build these 

foundations to support reading achievement in kindergarten. Snell et al. found that 

vocabulary instruction for prekindergartners and kindergarteners is cursory, and 

educators may not know how to implement or integrate strategies to expand student 

learning. 

Several researchers noted a gap in practice related to effective PD. For example, 

Hindman and Wasik (2017) suggested further studies should examine interventions such 

as PD in language and literacy instruction for prekindergarten educators and the benefits 

of showing teachers how to implement best practices for children at risk. Markussen-

Brown et al. (2017) suggested an investigation into developing better strategies to assess 

the way prekindergarten teachers acquire PD and how better strategies affect children’s 

emergent literacy outcomes. Rezzonico et al. (2015) suggested an investigation into how 
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PD is delivered and how it affects prekindergarten educator learning and how coaching 

could add value to professional learning. Although prekindergarten classrooms are 

designed so that students have opportunities to explore different interest learning centers, 

teacher ongoing professional learning is considered moderate related to pedagogical 

content knowledge, according to Lynch (2017). Lynch additionally suggested further 

long-term investigation into how engaging in adequate PD with a focus on sharing the 

knowledge behind practice and the why to what educators are learning could influence 

teaching strategies during instruction. 

Eadie et al. (2019) reported that to increase teacher quality and effectiveness, 

there must be a focus on PD and learning. The authors also suggested that PD should 

target areas that address teacher-scaffolded learning, content knowledge, and practice 

strategies that support how children learn, such as instructional support within educator–

child interactions. To address the problem of low literacy achievement among 

kindergarten students, I explored prekindergarten teacher perspectives on PD in literacy 

pedagogy offered by school leaders. This study was needed to address the problem of 

inadequate prekindergarten student reading achievement by understanding 

prekindergarten teachers’ perceptions of PD in literacy pedagogy. Prekindergarten 

children developed literacy skills as a result of their teacher gaining relevant PD that 

deepened their theoretical knowledge while improving practical skills (Machynska et al., 

2020).  
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Purpose of the Study 

The purpose of this basic qualitative study was to explore public prekindergarten 

teacher perspectives of district-sponsored PD in literacy pedagogy. Because students in 

the target state score below other students across the United States in literacy 

achievement, and because administrators have pointed to ineffective PD as a possible 

cause of this problem, I examined teacher perspectives of the suitability of district PD in 

the areas of literacy pedagogy. This basic qualitative study using interviews was guided 

by Knowles’s (1984) principles of andragogy or adult learning theory to draw upon the 

insights of prekindergarten teachers who had participated in PD provided by school 

district leaders and administrators. 

Research Questions 

Three research questions (RQs) guided this study: 

RQ1: How do prekindergarten teachers describe their involvement in planning PD 

offered in literacy pedagogy? 

RQ2: How do prekindergarten teachers describe the level of experience-based 

learning and problem-solving included in PD offered in literacy pedagogy? 

RQ3: How do prekindergarten teachers describe the relevance of information and 

skills presented in PD offered in literacy pedagogy? 

These questions were derived from adult learning theory, which I describe in the 

next section. 
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Conceptual Framework  

Adult learning theory, based on Knowles’s (1984) ideas, was used to ground the 

current study of prekindergarten teacher perspectives on effective PD in literacy 

pedagogy. Knowles coined the term andragogy to mean the art and science of adult 

learning. Instruction that incorporates andragogy addresses what adults need to know, 

supports their self-concept, acknowledges their prior experience, and is responsive to 

participants’ readiness to learn, orientation to learning, and intrinsic motivation to learn. 

Knowles suggested four principles for consideration when engaging adults in learning 

experiences such as PD: (a) adults are included in both planning and evaluating 

instruction, (b) instructors use an experiential approach as the basis for learning activities, 

(c) instruction provides learning that is immediately relevant to the adult, and (d) 

instruction is centered on learning from authentic problems instead of from 

predetermined content. 

 Adult learning theory aligned with the problem and purpose of the current study 

and guided the RQs and methodology related to how adults learn. According to Knowles 

(1984), PD should support teacher self-concepts and be relevant to their life experiences 

to be successful in expanding their knowledge and practice. When PD is relevant to 

adults as educators, they can readily apply learned concepts and will be more likely to 

sustain information related to literacy pedagogy (Ende, 2016). In the current study, these 

principles guided data gathered from interviews with prekindergarten educators related to 

training, training materials offered, and whether training was relevant in building 

knowledge and skill in pedagogy. In this study, teachers offered their perspectives on PD 
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received in literacy pedagogy as part of an effort to understand the problem of low 

student achievement. Teacher perspectives on effective PD in literacy pedagogy were 

grounded in andragogy because they related to educators seeking to discover a new 

method for acquiring knowledge (see Knowles et al., 2005). Brunsek et al. (2020) 

conducted a study related to PD and early childhood educators and suggested further 

research to examine ongoing research on PD content, amount, and type offered in efforts 

to ensure optimal implementation and quality instruction for students in prekindergarten 

classrooms. Brunsek et al. also found that PD can offer educators the ability to tap into 

different content areas that can have the likelihood to improve child outcomes. 

Andragogy also allows educators to have a more profound scope toward learning 

while going through the process of becoming aware of significant experience through 

learning how to self-evaluate and take control of what they learn (Knowles et al., 2005). 

Piasta et al. (2020) studied prekindergarten educators being offered state-sponsored PD 

and found a need for more effective PD convergence that addresses several key principles 

including intensive and ongoing content-focused learning opportunities. Piasta et al. also 

suggested a study of PD content that focuses on the many demands that educators face in 

their daily instruction. Chang et al. (2017) similarly indicated that failure of PD for 

educators to result in improved outcomes for students is evidence of PD’s 

ineffectiveness, and this failure may be due to lack of attention to principles of adult 

learning theory. I present a detailed explanation of the conceptual framework for this 

study in Chapter 2.  
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Nature of the Study 

This study was a basic qualitative study using interviews because conducting in-

depth, open-ended interviews was the best approach to address the research problem and 

purpose (see Creswell & Poth, 2018). In-depth, open-ended interviews provided insight 

while aligning with the RQs of this study, which allowed me to explore public 

prekindergarten teacher perspectives on PD in literacy pedagogy. Interviews allow for 

gathering information and facts through stories of experiences that cannot easily be 

observed and are based on participant narratives and their own versions of reality (Taylor 

et al., 2016). Qualitative inquiry focuses on aspects such as feelings and emotions and 

does not assume there is one view or truth, but several perspectives related to the 

experience (Ravitch & Carl, 2016). In gaining an understanding of participants’ personal 

perspectives, I collected data that were largely dependent on me as the researcher and my 

ability to be an active listener (Ravitch & Carl, 2016). According to Taylor et al. (2016), 

interviews allow researchers to engage in providing active attention rather than passive 

listening to carefully document while asking probing questions to construct a picture 

through the participants’ perspectives on events and experiences while gathering 

information that is relevant to the RQs and study.  

Constructivism relates to a basic qualitative study because the theoretical 

frameworks and interpretive communication inform specific procedures of research, such 

as interaction and experiences between individuals (Creswell & Poth, 2018). The 

epistemology of constructivism places a focus on how a person learns or makes meaning 

of previous experiences, then adds to this knowledge via social interactions to construct a 
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new understanding of what is perceived (Ravitch & Carl, 2016). Guided by the beliefs of 

social constructivism, adult learners build upon the premise of gaining an understanding 

of their experiences from life and work (Creswell & Creswell, 2018). In the current 

study, this social constructivist method allowed each participant to describe their 

perspectives of their experiences through stories and allowed me to rely on each 

participant for data (see Creswell & Creswell, 2018). I used inductive methods to address 

the gap in practice regarding teacher perspectives of PD in literacy pedagogy and 

understand their ideas about the phenomenon of low reading test scores in the target 

district.  

The open-ended interview approach allowed me to interview 12 public 

prekindergarten teachers from three campuses (four teachers from each campus) who had 

participated in literacy PD sessions for 3 years or more. Malterud et al. (2016) stated that 

new knowledge, even if provided by a small sample, can provide insight specific to the 

study based on experiences and knowledge of the participants. According to M. Q. Patton 

(2015), the sample size has no rules related to the right or wrong number. The sample 

size will depend on what the researcher is seeking to understand, the purpose of the 

study, what will be useful, what will have credibility, and the amount of data acquired 

with the time and resources for this particular sample size (M. Q. Patton, 2015). In-depth, 

open-ended interview questions are appropriate to obtain insight into the perspective of 

the person telling the story and to make sure data and theory fit (Taylor et al., 2016). 

Additionally, in-depth open-ended interviews are appropriate because they allow 
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participants to communicate their experiences from their own perspectives (Brinkmann & 

Kvale, 2015). 

In the current study, I conducted telephone interviews to explore prekindergarten 

teacher perspectives on PD in literacy pedagogy, using a narrative analysis approach. The 

narrative analysis method allowed me to make sense of participants’ perspectives, 

analyze their insights and meanings, and compare and contrast those perspectives to 

identify essential insights throughout this analysis (see Willig & Rogers, 2017). The 

interviews allowed the participants to share their experiences and insights, make a point, 

and claim their identity through personal references (see Willig & Rogers, 2017). I audio 

recorded and transcribed the telephone interviews, which allowed me to capture 

important aspects of the interview without vital data being lost (see Taylor et al., 2016). 

Transcribing was vital to the data collection process because it produced accurate data 

(see Ravitch & Carl, 2016). Brinkmann and Kvale (2015) suggested a researcher should 

transcribe their data to secure many details relevant to the analysis and allow the social 

and emotional aspects relating to the interview to be recalled during this process. I 

completed each transcription within 48 hours of the interview. I analyzed interview data 

using descriptive coding (see Saldaña, 2016). 

Definitions 

Andragogy: The art and science of how adults learn, also known as adult learning 

theory (Knowles et al., 2015). 

Effective sustainable professional development: Activities designed to improve 

educators’ instructional practices by combining prior and new knowledge and techniques 
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with the goal of advancing students’ learning outcomes (Mangope & Mukhopadhyay, 

2015). 

Literacy content: A blend of beliefs, morals, abilities, and modes used to 

comprehend, communicate, and critically think after reading and writing while 

developing knowledge on how to respond to the complexity of the social world (Mitton-

Kükner & Murray Orr, 2018). 

Preservice training: Per the target state Department of Education, preservice 

training is training all district teachers participate in before the beginning of each school 

year to enhance competencies regardless of years of service.  

Professional development: An approach used to provide ongoing learning for 

advancing practice for educators on content knowledge using different approaches to 

instruction or classroom management regarding classroom practices (Snyder et al., 2018).  

Professional learning: The growth that educators experience as they learn through 

different changes in practice and provide evidence of a change in student achievement, 

otherwise referred to as development and change in professional development strategies 

(Boylan & Demack, 2018). 

Assumptions 

I assumed that the participating prekindergarten teachers would be sufficiently 

knowledgeable of literacy pedagogy to comment on the effectiveness of literacy PD they 

receive. I also assumed that prekindergarten teachers had perspectives on this subject and 

would be truthful and comprehensive in describing their perspectives and experiences of 

district-sponsored PD. These assumptions were necessary because they were inherent in 



14 

 

 

an interview-based study, which relied on the responses of informants (see Ravitch & 

Carl, 2016). 

Scope and Delimitations 

The scope of this study included the perspectives of prekindergarten educators in 

one school district in the Southeast United States. This study included 12 public 

prekindergarten teachers from three campuses in a single school district. Excluded from 

this study were teachers of other grade levels and teachers from other districts or states. I 

also excluded persons who I had monitored in the past or were part of my current 

caseload. This study focused on a small group of teachers who were invited to participate 

because they work with prekindergarten students. Although the goal of this qualitative 

study was not to generalize the findings, there is potential for transferability to other 

contexts to provide insight into the effectiveness of PD in literacy pedagogy from the 

perspective of teachers who must implement this PD in their classrooms. 

Limitations 

One limitation of this study was its small sample size of 12 participants, which 

was necessary to permit in-depth interviews that would provide rich data. A source of 

bias may have been that data and data analysis could have been filtered through my mind 

and reflected my experiences and perspectives. Such limitations are common in 

interview-based studies in which results are dependent on the truthfulness and objectivity 

of informants and the researcher (Ravitch & Carl, 2016). It was my responsibility to 

ensure the integrity of this study was maintained by using a journal to make notes, 

describe anecdotes, and record any beliefs, values, strengths, or weaknesses I noticed in 
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myself before and after the interviews (see Liao & Hitchcock, 2018). I used an audio 

recorder to record the interviews to ensure all data were captured accurately. I also kept a 

reflective journal, as recommended by Ravitch and Carl (2016), as a way of monitoring 

and managing my biases.  

Significance 

Reddy et al. (2017) pointed out ways school leaders and administrators can 

enhance teacher effectiveness while supporting professional growth. Reddy et al. 

suggested that current PD is ineffective given the lack of evidence-based instruction and 

sound teaching practices that follow most PD experiences. The current study may support 

professional learning and practice by identifying public prekindergarten teacher 

perspectives on district-sponsored PD in literacy pedagogy.  

This study may contribute to positive social change by generating understanding 

of public prekindergarten teacher perspectives of district-sponsored PD in literacy 

pedagogy. State reading achievement data indicated that there is a need for improving 

literacy outcomes for children, but Scarparolo and Hammond (2018) found that PD 

generally does not provide what educators believe is relevant to classroom issues and 

does not offer new content knowledge or usable teaching strategies. The current study 

may contribute to improving the literacy levels of young learners and prepare 

prekindergarten children for success as they enter kindergarten and beyond by increasing 

understanding of prekindergarten teacher perspectives of PD in literacy pedagogy.  
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Summary 

The conceptual framework based on Knowles’s (1984) adult learning theory 

guided this basic qualitative study with interviews. I sought to explore and provide 

understanding of public prekindergarten teacher perspectives of district-sponsored PD in 

literacy pedagogy by using the principles of adult learning theory. Findings from this 

study may provide an understanding of why PD currently offered has not had the desired 

effect of increasing children’s achievement in literacy. Implications for positive social 

change include greater attention to principles of adult learning in district-sponsored PD, 

which may lead to increased teaching effectiveness and better educational experiences for 

children. According to strategies guided by Knowles (1984), adult learning theory could 

assist in the decision-making process with planning PD. In Chapter 2, I expand upon the 

foundational framework of Knowles and other researchers who have used principles of 

andragogy to guide their studies. I provide information on the literature search strategy, 

conceptual framework, literature related to key variables and concepts, and a summary of 

the review. Moreover, I review literature from researchers who contributed to the existing 

knowledge related to teacher perspectives of PD on literacy pedagogy. I aimed to address 

the gap in the literature on understanding the perspectives of educators on strategies 

regarding PD. The outcome of this study may result in positive social change in the way 

school leaders and districts plan PD for educators. 
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Chapter 2: Literature Review 

The problem that was the focus of this study was low achievement in literacy for 

prekindergarten children entering kindergarten despite district-sponsored PD in literacy 

pedagogy for prekindergarten teachers. The purpose of this basic qualitative study was to 

explore public prekindergarten teacher perspectives on district-sponsored PD offered in 

literacy pedagogy. Levy (2016) stated that even though every child needs to acquire basic 

literacy skills, instruction is uneven because educators are not required to teach these 

skills the same way they are required to present math and science skills. Bates and 

Morgan (2018) suggested that teachers of young children lack knowledge because PD 

opportunities do not provide opportunities that link theory to practice. Hamre et al. 

