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Abstract 

Deficits in self-regulation place young children at considerable academic and social risk. 

Evidence suggests that the underlying executive function skills that are the building blocks of 

self-regulation (i.e., working memory, cognitive flexibility, and inhibitory control) are malleable, 

and that educators can play an important role in fostering the development of self-regulation in 

children. The initial purpose of this study, therefore, was to identify features of teacher-student 

relationships, classroom activities, and routines that support the development of self-regulation 

in kindergarten students. Next, I explored how a collaborative professional development inquiry 

model, with a focus on bridging research to practice, could support kindergarten teachers’ 

classroom practices for fostering self-regulated learning. I also examined how such an approach 

contributed to teachers’ understanding and to the co-creation of knowledge about student self-

regulation in the kindergarten classroom. Participants in this single case study of a collaborative 

inquiry team included myself as the researcher, as well as seven kindergarten teachers and five 

early childhood educators. Data were collected over a six-month period, through after-school 

meetings, classroom observations, reflective journaling, free-writing activities, an online chat 

group, and interviews. These data were analyzed using standard qualitative protocols. The first 

set of findings was presented as a set of activities that provided evidence of how research and 

practice were bridged in the kindergarten classroom. Using a collaborative inquiry team 

approach, we co-constructed knowledge by trying, testing, modifying, and embellishing games 

and activities intended to foster self-regulation. In the second set of findings, Expectancy-Value 

and Self-Determination theories of motivation served to frame the analysis. Key findings 

suggested that the collaborative inquiry team approach enhanced teachers’ self-efficacy and 
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facilitated the co-creation of knowledge. Teachers were highly motivated to participate by the 

topic, as well as by their collective desire to collaborate with colleagues and develop practical 

classroom strategies. Teachers demonstrated extraordinary shifts in their thinking as they 

examined their teaching practices in light of new understandings. This study also demonstrated 

that music, drama, and dance can offer age-appropriate and engaging activities to foster self-

regulation, and that these activities afforded teachers the freedom to scaffold supports to suit the 

needs of their particular students. 
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Chapter 1: Introduction 

I think my fingers are just not listening to me today. I keep on telling them, “Whatever 

you do, no matter what happens, do not, even for one minute think about poking 

Brandon.” I try one hand holding onto the other. I even give it a little squeeze, but no, 

that’s not going to work today. Maybe I will just blow on his hair. That should be okay – 

the rule is hands off – I think blowing is okay. I start to blow in his hair and I think some 

spit might have accidentally hit his ear. Brandon gives me a really mean look. I smile at 

him and laugh. I don’t understand why he doesn’t know it’s all for fun? Mrs. Boese asks, 

“Would it help you to listen better if you had a squeezy ball today Colin?” I think about 

this. Maybe I do need a squeezy ball because I know I’m not listening; I guess my fingers 

and my ears are both not cooperating today. Nothing seems to be working out right. Then 

Mrs. Boese asks if I would like to move to another spot on the carpet. No, I do not want to 

move to another spot. I really, really want to sit beside Brandon. I like him a lot and I 

don’t understand why he is mad at me. Mrs. Boese asks if it would help if she moves 

beside me. I tell her I would like to try the squeezy ball—that might work. The other 

children don’t seem to mind when Mrs. Boese hands me a little red, white, and blue 

squeezy ball. Right away I can feel how smooth and soft it is in my hand as I squash it as 

hard as I can. It’s then that I realize that Mrs. Boese is talking about community helpers. 

That’s super—I know lots about community helpers—especially fire fighters! 

 
This vignette from my teaching practice illustrates some of the many cognitive, 

emotional, and behavioural challenges embedded in the transition from home to school, and how 

the ability to self-regulate can address those challenges. Children who enter kindergarten with 

self-regulatory delays are at significant risk for encountering difficulties later in their schooling 

(Blair, 2002; McClelland, Morrison, & Holmes, 2000). During my 25 years as a Kindergarten, 

Primary, and Early Literacy Intervention teacher, I witnessed firsthand the impact that self-

regulation plays in school success. It was evident to me that many students who struggled in this 
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area began their formal learning behind their peers and seemed to be severely hindered in their 

ability to catch up. I questioned whether this growing divide was partly a result of their lack of 

self-regulatory skills and whether this deficit was far-reaching, setting in play a number of other 

shortfalls that blemished a child’s entire educational experience.  

I found myself looking to my colleagues as I wrestled with the question of how to better 

support these students. I was disappointed by the conflicting ways my colleagues conceptualized 

the issue and by contradictory approaches teachers were implementing to address this concern. 

Too often teachers were choosing short-term solutions in the interest of daily survival rather than 

addressing the long-term issue of finding ways to enable these students to foster the skills they so 

desperately needed. I also noted that teachers were as confused as I was, many had become 

disheartened, and some had grown dismissive because of the overwhelming, competing demands 

of the school system, while others had washed their hands of the issue because it was easier to 

assign blame than to take responsibility. These teacher responses certainly disappointed me, 

because it was clear to me that teachers could play an integral part in supporting student self-

regulation. These experiences reinforced for me that there was a crucial need to support teachers 

in helping their students develop self-regulatory skills. 

This dissertation is a direct response to this concern. I am driven by my belief that we can 

best support children by supporting teachers as they gain the professional knowledge and 

expertise necessary to carry out their critical work each and every day in classrooms. Shanker 

and Downer (2012) underscore the importance of supporting teachers as they foster the 

development of self-regulation. They state that, “we need to examine what we should be doing to 

support professionals in [the] extraordinarily demanding task [of fostering the development of 

self-regulation]” (p. 71). 
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This study was about pedagogy. I set out to explore the ways teachers foster the 

development of self-regulation in their students through their pedagogical practice. I was driven 

by the desire to access the practical pedagogical knowledge of teachers—reinforcing that 

knowledge with insights from the world of academic scholarship. I was respectful of the ways of 

knowing that both worlds could contribute and I was mindful of the unique challenges and 

constraints of each. In exploring pedagogy, by accessing the practical knowledge and lived 

experiences of teachers, it was critical to invite teachers into the dialogue. Therefore, 

professional learning became an important component of this work, as I looked to engage 

teachers who were also searching for answers, who were willing to examine their practices, and 

who were looking for ways to reimagine their daily lives in their classrooms. Although this study 

is ultimately about helping children to reach their potential, it endeavoured to do so by 

supporting teachers in a professional learning model that was respectful and purposeful in 

bridging research and practice. 

Purpose 

The first purpose of this study was to investigate and describe pedagogical practices that 

are intended to promote the development of self-regulation in kindergarten students as perceived 

by teachers. The second purpose was to develop and explore a collaborative professional 

learning model that would enable teachers, along with myself as the researcher, to co-construct 

pedagogical knowledge about self-regulation. 
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Research Questions 

Two main research questions guided this study.  

1. How do teachers’ classroom practices for supporting self-regulated learning evolve as 

a result of a collaborative inquiry team approach, where the goal is to bridge research 

and practice? 

2. What factors contributed to teachers’ understanding and the co-construction of 

knowledge about student self-regulation in the kindergarten classroom, as 

experienced through a collaborative inquiry team approach? 

Definition of Key Terms 

Throughout the dissertation, I refer to our professional learning model as a “collaborative 

inquiry team approach,” or “inquiry” as an abbreviated form. By “team,” I am referring to the 

teachers, the early childhood educators, and myself, as the researcher. This is in contrast to 

professional learning teams that are composed solely of teachers, or teachers along with other 

school staff or administrators. I also use the term “co-construction,” and in so doing, I refer to the 

construction of knowledge amongst the members of the collaborative inquiry team, as well as the 

students in the kindergarten classrooms. Finally, I use the terms “teacher” and “educator” 

interchangeably, and use them to refer to both the teachers and the early childhood educators as a 

group.  

Rationale 

Self-regulation involves the ability to control one’s cognition, emotion, and behaviour 

through planning, reflecting, and other processes (McClelland & Cameron, 2011). As the point 

of entry into the educational system, kindergarten is a key stage in which teachers can promote 

and support children’s self-regulation capabilities. However, despite the critical importance of 
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the executive function skills that are the building blocks of self-regulation, few teachers 

explicitly teach them (Diamond, Barnett, Thomas, & Munro, 2007; Whitebread et al., 2009). 

Hence, the present study set out to support kindergarten teachers in fostering self-regulation in 

their students by using a collaborative, professional-learning approach. This approach resonates 

with the primary purpose of the research, namely, to identify classroom activities and routines 

that support the development of self-regulation in kindergarten students by providing teachers 

with opportunities to co-construct pedagogical knowledge about teaching self-regulatory skills 

and to reflect on their teaching practices.  

The argument for investigating the development of self-regulation in young children is 

situated within the growing body of research on the important role that self-regulation plays in 

learning. Duckworth and Seligman (2005) reported that self-regulation had a greater influence on 

academic ability than IQ in adolescents. Evidence suggests that self-regulation predicts academic 

outcomes in preschool (Blair & Razza, 2007; McClelland et al., 2007), elementary school (Liew, 

McTigue, Barrois, & Hughes, 2008; McClelland, Acock, & Morrison, 2006), and high school 

and college (McClelland, Acock, Piccinin, Rhea, & Stallings, 2013; Vitaro, Brendgen, Larose, & 

Tremblay, 2005). Promoting self-regulatory processes, over promoting specific learning 

strategies, may improve the quality of learning (Hadwin & Winne, 2012). Learning is potentially 

continuously self-regulated because the cognitive and metacognitive operations implemented 

during learning require effort (Winne, 2011). 

The argument for examining teaching pedagogy with a focus on fostering self-regulatory 

skills lies in the evidence that the processes necessary for self-regulation are malleable 

(Diamond, Barnett, Thomas, & Munro, 2007). The regular classroom holds the most promise for 

interventions aimed at fostering self-regulation because of its accessibility to all and the potential 
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for intervening early enough to get children on a positive trajectory from the start (Diamond & 

Lee, 2011). The continuity of the classroom setting enables teachers to help children practise and 

strengthen self-regulation skills every day by modelling and scaffolding during regular 

classroom activities (Florez, 2011).  

Given the importance of self-regulatory skills and the role that teachers can play in the 

development of self-regulatory skills, an additional argument for this study lies in the necessity 

of supporting teachers in this task. Providing teachers with opportunities to reflect on practice 

and co-construct conceptual knowledge about teaching within a collaborative professional 

development model offers the potential for identifying classroom tasks, activities, and routines 

that support the development of self-regulation. It also provides the possibility for meaningful 

shifts in practice (Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004). Viewing teachers as 

active agents with a desire to improve their skills involves the consideration of a number of 

individual and contextual factors that influence teachers’ motivation to engage and to sustain 

interest in the process (Avidov-Ungar, 2016; Feiman-Nemser, 2001).  

In the literature review chapter that follows, the significant role self-regulation plays in 

learning will be explored. Two models of self-regulation in young children, a metacognitive 

model and an executive function model, will be outlined. Evidence supporting the malleability of 

self-regulatory processes will be provided; as well, empirical studies involving the role of 

teachers in fostering self-regulation in young children will be presented. Within the context of 

providing external support for teachers in their professional learning, the merit of implementing a 

collaborative professional development model will be discussed. Literature supporting the 

importance of linking knowledge from the worlds of research and practice will also be explored.  
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Following the literature review, the methodology is presented in Chapter 3. I begin by 

outlining the case study methodology that was used to gather and analyze data. I then describe 

how I recruited the teachers and early childhood educators and give a short description of the 12 

people who took part in the study. Data collection methods and analysis are also contained in this 

chapter. The findings are described in Chapters 4 and 5. I begin with a detailed analysis of how 

research and practice were bridged in the kindergarten classroom, including many of the 

activities used by the teachers to foster student self-regulation. Chapter 5 outlines factors that 

contributed to teachers’ understanding and the co-construction of knowledge about student self-

regulation, as experienced in a collaborative inquiry team approach. The dissertation closes with 

a discussion chapter, where I summarize the research findings and outline implications for 

scholarship and professional practice. 
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Chapter 2: Literature Review 

The construct of self-regulation has been investigated across a variety of disciplines, 

including personality and developmental psychology, cognitive psychology, and educational 

psychology. There is general agreement among scholars that self-regulation involves controlling, 

directing, and planning cognitions, emotions, and behaviour (McClelland & Cameron, 2011). For 

the purposes of the present study, the development of self-regulation is characterized as a process 

that evolves from external regulation by others to internalized self-regulation (Kopp, 1982). 

Further, following the social constructivist theory proposed by Vygotsky (1978), I hold the view 

that learning is social in origin and that the roles that parents, teachers, and caregivers play in 

scaffolding experiences are vital to fostering the development of self-regulation in young 

children. As well, the dynamic, interactive nature of self-regulation underscores the influence of 

contextual factors, such as the classroom environment (Rimm-Kaufman et al., 2002). The 

argument can be made that children, especially those at risk due to self-regulatory deficits, will 

directly benefit from the development of self-regulatory skills, as their teachers come to better 

understand, identify, and promote the self-regulation of students. Identifying the features of 

classrooms activities and routines that can support this development is an important step in this 

direction. 

Self-Regulation  

 In two studies involving over 300 eighth-grade students, Duckworth and Seligman (2005) 

reported that the ability to self-regulate had a greater influence on academic success than IQ. 

Kindergarten classroom functioning, including behaviourial regulation, has been found to predict 

achievement trajectories from kindergarten through sixth grade (McClelland, Acock, & 

Morrison, 2006). Wang, Haertel, and Walberg (1990) completed a comprehensive meta-review 
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and synthesis of research related to learning. The authors concluded that metacognitive items 

emerged as the most important student characteristics affecting learning. These items included 

comprehension monitoring, the use of self-regulatory and self-control strategies, and the use of 

strategies that enabled students to generalize concepts. Findings from another body of research 

suggest that students who experience self-regulatory difficulties in the early years encounter 

problematic social behaviour later on (Newman, Caspi, Moffit, & Silva, 1997; Pierce, Ewing, & 

Campbell, 1999). These studies, in combination, lead me to conclude that promoting early self-

regulatory skills has important implications for both academic and life success. Indeed, my 

professional experience as a classroom teacher leads me to the same conclusion. 

A metacognitive model and an executive functioning model have been employed to 

conceptualize the processes by which self-regulation is developed in kindergarten students. The 

metacognitive model focuses on the emergence of metacognitive monitoring and control of 

cognitive, motivational, social, behavioural, and affective states (Nelson & Narens, 1990; 

Whitebread, 2012). The executive functioning model emphasizes the underlying processes 

required to control, plan, and direct cognition, emotion, and behaviour (Blair, 2002; McClelland, 

Cameron, Wanless, & Murray, 2007). Although these two perspectives have been treated as 

quite divided and separate camps, there is some indication they are not as divided as it would 

seem (Fernandez-Duque, Baird, & Posner, 2000). I will discuss both of these perspectives, as 

well as evidence in support of classroom interventions and inquiries for both of these models. 

A metacognitive model of self-regulation. Flavell (1979) and Brown (1978) were 

influential in defining metacognition in terms of knowledge about and regulation of one’s own 

cognitive activities in learning processes. The term metacognition incorporates metacognitive 

knowledge concerning beliefs and knowledge about one’s own cognitive processes; 
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metacognitive monitoring involves the evaluation of ongoing processes of cognitive activity; and 

metacognitive control pertains to the regulation of ongoing cognitive activity (Dunlosky & 

Metcalfe, 2009). The present definition of metacognition includes monitoring and controlling of 

cognition, affective and motivational states, as well as social and behavioural elements 

(Boekaerts, 1999; Whitebread, 2012). Metacognitive monitoring and metacognitive control are 

essential components of the self-regulation process (Efklides, 2008). 