(2017) found that PD in different school sectors, such as Head Start and public 

preschools, was limited and did not support teachers in a way that allowed educators to 

sufficiently support students. In Chapter 2, I provide a synthesis of research related to 

andragogy and professional development, explain the relevance of the research, and 

describe different approaches to literacy pedagogy. The principles of Knowles’s 

andragogy theory guided this study.  

Literature Search Strategy 

I conducted searches for relevant sources related to my topic using the following 

Walden University databases: Academic Search Complete, AERA Open, Education 

Source, ERIC, EBSCO ebooks, Dissertations and Theses, Dissertations and Theses at 

Walden University, Open Library, ProQuest Central, ProQuest EBook Central, 

PsycARTICLES, PsycEXTRA, Psychology: A SAGE full text collection, PsycINFO, 
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SAGE Premier, SocINDEX with full text, Thoreau, Taylor and Francis Online, and 

Google Scholar. The keywords that I used for this study were adult learning theory, 

andragogy, early childhood professional development, Head Start professional 

development for teachers, literacy, literacy pedagogy, ongoing professional learning, 

professional development, professional development for teachers in education, reading, 

teacher instruction, and teacher development. In my iterative search, I used Google 

Scholar to apply new search terms gained from prior resources on teacher PD in 

prekindergarten education and andragogy, and I also applied terms and ideas from 

articles to find new search terms. I focused on studies that were published within the last 

5 years in peer-reviewed scholarly journals, but I also included older seminal works that 

pertained to andragogy. Some sources were also acquired using textbooks on teacher 

professional development.  

Conceptual Framework 

The conceptual framework of this study was based on Knowles’s (1984) adult 

learning theory and his notion of andragogy. Andragogy addresses adults’ readiness to 

learn, self-concept, orientation to learning, and intrinsic motivation also referred to as 

need to learn (Knowles, 1973). Knowles (1973) proposed four basic principles of 

andragogy, including readiness to learn, which is supported when adults are included in 

both planning and evaluating instruction. Learners’ experience, the second principle, is 

supported when instructors use an experiential approach as the premise for learning 

activities (Knowles, 1973). The need to know is the third principle, which is supported 

when instructional content is immediately relevant to the adult learner (Knowles, 1973). 
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The fourth principle addresses learners’ perspectives toward learning, which are 

supported by instruction based on solving authentic problems instead of absorbing 

instructor-delivered information (Knowles, 1973). I explored each of these four 

principles. 

Knowles’s Principles of Andragogy 

The principles of andragogy are based on the premise that adult learning involves 

mental inquiry and is not receptive to transmitted information (Knowles et al., 2005). As 

described by Knowles (1980), implementation of adult education comprises three steps, 

including assessment of prior knowledge, the acquisition of new knowledge, and 

understanding of personal skills, values, interests, and attitudes. Additionally, a learning 

experience must provide learners with opportunities for self-development with peers and 

colleagues, and opportunities to meet a goal, improve a current situation, or advance 

personal enrichment and satisfaction (Knowles, 1980). Knowles (2005) assumed that 

once a learner matures, they develop a readiness to learn and an openness toward change, 

an appreciation for the educative value of experiences, a need to know and a 

predisposition toward self-directed learning, and lastly a growing motivation to learn and 

solve problems as the learner becomes older and more seasoned. Each of the assumptions 

contributes to the notion, central to andragogy, that adults prefer an active role in their 

learning. 

Readiness to Learn  

The principle of readiness to learn is based on the learner’s need to learn based on 

specific experiences that may arise in life. Knowles (1978) noted that children are born 
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ready to learn whatever is presented to them in the process of pedagogy. Adults, in 

contrast, are motivated to learn only when the learner is ready to acquire new knowledge 

(Knowles, 1978). Motivating experiences are situational and depend on a perceived lack 

of knowledge or skill that requires the adult to want or need to learn in order to resolve 

this lack. Knowles (2005) stated there are two dimensions to adult learning positions, 

directional and supported, which may vary by learner characteristics or situationally. 

Directional learners require more help from others, and more competent adults have the 

need to seek direction in the early stages of the learning process (Knowles, 2005). Other 

learners who require support may not need direction but instead may need encouragement 

from others (Knowles, 2005). A successful adult learner has the ability to recognize their 

need for either direction or support at the beginning of a learning experience and as they 

gain more understanding. They must pay attention to their needs and identify whether and 

when they require direction or support during learning experiences (Knowles, 2005).  

A trainer’s attention to participants’ readiness to learn allows adults to accept and 

share responsibility for the planning, implementation, and evaluation of learning 

experiences while committing to jointly collaborate (Knowles, 2005). When adults are 

included in the planning and evaluation of instruction, they feel a sense of self-worth and 

feel mutually respected because they are included in the process of formulating their 

learning (Knowles, 2005). Brockett and Hiemstra (2019) argued that adults who engage 

in self-directed learning reap greater benefits than through other forms of learning 

because a self-directed approach forces the learner to take control and achieve maximum 

learning. 
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Role of Experience  

One of the critical elements that helps shape learning is the background of the 

person and their personal experiences (Knowles, 2005). As individuals grow and develop, 

they accumulate a wealth of experience that provides rich and excellent resources for 

learning (Knowles, 1980). The adult learner is able to attach meaning to what is being 

learned (Knowles, 1980). At the same time, adults must learn and identify their 

experience-based triggers and biases so they may unlock or change existing views and 

beliefs related to learning new material and refamiliarizing with prior knowledge 

(Knowles, 2005). 

Experienced-based learning is important in training for adults because adults 

gather information through unique experiences and external sources throughout life in 

ways that mold their self-identity (Knowles, 1973). One of the main jobs of the brain it to 

help people survive in their environment, and adults are exposed to prior learning from 

different experiences with the questions of does it make sense and does it provide 

meaning (Knowles et al., 2015). The brain is exposed to prior learning from different 

experiences and look for ways to connect and evaluate that new learning from prior or 

existing neural networks that are formed from preliminary experiences (Knowles et al., 

2015). Research in the field of cognitive neuroscience demonstrated that processes of 

autobiographical retrieval and the ability to retain, recall, and evaluate experiences are 

essential to learning (Hagen & Park, 2016). These neurological processes confirm the 

value of experience and the use of experiential approaches for learning that are central to 

andragogy. Andragogy reflects the premise that individuals learn on different levels and 
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must be able to associate learning events with prior experience and personal needs 

(Knowles et al., 2015). 

Need to Know 

The principle of need to know refers to adults’ need to understand the relevance 

of instruction to their problems in their contexts. Adults must understand the value of 

their learning before they can take responsibility to learn because value provides internal 

motivation and creates an orientation to learn (Knowles et al., 2015). When adults cope 

with tasks or problems, they are inspired to remedy this difficult situation, so the 

relevance of training to real life challenges is a key principle of adult learning (Brocket & 

Hiemstra, 2019). 

According to Knowles (2005), the goal of adult instruction is to help learners 

become self-teaching by encouraging them to take control of the facilitation and mastery 

of their learning. This suggests that a learner must feel personal autonomy and take 

ownership of their goals and purpose regarding their need to know what is being learned 

(Knowles, 2005). Knowles (2005) stated that even a person who chooses traditional ways 

of learning over self-directed learning has taken ownership of the matter because they 

have recognized the learning strategy that would work best for them in their situation. 

The goal of self-directed learning is to increase autonomy making sure not to put limits or 

impose purposes and goals on the desired learning events (Knowles, 2005). Self-directed 

learning is more closely related to what is expected of adult learners because the model 

mimics real-life learning settings and relies on learners’ need to know (Knowles, 2005).  
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Orientation to Learning 

Orientation to learning is achieved for adults when instruction is problem centered 

rather than content oriented; learning must derive from and be readily applied to current 

issues in adults’ experiences. That is, orientation to learning refers to instruction that 

deals with practical problems while improving abilities and competency in more 

conceptual ways (Hagen & Park, 2016). Learning of this type allows adults to gain 

subject-matter content and organize the content logically, but also permits immediate 

application of this content and experimentation with new solutions in application to 

existing problems (Knowles et al., 2015). 

A learner is oriented to learn when they can use prior knowledge to link current 

experiences to inspire new learning, thereby forming a need to learn and providing an 

immediate application of what is learned to a personally significant issue (Knowles, 

2005). This principle of learning allows the adult learner to implement what is learned 

yesterday into today’s experiences with a perspective of immediate application (Knowles, 

1978). Orientation to learning and problem-solving provides the benefit of having the 

desired knowledge increase performance through training experiences (Knowles, 2005). 

These four principles, according to Knowles (1973), form the basis of the science of 

teaching adults, which he termed andragogy.  

Andragogy and the Teaching of Adults 

The techniques applied for teaching adults involve strategies that are different 

from techniques used in teaching children; teaching adults involves the analysis of 

different experiences instead of the study of subjects (Knowles et al., 2005). According to 
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Knowles et al. (2005), teaching children involves creation of learning experiences as 

discrete units of cognition; however, teaching adults involves creation of experiences that 

transform the perspective of the learner from what it was to something new. Techniques 

used in teaching children give educators full responsibility for content and methods, 

while effective teaching of adults requires that learners take responsibility for making 

their own decisions about learning (Knowles et al., 2005). Adult learners engaged in life-

centered issues approach learning with a readiness to learn because they believe 

instruction will be of immediate benefit when applied to their lives (Knowles et al., 

2005). Learning involves a need or desire to change habits, attitudes, and knowledge 

while making social and personal adjustments to enhance intellectual growth (Knowles et 

al., 2005). 

Knowles (2005) contended that all domains of adult learning could benefit from 

this experiential learning approach. Nasser et al. (2015) suggested that adults believe they 

do not have a supporting role in their professional growth and would like to assist in the 

planning of ongoing opportunities to learn. According to Seyoum and Basha (2017), the 

training and learning process for adults should involve learners being active in the 

learning process while enhancing self-awareness. Seyoum and Basha stated that training 

for adults should give learners the ability to make use of their experiences so they can 

resolve issues by using different learning techniques. Changes in PD for educators could 

include principles of readiness to learn, experience-based learning, relevant content to 

address a need to know, and problem-based learning (Knowles et al., 2015). Chang et al. 

(2017) argued that PD for educators is ineffective because it fails to change teaching 
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practices or show improvements in student learning. Chang et al. suggested the 

ineffectiveness of PD for educators is caused by inattention to principles of andragogy. 

For these reasons, Knowles’s theory of adult learning and andragogy informed my study 

of prekindergarten teacher perspectives on the PD they are offered relating to literacy 

pedagogy. The research questions that guided this study reflected Knowles’s four 

principles. In the remaining sections of this chapter, I describe current literature in areas 

of andragogy’s approaches to PD, availability of PD to educators, teachers use of PD and 

other professional learning, professional coaching as PD, pedagogical improvements 

resulting from PD, and PD in prekindergarten literacy pedagogy. 

Andragogical Practices in Education  

Experiential learning as explained by Knowles was used by Naliaka-Mukhale and 

Hong (2017) as they sought to explore the PD needs, delivery methods, and changes 

required for educators to increase academic growth for students. Findings included 

embracing a seminar way of teaching, using practical learning approaches, and offering 

courses relevant to teachers. Khalil and Elkhider (2016) suggested different modalities of 

ongoing learning could potentially offer educators an individualized style of learning that 

is acceptable to their learning needs, such as those in adult learning theory, also known as 

andragogy. Andragogy has become a guiding principle of adult instruction. 

Andragogy in practice can be applied and combined with other teaching 

techniques of active learning to support adult learning during PD. Pavlova and Sanger 

(2016) sought to examine andragogy and other combined techniques of active learning 

and found active learning could stimulate thinking, promote interactivity, and foster 
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motivation and emotional perspectives of the learning process. Seyoum and Basha (2017) 

revealed adult learners require considerable amounts of support such as that provided 

through andragogy and active learning because environments based in andragogy are 

conducive to the transfer of knowledge and are centered around real-life experiences. 

Also, Carpenter and Linton (2016), writing about PD, confirmed that adults should be 

involved in the learning process, be able to relate to training experiences, have resources 

available for new learning, and apply PD to real-life problems. Likewise, the practices 

outlined in each study assist and support adult learners through practices of andragogy.  

Helping adults learn through the study of pedagogical practices, such as those 

used in andragogy, allows educators to move from reliance on teacher-directed 

instruction to self-directed learning, and to gain through personal experience the ability to 

move from subject-focused to problem-focused learning while utilizing any style of 

teaching method to promote students’ academic growth (Namaziandost et al., 2018). 

Knowles’s (1984) theory is designed to guide learners to be independent, which allows 

for self-directed and autonomous learning. Novitasari and Sugito (2018) suggested that 

training using the theory of andragogy allows educators to provide students with a higher 

quality of education because it enhances their teaching strategies and allows individuals 

to take initiative, diagnose their needs, formulate learning goals, identify material 

resources for learning, choose learning strategies, and evaluate outcomes learned with the 

ability to rediagnose areas of concern. Sato et al. (2017) placed focus on Knowles’s 

andragogy and a need for diverse educational strategies to promote ongoing professional 

learning that is flexible and relevant. Charungkaittikul and Henschke (2018) found 
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through the practical application of andragogy that learning strategies could be modified 

to fulfill the needs and uniqueness of adult learners and to focus on the process of 

learning and not just the content. Thus, each study provided evidence and models based 

on the six assumptions presented which Knowles believes are key to adult learners and 

foundation for learning as explained throughout this research. 

Adult learning theory has been used in a variety of learning environments. 

Kamisli and Ozonur (2017) explored the effect of first aid training based on key learning 

principles of adult learning theory for assisting adults in acquiring knowledge. The 

authors found planning based in adult learning theory principles increased student 

success when adult learning needs were considered, and participants were able to share 

their experiences (Kamisli & Ozonur, 2017). Culkin (2018) sought to understand how the 

principles of andragogy assist adult learners in professional learning in a nonformal 

military setting. The findings suggested benefits with the social aspects of learning, with 

allowing adults to be active agents in their learning to meet professional demands, and 

with application of new knowledge to real-life situations (Culkin, 2018). Beard (2017) 

looked at connections between principles of spiritual formation and adult learning theory 

and found a strong relationship existed between andragogy and adult learner spiritual 

development. According to Blackley and Sheffield (2015), the principles of andragogy 

can be applied across all domains of learning to include formal and informal learning, 

while applying critical thinking skills and content application to real-life situations and 

experiences Feltsan (2017) suggested when educating adults there must be an atmosphere 

in which the learners articulate a need to learn, the content matches the demands of the 
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educators to the level that is understandable to adult learners, and the PD administered 

through this process aid them in integrating new knowledge into their everyday practice. 

Furthermore, Knowles’ principles allow teachers to take responsibility of their 

professional learning and have shown relevance when considering how adults learn when 

the theory of andragogy is applied to ongoing learning opportunities. 

The work conducted by Knowles’s (1984) adult learning theory of andragogy 

grounded this study by providing brief descriptions of how adults learn through the art 

and science of teaching and pedagogy. The theory outlines how adults draw from their 

own experiences, move from being dependent to independent self-sufficient learners that 

are goal oriented with a willingness to apply new knowledge with a motivation to learn. 

The guiding questions of this research were formulated based on Knowles’s adult 

learning theory and informed by the framework of this study. I addressed the PD that was 

currently available to educators, and the ways early childhood educators use PD and other 

forms of professional learning. Finally, I addressed PD among prekindergarten teachers 

specifically, and PD in literacy pedagogy. 

Literature Review Related to Key Variables and Concepts 

In this review of the literature related to key variables and concepts I presented 

research related to PD availability and methods, practices offered, and use of PD by 

prekindergarten educators. Additionally, I presented research regarding PD specific to 

prekindergarten contexts and PD in literacy pedagogy.  
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Availability of PD to Educators 

Although PD has been an important component to teacher development, there 

appears to be “a lack of respect” when it comes to how prekindergarten PD is delivered 

(Baker, 2018, p. 231). Baker (2018) found a lack of frequency in PD, lack of fidelity to 

teacher-centered instruction, and lack of active participation by prekindergarten educators 

in their learning. Gomez et al. (2015) stated that although PD is offered to educators in 

different modalities, such as workshop-based instruction, communities of practice, 

individualized or onsite-PD sessions, and coaching, PD opportunities for prekindergarten 

teachers are often insufficient preparation for educating young children. Often workshop-

based instruction or onsite-PD sessions are the only forms of ongoing learning teachers 

receive. Despite being required, PD for prekindergarten educators is inadequate and 

under-supported, and methods are not enough preparation for educating young children. 

(Gomez et al., 2015). According to Hindman and Wasik (2017), there is a gap in practice 

in bridging research and practice in prekindergarten classrooms. This gap is due in part to 

a lack of quality instructional experiences relating to PD being provided to teachers 

resulting in inadequately trained professionals in the education field (Hindman & Wasik, 

2017). Additionally, with this gap in practice, Hindman and Wasik (2017) stated essential 

skills are linked to getting ongoing learning associated with PD in research, practice, and 

the district curriculum to enhance teacher knowledge.  

The primary goals of PD, according to Luft et al. (2016), is to increase knowledge 

that is beneficial to both teacher and student, align with the school culture and district 

curriculum, provide teachers opportunities to work collaboratively with others, and allow 
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educators to grow professionally and increase their knowledge. Linder et al. (2016), in a 

study of over 1,000 early childhood teachers, found limited support by school leaders and 

administrators and miscommunication regarding PD sessions and implementation of 

methods. Rivalland et al. (2019) looked at early childhood educators’ professional 

opportunities and found PD provided to teachers in the form of in-service opportunities 

available all could be ineffective because learners have varying levels of expertise which 

may not be supported by undifferentiated PD. Margolis et al. (2017) suggested teachers 

are often provided PD in the form of workshops and off-campus conferences by school 

leaders and administrators, but these strategies may not yield changes in instruction 

because isolated learning does not offer the immediate feedback and ongoing support that 

could lead to meaningful changes for educators. Consequently, the strategies may not 

yield results due to an absence of ‘higher levels’ of teacher PD to assist with the varying 

professional levels of teachers according to Margolis et al. (2017). 

PD needs vary from teacher to teacher due to their different levels of expertise 

and support needed. Jacobs et al. (2015) suggested educators of all teaching levels want 

an increased focus on PD that provides various levels of support and balances classroom 

expectations. Weber-Mayrer et al. (2015), in a study of school-based prekindergarten 

learning opportunities that included prekindergarten teachers’ backgrounds, 

qualifications, and the PD being offered, found the systems implemented for monitoring 

educators’ PD were plagued by several issues such as no one reviewing, keeping track, 

and evaluating what is being provided to teachers, follow-up sessions monitored, or if 

content and material are developmentally appropriate to meet the needs of students. 
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Weber-Mayrer et al. (2015) added knowing who participates in PD is a crucial first step 

in understanding and designing programs that align with what educators need as 

experienced learners. Additionally, since adults learn differently PD should be delivered 

to educators that meet their various stages of development required to engage learners as 

suggested by the theory of andragogy (Knowles et al., 2005). 

Teacher Use of PD and Professional Learning 

The principles of andragogy provide a description of how adults learn and how 

PD can make connections with teachers and their professional learning needs. Glover et 

al. (2016) investigated the effect of PD for rural elementary school teachers on teacher 

perspectives, knowledge, and practice. They found PD appeared to make a significant 

difference in instructional practices for teachers, regarding pedagogical content 

knowledge and boosting their skill acquisition in instructional practice (Glover et al., 

2016). Abdul-Majied et al. (2017) explored the effects PD provided for in-service 

prekindergarten student teachers and discovered learners used critical and reflective 

thinking skills in PD and PD contributed to learners developing foundational skills to 

enhance students learning. Mangope and Mukhopadhyay (2015) reported PD was 

effective in enhancing educators’ skills and led to increased teacher effectiveness in 

meeting student needs. Gaikhorst et al. (2017) investigated long-term PD effects for 

beginning teachers of all grade levels in an urban school setting and how the different 

activities and organizations of the school contributed to sustainability in their classroom. 

The authors found PD interventions were sustainable and allowed educators to feel their 

expertise was valued by school leaders and administrators (Gaikhorst et al., 2017). 
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Labone and Long (2016) explored teaching quality practices that Catholic school teachers 

of a school-based nature implemented through a PD learning model and found the PD 

model led to effective implementation of strategies to assist students academically. 

Moreover, to improve instructional quality practices, prekindergarten educator’s PD must 

be ongoing so that it increases knowledge and skill and include administrators so that 

there is a web of support for teachers ongoing learning and children’s developmental 

growth (Whalen et al., 2016).  

Efforts to provide valuable and lasting PD opportunities for all general education 

teachers appear to be limited or not accessible (Gaikhorst, 2017). Melhuish et al. (2016) 

found the quality of PD for prekindergarten educators may be lacking the essentials and 

should focus more on curriculum content, concept development, and pedagogy to foster 

children’s development in language, self-regulation, early numeracy, and social 

development. Moreover, the researchers found PD intervention of early childhood 

educators had a positive outcome and improved educators’ professional practice and 

increased child learning outcomes (Melhuish et al., 2016). 

To the extent that andragogy is absent from PD, teachers may not achieve 

transformation of instruction in literacy that is needed for children’s success. According 

to Louws et al. (2017), school-based teachers frequently do not have a voice or an active 

role in PD being offered to them. Opportunities for self-reflection are either limited or 

non-existent, which do not allow them to reflect on experiences (Louws et al., 2017). 

Labone and Long (2016) suggested it is pivotal to have a system or design for learning 

components that connect new and existing knowledge in meaningful ways within system-
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based PD models for educators. According to Elm and Nordqvist (2019) PD programs for 

prekindergarten teachers should place a focus on pedagogical content and should closely 

aligned to teacher professional practice, opportunities to execute instructional strategies, 

and time to reflect, individually and collectively, to have a more meaningful learning 

experience. Planning PD allows school-based teachers to be active agents in mastering 

topics that are relevant to them (Widjaja et al., 2017). King (2016) explored the 

connection between transformative practice regarding growth of school-based teacher 

professional knowledge and working collaboratively in a constructivist manner as a 

model of PD to change their teaching practices and meet students’ needs. The findings 

suggested all school-based teachers in large numbers responded differently to sustainable 

new practices but overall, the transformative practice was most effective for teachers 

because it helped educators understand the need for change (King, 2016). Furthermore, 

since educators respond differently to PD practices, school leaders should make changes 

and alter methods to meet the needs of educators to increase skills such as literacy 

pedagogy according to King (2016). 

Zareie et al. (2016) explored the content of prekindergarten teachers PD and 

found although there was a focus on content there was an absence of pedagogy and 

practice. PD is a continuous process, and teachers should be trained so that skills are 

acquired to encourage developmental growth of prekindergarten students and content 

knowledge increases over time with the use of different methods of professional learning 

(Zareie et al., 2016). Luft et al. (2016) described several delivery models by which 

“practicing teachers,” or anyone responsible for classroom instruction may engage in PD, 
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including online, face-to-face, and hybrid settings, and all methods had the potential to 

affect teacher learning when teachers applied strategies as directed. Additionally, 

continuous learning for educators should develop content knowledge, help teachers 

integrate their knowledge, and improve pedagogy acquisition (Whitworth & Chiu, 2015). 

PD Among Prekindergarten Teachers 

Effective PD provides intensive training related to the topic of instruction, adding 

knowledge to educator’s pedagogy in ways that match how adults acquire knowledge 

(Weber-Mayrer et al., 2015). Egert et al. (2018) explored gaps in research on PD and the 

effects PD has on prekindergarten educator quality and child outcomes, as related to 

training design, instructional content, and the gap between the improvement of teaching 

and the benefit to child outcomes. They found when mastery of a set of specific skills or 

methods was wanted, short-term programs had the most benefit, but intensive training 

was needed when broad and comprehensive understanding was needed to support long-

term PD programs (Egert et al., 2018). Egert et al. (2018) also found the planning of PD 

should focus on intensive programs related to facilitating successful teacher-child 

interactions and effective implementation of instruction and a curriculum that stimulates 

development for young learners. Vujičić and Čamber-Tambolaš (2017) explored 

prekindergarten teacher perspectives regarding connections between their attitudes, 

profession, and continuous learning through PD. Moreover, authors found there must be a 

transformation of PD opportunities to provide continuous improvement of instructional 

practices through a learning network that includes educators’ opinions (Vujičić & 

Čamber-Tambolaš, 2017). 
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There appears to be a relationship between teacher knowledge and instructional 

practices in prekindergarten classrooms. Schachter (2015) believed PD for 

prekindergarten teachers should be delivered in a way that targets educator skill, 

knowledge, and disposition, as well as the application of knowledge in practice. 

According to Schachter et al. (2016), there is a link between PD and changes in teacher 

instruction for young children that result in a better-quality learning environment. 

Children in prekindergarten represent a diverse group of individuals with differentiated 

needs in early literacy skills that are meaningful and providing ongoing PD to help 

educators acquire knowledge can assist teachers with this goal (Goodrich & Lonigan, 

2017). Furthermore, Baker (2018) suggested PD could be more successful if it linked 

knowledge and practice strategies and provided collaboration opportunities for educators, 

and if the frequency and timing of PD sessions were intentionally arranged to support 

ongoing learning.  

Although one study showed adequate PD opportunities, these opportunities are 

not provided to all prekindergarten programs. Most often school leaders and 

administrators provide educators with preservice training that appears to be mediocre at 

best, the gaps in research continue to show current PD do not sufficiently support 

children’s early learning (Lin & Magnuson, 2018). There is a need to improve how 

teachers acquire training and pedagogical knowledge, therefore, prekindergarten teachers 

should have an autonomous role in planning ongoing PD opportunities (Múñez et al., 

2017). Vujicic and Camber Tambolaš (2017) without an active role, prekindergarten 

teachers must participate in the PD process in efforts to improve practice and increase 
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knowledge. Educating adults will require knowledge to be on a larger and firmer platform 

of expertise based on research. Therefore, PD should be structured to develop 

professional prekindergarten teacher knowledge and skills, while catering to the specific 

needs and progression competency level of each teacher (Múñez et al., 2017). 

To support young learners, prekindergarten teachers must have knowledge that is 

adequate on how children learn, developmental states relating to language acquisition in 

efforts to support, guide, and teach young learners (Sheridan & Gjems, 2017). All 

teachers must view themselves as an authority of their craft by recognizing the value of 

professional development opportunities that are supported by evidence and best practice 

and applicable knowledge of what works when attempting to increase student 

achievement (Boylan & Demack, 2018). Monhan et al. (2017) found effective PD is not 

only for the educator but based on the needs of the educator. The study conducted by 

Monhan et al. (2017) looked at rural and urban educator needs from primary and 

secondary school-based systems, as it related to PD opportunities offered in the form of 

traditional PD that included staff meetings, workshops, seminars, conferences, symposia, 

in-house training, work attachments and long term in-service training with the intent to 

help students learning opposed to assisting with improving teaching practice as well, and 

found educators wanted sustainable effective PD that enhanced their professional 

practice. Effective and sustainable PD is done in continuous cycles that allows educators 

to understand and enhance knowledge and skills to meet student’s needs. Furthermore, 

Van Waes et al. (2016) suggested professional learning opportunities such as those 

offered by PD allows all educators to understand subject matter, pedagogical content 
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knowledge, and learn new ideas to implement in the classroom to help students academic 

growth.  

PD in Literacy Pedagogy  

According to Rollnick (2017), educators need an understanding of content 

knowledge, and one way to do this is through effective PD strategies. Essential elements 

for prekindergarten teachers are to improve teacher quality and to build foundations to 

strengthen educators background in pedagogical practices while deepen their knowledge 

(Maskit & Firstater, 2016). The benefits of PD are to provide teachers with foundations 

that allow them to maintain structure meaningful learning environments in the classroom. 

Williford et al. (2017) found teachers PD in pedagogical content and ongoing 

professional learning goes far beyond subject matter acquisition, but it increases 

educators’ understanding of how to prepare and structure instruction, support students, 

and manage classrooms effectively. Content knowledge and pedagogy is pivotal for 

prekindergarten educators because it is how they demonstrate their competencies, and 

improve their teaching, knowledge, and skills, outcomes which is essential to 

professional learning in education (Ping et al., 2018). Additionally, educators should have 

the ability to design and implement student learning, therefore they must have 

pedagogical knowledge to accomplish these tasks (Kurniah et al., 2019).  

Teachers’ professional learning affects their instructional practice because, 

content knowledge allows adult learners to understand the subject matter (Depaepe & 

König, 2018). Pedagogical knowledge in early childhood education is essential because it 

allows teachers to stay current on teaching practices, grow professionally, and strengthen 
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children’s learning (Elm & Nordqvist, 2019). Moreover, teachers’ pedagogical and 

content knowledge are tools for teaching, by enabling educators to understand the 

diversity and complexity associated with how children learn, and the diversity and 

complexity of the content to be taught (Mu et al., 2018).  

Pedagogical knowledge permits preschool teachers to teach with differentiation to 

assist all students, thereby allowing educators to gain self-efficacy in developing student 

mastery of what was taught (Depaepe & König, 2018). If, as Kurniah et al. (2019) 

indicated, teachers need to experience learner-centered and content-focused PD in order 

to teach in this way, the use of andragogical practice in PD and multiple delivery options 

are essential to support teachers-as-learners. Maskit and Firstater (2016) deemed PD an 

essential element for prekindergarten teachers in improving teacher quality and as the 

foundation by which to strengthen educators’ pedagogical practices and deepen their 

content knowledge. Likewise, increased attention is needed in providing educators with 

adequate literacy content, pedagogy, and PD ongoing learning in efforts to provide 

educators with essential skills. 