Examining metacognitive monitoring is applicable to the study of self-regulation in young 

children. As young children become increasingly self-aware, they gain control of their own 

mental processes and performance. This awareness is not limited to one domain, but instead 

incorporates self-regulation across a variety of domains. It is quite likely that interpreting self-

regulation in these terms is relevant across the whole range of a young child’s development. The 

metacognitive processes that enable a child to monitor his/her current emotional state and make 

appropriate adjustments in order to develop emotional regulation are the same processes that 

enable a child to remember classroom rules and routines and solve number problems. Likewise, 

these metacognitive processes enable a child to learn to regulate his or her social abilities in 

order to engage in positive relationships with others. At this young age, emerging metacognitive 

awareness involves being able to monitor and regulate thinking while developing more 

sophisticated knowledge about one’s abilities, strategy use, and task complexity (Whitebread, 

2012).  

While there is some empirical evidence suggesting that metacognitive skills emerge around 

8 years of age (Veenman, Van Hout-Wolters, & Afflerbach, 2006), there is growing support for 

the claim that these processes begin to develop much earlier (Whitebread & Coltman, 2010). For 

example, Bronson (2000) and Rothbart, Posner, and Kieras (2006) explored the development of 
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these self-regulatory processes throughout the different phases of early childhood, from infancy 

until primary school. It is possible that methodological challenges inherent in measuring 

metacognition and self-regulation in young children have contributed to the conflicting points of 

view regarding the age at which these processes emerge. For example, young children often lack 

the verbal fluency and conscious awareness to report on mental processes, although they might 

be engaging in those mental processes regularly (Whitebread et al., 2009). Even in the early 

work of Flavell, Beach, and Chinsky (1966) it was reported that although young children were 

able to demonstrate metacognitive strategies, they were unable to report doing so. As well, tasks 

used for assessing self-regulation and metacognition need to take into account the limited 

working memory capacities of young children. For example, evidence suggests that 4-year-olds 

were capable of implementing organizational strategies when the task was structured to minimize 

working memory demands (Blӧte, Resing, Mazer, & Van Noort, 1999). 

There is a growing body of research suggesting the malleability of metacognitive processes 

in young children. Research in this area has focused on characteristics of classrooms and 

metacognitive interventions that encouraged children’s self-regulatory development. Whitebread 

et al. (2009) described and measured the development of metacognitive knowledge including (a) 

knowledge of persons, tasks, and strategies, (b) metacognitive regulation, involving planning, 

monitoring and control, and evaluation, and (c) emotional and motivational regulation. This 

study took place over the course of two years in classrooms with 32 early years teachers and 

their classes. In total, approximately 1440 children between 3 and 5 years of age were involved. 

Similar to the participant selection process of the current study, the teachers were selected on the 

basis of their willingness to be involved in a project that would require them to engage in 

innovative practices, and on their high level of skill as early years educators. Whitebread et al. 
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(2009) reported evidence of both verbal and nonverbal indicators of metacognitive and self-

regulatory processes for children in the 3 to 5 year age range in those classrooms where teachers 

were supported in developing innovative learning activities. The activities were constructed to be 

“meaningful” for the children and to facilitate and encourage metacognitive and self-regulatory 

performance. For example, these activities involved planning, problem-solving, peer-tutoring, 

collaborative group work, and reviewing learning. 

Winsler, Ducenne, and Koury (2011) explored the role of music, dance, and movement as 

metacognitive tools in the regulation of children’s behaviour. Their findings supported the notion 

that structured musical experiences in early childhood relate to increased behaviour self-

regulation and the use of self-regulatory speech. This study involved 89 children between 3 and 4 

years of age. Forty-two of the children were enrolled in Kindermusik music and movement 

classes. The children enrolled in Kindermusik demonstrated better self-regulation on a battery of 

self-regulatory tasks and a selective attention task. These children also made more use of 

relevant private speech during a selective attention task, and this strategy was positively related 

to performance. The children in Kindermusik were more likely to engage in singing or humming 

as a facilitating strategy during a waiting period that required them to inhibit their desire to 

examine a gift. They were also less likely to engage in calling out to the experimenter. These 

findings provide preliminary support for the notion that structured musical experience may be 

related to increased behavioural self-regulation and the use of self-regulatory speech in young 

children. This study suggests that although language has been proposed to play a pivotal role in 

the regulation of behaviour (Luria, 1928), other socio-cultural symbolic systems, such as music, 

dance, and movement, can also play a significant role in self-regulation (Winsler et al., 2011).  
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Zachariou and Whitebread (2015) completed a mixed methods study which involved 

observing ten 6-year-old child as they engaged in musical play activities. The self-regulatory 

behaviours apparent during musical play were identified and coded. They concluded that musical 

play allowed for the emergence of self-regulatory behaviours, primarily as a result of fostering 

metacognitive control, monitoring, and planning. Based on these studies, some of the activities 

that were explored in the current study involved music and movement. 

An executive function model of self-regulation. The executive function model of self-

regulation claims that a child’s ability to self-regulate depends on a series of underlying 

executive function processes. Executive function is defined as a set of complex cognitive skills 

required to control, plan, and direct cognition, emotion, and behaviour (Blair, 2002; McClelland, 

Cameron, Wanless, & Murray, 2007). Executive function begins to develop very early in 

childhood and continues to develop at least until the third decade of life (McCloskey, Perkins, & 

Van Divner, 2009). 

Although the term executive function is extensively used in the research literature, there 

are a variety of definitions in use for the construct and the subcomponents believed to make up 

executive function (Jurado & Rosselli, 2007). In the proposed study, executive function was 

conceptualized as including a working memory component, an inhibitory control component 

(also referred to as self-control), and a cognitive flexibility or attentional control component 

(McClelland, Cameron, Wanless, & Murray, 2007; Monette, Bigras, & Guay, 2011; Ponitz et al., 

2008; Ponitz, McClelland, Matthews, & Morrison, 2009). The three executive function 

subcomponents defined within this context are likely not entirely distinct, but rather are highly 

interrelated. They work together to enable us to carry out complex executive functioning tasks. 

Likewise, individual executive function processes are likely less specialized in young children, 
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making them more difficult to differentiate during assessment (Bull, Espy, & Wiebe, 

2008).  Viewing the processes as a unitary concept may therefore be especially appropriate at 

this young age. 

The executive function subcomponent of working memory involves the capacity to hold 

and manipulate information for short periods of time (Adams, Bourke, & Willis, 1999; Baddeley, 

2007). To be successful in a variety of tasks—from carrying out mental mathematical 

calculations, to playing a game, or remembering to take all of one’s belongings home at the end 

of the day—being able to maintain information in mind while performing tasks, is critical. As 

Engle (2002) posited, performance on many tasks may be bound by working memory capacity.  

The executive function subcomponent of inhibitory control (or self-control) involves being 

able to withhold or suppress prepotent actions or thought processes. This involves choosing a 

response that may be more relevant to the goal or the task at hand over a response that has a 

stronger influence or a greater motivational pull (Rothbart & Posner, 1985). Inhibitory control 

has also been described as stopping a dominant response in favour of a less automatic but more 

adaptive response (McClelland, Cameron, Wanless, & Murray, 2007; Rennie, Bull, & Diamond, 

2004). For example, in young children inhibitory control involves being able to resist 

distractions, master impulses, and wait for one’s turn. 

Another aspect of the executive function model is cognitive flexibility. Cognitive flexibility 

means being able to focus and sustain attention on a task, as well as being able to shift attention 

to a new task when necessary (Barkley, 1997; Rueda, Posner, & Rothbart, 2005). Therefore, 

cognitive flexibility involves adjusting one’s thinking and behaviour in response to changing 

demands, priorities, and information. It enables us to catch mistakes, revise our work, and 



 

15  

change perspectives. Cognitive flexibility also enables children to apply different rules in 

different contexts and to investigate a variety of strategies until they are able to solve a problem.  