The need for PD focused on literacy and language is evident in several recent 

studies. Hindman and Wasik (2017) found oral-language experiences, such as vocabulary 

development, were absent from the prekindergarten curriculum and teachers spent less 

than five minutes per day on literacy in prekindergarten classrooms. They also suggested 

prekindergarten teachers tend to neglect developmentally appropriate engagement of 

children in high-quality conversations. Whorrall and Cabell (2016) found teachers who 

were successful in promoting children’s literacy and language achievement engaged in 
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conversations during non-teacher directed activities, used sophisticated vocabulary, and 

expanded upon open-ended questions. Moreover, Linder et al. (2016) suggested PD 

models should include the times and duration required for each training strategy, as well 

as knowing the most effective settings, such as whole group meetings, independent 

learning, and small group collaborations that meet the needs of educators and guide them 

in developing children’s language and literacy (Linder et al., 2016).  

Overall, teachers need PD opportunities that allow them to take ownership of their 

own learning while encompassing strategies learned through these ongoing learning 

opportunities regarding literacy content knowledge and pedagogy. Gettinger and Stoiber 

(2016) investigated the effects of teacher coaching on book reading practices in 

prekindergarten classrooms and found prekindergarten educators needed a solid 

foundation in how children develop literacy, in knowledge of pedagogy, and in strategies 

to promote skills needed to foster student achievement growth (Gettinger and Stoiber, 

2016). According to Piper et al. (2018), to achieve literacy goals for struggling students, 

administrators must maintain ongoing PD for educators as a necessary first step. 

Additionally, Schachter et al. (2016) found educators with additional knowledge had a 

more profound effect on children’s literacy and language development. 

Teacher learning is an ongoing process, and early childhood teachers need 

continuous and sustainable strategies for implementing content knowledge for students 

(Nasser et al., 2015). Nasser et al. (2015) explored Head Start teacher perspectives about 

the structure of PD as it relates to a model that focuses on developing intentional 

teaching. The findings suggested the participants perspectives had a contribution to 
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understanding PD models which included large group, on-site, and one-on-one 

interactions that allowed for an evaluation process was sustainable in providing 

effectiveness based on the adult learning theory model when applied to their current work 

(Nasser et al., 2015). Shannon et al. (2015) examined perspectives of 21 preschool 

teachers about PD they received. Furthermore, they found teacher knowledge when 

enhanced with adequate high-quality PD strategies, content acquisition, and practice 

implementation, it significantly increased teacher understand with a firm grasp of the 

content, self-motivation, and technological self-efficacy in the classroom (Shannon et al., 

2015).  

Learning how to implement prekindergarten literacy and gaining an 

understanding in pedagogy will required additional training for prekindergarten 

educators. Professionals such as administration, school leaders, and teachers must have 

the educational capabilities relating to pedagogical and content knowledge to support 

young learners needs (National Research Council, 2015). The Institute of Medicine and 

National Research Council report suggested information that supports building a culture 

of higher learning and ongoing professional learning for school leaders, and in turn equip 

them with knowledge relating to how young children learn to ensure environments that 

support developmental growth. A study conducted by Duncan et al. (2016) provided 

insight into school leaders and teachers should take advantage of advances in research-

based knowledge and instructional strategies that have been proven effective for 

developing literacy skills for preschool children. School leaders need to incorporate 

systems for accountability that include PD that both school leaders and teachers can 
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benefit from that is designed to improve skills relating to content knowledge and 

pedagogy for prekindergarten students (Duncan et al., 2016). Furthermore, PD for school 

principals will allow them to understand educators’ strengths and weaknesses in content 

knowledge in early childhood and help them give specific feedback and support teacher 

reflection on instruction and strategies most effective in their classroom (De Nisco, 

2015). 

Nguyen et al. (2018) conducted a study that looked at Head Start and public 

prekindergarten PD and found with support from administrators, the prekindergarten 

teachers were able to see a benefit of targeting specific academic domains and 

exploration differences in classroom level PD, quality improvement, and opportunities to 

enhance students’ academic growth. Research geared towards literacy and pedagogy is 

limited in the prekindergarten field and opportunities provided for educators that is 

literacy focused are largely unstudied (Dharamshi, 2018). Additionally, prekindergarten 

educators must start setting up collaborations that include administrators that will provide 

all parties with a forum to work together in all areas of teaching and research to help 

bridge the gap between theory and practice through a community of learners (Dharamshi, 

2018). 

Importance of Prekindergarten PD in Literacy Pedagogy 

Language and literacy development of young children is an essential part of 

prekindergarten educators’ work. Literacy skills are key in assisting children in learning 

the foundations of language, learning to read, and profoundly influence the way children 

learn to communicate daily with others. Erickson (2018) conducted a study regarding the 
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sustainability of mandated literacy standards and found newer teachers had difficulty 

planning for instruction and often used single view perspectives opposed to having an 

open mind towards instruction. Educators play an important role in the early years 

because teachers assist in guiding children early literacy experiences which lay essential 

foundations for the development of core knowledge, oral language, and social skills 

(Mantei & Kervin, 2018). And having teachers trained appropriately in language 

pedagogy is vital to learners being successful throughout their educational journey. Early 

literacy instruction has fallen short in prekindergarten classrooms, and ways to meet the 

demands of today’s expectations for students is by providing educators with ongoing 

learning and PD because it is extremely important for teachers to understand how 

children learn, improve their skills, and teacher effectiveness in literacy instruction 

(Chiariello, 2018). Teaching strategies should fulfill prekindergarten literacy demands by 

providing literacy-specifc learning experiences for students. Educators must be 

adequately trained in literacy pedagogy to meet the demands of students learning needs. 

Mantei and Kervin (2018) conducted a study to examine prekindergarten and 

kindergarten teacher literacy learning demands in their classrooms and found needed to 

understand what children need and gain a better understanding of how our perspectives or 

visible and invisible pedagogies could help or potentially hinder children’s academic 

growth. Cunningham et al. (2015) found PD, including professional learning 

communities and coaching, can support preschool teachers in developing the knowledge 

and skills needed to effectively promote children’s emergent literacy. They suggested 

further research is needed to address the specific linkages between changes in teacher 
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instruction and student literacy gains (Cunningham et al., 2015). Providing 

prekindergarten teachers with PD in literacy pedagogy allow educators to gain a deeper 

understanding of how children learn, provide richer educational experiences, and increase 

skill and teacher knowledge. In the same way, literacy training and instruction varies 

across prekindergarten programs across all learning platforms. 

Terrell and Watson (2018) found many teachers lacked the knowledge to apply 

the principles and foundational skills needed to assist young learners develop literacy 

skills, but they can learn to do so with modeling and additional training such as in content 

knowledge and pedagogical skills. Barnett et al. (2018) study examined eight public 

prekindergarten classrooms to understand the effects of state-funded programs on 

language, literacy, and mathematics had on students. The authors found state 

prekindergarten programs teachers needed support for learning and teaching that include 

PD and curriculum instruction to enrich preschooler’s education (Barnett et al., 2018). 

Additionally, Zhang et al. (2015) conducted a study and looked at Head Start teachers 

teaching content in literacy instruction, and with ongoing learning, over time changes 

were seen in literacy instruction and found teachers saw academic growth of student’s 

language skills when teachers were provided more elaborate pedagogical knowledge 

through PD training. 

Although teachers play an essential role in fostering high-quality learning 

opportunities for young learners their training is sometimes insufficient in meeting 

educators’ adult learning needs. Teacher preparation for early childhood teachers is 

inconsistent, teacher knowledge and educational levels differ, and appear to require less 
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expertise than elementary teachers, however providing adequate professional 

development for prekindergarten teachers will foster an environment of teachers with a 

deeper understanding of how to stimulate a healthy space for early development and 

learning (Phillips et al., 2016). Cunningham et al. (2015) examined scalable, effective 

models of PD developed for prekindergarten teachers. Professional learning communities 

such as coaching or peer collaboration models used for preschool teacher PD can support 

teachers in developing knowledge and skills needed to promote essential emergent 

literacy skills effectively (Cunningham et al., 2015). PD for educators can close learning 

gaps, help teachers link content with instruction, and assist in lying foundations by 

linking practice with new skills (Epp, 2017). Mangin and Dunsmore (2015) found 

providing educators with PD learning opportunities can produce change in practice by 

allowing teachers to understand content matter and pedagogical skills using PD that is 

focused on literacy. As leaders in the classroom’s teacher must demonstrate a certain 

amount of pedagogical leaderships skill that is why they must have ample opportunities 

to acquire PD to develop themselves professionally (Fonsén, & Ukkonen-Mikkola, 

2019). PD experiences aids teachers in gaining additional foundational knowledge in 

supporting students’ needs which could lead to children developing literacy skills 

appropriately (Cunningham et al., 2015). Teachers can learn needed skills through the 

process of modeling also known as coaching or PD methods that focuses on content 

matter and pedagogical skills that support emergent literacy in classrooms (Heppner, 

2016). Also, traditional PD structures along with personalized learning opportunities 

could result in effective and sustainable practices that could transform teacher instruction 
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if methods target developing educator skills (Ende, 2016). Additionally, Chacko (2018) 

stated emerging pedagogies in effective adult learning must involve the process of 

knowing across the different phases how adults learn, while using professional 

development as a method to help identify and choose approaches that meet the learners’ 

needs. This is clear in the intersection between content knowledge and pedagogy.  

Providing a high-quality learning environment for young learners must 

incorporate approaches for educators for continuous professional learning, opportunities 

with self-reflections, and include both school leaders and teachers (National Research 

Council, 2015). Zhang (2015) looked at Head Start teachers teaching content in literacy 

instruction and changes over time in literacy and found teachers saw academic growth of 

student’s language skills when teachers were provided instruction and more elaborate 

pedagogical knowledge through PD training. Researchers suggested a need for change in 

social language environments of prekindergartners, and PD could result in teachers 

creating language-stimulating environments that provided significance gains in children’s 

literacy skills (Norling et al., 2015). Planning of effective PD should focus on intensive 

programs that are long term and related to the topic of instruction needed to support 

adding knowledge to educator’s pedagogy and how adult learning theory influence 

teachers’ knowledge (Weber-Mayrer et al., 2015). In short, effective PD is that which 

applies andragogical principles to access teachers’ prior knowledge, their need to learn, 

and their need for experienced-based instruction, and engages them in the planning of 

their own learning. 
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Summary and Conclusions 

Throughout Chapter 2, I provided information regarding the scope of Knowles 

adult learning theory and how it relates to PD. I also provided resources that examined 

other forms of PD that were deemed resourceful when coupled with andragogy strategies 

in prekindergarten classrooms. The studies provide background information on the 

several models of PD and findings related to each study. Further research suggested by 

Zein (2016) relating to how all teachers acquire PD was suggested for more intense 

examination of needs and beliefs and educators understanding regarding training, teacher 

efficacy, and teaching practices for advancing professional advancement. Korthagen 

(2017) noted a gap between theory and practice in PD offered to educators during pre-

service or in-service professional learning opportunities. This study is needed because it 

addressed the gap relating to planning of effective PD and educators having an active role 

in making decisions on the form of PD on literacy pedagogy. Gaps in research further 

show a need for an investigation of PD strategies and how literacy content, pedagogy, 

and ongoing learning can extend knowledge for teachers by identifying strengths or areas 

of concern based on evaluation methods. In Chapter 3, I continued to explore information 

relating to adult learning theory and the perspectives of preschool teachers regarding PD 

in literacy pedagogy. I gave an in-depth look into how the research and design, 

methodology, participants, and data analysis will assist in my quest for insight into the 

study topic. 
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Chapter 3: Research Method 

The purpose of this basic qualitative study was to explore public prekindergarten 

teacher perspectives of district-sponsored PD in literacy pedagogy. In this chapter, I 

present the research design stating the central concepts of my study and rationale, and 

explain aspects of my role as the researcher. The role of the researcher highlights the 

expectations related to my role, biases, and a description of perceived ethical issues and 

how I addressed them. I also discuss the qualitative research design chosen, as well as the 

methodology, including participant selection, instrumentation, data analysis, issues of 

trustworthiness, and ethical procedures. 

Research Design and Rationale 

Three RQs guided this study: 

RQ1: How do prekindergarten teachers describe their involvement in planning PD 

offered in literacy pedagogy? 

RQ2: How do prekindergarten teachers describe the level of experience-based 

learning and problem-solving included in PD offered in literacy pedagogy? 

RQ3: How do prekindergarten teachers describe the relevance of information and 

skills presented in PD offered in literacy pedagogy? 

The central phenomenon of investigation was prekindergarten teacher 

perspectives regarding PD being offered relating to literacy pedagogy. I conducted a 

basic qualitative study using interviews. This approach using open-ended questions 

followed the tradition of social constructivism in that I constructed knowledge of 

participants’ view of their experiences regarding PD being offered to them in 
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collaboration with participants as they described their experiences (see Creswell & Poth, 

2018). I considered other possible research methodologies such as mixed methods, and 

quantitative and determined they were not best for this research. A mixed-methods 

approach combines qualitative and quantitative approaches with extensive data collection 

and analysis of textual and numerical data (see Creswell & Poth, 2018). However, human 

experiences cannot be numerically analyzed (Creswell, 2014; Creswell & Poth, 2018). 

Qualitative research focuses on social events and seeks to explore, describe, or explain a 

social phenomenon while attempting to make meaning of people’s experiences, 

situations, or events (Leavy, 2014). According to Leavy (2014), qualitative research 

provides understanding of an aspect of life in a naturalistic setting. Quantitative research 

focuses on the measurement of variables in numerical form (Little, 2013). Because the 

purpose of my study was to explore public prekindergarten teacher perspectives of 

district-sponsored PD in literacy pedagogy, a quantitative approach was not appropriate. 

Other qualitative designs such as ethnography, grounded theory, and 

phenomenology were considered for this study. Ethnography, also known as participant 

observation, usually involves extensive time in the field with attention given to detailed 

observation data and interview evidence (Yin, 2018). An ethnographic design would not 

have yielded participant perspectives as efficiently as interviews, so I did not choose 

ethnography. Grounded theory is the process of developing theories with a shift from 

individual knowledge toward collective knowledge (Glaser & Strauss, 1967; Yin, 2018). 

In my study, I did not attempt to develop a general theory of teacher perspective but 

rather sought to explore teacher perspectives. Phenomenology, the study of common 
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lived experiences and their meanings from the perspective of the individuals, could also 

be applied to single case studies and help in understanding the way ideas are perceived, 

the way they appear in experiences, or the meanings they assume (Smith, 2018). 

Phenomenology could have been applied in my study as an exploration of the 

phenomenon of PD from the perspective of prekindergarten teachers, but my purpose was 

not to explore all aspects of the PD phenomenon. Instead, my focus was limited to the 

perspectives of the teachers in this study. Similarly, the case study design is used to view 

a phenomenon from multiple vantage points and includes a variety of data collection 

methods (Yin, 2018). My study was focused on exploring the perspectives of 

prekindergarten teachers in their own words. This was accomplished through individual 

interviews using a basic qualitative design. 

Role of the Researcher 

I was the sole researcher in this study and at no point did I join as a participant. 

As described by Creswell (2016), a qualitative researcher studies people in the context of 

their previous experiences, including how they think or react, while interacting with 

individuals and documenting the information they provide in a nonobtrusive naturalistic 

manner. I conducted one-on-one interviews by asking each participant open-ended 

questions during a telephone interview session that I recorded using a digital application. 

Although I was the researcher, I was also a mandated reporter and it was my obligation to 

report any suspicion of child abuse and neglect revealed during interviews. My 

professional role as a program evaluator was separate from the role of the researcher. I 

did not function as a program evaluator and did not report on any issues related to that 
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role. My role as the sole researcher involved designing the study, securing participant 

consent, conducting data collection via individual interviews, transcribing interviews, 

analyzing content, and analyzing data (see Creswell, 2016; Creswell & Poth, 2018). As 

the researcher, I explored all possible research instruments to collect and analyzed the 

data for a deep understanding of the phenomenon for this study (see Neal et al., 2015). 

In my position as a prekindergarten program evaluator, I had worked for 6 years 

for the state that was the location of this study. My job is to monitor private and public 

before- and after-school childcare programs for compliance with state regulations. In 

checking compliance, I determine whether teachers have completed background checks 

related to criminal history and abuse allegations and other personal documents, I monitor 

professional development, I check student files for immunizations and other vital records 

needed for school, and I observe instruction. At the end an instructional observation, I 

provide a summary letter to the teacher regarding my findings. As a program evaluator, I 

had no personal relationship with anyone who was included in this study, and I did not 

have any authority over any educator in this district, including the authority to make 

decisions related to the hiring, firing, funding, or other process related to the teachers or 

to the school district as a whole. My job as a program evaluator is to provide 

prekindergarten teachers with resources on developmentally appropriate practices and 

support in compliance with the rules that govern prekindergarten as they relate to student 

safety. I did not provide PD to any school district, but I made sure classrooms had enough 

materials, classroom equipment was safe, and the playground equipment and surfaces 

were adequate for children. My position as a program evaluator has afforded me 
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familiarity with the dynamics of this school district. As a program evaluator, I shared a 

common language and expertise with each participant in the study, and this allowed me 

to gather important data that were unique and relevant to this study (see Dwyer & Buckle, 

2018).  

I took measures to minimize any interference of my biases with the integrity of 

the study. I collected data and made notations in a personal reflective journal (see 

Creswell & Poth, 2018). I used strategies such as reflexivity, as described by Creswell 

and Poth (2018), to examine my experiences, biases, and values and ensure I did not 

interject my opinions or prime participant responses to validate my preexisting opinions 

(see Ravitch & Carl, 2016). Listening skills are essential because researchers must 

understand what is said and ask follow-up questions as needed to clarify their 

understanding of each participant’s perspectives (Yin, 2018). I was an alert participant in 

the interview process, engaging in active listening and listening for cues to expand the 

conversation based on what participants said (see Yin, 2018).  

To minimize biases during the data collection process, I recorded and transcribed 

responses to ensure accurate data collection and to avoid preexisting assumptions and 

hypotheses (see Creswell & Poth, 2018). The reflective journal allowed me to document 

any perceived and unperceived biases or assumptions related to this qualitive study using 

interviews (see Noble & Smith, 2015). I did not include people whom I had monitored or 

who were part of my current caseload. 

In any study there is the possibility ethical issues will arise. As the researcher, I 

had a moral responsibility to respect all participants and show concern for each person’s 
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well-being, welfare, and justice (see Creswell & Poth, 2018). I always took care in 

collecting and reporting data to ensure confidentiality and to avoid the inference of a 

power imbalance (see Creswell & Poth, 2018). I understood that I must not show 

partiality toward participants’ responses or any results that may be revealed through this 

research. There were no incentives. Participation in this study was voluntary, and 

participants were free to exit at any time if they did not wish to continue with the study. 

Methodology 

Participant Selection  

The population of focus for this study was prekindergarten teachers who work in 

a large public school district in the Southeast region of the United States. According to 

internal reports, the target school district was committed to improving instruction by 

providing their educators with PD in the form of in-service ongoing learning 

opportunities throughout the school year. The sampling strategy that was used was 

purposeful maximum selection to understand the different perspectives of the problem, 

process, or event as experienced by each participant relating to PD experiences (see 

Creswell & Poth, 2018). The potential participants would have been hired by the target 

school district, and prekindergarten teachers would have participated in PD for 3 or more 

years. I did not include people whom I had monitored or who were part of my current 

caseload. The school is an urban public school district and provides PD to all educators of 

the school system, but PD for prekindergarten teachers is geared toward the 

developmental abilities of young learners and is not made available to teachers in the 

entire school. The research site was chosen through purposeful sampling, and the target 
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district is a large urban district with many prekindergarten teachers who are provided 

targeted PD by the district administration. According to Creswell and Poth (2018), 

purposeful sampling is used when the researcher selects multiple samples to show 

different perspectives to generate the greatest information into what is being studied.  

The participants of this study included 12 public prekindergarten teachers in the 

target district who had participated in PD for 3 or more years. I located email addresses 

of prekindergarten teachers via the district’s public access website and emailed an 

invitation to every third name on the prekindergarten teacher email list. Using this 

method, I reached out to at least 50 teachers. I thanked everyone who responded but 

included the first 12 volunteers, and I held the remaining volunteers in reserve in case one 

of the 12 withdrew or was discovered to not meet selection criteria. Criteria for inclusion 

in the study were that each teacher had worked as a prekindergarten teacher in the target 

district for at least 3 years, and that each teacher had participated in PD provided to 

prekindergarten teachers by administrators in the target school district. In the target state, 

teachers in all prekindergarten classrooms who are certified through the Department of 

Education are required to participate in 30 hours of PD every year with at least 6 hours in 

literacy content. As a program evaluator, I was aware that this district met this 

requirement. Additionally, anyone I had monitored in the past or was monitoring at the 

time of the study was excluded from participating in the study. As I welcomed the first 12 

volunteers in a reply email, I asked each to confirm that they met the inclusion criteria. 

The number of participants and the rationale for this number was based on 

purposeful sampling because small samples could show different perspectives to generate 
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the greatest information into what is being studied (see Creswell & Poth, 2018). This 

sample size of 12 prekindergarten participants was appropriate for this study and was 

guided by the premise there are no exact requirements or standards regarding selecting 

sample sizes (see Malterud et al., 2016). The sample size of this study was assumed to be 

sufficient to reach data saturation, permit data analysis, and illuminate the aim of the 

study, while also being realistic for the time allotted for this study (see Malterud et al., 

2016; Merriam & Tisdell, 2016).  

I identified, contacted, and recruited participants via the school district public 

email addresses. I recruited 12 prekindergarten teachers from three different school 

campuses. A recruitment letter was sent to teachers via school email addresses that were 

available on the internet. The letter included my school contact information. I did not 

send a recruitment letter to teachers whom I had monitored or were currently monitoring 

as a program evaluator because they were excluded from this research in an effort to 

maintain the integrity of this study.  

Instrumentation  

The main instrument for data collection in this study was the interview guide (see 

Appendix A). I designed the seven interview questions to answer the three research 

questions that guided this study. I applied Interview Questions 1 and 2, about teacher role 

or involvement in the planning of PD in literacy pedagogy, to answer RQ1, about how 

prekindergarten teachers describe their involvement in planning PD offered in literacy 

pedagogy. I answered RQ2, about how prekindergarten teachers describe the level of 

experience-based learning and problem-solving included in PD offered in literacy 
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pedagogy, by using responses to Interview Questions 3 and 4. To answer RQ3, regarding 

how prekindergarten teachers describe the relevance of information and skills presented 

in PD offered in literacy pedagogy, I used answers to Interview Questions 5 and 6. 

Interview Question 7 offered participants an opportunity to add anything more they 

wanted to tell me regarding PD in literacy pedagogy. 

I used additional probing questions to draw out more in-depth responses from 

perspective participants. The seven interview questions were designed to elicit 

discussions while allowing me to explore themes that may arise (see Creswell, 2016). In 

addition, during the interviews, I kept field notes to indicate ideas that occurred to me and 

to record participants’ facial expressions, gestures, or other nonverbal communication 

that was not captured by the interview recording. To validate the interview questions, I 

asked an expert in the field, who holds a doctoral degree in early childhood education, to 

review my interview questions in light of the study problem, purpose, and research 

questions. This expert, who is professor of early childhood education at a college in the 

United States, reviewed my interview questions for content validity. This expert 

suggested the research questions needed no revisions to collect pertinent data. 

I also was an instrument for data collection in this study because I conducted the 

interviews, selected and analyzed data, and drew conclusions. To control my biases, I 

used a reflective journal to record my thoughts related to the process and refinement of 

my ideas (see Dempsey et al., 2016). Reflective journaling allowed me to record in-the-

moment reflections and make meaning of ideas, feelings, concerns, thoughts, and self-

reflection (see Ravitch & Carl, 2016). Reflective journaling is a strategy that can 
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facilitate reflexivity by allowing the researcher to control their bias and assumptions and 

become consciously aware of what is being recorded (Ortlipp, 2008). In addition, I 

employed strategies that ensured the dependability of the data by asking each participant 

to confirm the accuracy of their analyzed data. 

Sufficiency of the data collection instrument was supported by an open-ended, 

unstructured line of questioning that encouraged participant responses that were detailed 

and inclusive of what the participant believed was important (see Hsieh & Shannon, 

2005). This process allowed me to gather answers and develop the story of participant 

perspectives. Open-ended interview questions allowed me to collect spontaneous and 

flexible information while eliciting rich information about participants’ personal 

experiences and perspectives regarding PD (see Carter et al., 2014).  

Procedures for Recruitment, Participation, and Data Collection  

After gaining IRB approval (09-28-20-0392598), I chose names from the email 

addresses listed on each school’s public website to recruit 12 early childhood 

prekindergarten teachers from three different school campuses, using the method of 

selecting every third name listed. I asked prospective participants to provide a personal 

email address to use in all subsequent study communication, to maintain the 

confidentially of participants. I then emailed prospective participants the inclusion 

criteria and the consent form. I asked them to reply with “I consent” if they met the 

inclusion criteria and wished to participate. As volunteers replied with their consent, I 

asked for their phone number to use for the interview, and I suggested a day and time for 
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the interview. If the suggested day and time was not convenient for the participant, we 

negotiated a day and time that was mutually convenient. 

I conducted interviews by telephone. I read the questions as scripted (see 

Appendix A) but in a way that was conversational and responsive to the information 

provided by the participant, which Garbarski et al. (2016) described as obtaining data in a 

collaborative format through talk. I audio recorded each interview and took field notes 

using pen and paper. Each session lasted 45 to 60 minutes, depending on each participant 

and their willingness to freely share ideas. I prompted participants to expand on their 

responses if responses seemed minimal. Once the interview was concluded, I thanked the 

participant for talking with me. I told them to expect an emailed transcript of their 

interview so they could review that for accuracy prior to my embarking on data analysis.  

Data Analysis Plan 

I transcribed each interview by uploading the voice recording to the online 

transcription tool Otter and allowed the system to transcribe the data. I then continued by 

verifying and correcting the transcript by reading line by line and comparing the online 

transcript to the audio file. I then emailed the transcript to each participant so they could 

review it for accuracy and suggest any changes they deemed appropriate. After I received 

from participants any changes to the transcripts, I used participant-verified transcripts as 

the basis for my analysis. I added the reflective journal commentary and field notes, such 

as notations of pauses, laughter, and changes in vocal tone. According to Creswell and 

Poth (2018), including memos or notes helps to develop a sense of the data, identify 

emergent ideas, and create a system for quick review of important data. The data analysis 
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was inductive because I interpreted ideas as they emerged from the transcripts (see 

Creswell & Poth, 2018). 

I used descriptive coding, or topic coding, which was considered appropriate for 

beginning qualitative researchers (see Saldaña, 2016). During the first cycle of coding, 

codes were created from a single word to a full paragraph or an entire page of text (see 

Saldaña, 2016). I highlighted the words and phrases from transcripts that appeared to 

convey meaning relevant to my study. Once the first reading and coding of the data was 

completed, I repeated the process, noting any additional codes or removing codes 

depending on what I learned from the data and what seemed relevant to my study. 

I followed coding with a process of systematically arranging coded ideas into 

categories, so that similar ideas were grouped together (see Saldaña, 2016). I organized 

coded words and phrases into categories, and then grouped categories into over-arching 

themes. The process of creating categories allowed me to see links between ideas and 

began to shape the data into a meaningful synthesis of participant perspectives (see 

Saldaña, 2016). Once the data were regrouped, I made meaning of the data or gained a 

better understanding of what has been collected. I then developed overarching themes by 

combining categories. Emerging themes constituted a form of storytelling, as the data 

created a coherent set of ideas offered by participants (see Saldaña, 2016). By identifying 

emerging themes, I began to understand the participants’ perspectives of their 

professional development in literacy pedagogy. 

Discrepant findings allowed me to portray all aspects of an issue while at the 

same time revealed potential flaws in the construction of instruments, unintended 
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ambiguity, or insufficient depth in participants’ responses (see DiLoreto & Gaines, 2016). 

In an interview study, a discrepant case is most likely to occur when a participant 

contradicts what they have said earlier in the interview, or the data does not match other 

participant views. Discrepant findings occur when there is a reference in what was 

communicated or documented and what was found regarding the explored phenomenon 

(see Yin, 2018). If I identified this action, I asked the interviewee at that time about the 

occurrence. And, if noticed during the data transcription phase, I asked the participant to 

review and correct at that time. If I did not notice until the data analysis, or if the person 

did not clarify what they meant by saying two things that were the opposite of each other, 

then I included this in the analysis as a discrepant case. I discussed this more as it arose in 

Chapter 4. 

Trustworthiness  

Trustworthiness is achieved with different components of qualitative research 

such as credibility, transferability, dependability, and confirmability which together 

create authenticity in any study (Klenke et al., 2016). I supported trustworthiness because 

I included elements to ensure the credibility, transferability, dependability, and 

confirmability of the data and my results. 

Credibility 

Credibility in qualitative research is linking the data to the research so that it is 

clear, creditable, and believable (Klenke et al., 2016). To establish credibility, I employed 

the strategy of reflexivity in this qualitative study. Reflexivity is an examination of the 

researcher’s personal beliefs, practices, and judgements; the researcher engages in self-
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understanding about their biases, values, and experiences and what it can bring to the 

research (see Creswell & Poth, 2018). Researchers can refer to their reflexive journal to 

get a better understanding of the findings and conclusions and if they have been 

interpreted in a manner that is credible (see Lincoln & Guba, 1985). Reflexivity allowed 

me to have self-awareness and self-reflection in attempts to monitor and eliminate any 

prejudges, biases, or predispositions by using a reflective journal, self-reflection, and 

critical self-awareness (Klenke et al., 2016). I used my reflective journal to ask questions, 

record ideas, make meaning, and chart my thoughts and emotions, and recorded any 

concerns that arose over the time of data collection (see Ravitch & Carl, 2016). Lastly, I 

included any interpretations I observed and recorded in my field notes, as suggested by 

Ravitch and Carl (2016). Credibility was also supported through participant transcript 

review, which confirmed the accuracy of transcript data (see Lincoln & Guba, 1985). 