A growing body of research suggests that executive function skills can be improved through 

intervention. Bodrova, Leong, and Akhutina (2011) expressed the need for interventions that foster 

the development of executive function in typically developing children and to prevent possible 

delays for at-risk children. The long-term impact of preschool interventions may depend on the 

degree to which these interventions foster the development of executive function processes (Blair, 

2002).  

Diamond, Barnett, Thomas, and Munro (2007) also claimed that executive function skills, 

including inhibitory control, working memory, and cognitive flexibility, can be taught. Based on 

the Tools of the Mind curriculum, they provided evidence that executive function skills can be 

fostered in preschool classrooms. Tools of the Mind is a curriculum that is grounded in Vygotsky 

and Luria’s views on the development of higher mental functions, perceived as complex, self-

regulated, and social in origin (Luria, 1980). As children learn to master cultural-historical tools, 

they learn to organize their own behaviour. The Tools of the Mind curriculum involves 40 

activities, including the use of self-regulatory private speech, dramatic play, and strategies to 

support memory and attention. In a study involving 147 preschoolers, over the course of two 

years, Diamond et al. (2007) concluded that executive function can be improved in 4- to 5-year-

olds in regular classrooms using Tools of the Mind curriculum. On tasks that were more 

demanding of executive function, such as the Mixed-Dots and Reverse Flanker tasks, the 

children in the Tools of the Mind group significantly outperformed children who received the 

district’s version of Balanced Literacy curriculum. 
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Tominey and McClelland (2011) implemented a circle time games intervention study with 

65 preschool children over the course of 16 weeks. Half of the children were randomly assigned 

to the intervention group and withdrawn from the regular classroom in groups of five to eight 

children for the intervention. The intervention was led by Tominey, the researcher, and also 

involved two assistant teachers. The circle time games were variations on popular children’s 

games and required attention, working memory, and inhibitory control. Tominey and McClelland 

(2011) concluded that participation in the treatment group was significantly related to self-

regulation gains in children who started the year with low levels of these skills. They also 

demonstrated significant letter-word identification gains for children in the treatment group 

compared to children in the control group; however, no treatment effects were found for applied 

math problems or expressive vocabulary skills. In relating this work to the present study, the 

games and activities that Tominey and McClelland (2011) incorporated provide convincing 

evidence for being able to modify regular classroom activities to foster self-regulation when 

executive function and metacognition are the focus. Some of the activities incorporated in the 

Tominey and McClelland study were implemented in the present study, while others served to 

promote brainstorming and collaboration among the teachers to generate alternative suggestions. 

The theoretical constructs of the Tools of the Mind curriculum described previously also helped 

to inform the work of the teachers involved in the present study. 

Merging both models. It is possible that an executive function perspective and a 

metacognitive point of view may in fact be conceptually related and that the lack of connection 

has more to do with difficulties associated with measurement than cognitive functioning 

(Fernandez-Duque, Baird, & Posner, 2000). By better understanding the underlying processes 

involved in executive functioning, studies of metacognition as it relates to information 
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processing may be enhanced. As Fernandez-Duque, Baird, and Posner (2000) suggested, 

although the work in the area of metacognition and executive function has proceeded through 

quite different pathways, bringing these two areas of research closer together may serve to 

further our understanding of self-regulation. Therefore, I am proposing that a metacognitive 

model of kindergarten self-regulation captures the emerging metacognitive awareness that leads 

to increasing control across a variety of domains; however, I also propose that a metacognitive 

perspective is compatible and informed by work with young children in the area of executive 

functioning. An executive function model has the potential to improve our understanding of the 

underlying executive control mechanisms that are activated, sustained, or terminated as a result 

of metacognitive processes. 

The role of teachers in fostering self-regulation. There is convincing evidence that self-

regulation, metacognition, and executive function processes can be improved through directed 

interventions (Dignath, Büettner, & Langfeldt, 2008; Hattie, Biggs, & Purdie, 1996; Tominey & 

McClelland, 2011). However, despite the promise of teaching these processes directly, Diamond, 

Barnett, Thomas, and Munro (2007) argued that the underlying executive function skills, which 

are critical for success in school and in life, are seldom taught. However, Diamond and Lee 

(2011) reported some interesting findings regarding interventions in the rare instances in which 

they are made. For example, they stated that students with the poorest executive functioning 

gained the most through interventions, the greatest improvements were found on measures with 

the highest executive function demands, and interventions need to be continually challenging 

students in order to see improvements. The evidence that executive function can be improved—

even with students 4 and 5 years of age, in regular classrooms when teachers are provided with 

training and support—is especially applicable to the present study. 
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A confounding issue is the disparity between the self-regulation and independence that 

teachers profess to be promoting and the actual ethos of their classrooms (Whitebread et al., 

2005). There is a variety of explanations for why this might be happening. For example, early 

years practitioners need a clearer understanding of the skills and dispositions involved, as well as 

the pedagogical practices most likely to foster the development of self-regulation and 

independence. There is also a variety of contextual challenges that might impede the pedagogical 

practices aimed at fostering independence and self-regulation, including (a) the pressure to 

maintain an orderly classroom, (b) time and resource limitations, and (c) external expectations, 

such as high-stakes testing results (Whitebread et al., 2005). 

In addressing the need for teacher learning in the area of self-regulation, research 

evidence suggests that self-regulation in students increases as teachers’ pedagogical knowledge 

of self-regulation, which includes both conceptual and practical elements, increases. For 

example, teachers who were more aware of the use of metacognitive techniques were more likely 

to foster self-regulation in their students (Meichenbaum & Biemiller, 1998). Perry and her 

colleagues concluded that children exhibited high levels of self-regulated learning in classrooms 

where teachers were encouraged to develop classrooms with appropriate features, such as 

challenging, open-ended activities, self-regulatory strategy instruction, and opportunities for self-

assessment (Perry, 1998; Perry & VandeKamp, 2000; Perry, VandeKamp, Mercer, & Nordby, 

2002). Whitebread et al. (2009) found evidence of metacognition and self-regulation in young 

children when a select group of teachers was supported in developing innovative learning 

activities aimed at facilitating and encouraging metacognitive and self-regulatory performance. 

Likewise, Perels, Merget-Kullmann, Wende, Schmitz, and Buchbinder (2009) demonstrated that 

training kindergarten teachers about self-regulation had a significant effect upon the self-
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regulatory skills of their students. Therefore, the challenges teachers face as they strive to foster 

self-regulation in their students may be met through professional learning opportunities that 

enable teachers to develop pedagogical knowledge regarding student self-regulation. In the 

present study, I documented both the teachers’ conceptual understanding and their pedagogical 

practices. To date, conceptual understanding and practical applications of self-regulation have 

yet to be integrated in the context of kindergarten classrooms, across curriculum topics, in such 

detail. 

Professional Learning  

According to Feiman-Nemser (2001), “if we want schools to produce more powerful 

learning opportunities for students we have to offer more powerful learning opportunities to 

teachers” (pp. 1013–1014). There is a crucial need to support classroom teachers in developing 

the professional knowledge and expertise necessary to help their students in the area of self-

regulation. Unfortunately, professional development models often view teachers as passive 

audiences taking in knowledge transmitted by others (Carpenter, 2016). Within this context, 

professional development is described in terms of teachers learning new knowledge, skills, and 

attitudes in order to function as more effective professionals (Gall & Renchler, 1985). This has 

been referred to as a deficit model because it suggests the filling of a gap or deficiency in teacher 

performance.  

More traditional approaches to professional development, based on a deficit model that 

informs teachers about practice, have been characterized as top-down models. These models 

view teachers as passive agents in their learning and run the risk of creating teachers who are 

disciples rather than innovators (Perry, Walton, & Calder, 1999). 
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A contrasting point of view, the professional growth model, focuses on teachers as 

learners with their own needs and interests. These forms of professional development involve a 

more active participatory role for teachers and have been characterized as bottom-up approaches. 

In more participatory approaches to professional development, teachers are viewed as reflective 

learners, bringing together a diverse range of expertise, and able to direct their professional 

learning (Palincsar, Magnusson, Morano, Ford, & Brown, 1998).  