Transferability 

Transferability according to Creswell & Poth (2018), is based upon the results 

from a qualitative study can be generalized or transferred to other settings (see Creswell 

& Poth, 2018). Readers had the opportunity to review what I presented via the data and 

decide if the results could be applied to their own settings based on the thick descriptions 

of contextual details and background insformation, I provided information to create a 

narrative interpretation of the data, as directed by Creswell and Poth (2018). The goal of 

transferability is to gather descriptive, context-relevant data, from which readers may 

make their own judgments of transferability, rather than produce statements that may or 

may not apply to other particular populations or settings (see Ravitch & Carl, 2016). 
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Lincoln and Guba (1985) write that the researcher’s task is to situate a qualitative study 

in its specific context while still supporting transferability to other contexts. In this study, 

my description of the sample and setting in my study, my explication of how codes and 

themes were derived from the data, and use of verbatim evidence from participant 

interviews, all supported transferability.  

Dependability 

Dependability relates to the stability of the data collected, so that similar results 

might be obtained if the study were replicated by other researchers and includes that the 

findings are consistent with the evidence present in the data (see Ravitch & Carl, 2016). 

Transcript review by participants helped to ensure dependability of my study results, 

because, as suggested by Ravitch and Carl (2016), it ensured my data were transcribed 

without bias or filtering on my part. Such participant validation of raw data was 

supported by Creswell and Creswell (2018) as a method to ensure dependability. In 

addition, I asked participants interview questions that were verified and validated by an 

outside expert for clarity and to ensure they were easily understood.  

Confirmability 

Confirmability is the degree of neutrality in the reporting the data of the research 

and having an agreement between two or more persons that are independent from the 

study and the findings can be confirmed or corroborated (see sRavitch & Carl, 2016). 

Participant responses represented the findings of this study during the interview process, 

additionally, they did not represent any viewpoints or researcher bias. I presented the 

actual words of participants as evidence in answering the research questions, and so avoid 
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conflating my own ideas with the perspectives offered by participants (see Ravitch & 

Carl, 2016). Finally, I included all details relating to how the data were collected, 

transcribed, and analyzed to provide a transparent report of findings to readers. 

Reflexivity is having an awareness of personal beliefs, values, and awareness of 

previous experiences that can result in researcher bias, however, strategies such as using 

a reflective journal and note taking can prevent interference throughout this study (see 

Ravitch & Carl, 2016). To maintain reflexivity, I took notes and wrote in my reflective 

journal to assist with bias as well as kept notations when I coded. The notations included 

notes taken during sorting and coding of the transcription process. 

Ethical Procedures 

First, I obtained the approval of the Walden University IRB (09-28-20-0392598). 

I took measures throughout this study to ensure all participants were treated respectfully, 

safe, and confidentiality were maintained of everyone involved such as using a reflective 

journal and taking notes. I stated the study purpose, process, procedures, and any contact 

information related to this research were provided. Potential interviewees were invited 

via email to voluntarily participate in my study via the recruitment message and the 

accompanying request for informed consent in the same email. The documents were 

included and explanation of participants rights, voluntarily right to ask questions, the 

right to participate or withdraw from the study at any time, how confidentiality and 

privacy was ensured, associated risks, and pertinent contact information related to this 

study. The emailed letter outlined the interview process (e.g., there were interview 

questions, the location which was the participant choice since this were phone interviews, 



63 

 

 

how long the interview would take, and the member checking process). Since participants 

were recruited from a public-school directory on the internet, interested candidates were 

asked to reply to the email stating “I consent” and provided a confidential email address, 

phone number, and time of day they wanted me to further contact them. Once participants 

were chosen, a code was assigned to each participant to track their interview responses 

and ensure confidentiality. 

Participants were provided copies of their informed consent and reminded there 

were no incentives for participating in this study, I am legally obligated to report any 

suspicion of child abuse, and they could reserve their right to refuse participation or 

withdraw from the study at any time. Even though I am a Program Evaluator for the 

target state, this role is separate from that role. I was not in a position to influence any 

participant, and my role is solely the researcher during the process of this study. 

Participants was ensured any information provided was strictly confidential and protected 

by me as the researcher. Complete anonymity and confidentiality were assured to all 

participants before, during, and after the study. Any identifying information was redacted 

immediately to include names, places, or reference to any organizations from this study. 

The data collected were securely stored in my home office on my password protect 

personal computer. Any paper data such as reflective journals, field notes, and jump 

drives was stored in a locked file cabinet and I held the key. 

The guidelines of Walden University and precautions outlined by the IRB were 

strictly followed and used in this study of a naturalistic nature. Any materials such as 

print, recording, journals, anecdotes or notes, and digital content will be destroyed after 5 
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years using a hired shredder company. No incentives or favors were given to anyone 

taking part in this study and no coercion was used to pressure participants of the study. 

There were no ethical issues since I had no connections with any participant that were 

included in my study because I did not select anyone I have monitored or currently 

monitor. Participants were informed of my role as a program evaluator, and I assured 

each participant I do not hold any conflict of interest for this study other than to gather 

data. Also, no other ethical issues arose as I only include participants that I do not 

monitor, evaluate, or I directly have a personal relationship. Participants were told they 

had the right to withdraw from this study at any time if they chose to exit the study. 

Summary 

In this Chapter I outlined the research method, research design and rationale, the 

role of the researcher, methodology, participant selection, instrumentation, data analysis, 

trustworthiness, and ethical procedures. The research questions were used to guide this 

study by gathering information from preschool teachers associated with their perspectives 

on effective PD in literacy pedagogy. Trustworthiness were maintained, participation in 

this study was completely voluntary, and at any time, anyone could withdraw from this 

study at any time. Results will be presented later in the following chapters. Chapter 4, I 

provided an introduction into the chapter as well as provided information on the settings 

and an in-depth explanation on the data collection and analysis process, present data that 

supported the findings in the results section, and evidence of trustworthiness.  
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Chapter 4: Results 

The purpose of this basic qualitative study was to explore public prekindergarten 

teacher perspectives on district-sponsored PD offered in literacy pedagogy. I used the 

following three RQs informed by Knowles’s adult learning theory to guide my study: 

RQ1: How do prekindergarten teachers describe their involvement in planning PD 

offered in literacy pedagogy? 

RQ2: How do prekindergarten teachers describe the level of experience-based 

learning and problem-solving included in PD offered in literacy pedagogy? 

RQ3: How do prekindergarten teachers describe the relevance of information and 

skills presented in PD offered in literacy pedagogy? 

Chapter 4 includes the results from open-ended interviews and analysis of the data 

related to public prekindergarten teacher perspectives on district-sponsored PD offered in 

literacy pedagogy. I describe the setting, data collection process, and data analysis 

process. I then present my analysis of the data and the results of my study, and I present 

evidence of the results. 

Setting 

The participants of this study were all located in the Southeast United States. Due 

to restrictions imposed to combat the COVID-19 pandemic at the time of this study, I 

conducted interviews by telephone. Participants chose to speak to me on a private home 

phone or cell phone in their home. Before I began the interviews, I asked participants if 

they were in a private, quiet space where we would not be interrupted during the call, 

which could last for 45 minutes or more based on participant responses. Each participant 
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agreed they were in a quiet, comfortable, private space in their home where no 

interruptions would occur. 

All interview calls were conducted by participants’ private cell phone or home 

phone. During one call, one participant stated she was having trouble hearing me speak. 

The participant stated she was having issues with getting a good Wi-Fi connection with 

her cell phone and stated she needed to call me back on her personal home phone. The 

participant called back immediately, and I again ensured she was in a private, quiet space 

where we would not be interrupted for at least 45 minutes. I went over the informed 

consent with each participant. Additionally, I informed each participant the conversation 

was being recorded via my password-protected technology, my personal cell phone, and 

my personal iPad tablet as a backup recording device. Participants agreed to continue 

with the interviews. The recorded responses were clear on both devices. No other issues 

arose during the telephone interview and recording process.  

Twelve teachers participated in this study. At the start of each interview, I 

confirmed with participants that they met participation criteria, including holding the 

professional role of prekindergarten teacher and participating in prekindergarten literacy 

PD for 3 or more years in the target school district. The range of years of literacy PD 

participation ranged from 5 to 15 years. All participants were female. Three participants 

held a postbaccalaureate degree; the remaining nine participants held bachelor’s degrees. 

Years of teaching ranged from 5 to 29 years. Demographic information is presented in 

Table 1. 
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Table 1 

 

Participants’ Gender, Education, Years of Teaching, and Participation in Literacy PD 

Participants  Gender Grade level Years teaching Years literacy PD 

participation 

A Female Bachelor’s 12 12 

B Female Bachelor’s 21 15 

C Female Doctorate  12 12 

D Female Bachelor’s 7 6 

E Female Bachelor’s 8 9 

F Female Bachelor’s 15 10 

G Female Bachelor’s 13 10 

H Female Master’s  29 15 

I Female Bachelor’s 17 5 

J Female Bachelor’s 5 5 

K Female Master’s 15 13 

L Female Bachelor’s 14 11 

 

Data Collection 

I located prospective participants using purposive sampling, as described by 

Creswell and Creswell (2018). I created a list of email addresses for prekindergarten 

teachers using information on the target district’s public access website because 

prekindergarten teachers would inform the research problem and research questions of 

this study. I sent an email invitation to every third name on the prekindergarten teacher 
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email list. I accepted the first 12 teachers who volunteered. At the start of each interview, 

I confirmed with participants that they met the study’s participation criteria.  

Data collection happened as described in Chapter 3, through individual interviews 

conducted by telephone. Interviews took place over a span of 3 weeks between October 7 

and October 27, 2020. Each interview lasted approximately 45 to 55 minutes. I audio 

recorded the interviews on my passcode-protected iPhone and used a backup device, my 

password-protected iPad, to ensure no part of the conversation was lost due to technical 

issues on the first device. I transcribed the audio files using the Voice Memo recorder 

application on my phone. Any PD taken during the current school year was attended 

virtually because of restrictions caused by the COVID-19 pandemic at the time of this 

study.  

Data Analysis 

Once the interviews were completed, I manually transcribed each transcript using 

the Voice Memo recorder within 1 week of each interview and transferred the data to 

Microsoft Word. I checked the accuracy of each transcription by reading the text as I 

listened to the audio. I was careful to record participants’ responses verbatim and without 

editing. I then emailed each transcript to participants for their review and possible 

corrections or additions. No participant requested a change to their transcript. I uploaded 

the documents into NVivo for storage and for the ability to view all of the documents in 

one place. I printed each transcript via a home printer. Reading line by line, I coded each 

interview manually, as suggested by Saldaña (2016).  
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Preparing the Data 

Once participants completed their review of transcripts, I reviewed the interview 

transcripts, field notes, and reflective journal notes I recorded from each participant, 

following processes described by Saldaña (2016). To prepare the interview transcripts for 

analysis, I printed three copies of each transcript to provide at least one original version 

in the event a mistake was made as I highlighted and made notes. On one copy, I used the 

wrong highlighter, and it was corrected on the clean copy of an extra printed transcript. 

Then, I previewed and reread the transcripts to get an idea of items that could be coded 

using methods of precoding.  

Precoding 

Precoding, as defined by Saldaña (2016), is the process of going through text or 

relevant participant quotes before the coding process and bolding, underlining, 

highlighting, coloring, or identifying passages that stuck out or could become the title or 

a part of the framework of the study. I began reading line by line during descriptive 

precoding or topic precoding, making links in the data that were comparable while 

conducting preliminary analysis by assigning codes (see Saldaña, 2016). In the margins 

or note section, I jotted down anecdotal notes from my journal of the original interviews 

that were not recorded electronically, such as long pauses or sighs that seemed important. 

Because I begin to run out of colors using highlighters, I uploaded the transcripts into a 

Word document and created two columns. Additionally, I kept each transcript open on 

the computer in the event I needed to reference what was done on another document. One 

column was used for the original transcript, and the second column was used to house the 
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precoded passages, text, and phrases for all 12 transcripts. I identified 383 precodes 

during this process. 

Coding 

Next, I created another Word document for the precoded data and combined all of 

the precoded passages, being careful to identify the beginning and end of a new 

participant transcript. In the same Word document, I created a second column for the 

initial codes. Once everything was on the computer, I began the descriptive coding. 

Descriptive coding allowed me to identify codable words that were significant to the 

research, such as share ideas, collaborate with peers, beneficial conversation, real-time 

feedback, resources, just sitting and listening, coaching, modeling, engaging, share-outs, 

and hands-on PD.  

This method was used so I could easily identify the data later and address 

questions such as why I considered a code or theme or how the data were relevant to my 

study, as suggested by Saldaña (2016). I narrowed the precodes down based on reference 

by participants, and codes were then selected based on the relation to the theory, ideas 

that were unique or unexpected, or the frequency of the word or phrase. For example, the 

phrase “just sitting there” was repeated a total of 68 times by all participants at least one 

time. I deemed this phrase significant to code. Similarly, having autonomy or “allowing 

teachers to help” with the planning process I deemed relevant to code because it reflected 

the conceptual framework of this study. Additionally, I coded participants’ statements 

that they believed 50% or more of their training involves sitting and listening as another 

relevant code. Based on similar criteria, I identified 177 codes, such as hands-on, share 
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out, and collaborate with peers, which were some of the most frequent preliminary codes 

identified.  

Categories and Themes 

Through careful analysis, code patterns were identified in relation to one another, 

which allowed me to map the data and formulate categories. For example, the statements 

“you could say this is really what I’m needing some things that you know, specific to a 

skill, especially in pre-K, because number one, there’s not a lot of pre-K based literacy” 

and “reason being because those PD sessions, geared towards, grades K through 5” led to 

the categories such as literacy PD complaints and absence of prekindergarten specific 

content. These categories allowed me to formulate the theme, challenges with PD. 

During the analysis process, 13 categories were identified.  

The themes formulated represented important concepts based on participants’ 

recall of their experience, some patterns, and commonality of the data, as described by 

Saldaña (2016). Through this process, I developed three themes: elements of effective PD, 

teacher PD needs, and challenges with PD. I formulated these themes to tell the story of 

the participants’ experiences such as Participant C stating “resource in other areas of 

literacy I can implement in the classroom. Like reading words, um, CVC words.” I also 

wanted to include the statement from Participant A, which provided more insight into 

teacher perspectives on PD: “once a month we have round table PD’s and you go from 

station to station and different rooms with that literacy curricula and also with your 

curriculum map.” These perceptions, along with other participants’ comments, led me to 

create the theme elements of effective PD. This theme was formulated based on the 
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broader understanding of what I determined the participants were stating about their 

experience.  