Viewing professional development from a personal growth perspective includes a 

motivational component, considering teachers as active agents with a desire to improve their 

skills in order to advance their teaching expertise (Feiman-Nemser, 2001). Professional 

development takes place over the course of a teacher’s professional life and is affected by 

personal perceptions (Avidov-Ungar, 2016) and connected to emotional practices (Hargreaves, 

1998). Based on an adult learning model, professional development should take into account the 

following: the need for teachers to be active in the learning process; the classroom and 

community contextual factors; the role of prior classroom experiences; and motivational factors 

when teachers are seeking to address specific problems (Carpenter, 2016). Evidence suggests 

that a collaborative professional learning approach may have more potential for meaningful 

change than traditional professional development approaches (Avalos, 2011; Huffman, Hipp, 

Pankake, & Moller, 2014; Opfer & Pedder, 2011). 

Collaborative professional learning. Meaningful shifts in practice are possible where 

teachers and researchers engage in collaborative inquiry in a learning community that is 

grounded in teaching practice (Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004). Lave 

and Wenger (1991) suggested that learning is a participatory process within a community of 

practice. Communities of practice are intellectual groups who share goals and purposes, and who 
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engage in planning, enacting, and reflecting (Palincsar, Magnusson, Marano, Ford, & Brown, 

1998). Butler et al. (2004) describe how collaborative professional development opportunities 

enable teachers to try new ideas, reflect on outcomes, and co-construct knowledge about 

teaching and learning. Perry and her colleagues have worked extensively with teachers, 

providing guided and sustained opportunities for teachers to reflect on, design, and implement 

pedagogical change with a focus on self-regulation, consistent with the present study. Perry, 

VandeKamp, Mercer, and Nordby (2002) and Perry and VandeKamp (2000) investigated 

teacher-student interactions to explore the role that teachers play in fostering metacognitive, 

intrinsically motivated, and strategic behaviour during reading and writing activities in 

kindergarten to Grade 3 classrooms. They focused their research on the importance of task 

understanding, metacognition, motivation, and strategic action as key elements in self-regulated 

learning. Their work brought teachers together as a community of professional learners. During 

the initial year of the study, 16 teachers collaborated with a focus on “best practices” in early 

literacy instruction and assessment. In the second phase, a subset of five teachers, who were 

particularly interested and adept at structuring tasks and interacting with students in ways that 

promote self-regulated learning, met one afternoon each month for 2 to 3 hours during the course 

of the school year.  

Perry, VandeKamp, Mercer, and Nordby (2002) suggested a number of pedagogical 

options that foster self-regulation. These options include giving students choices; providing them 

with opportunities to control challenge and to evaluate their own and others’ learning; and 

offering positive instructional support, feedback, and nonthreatening mastery-oriented 

evaluation. Through in-depth observational recordings in the form of running records, the 

authors reported positive student outcomes in the form of attitudes and actions. Perry et al. 
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(2002) concluded that their work identified features of classroom literacy tasks, authority 

structures, and evaluation practices that support young children’s development of, and 

engagement in, self-regulated learning. This work demonstrates that even young children can and 

do engage in self-regulated learning in appropriate learning environments. In the context of the 

present study, the work of Perry and her colleagues provides convincing evidence for the 

benefits of teachers and researchers working together to explore teaching practice and generate 

professional knowledge. 

Perels, Merget-Kullmann, Wende, Schmitz, and Buchbinder (2009) conducted an 

intervention study in which a researcher worked with teachers to test the effects of self-

regulation training for kindergarten teachers. The sample included 19 teachers in the training 

group and 16 teachers in the control group. Data were collected on 48 children in the treatment 

group and 49 children in the control group. The children were between 4 and 6 years of age. This 

work was situated within a three-phase cyclical model of self-regulation that was based on a 

simplified version of Zimmerman’s (2000) model. The simplified model for use with 

kindergarten children included: (a) planning—a pre-action phase including goal-setting and 

planning; (b) doing—an action phase involving metacognitive strategy monitoring; and (c) 

reviewing—a post-action phase in which the children reviewed the metacognitive strategies in 

order to correct their behaviour and to implement strategies that would help them reach their 

goals. The results indicated that the self-regulated learning of the preschoolers whose 

kindergarten teachers took part in the training improved significantly in their self-regulatory 

skills, as measured by structured pre- and post-interviews of the preschool students. This study 

provides evidence that it is possible to improve self-regulated learning of students through a 

professional-development, teacher-training intervention. 



 

23  

Within an empowering, collaborative model of professional development, teachers and 

researchers are able to work together to establish a professional-learning community of practice. 

United by the common goal of identifying features of classroom tasks, activities, and routines 

that foster self-regulation and a willingness to reflect on practice, teachers and researchers can 

co-construct pedagogical knowledge within the context of authentic communities of practice 

(Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004; Schnellert, Butler, & Higginson, 2008). 

Therefore, as teachers investigate and come to better understand, identify, and promote self-

regulation in kindergarten students through collaborative professional development, children will 

directly benefit.  

Although there is no single way to engage teachers in collaborative inquiry, the 

organizing framework outlined by the Ontario Literacy and Numeracy Secretariat (2014) 

recommends the creation of a culture of inquiry and collaboration through the establishment of 

an inclusive environment built on trusting relationships. Likewise, educators should have 

opportunities to build pedagogical knowledge for their own practice and also generate new 

knowledge to contribute to the body of professional knowledge. Collaborative inquiry involves 

educators engaging in reflective, adaptive, iterative, and collaborative dialogue and professional 

learning that is relevant to student learning (Ontario Literacy and Numeracy Secretariat, 2014). 

In their scoping review, DeLuca et al. (2015) found evidence that research supported three core 

and interconnected features of the cycles of collaborative inquiry; namely, dialogical sharing, 

promoted through the use of guiding questions and/or directive statements, taking action, such as 

analyzing student data and adapting practices, and reflecting, which encompasses initial and 

ongoing reflection.  
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Motivation for professional learning. A number of individual and contextual factors 

influence teachers’ motivation to engage with and to sustain interest in the process of 

professional development. Pintrich and Schunk (2002) defined motivation as “the process 

whereby goal-directed activity is instigated and sustained” (p. 5). The authors remind us that 

motivation is a process and must be inferred by overt behaviours, such as effort, persistence, 

choice of tasks, and verbalizations. Individuals who are motivated are trying to attain something, 

even though the goal may not be well formulated. The goal-directed activity may be physical, 

mental, or a combination of both. Motivational processes, such as attributions, expectations, and 

affects, all play a role in helping people instigate and sustain their motivation when difficulties 

and challenges occur (Ryan & Deci, 2003). 

Viewing teachers as motivated and active agents in their learning aligns with a 

constructivist view of learning. As Dewey (1938) suggested, learners are motivated to engage in 

learning through meaning-making, as the ‘problematic’ leads to the learning and serves to 

organize their learning. Likewise, Piaget’s (1997) work further illustrated the active role of the 

learner, describing how learners reconstructed their cognitive maps as they attempted to 

accommodate new experiences within their existing schema. This viewpoint also emphasizes the 

individual differences that learners bring to their experiences, as prior knowledge plays a role in 

knowledge construction. The view that learning involves an interaction between prior knowledge 

and new knowledge and a striving for deeper understanding stands in opposition to the view that 

learning can consist of the transmission of knowledge to passive learners.  

There are also contextual factors that impact a teacher’s motivation to participate in 

professional development. Bronfenbrenner’s (1979, 2004) bioecological theory outlined 

environmental organizations that influence developmental processes. The ecological systems 
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proposed by Bronfenbrenner interact and are changed by one another. They range from the micro 

layer, involving human interactions and one’s immediate surrounding, to the macro layer, which 

encompasses cultural and societal beliefs that influence development. Within the context of 

teacher professional development, these subsystems include the teachers, and the various 

personal, political, social, and cultural contexts that influence their learning. This interactive 

theory is supported by Sameroff’s transactional model of development. Sameroff stated, 

“Everyone in the universe is affecting another or is being affected by another. Everything in the 

universe is affecting something else or is being affected by something else” (2009, p. 3).  