Additionally, the category teacher input on PD suggested the theme teacher PD 

needs. This theme described the support teachers identified as lacking or insufficient in 

current PD opportunities. According to Participant J, PD relating to the concept of the 

“responsive classroom, which had some literacy elements, is no longer offered by the 

district.” The last theme, challenges with PD, was formulated based on the responses 

from the categories sitting and listening and districtwide PD issues. This theme included 

statements such as one by Participant J relating to PD sessions: “I would still feel like I 

needed support in literacy…. I would say that it’s probably geared 50-50 and I do like 

that a lot better than just sitting and listening.” Additionally, Participant E stated in 

relation to PD provided in literacy pedagogy that “the PD now I don’t get anything out of 

it, but a lot of times it’s not necessarily a new concept.” The association of categories and 

themes is illustrated in Figure 1. 
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Figure 1 

 

Categories and Themes Derived From Data 

 

 
The coding process allowed me to identify 383 precodes, 177 codes, 13 categories, and 

three themes. No discrepant cases were identified because no data failed to fit into 

emerging patterns (see Merriam & Tisdell, 2016).  

Results 

The three RQs that guided my study were (a) how do prekindergarten teachers 

describe their involvement in planning PD offered in literacy pedagogy? (b) how do 

prekindergarten teachers describe the level of experience-based learning and problem-

solving included in PD offered in literacy pedagogy? and (3) how do prekindergarten 

teachers describe the relevance of information and skills presented in PD offered in 

literacy pedagogy? In the following sections I present results by RQs with associated 

themes. 

Elements of effective PD

• Collaborate and share 
ideas 

• Coaching and 
demonstrations 

• Teacher initiated 
strategies 

• Presenter qualities 

• Technology based PD 

Teacher PD needs

• Teacher input on PD 

• Hands-on learning 

• Literacy PD wishes 

• PD choice 

Challenges with PD

• Sitting and Listening 

• Literacy PD 
complaints

• Districtwide PD 
issues 

• Absence of 
prekindergarten 
specific content
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Results for RQ1  

RQ1 asked “how do prekindergarten teachers describe their involvement in 

planning PD offered in literacy pedagogy?” Teachers indicated PD was provided on 3 

consecutive days by the district, in what they termed “preservice.” However, according to 

Participant J, teachers do not have a voice in planning PD: “of what is actually required 

of us, we do not have a lot to do with the planning of that.”  

Prekindergarten teachers described their belief that they are the best sources for 

understanding the daily struggles that can arise when teaching young students. Participant 

J, “if we were to plan PD, then we could kinda tell what we feel. Like if we need more 

support, we can ask for it.” Participant H stated teachers could have the opportunity to: 

“be creative with the lesson in PDs if we could plan.” Participant F, “teachers receiving 

and planning the PD understand what they need and the coaching and advising they 

need.” Participant E, “I think if they could ever plan a professional development based 

around teacher collaboration, where you can work from one school to the other because 

so many teachers have great ideas.”  

Other statements suggested a benefit to teacher morale that might follow from the 

opportunity to plan PD. Participant F stated planning PD would: “definitely help teachers 

to realize, okay, we’re not taken for granted. They hear us because we’re the ones that are 

in the classroom.” Participant F said, “teachers voices are being heard.” Participant A 

stated if teachers were allowed to plan PD it would be “effective for all teachers because 

then you have the people that are actually in the classroom giving input on what they 

need to help make their crafts.” Participant F noted, “It would definitely, truly, help the 
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morale for a teacher to not only continue to teach their kids, but also teach with some 

kind of, you know, champion. Participant C summed up this sentiment by suggesting: 

“give teachers the opportunity to, um, like plan, and, create surveys and see what the 

needs of those teachers are, um, what they may want.” 

Participants also wanted PD that was led by their teaching colleagues or was 

better connected to their own contexts. Participant D, “I think there should be more 

teachers leading professional development, Um, especially where teachers are able to 

give.” Participant K added, “I think I would plan a PD on the different centers that we 

have in the classroom and more specific ways of how to adjust the centers to go along 

with the curriculum. I think that would be really good professional development session.” 

Despite the fact that teachers in this study believed they were best suited to determine 

their PD needs, and despite the fact that teachers in this study suggested being able to 

plan their PD according to those needs would boost their morale by allowing teachers to 

have autonomy through planning, teachers in this study said teachers’ involvement in 

planning PD was not part of their experience.  

Results for RQ2 

 RQ2 asked, how do prekindergarten teachers describe the level of experience-

based learning and problem solving included in PD offered in literacy pedagogy? 

Teachers shared what they perceived to be a low level of experience-based learning and 

problem solving in literacy pedagogy. None of the participants indicated experience-

based learning was part of PD they had taken. For example, Participant I, “most of the 

PD is where we are just sitting and listening to a presenter.” This sentiment was echoed 
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by Participant K: “I’ve been to many PD that are pretty much just a PowerPoint and 

reading over the PowerPoint and not really very in depth.” Participant K continued, PD is 

“going to be at least 65% of just sitting and listening to someone.” Participant D agreed, 

reporting that many PD sessions are: “just sitting in front of the presenter.” Participant L, 

“6 solid years of the literary instruction, and I would say most of it is lecture style.” 

Participant C stated relating to PD sessions: “when I look back on some of the PD 

sessions, I attend is pretty much your kind of like sitting there.”  

 Participants reported finding lecture-based PD uninspiring, even boring. 

Participant A stated about PD: “I feel like I’m just sleeping for eight hours and I’m really 

not.” Participant G agreed, “it’s more meaningful when I have, um, PD from teachers and 

colleagues and peers ……so to me, it’s not really a specific literacy focused professional 

development, and it’s definitely not really hands-on.” Participant J could recall 

experience-based PD and said: “I would say that it’s probably geared 50/50, and I do like 

that a lot better than just sitting and listening. I feel like I learned more from that.” 

Responses to interview questions associated with RQ2 indicated that the level of 

experience-based learning and problem solving included in PD offered in literacy 

pedagogy is very low, and maybe not evident at all. 

Results for RQ3 

RQ3 asked, How do prekindergarten teachers describe the relevance of 

information and skills presented in PD offered in literacy pedagogy? This question 

allowed me to further understand teacher perspectives on issues they perceive are related 
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to PD provided by their school leaders and administration. Results fell into three main 

areas: needs, quality of PD, and prekindergarten focus.  

Participants were in general agreement that PD in literacy is needed. Participant 

E, “you could say this is really what I’m needing some things that are specific to a skill, 

especially in pre-K, because number one, there’s not a lot of pre-K-based literacy PD.” 

Participant F indicated teachers: “would need learning tools and literacy skills. So, for 

me, knowing where students are helps. PD sessions we would need in literacy to cater to, 

to enhance, our student development.” Participant C hinted at the complexity of their 

literacy PD needs, saying: “we need PD like, early literacy, like cracking a code.” 

Participant J suggested the need for literacy PD is shared by experienced teachers along 

with newer teachers: “I would say that even after teaching all of these years, I would still 

feel like I needed support in teaching literacy.” 

Quality concerns in literacy PD centered around a desire for specific, relevant, 

fresh information, much of which participants indicated was lacking in PD they have 

taken. The lack of new ideas was cited by Participant E, “a lot of times it’s kind of like 

the same strategies in preservice. A lot of times when I go to the PD it’s something either 

I already used or something I’ve already seen. The PD now I don’t get anything out of it, 

but a lot of times it’s not necessarily a new concept.” Participant B suggested that a two-

tiered system may affect PD quality for pre-kindergarten teachers, based on differences in 

the teaching staff, saying: “I started in kindergarten, there is actually a lot of professional 

development that goes along with in early childhood. Now, I’m sitting in a classroom 

with teachers that were not certified.” 
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Lack of fresh ideas was matched by lack of specific information. Participant G, “I 

feel like we don’t get a whole lot of training on that specific area in literacy. We need 

more just like literacy as a whole.” Participant I reported that sessions appear to be a: 

“generic form of professional development that we may have where it’s kind of like 

you’re just doing, a blanket overall style of PD.” Participant C stated, “we can use letter 

recognition, different strategies and resources during preservice that we can pull from to 

implement in the classroom.  

 Along with lack of new, specific ideas, participants suggested PD was often not 

relevant to early literacy in a memorable way. Participant G, “I can’t remember anything 

that was literacy specific in preservice. I mean, obviously, if we did do something, I don’t 

know or remember you know, stick in my mind.” Participant K echoed that: “I really 

don’t know the names of the PD’s because they were not beneficial.” 

 Finally, participants reported that PD they are offered often does not focus on 

prekindergarten but has to be adapted by the teacher-user from PD focused on older 

children. Participant F, “many times, there is no PD for ages two through five. So I 

literally pretty much have to take bits and pieces of what is being presented at the school 

and make if fit Pre-K.” Participant J said much the same thing, that teachers have to: 

“take bits and pieces of what is being presented and make it Pre-K level.” Participant F 

reported of literacy PD: “those PD sessions are geared towards grades K through five.” 

Participant C said they wished for PD: “for the appropriate age group that you’re 

teaching.” Participant H stated relating to prekindergarten PD, we need something: 

“specific curriculum for us (pre-K) to follow and materials for us to use in the classroom. 
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We would prefer more training or professional development on probably with teaching 

pre-K and the younger children.” 

Discrepant Cases 

Throughout data collection and analysis process I looked for discrepant cases that 

did not fit or data that could have an influence on the findings (see Merriam & Tisdell, 

2016). The participant statements were all similar in nature. Therefore, there were no 

discrepant cases identified because there were no data that failed to fit into emerging 

patterns (see Merriam & Tisdell, 2016).  

Summary of Results 

 As indicated in the results for RQ1, preservice training, as described by the target 

school district, is training offered to all district teachers before the beginning of each 

school year to enhance competencies, regardless of teachers’ years of service. This 

preservice training appears to compose the bulk of the training offered to teachers over 

the entire year. For example, Participant J, “to be honest with you, I don’t think that we 

get much more literacy PD than that in preservice anymore.” This provides consistency 

of experience among my study participants. However, neither this training nor any other 

training offered during the year appears to have met the needs of the participants for key 

elements of Knowles’s (1984) principles of andragogy, including experience-based 

learning and problem solving, relevance of information and skills presented, and 

involvement in the planning of PD in literacy pedagogy. Teachers described a lack of 

inclusion in PD planning and in teacher representation as PD presenters, a lack of 

experience-based PD, and a lack of literacy PD relevant to their work with 
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prekindergarten students. The lack of attention to the principles of andragogy described 

by participants in this study may reduce the effectiveness of PD in literacy pedagogy and 

may limit the effectiveness of instruction in literacy at the prekindergarten level. 

Evidence of Trustworthiness 

Credibility 

During the data collection and analysis process, I used a reflective journal, self-

reflection, and critical self-awareness. The reflective journal was used to jot down 

thoughts, theories, or questions that arose to ensure credibility and sustain reflexivity of 

my study during the data collection process. In efforts to maintain trustworthiness 

throughout my study, I was transparent and increased my self-awareness. Interview and 

notes from each participant were detailed and the audio recordings were of good quality 

and recorded on both my iPhone and iPad to alleviate any technical issues or missed data 

After I transcribed the data manually, I played back the recording to ensure the 

conversation was captured accurately. As a second layer of credibility, participants were 

emailed a copy of their transcript 48 hours after their interviews so they could check their 

transcript for accuracy. No participant wanted to make any changes or had concerns 

relating to the transcriptions. Each step in this process assisted in allowing me to maintain 

creditability and trustworthiness through the data collection, analysis, and determination 

of the results of this study. 

Transferability 

To support transferability, I used a purposeful sampling of participants which can 

be applied beyond this context. Each participant was qualified to share their experiences 
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related to prekindergarten perspectives relating to PD in literacy pedagogy. I provided 

thick descriptions of context-relevant data as reported to me by each participant. Using 

the data provided, readers can make an informed judgment of transferability to their own 

contexts, or formulate further research on this subject. 

Dependability 

Dependability was supported by maintaining consistent processes and procedures 

during the data collection and analysis process. The interview questions provided were 

specific and open-ended to reduce the chance of getting off topic and yielding unusable 

data. The interview questions used in this study were validated by an outside expert for 

clarity, and member review was also applied to provide participant validation of raw data, 

as suggested by Creswell and Creswell (2018). The research design and rationale, 

methodology, procedures for recruitment, and the data collection process were consistent 

and aligned with the research purpose. Additionally, field notes and a reflective journal 

were used to jot down any personal views or questions I had during the data collection 

and analysis process.  

Confirmability 

I took pains to ensure my biases and my perceived and unperceived prejudices did 

not influence the integrity of this study. I used a reflective journal and note taking to 

prevent interference from my personal opinions throughout this study, as suggested by 

Ravitch and Carl (2016). Additionally, procedures were outlined and documented for the 

steps used to check, re-check, and conduct a final review of the data from each 

participant transcript through the process of creating codes, formulating categories, and 
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identifying themes based on the data. How the data were collected, transcribed, and 

analyzed form a transparent report for readers of my research process. 

Summary  

In this study, teachers described their involvement in planning PD offered in 

literacy pedagogy as an important component, but one that is absent in the PD they have 

taken in literacy pedagogy. Participants indicated that neither attention to problem 

solving nor experienced-based learning were part of their experience with PD offered in 

literacy pedagogy. In addition, teachers in this study found little relevance to literacy 

pedagogy for prekindergarten teachers in the PD they are offered, but indicated PD is 

redundant, not focused on literacy skill development, and is targeted to teachers of higher 

grades, not prekindergarten. In sum, teachers indicated that the principles of andragogy 

are lacking in PD offered in literacy pedagogy. In Chapter 4, I provided a summary of the 

study findings related to the setting, demographics, data collection and analysis of my 

data, results associated with each research question, and evidence of trustworthiness. In 

Chapter 5, I present a summation of key findings, interpretations of findings, any 

limitations, recommendations, and implications for further research and having a positive 

change as a result of research. 
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Chapter 5: Discussion, Conclusions, and Recommendations 

The purpose of this basic qualitative study was to explore public prekindergarten 

teacher perspectives of district-sponsored PD in literacy pedagogy. To gain an 

understanding of why state scores in the target school district were below those of other 

students across the United States in literacy achievement, I explored teacher perspectives 

of district PD in literacy pedagogy. In answering the three RQs of this study, I identified 

three themes: elements of effective PD, teacher PD needs, and challenges with PD. Each 

theme was based on the experiences described by each participant. Key findings 

suggested prekindergarten teachers desire to have a voice in the planning of PD sessions, 

there is an absence of experience-based learning and problem-solving in literacy 

pedagogy instruction for prekindergarten teachers, and prekindergarten teachers do not 

believe PD sessions are relevant to issues faced in the classroom in support of literacy 

instruction to young learners.  

Interpretations of Findings 

Although 3-day PD sessions are provided by the target school district at the 

beginning of the school year, teacher experiences of events described in this study 

suggested these methods are ineffective in assisting with issues in the classroom. In this 

study, I found prekindergarten teachers desire to have a voice in the planning of PD 

sessions, that there is an absence of experience-based learning and problem-solving in 

literacy pedagogy PD for prekindergarten teachers, and that prekindergarten teachers do 

not believe PD sessions are relevant to issues faced in the classroom in support of literacy 

instruction to young learners. In the next sections, I interpret these three findings. 
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Teacher Desire to Have a Voice 

Based on accounts of participants in this study, PD sessions do not provide 

opportunities for prekindergarten teachers to assist in planning or have a voice in 

provided ongoing learning opportunities. Participants’ responses suggested 

prekindergarten teachers desired an opportunity to help in the planning phase of some PD 

sessions. Allowing teachers to have a role in their education is in line with the study by 

Luft et al. (2016), which suggested PD could be beneficial to both teachers and students 

when educators have opportunities to work collaboratively. Widjaja et al. (2017) also 

suggested educators should be active agents in mastering topics that are relevant to them 

when planning PD sessions for ongoing learning. According to Louws et al. (2017), it is 

essential to allow prekindergarten teachers to have an active part and voice in ongoing 

learning and time to reflect on experiences. However, this appears to be missing in PD 

sessions in literacy pedagogy reported by participants in the current study. The finding 

also aligns with a study by Múñez et al. (2017), which found educators should have an 

autonomous role or voice in planning PD opportunities to acquire adequate skill, 

pedagogical knowledge, and relevant ongoing learning to enhance teacher knowledge.  