As discussed, constructivist learning theory helps to explain how internal psychological 

processes, such as motivation, affect learning. Bioecological theory and transactional models 

help us to see how individuals are situated within various contexts that support or restrict 

learning and would therefore impact motivation to engage in professional development. 

However, social cognition theories offer a framework for describing collaborative processes, 

involving joint effort that results in individual and group learning (Resnick, 1991; Shulha & 

Wilson, 2003). Vygotsky’s (1978) work on learning as a socially shared cognitive activity has 

strongly influenced social cognitive theories. For example, Levine and Resnick (1993) stated that 

complex social environments contain “multiple actors, each with his or her own intentions and 

interpretations of the situation, who influences one another’s knowledge, opinions, and values, 

and who interact to produce shared cognitive products” (p. 587). Social collaborative learning 

processes—including interacting with others, sharing information, questioning, and creating new 

knowledge—can help us understand those conditions and processes that motivate teachers to 

engage in professional development.  
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It is important to consider motivational factors in our discussion of teacher professional 

development because teacher participation and engagement are necessary in order for any 

professional development program to be optimally effective. A variety of bottom-up models of 

professional development appear to appreciate the importance of teachers taking more 

responsibility as active agents of their learning; however, the social, contextual milieu continues 

to play a role, as individuals and their environments are continually shaping one another, and 

may not always be fully taken into account in understanding the effectiveness of professional 

learning. Collaborative professional development models might help to address some of these 

issues. 

Bridging Research and Practice 

The present study is situated within a framework that acknowledges that teacher 

professional learning is enhanced by appropriate and relevant external support and knowledge, 

and that teachers’ practical pedagogical knowledge has a place in generating knowledge in the 

field of education. In bridging research and practice, we must acknowledge the important roles 

that both teachers and researchers play (Kyei-Blankson, 2014). 

The complex relationship between research findings and practical knowledge for teachers 

is not well understood (Brown, 2005). Traditional modes of disseminating research findings have 

been criticized as ineffective (Brown, 2005; Brown & McIntyre, 1993; Hargreaves, 1999). For 

example, Admiraal, Buijs, Claessens, Honing, and Karkdijk (2017) reported that the impact of 

research on teaching practice is minimal. Lysenko, Abrami, Bernard and Dagenais (2015) 

concluded that teachers use academic research infrequently. 

In considering how the translation of research evidence into useful knowledge for 

practitioners has been unsuccessful, it is worth considering teachers’ perspectives on educational 
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research. In one study of over 1,000 school practitioners, Lysenko, Abrami, Bernard, and 

Dagenais (2015) reported negative perceptions of research. There is also evidence suggesting 

that teachers have limited access to research, as well as little interest in findings from educational 

research (Beycioglu, Ozer, & Ugurla, 2010; Gore & Gitlin, 2004). Gall, Gall, and Borg (2007) 

argued that even though research knowledge continues to flourish, this expanded knowledge 

base does not necessarily affect teachers’ knowledge of research or the application of research. 

Teachers may distrust research because external agents, such as researchers, have not 

always benefited teachers (Wright, 2017). For example, in traditional researcher-participant 

relationships the researchers’ objective for data collection has little or no immediate impact on 

the teaching practices of those being studied.  As well, educational research may be too 

theoretical (Bevan, 2004; Mortimore, 2000) and irrelevant to the needs of teachers in their 

classrooms (Admiraal, Buijs, Claessens, Honing, & Karkdijk, 2017; Thorsten, 2017). 

Furthermore, power differences can create tensions between researchers, policy-makers, and 

teachers (Tan & Atencio, 2017). These tensions may reflect a much deeper issue concerning the 

prioritizing of formal knowledge systems over informal knowledge systems (Hall & Tandon, 

2017; Santos, 2007). 

Yu (2011) suggested that the relationship between researchers and practitioners may 

break down because of a limited understanding of collaboration. Cook and Friend (1991) 

suggested that during collaboration all parties are involved in a collective decision-making effort 

and a shared responsibility. Collaboration requires a climate of trust and authenticity (Portelance, 

Caron, & Martineau, 2016).  

Ruthven (2005) argued that there is a need for research methodologies to incorporate the 

expertise of teachers. If we acknowledge the value of both academic and practical knowledge, 
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we need to consider how to envision this co-construction of knowledge. One such proposal 

involves partnerships between universities and schools. The challenge of these partnerships is 

that both parties may have very different understandings of the research, including its purpose 

and role, as well as conflicting interests (Baumfield & Butterworth, 2007; McLaughlin & Black-

Hawkins, 2004). 

Thorsten (2017) implemented an interventionist approach that combined academic 

knowledge and teaching practice. Thorsten stated that “when the academic practice and the 

teaching practice interact, they are not only two parts; instead, they merge into something else 

which can be described as clinical research practice” (p. 152). This type of relationship, 

involving mutual understanding and a willingness to accept give-and-take criticism, takes 

considerable time (James & Worrall, 2000). In collaborative research between universities and 

schools, positive outcomes are possible. These positive effects may include teachers’ increased 

familiarity with research, improved pedagogical practice to enhance student achievement, 

knowledge mobilization, and the co-construction of knowledge (Cantalini-Williams et al., 2015). 

Implications From the Literature Review 

Students who have not yet developed the self-regulatory skills necessary for school are at 

risk because lack of regulation forecasts future problems at school (Blair, 2002). There is 

mounting evidence suggesting that self-regulation, metacognition, and executive functioning in 

young children can be improved through focused intervention. However, executive function 

skills critical for success are rarely taught (Diamond, Barnett, Thomas, & Munro, 2007). Student 

self-regulation increases as teachers gain corresponding conceptual and pedagogical knowledge 

(Meichenbaum & Biemiller, 1998; Perels, Merget-Kullmann, Wende, Schmitz, & Buchbinder, 

2009; Perry, 1998; Perry & VandeKamp, 2000; Perry, VandeKamp, Mercer, & Nordby, 2002; 
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Whitebread et al., 2009). Engaging teachers in a collaborative professional development model 

has the potential to support meaningful, sustained shifts in teaching practice (Butler, Lauscher, 

Jarvis-Selinger, & Beckingham, 2004), thereby having an impact on the educational trajectories 

of children. Motivation is also an important consideration in professional learning and reflective 

teaching practice; therefore, applying motivational theory to professional learning models will 

further our understanding. A fuller examination of motivation for professional learning will be 

offered in Chapter 5.  

The purpose of this study was to identify classroom activities and routines that support 

the development of self-regulation in kindergarten students by providing teachers with 

opportunities to co-construct pedagogical knowledge about teaching self-regulatory skills and to 

reflect on their teaching practices. The study established a professional learning community in 

the form of a collaborative inquiry team, with the goal of enabling teachers, along with me, as 

teacher-researcher, to co-construct pedagogical knowledge, reflect on practices, and make 

instructional shifts that foster student self-regulation. Thus, a secondary purpose was to explore 

factors that contributed to teachers’ growing understanding and the co-construction of 

knowledge within such a collaborative inquiry team approach. This exploration encompasses 

motivational components, which facilitate or inhibit participation in professional learning, the 

enactment of change in teaching practice, and the co-construction of new knowledge. Both of 

these complementary purposes are reflected in the research questions and in the methodology. 

The methodology, which is described in the next chapter, allowed me to explore those questions 

through a variety of data points, encompassing the teachers’ views and kindergarten classroom 

life.  
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Chapter 3: Methodology 

In light of classroom and school constraints and supports, I chose to implement a case 

study methodology. The framework that guided my methodological choices is described below.  