Many of the teachers in the current study also want an opportunity to incorporate 

feedback from other educators through sharing sessions, surveys, roundtable discussions, 

and collaboration with their peers regarding prekindergarten literacy pedagogy. Engaging 

in this type of feedback allows educators to gain understanding and content knowledge 

into the subject matter, according to Depaepe and König (2018). Prekindergarten teachers 

in the current study also would like PD sessions delivered by peer educators instead of by 
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administrators or outside experts. Mohan et al. (2017) suggested PD should center around 

educator needs. Participants in the current study stated PD delivered by other teachers is 

more meaningful because other educators know and understand the issues faced in the 

classroom and can share their knowledge. Results in this study confirm prior literature 

supporting the need for teachers to have an active voice in PD, in the planning of PD, in 

opportunities to share information among themselves, and in a presenter role in delivery 

of PD to their peers. 

Absence of Experience-Based Learning and Problem Solving  

Teachers in the current study described their level of experience-based learning 

and problem-solving in literacy pedagogy as insufficient or absent during PD sessions 

provided by the district. Teachers described PD sessions as generic and based on the 

same strategies or the same content presented in previous years. According to Melhuish 

et al. (2016), educators may lack essential skills and information because PD for 

prekindergarten teachers does not offer content-specific knowledge or application of 

problem-solving skills. Teachers in the current study reported being in sessions that 

appeared to offer the same strategies presented in previous years, and none reported 

receiving PD that included experience-based learning. According to Hagen and Park 

(2016), adult learners need instruction that deals with practical problems, develops their 

knowledge, and improves their skills and competency. Knowles (1973) stated that 

experienced-based learning is an essential element of adult learning theory because it 

embeds information into unique experiences and enhances learners’ application of new 

knowledge and skills.  
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Most participants in the current study reported PD sessions typically are 

conducted lecture style, with no hands-on application or real-world problem-solving. 

These participants reported many of the provided PD sessions required participants to sit 

and listen to a presenter; one participant noted in the 6 years they participated in PD 

sessions, all PD had been delivered lecture style. Naliaka-Mukhale and Hong (2017) 

suggested PD must include practical learning applications, courses relevant to teachers, 

and hands-on experiences to ensure PD sessions are relevant to teachers in carrying out 

their daily duties. Many participants in the current study stated they rarely or never 

participated in experience-based learning and problem-solving PD in literacy pedagogy. 

Their experience was counter to principles of andragogy described by Knowles et al. 

(2005), who suggested PD models should create in participants a readiness to learn and 

provide experience-based learning, relevant content, and a focus on problem-solving. 

Additionally, Machynska et al. (2020) advocated PD that utilizes relevant experiences 

and practical knowledge, and focuses on finding a solution to specific problems, 

suggesting this is accomplished best through specialized on-the-job training or peer 

training groups, coaching, and interactions with colleagues in professional learning 

communities. Machynska et al. (2020) indicated that highly relevant training that 

includes practical application of concepts allows educators to deepen their theoretical 

knowledge while improving practical skills. Participants in the current study indicated 

that they are provided with lecture-based PD largely disconnected from teachers’ 

everyday experiences. 
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Relevance of PD in Literacy Pedagogy 

Participants reported needing PD that provides learning tools and skills such as 

literacy-based PD to support students, and that the relevance of information and skills 

presented in PD offered in literacy pedagogy is inadequate. However, participants also 

reported that PD sessions usually are geared toward educators in grades K-2nd. grade, not 

toward prekindergarten teachers. Prekindergarten teachers described having to modify 

content to provide developmentally appropriate instruction in literacy. These findings are 

supported by Hamre et al. (2017) who stated PD offered to public prekindergarten 

teachers often does not support educators in enhancing students’ academic growth. 

Rivalland et al. (2019) found PD sessions are sometimes ineffective because presenters 

attempt a one-size-fits-all model that overlooks key issues for individual segments of the 

audience.  

Teachers in the current study stated they desired PD specific to literacy skills 

because they are expected to teach the subject. However, prekindergarten teachers stated 

they have not been provided much PD in literacy pedagogy. Additionally, educators 

stated many of the PD sessions did not meet their needs when implementing literacy 

pedagogy instruction for young children. Pedagogical and content knowledge are tools 

for teaching and are needed to enhance educators’ abilities to understand the complexity 

and diversity of how children learn, according to Mu et al. (2018). Maskit and Firstater 

(2016) asserted that to improve teacher quality, educators must gain knowledge of 

pedagogical practices such as those supported by PD. Labone and Long (2016) suggested 
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that PD sessions should be based on a system that connects new and existing knowledge 

of educators to ensure the relevance of what is presented to real-world contexts. 

Kurniah et al. (2019) suggested that experience-based, learner-centered, content-

focused PD that aligns with andragogical practice could assist teachers in delivering 

instruction to students. However, despite prekindergarten children’s low achievement in 

literacy in the target district, teachers stated they do not feel they have the adequate 

knowledge and skill to effectively teach literacy to young children, and they are not 

offered enough relevant and effective PD on literacy pedagogy. Williford et al. (2017) 

described PD in pedagogical content as necessary to increase teacher subject matter 

knowledge, advance understanding of structured instruction, support students, and 

enhance classroom management skills. Participants in the current study indicated the PD 

they are provided falls short of this ideal. 

Results of this study indicated prekindergarten teachers feel a need to discuss how 

PD is planned and delivered for them. Allowing prekindergarten teachers to have a voice 

in the planning and facilitating of PD sessions appears to be needed by educators and 

supports Knowles’s adult learning theory model. In addition, PD as described by teachers 

in this study appears to be irrelevant to their needs in guiding literacy for prekindergarten 

children, but is rather focused on what teachers described as a one-size-fits-all approach 

that lumps early educators with teachers of older students. Teachers in this study also 

decried the emphasis on lecture-based PD, which they found uninspiring and difficult to 

apply to real-life contexts. Teachers wished for experience-based training and training 

that included small group discussions and problem-solving. Supporting prekindergarten 
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teachers’ autonomy as learners by following principles of andragogy could support 

engaged and relevant instruction for children in the critical area of literacy pedagogy. 

When teachers teach as they were taught, to be vessels of knowledge with appropriate 

training through pedagogical ongoing learning methods (Hamilton, 1995), educators are 

tools of the system, and it is time to provide teachers with PD that exemplifies best 

practices. 

Limitations of the Study 

Due to the COVID-19 pandemic, all interviews were conducted via telephone; 

therefore, I could not observe the body language of participants to add to the data 

collected. However, all verbal notations were recorded, such as loud sighs and long 

pauses by participants. There was one instance in which a participant could not hear me 

due to inadequate cell service in the home. To alleviate the issue, the participant provided 

a home phone number, and I immediately called the telephone number with no further 

disruptions. In addition, because interviews were conducted by telephone, I was unable to 

notice or respond to participants’ facial expressions or body language (and they to mine), 

which may have limited the extent of the data and my ability to establish rapport with 

each participant. At the same time, the ability of teachers to participate in the study by 

telephone from their chosen location without the need to travel to an interview site or to 

present themselves visually in what they considered an acceptable professional 

appearance or setting may have encouraged participation in some teachers who would 

otherwise have declined my invitation. There were no other instances that affected the 

results of this study.  
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Recommendations 

One recommendation for further research is that my study be replicated to include 

a larger sample size and to include public prekindergarten teachers from other school 

districts in the target area. Replicating this study with a larger sample size and other 

school districts would add depth to my findings and would help determine whether the 

problems noted in my study are experienced by other teachers elsewhere. Another 

recommendation for further research is to conduct a study that includes the perspectives 

of school leaders or administrators regarding PD and the value these individuals ascribe 

to it. Participants in the current study mentioned they believed school leaders do not 

understand how teachers’ experiences of PD affects its usefulness in supporting literacy 

pedagogy. A study addressing their perspectives could provide insight into the subject 

and assist both parties in understanding the difficulties related to attempting to meet the 

individual needs of many people at one time. 

Other recommendations include further research to gain an understanding into a 

teacher-led experienced-based PD model for prekindergarten and grade school educators. 

The experienced-based PD model could include integrating practical, real-world 

experiences led by educators in ongoing learning sessions. Participants in the current 

study mentioned they wanted to gain experience-based knowledge and skill but that PD 

that incorporates that is not currently offered by the target school district. The last 

suggestion for further research is to gain an understanding into the one-size-fits-all model 

that flattens pedagogical distinctions between grades in PD described by this study’s 

participants. Additional research could address the way school leaders and administrators 
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provide and engage in PD sessions with teachers and could increase literacy readiness for 

children about to enter kindergarten.  

Implications 

One implication for practice that derives from this study is improvement in the 

planning process for prekindergarten PD sessions to better target teachers’ needs. During 

this study, participants stated if school leaders and administrators allowed them to have 

an active role in the planning of PD, teachers could shape the PD to fit the problems they 

face in everyday literacy instruction. Teachers in this study reported that they do not feel 

supported by PD currently provided and suggested that the first step to building support is 

to engage teachers in a serious conversation about PD and to ask them about their wants 

and needs to improve classroom instruction. Prekindergarten teachers also need more PD 

sessions that provide resources geared toward their grade level, a problem that would be 

solved by engaging teachers in planning for PD. 

Another implication for future practice is offering teacher-led PD sessions. The 

results showed prekindergarten teachers desired to have their peers lead training instead 

of administrators or outside experts because teachers learn more from educators who 

understand the issues teachers face in the classroom. Prekindergarten teachers reported 

not having many opportunities to collaborate with peers. Collaborating with peers and 

working on problem-solving strategies will allow teachers to take an active role in their 

ongoing education.  

Finally, school leaders and administrators should provide PD that is specific to 

prekindergarten teachers and their students. Participants stated school leaders and 
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administrators must modify current strategies because PD is geared toward other grade 

levels. In addition, PD should be targeted to the curriculum and should not simply repeat 

old ideas that may no longer be relevant. Participants stated they have been working from 

a new curriculum but have not been provided sufficient training on how to use the 

curriculum to its full potential. Finally, school leaders and administrators should provide 

PD sessions that are interactive and engaging to educators. Participants stated many of 

the PD sessions provided are conducted in lecture style and are not as memorable or 

helpful as PD that allows them to get up and move, make and take materials, or act out 

scenarios. Application of adult learning theory would enhance PD for all teachers. 

This study has the potential to inspire positive social change if educators engage 

in a serious conversation to explore the needs and wants related to sufficient PD 

opportunities for prekindergarten teachers in literacy pedagogy. Gaining an 

understanding of what teachers need could lead to PD sessions that are satisfying and 

relevant to prekindergarten teachers while producing useful and sustainable guidance that 

could increase student achievement. Positive social change may result when school 

leaders and administrators delegate planning of PD sessions to teachers and encourage 

grade-relevant experienced-based PD that addresses instructional problems. These 

actions could start a conversation about the purpose and effectiveness of PD sessions 

offered in literacy content and pedagogy. Positive change in PD instruction could have a 

positive effect in increasing students’ knowledge and literacy achievement.  



93 

 

 

Conclusion 

In this study, I explored public prekindergarten teacher perspectives of district-

sponsored PD in literacy pedagogy. The data showed that teachers want to actively 

participate in their learning and develop PD in literacy pedagogy that addresses the 

problems they encounter and that is relevant to the grade level they teach. Offering PD 

opportunities that support teachers’ self-directed learning and align with personal goals 

will allow prekindergarten teachers to have accountability related to their professional 

learning and could lead to more effective literacy pedagogy.  

Allowing prekindergarten teachers to engaged in self-directed learning aligns with 

Knowles (1984), principles of andragogy or adult learning theory. Professional 

development is designed to create a positive atmosphere for learning while supporting 

teacher self-concepts, be relevant to their life experiences, and expand educator 

knowledge and practice (Knowles, 1984). The results of this study show there is still 

work that must be done regarding PD opportunities for prekindergarten teachers, 

particularly in the critical area of literacy pedagogy. This study could start the 

conversation between prekindergarten teachers and school leaders and administrators 

regarding dynamic and useful PD. Working together to provide the knowledge and skill 

teachers need to implement literacy pedagogy to prekindergarten students, teachers and 

administrators could increase literacy achievement for children far beyond the early years 

of education. 
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Appendix A: Interview Protocol 

Thank you for agreeing to talk with me today. This conversation will take 45 to 

60 minutes; is that still okay with you? I hope you are sitting in a location that is quiet 

and private, so we can talk without being disturbed or overheard. Are you okay with the 

space you are in? Can you hear me clearly? I am going to record our conversation, so I 

can be certain of having your exact words, and not need to stop while I try to write down 

your exact words. Is it okay that I record this?  

Let me tell you a bit about myself. I’ve worked for the state for six years, as a 

program evaluator. So, I get to think about what makes childcare programs work well, for 

children and for their teachers. Tell me a bit about your work…  

Today, I want to talk mostly about professional development, what some people 

call “PD.” I’m particularly interested in PD that helps you in teaching early literacy skills 

to young children, the things you need to know to do that effectively and also the 

techniques used to teach literacy skills so children learn them. Does that make sense? 

Okay, so… 

1. What aspects of planning of PD in the area of literacy the teaching of literacy 

skills would enhance your knowledge and instruction? What aspects of the 

currently offered PD sessions are meeting your needs in the planning for that 

PD? 

2. In what ways could teachers be involved in planning PD in the area of literacy 

teaching, that might make that PD more effective for you? 
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3. Tell me more about the PD you’ve experienced in literacy teaching. How 

much of that PD included hands-on learning, in which teachers do things 

instead of just listen to the presenter? 

4. What PD you have participated in included how to solve the problems you 

might encounter in teaching literacy skills to children?  

5. What PD you have received in literacy teaching is utilized in your everyday 

practice as a teacher? Please give some examples of applying what you 

learned? 

6. What PD you received in literacy teaching helped you become a better, more 

skillful teacher? Please give some examples of how your skills increased. 

7. If you were planning PD in literacy teaching for the next school year, what 

would you want to see included? What do you think should not be included 

that has been included in the past? 

Thank you so much for talking with me. What else do you think I should know about 

your PD experiences before we wrap up? 

 

I will create a transcript from our conversation today and I’ll send that to you by 

email, so you can look it over and make sure I’ve got things right. You can also change 

things then, if you think of things later you wish you’d said today. So, watch for that 

email. Thanks again.  
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