Methodological Framework: A Case Study 

I used a single case study methodology (Stake, 1995, 2006; Yin, 2013) to capture the 

experiences of a collaborative inquiry team that came together to reflect on their teaching 

practices and to learn how to better foster self-regulation in kindergarten students. As Creswell 

(2013) noted, the case must be clearly identifiable with boundaries. This case was bounded by 

the group’s composition, which comprised seven kindergarten teachers, five early childhood 

educators, and me, as the researcher-participant, all of whom took part in the collaborative 

inquiry. The teachers were also bounded by their desire to learn more about the development of 

self-regulation in young children and, in the process, how this new-found learning would help in 

co-constructing new pedagogical knowledge. Location also served as a boundary — in this case, 

the teachers all taught in the same rural Ontario school board, although within five different 

schools, two distinct neighbouring communities, and two families of schools. Finally, the case 

study was bounded temporally, as the data were collected over a fixed period of time, between 

December of 2015, when the teachers joined the study, and July of 2016, when the final 

discussion sessions was held.  

I implemented a variety of data collection methods, including multiple sources of 

information, within a real-life context (Yin, 2009). Data collection encompassed after-school, 

whole-group discussion sessions; classroom visits including observations, field notes, and lesson 

modelling; reflective journaling; free-writing activities; an online chat group; and interviews. 

Details about data collection appear later in the chapter. 
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Ethical Clearance 

 I obtained ethical clearance from the Education Research Ethics Board (EREB) at the 

Faculty of Education, the General Research Ethics Board (GREB) at the university level, and the 

Operations Steering Committee at the public school board level, where the study was situated 

(see Appendix A for the GREB clearance letter). An amendment was later submitted to the 

GREB seeking permission to take still photographs. The amendment was approved, and the 

Operations Steering Committee agreed to the amendment (see Appendix B for the GREB 

amendment approval letter, letter from the school for the request to take still photographs, and 

photograph consent form). 

 Recruitment 

Once I had received clearance from the public school board’s Operations Steering 

Committee, the Chair of the Steering Committee offered me access to seven kindergarten classes 

in one particular school. Given that an underlying criterion for participant selection was a broad 

teachers’ perspective I therefore asked that the invitation be extended to a number of schools. 

Concerned about the time commitment being asked of the teachers, I also asked that the 

geographical area be limited so that the challenge of bringing the teachers together would not be 

compounded by long driving distances. These considerations led to the involvement of five 

schools belonging to two families of schools within the school board, where the approximate 

overall geographical range was 40 kilometers.  

The chair of the Operations Steering Committee of the public school board sent an 

introductory email on November 27, 2015 to the principals of the schools in the geographical 

area. The email briefly introduced the topic and me as the researcher, outlined the commitment 

required, and highlighted the voluntary nature if the commitment. The principals shared the 
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invitation from the steering committee chair with their kindergarten teams, and then provided me 

with the email addresses of kindergarten teachers and early childhood educators who wished to 

know more about the study. At this point, I began to receive inquiries from interested 

kindergarten teams, teachers, and early childhood educators. I used in-person visits, with 

everyone who expressed an interest, in order to explain the nature of the research and more fully 

outline the commitment required. These meetings took place between December 7, 2015 and 

December 16, 2015 during the kindergarten teams’ preparation times, recesses, lunch periods, or 

before or after school. At these initial informal information meetings, all parties who had 

expressed initial interest decided to join the project and signed the Letter of Information and the 

Consent Form (see Appendix C for the Letter of Information and Appendix D for the Consent 

Form). In total, we began the project with 16 teachers from six schools, (nine kindergarten 

teachers and seven early childhood educators). Two teams had to withdraw very early in the 

study due to health issues; therefore, the final tally was composed of seven kindergarten teachers 

and five early childhood educators for a total of 12 participants who represented five schools.  

Participants 

Seven kindergarten teachers and five early childhood educators participated in the study. 

Seven kindergarten classrooms were represented. In Ontario, it is standard practice in Ontario for 

all full-day, every-day kindergarten classrooms to have a teacher and an early childhood educator 

as part of the kindergarten teaching team, but in two of the classrooms involved in the study, the 

early childhood educator chose not to participate. All of the participants were female. The 

participant group was very experienced (see Table 1). 
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Table 1 

Participant Details 
 

Name School Assignment Total years 
teaching 

Years teaching 
kindergarten 

Rachel Meadows Ridge T 22 4 

Lisa Meadows Ridge ECE 25 2 

Alison Ravenwood T 13 11 

Stephanie Ravenwood ECE 23 16 

Charlotte Ravenwood T 20 7 

Rebecca Ravenwood ECE 22 8 

Elizabeth Harbourview T 11 3 

Leanne Harbourview ECE 17 5 

Theresa Woodside T 15 3 

Ann Woodside ECE 30 28 

Robyn Oakdale T 10 2 

Emma Oakdale T 27 17 

Notes: T = teacher; ECE = early childhood educator. Pseudonyms have been used for teachers, early childhood 
educators, and schools in order to protect the identity of participants. 

 

The total years of teaching experience for the group of teachers and early childhood 

educators was 235 years, with a mean of 19.58 years and a range of 10 to 30 years. The total 

years of teaching experience at the kindergarten level was 106 years, with a mean of 8.83 years 

and a range of 2 to 28 years.  

Due to the fact that early childhood educators are more limited in the grades where they 

will be placed and that teachers are often placed in a larger range of teaching assignments, I felt 
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it would be worthwhile to compare the experiences of the kindergarten teachers and early 

childhood educators separately. See Tables 2 and 3 for participant experience by assignment. 

Table 2 

Teaching Experience of Teachers Only 
 

Total years teaching Years teaching kindergarten 

13 11 

20 7 

27 17 

10 2 

15 3 

11 3 

22 4 

 

Table 3 

Teaching Experience of Early Childhood Educators Only 
 

Total years teaching Years teaching kindergarten 

23 16 

22 8 

30 28 

17 5 

25 2 

 

For teachers only, the total number of years of teaching experience was 118 years, with a 

mean of 16.86 years and a range of 10 to 27 years; the total number of years teaching 

kindergarten was 47, with a mean of 6.71 years and a range of 2 to 17 years. For the early 
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childhood educators, the total number of years of teaching experience was 117, with a mean of 

23.4 years and a range of 17 to 25 years; the total number of years teaching kindergarten was 59, 

with a mean of 11.8 and a range of 2 to 28 years.  

Table 2 and 3 demonstrate the vast teaching experience of the participants as a whole, 

and that the early childhood educators had more years of total teaching experience on average 

and more years of kindergarten teaching experience than the teachers. The mean for teachers’ 

teaching experience was 16.86 years, and the mean for early childhood educators’ teaching 

experience was 23.4 years. The mean for teachers’ kindergarten experience was 6.71 years, and 

the mean for early childhood educators’ kindergarten experience was 11.8 years.  

Of the five participating schools, three schools had one kindergarten classroom involved 

in the study, with the full kindergarten team participating. In the fourth school, there were two 

kindergarten classrooms participating, involving the full kindergarten teams in both classrooms. 

In the fifth school, two kindergarten classrooms were involved in the study; however, in this 

school only the teachers of the two classrooms participated. Thus, the early childhood educators 

did not participate in two of the seven classrooms involved in the study, leaving a total of seven 

kindergarten teachers and five early childhood educators. 

The teachers were all middle-class females of European-Canadian ethnicity. Three of the 

classes were situated in rural schools, and the remaining four classes were situated in towns with 

a population of fewer than 10,000 people. A brief description of the teachers and early childhood 

educators follows. 

Rachel and Lisa. Rachel was one of the more experienced teachers, but had spent only 

four years teaching kindergarten at the time of the study. Lisa worked as an early childhood 

educator in the classroom with Rachel and, like Rachel, had many years of teaching experience 
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but only two in the kindergarten setting. This was the first year that Rachel and Lisa had worked 

together as a kindergarten team. Their school was in a small rural town, and their kindergarten 

class was one of two in the school. The other kindergarten team in the school had initially joined 

the study; however, they were one of the two teams that had to withdraw very early on in the 

study due to health issues. A number of students in Rachel and Lisa’s classroom exhibited 

behavioural challenges. One child, who joined the class partway through the study, had received 

educational assistant support in her previous school but was not receiving similar support in 

Rachel and Lisa’s classroom. The addition of this child affected the group dynamics in such a 

way that students who had made significant progress in their ability to self-regulate regressed 

and other students who had not expressed concerns earlier began to exhibit anxious behaviour. 

During the study, Rachel and Lisa used calming techniques, yoga exercises, and music and 

movement activities, among other strategies, to foster self-regulation in their students. 

Alison and Stephanie. Alison had the most kindergarten experience of all the 

participating teachers, having spent eleven of her thirteen years of teaching in the kindergarten 

setting. Stephanie, who worked as an early childhood educator in the classroom with Alison, also 

had many years of teaching experience in the kindergarten setting (sixteen of her twenty-three 

years of teaching experience). Alison and Stephanie had more experience working together as a 

kindergarten team than any of the other teams in the study. At the time of the study, Alison and 

Stephanie had worked together for six years. The level of comfort they demonstrated in working 

together as a team was evidenced as they seamlessly worked through their daily routines. Their 

classroom, situated within a small rural school, was one of two in the school, with both classes 

joining the study. Alison and Stephanie enjoyed the advantage of being able to collaborate on a 

regular basis with Charlotte and Rebecca, who taught in the other kindergarten class. Throughout 
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the study, Alison and Stephanie focused on music, movement, and drama, among other activities, 

to foster self-regulation in their students. 

Charlotte and Rebecca. Charlotte was the teacher in the study with the second-most 

experience in the kindergarten setting, having spent seven of her twenty years of teaching in 

kindergarten. Rebecca, who worked as an early childhood educator in the classroom with 

Charlotte, also had many years of teaching experience, with eight of her twenty-two years spent 

with kindergarten children. Charlotte and Rebecca had worked together as a kindergarten team 

for five years at the time of the study. They demonstrated a sense of synergy as a result of their 

partnership in the kindergarten classroom. Charlotte and Rebecca’s class was in the same small 

rural school as Alison and Stephanie’s class, and, likewise, enjoyed the advantage of being able 

to collaborate regularly with Alison and Stephanie. During the study, Charlotte and Rebecca 

were open to experimenting with a variety of techniques in their classrooms to foster self-

regulation, ranging from music, drama, and movement to literature links and hand-clapping 

games. 

Elizabeth and Leanne. Elizabeth and Leanne teach in a small rural school, where they 

are the only kindergarten team. Although this year was Elizabeth’s third year in kindergarten in 

total, she had just returned to kindergarten after placements in other grades. Leanne worked as an 

early childhood educator in the class with Elizabeth. At the time of the study, Leanne had 

seventeen years of teaching experience, five of which were at the kindergarten level. This was 

the first year that Elizabeth and Leanne had worked together as a kindergarten team. One child in 

their class was identified with exceptionalities. He participated in most of the self-regulatory 

activities. The one exception occurred when he experienced difficulty in the gymnasium setting 

one day. Overall, the students in this class demonstrated strong self-regulatory skills and were 
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able to make excellent progress on the activities. Elizabeth and Leanne incorporated a lot of 

yoga, music, and movement in their program. Their students delighted in doing the movement to 

music exercises in the opposite way to the music prompts.  

Theresa and Ann. Theresa and Ann teach in a school located in a small rural town. 

There was another kindergarten class in the school that did not choose to participate in the study. 

Theresa has taught three of her fifteen years in a kindergarten setting. Ann is the early childhood 

educator in the classroom. She had the most teaching experience in total and more experience 

working with kindergarten children than any other educator in the study. Ann has taught for 

thirty years, with twenty-eight of those years involving work with kindergarten students. There 

were several students with behavioural challenges in this classroom. Theresa and Ann were able 

take these challenges in stride and celebrate the progress of all of their students, even though the 

gains were smaller and less frequent for some students. Ann’s rich years of experience also 

enabled her to share a number of small group games that foster self-regulation and were new to 

the group. 

Robyn. Robyn, who was the only French immersion kindergarten teacher in the study, 

taught in a small town school. At the time of the study, Robyn was in her second year of teaching 

kindergarten. She had taught a total of 10 years, all of which were in some capacity of French 

instruction. The early childhood educator in the classroom did not choose to be part of the study 

due to the commitment of time required outside of the regular school day; however, Robyn 

shared the knowledge and strategies with the early childhood educator in the classroom. Robyn’s 

classroom was very calm, which may be due in part to her incorporation of yoga, breathing, and 

relaxation techniques into her daily routine. Robyn was especially interested in the concept of 
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cognitive flexibility introduced in this inquiry and was eager to see how this skill played out 

during second language instruction. 

Emma. Among the teachers in the study, Emma was the most experienced. At the time of 

the study, Emma had taught for twenty-seven years, seventeen of which were in the kindergarten 

setting. Emma taught in the same small town school as Robyn, and, likewise, the early childhood 

educator in Emma’s classroom chose not to join the study. Emma taught the kindergarten 

students at the school who did not opt for the French immersion stream. Emma had the smallest 

number of students in the study; however, Emma’s class included a number of students who had 

been identified with exceptionalities. On occasion, the class had to relocate for safety concerns 

due to behavioural issues. Emma was eager to try a variety of calming and self-regulatory 

activities with her students and delighted in their progress. Emma valued the collaborative nature 

of the study to such an extent that she attempted to organize a Teacher Learning Co-op group 

through the Ontario Teachers’ Federation for the following year. One confounding issue 

concerned the fact that the application for the project proposal was due prior to the educators 

being informed of their assignments for the following year; therefore, the application was not 

submitted.  

Data Collection Methods 

Group meetings. Six group meetings of approximately three hours each were held. 

These meetings took place outside of a school day, usually on Monday evenings. The first 

meeting was held in January 2016, with subsequent meetings in February, March, April, May, 

and July. The first and last meetings took place at my home, with the remaining meetings taking 

place in the library of the school that was most centrally located in order to reduce driving time 

for the teachers. Especially during the first three meetings, more time was dedicated to the 
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discussion of articles and concepts concerning self-regulation in the early years. The scholarly 

resources that were shared with the teachers at the group sessions were selected on the basis of 

the following criteria: (a) to provide a comprehensive understanding of three models of self-

regulation (executive function, metacognition, and the three-phase cyclical model) (b) to explore 

arts-based interventions aimed at fostering self-regulation, and (c) to consider self-regulation 

assessment tools employed with this age group.  

The allotment of work and sharing time increased as the meetings progressed and the 

teachers gained a level of comfort and experience in sharing. The meetings were audio-recorded 

using Sound Organizer on SONY voice recorders. Three recorders were used at each meeting in 

case of technical issues and to ensure that all of the participant voices would be within range of 

the recording device.  

The first group meeting was introductory in nature, with the 13 participants introducing 

themselves (7 kindergarten teachers, 5 early childhood educators, and me, as the researcher-

participant). Following introductions, the purpose of the research and the level of commitment 

required were reviewed, along with a discussion of our respective roles in bringing our 

pedagogical knowledge and experience to the inquiry, in an effort to link the research with 

teaching practices. Time was also allotted for airing issues or concerns. Following dinner, the 

teachers completed a written task in response to five free-writing questions (see Appendix E for 

sample free-writing questions). Next, the article by Tominey and McClelland (2011), “Red 

Light, Purple Light: Findings From a Randomized Trial Using Circle Time Games to Improve 

Behavioral Self-Regulation in Preschool,” was discussed. The executive function processes 

outlined on pages 490–491 were explored in detail. During the work-time portion of the meeting, 

the six circle time games (Red Light, Purple Light; The Freeze Game; Color-Matching Freeze; 
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Sleeping, Sleeping, All the Children Are Sleeping; Conducting and Orchestra; and Drum Beats) 

used in the Tominey and McClelland (2011) study were investigated more fully. This led to a 

discussion concerning how these activities related to some of the activities the teachers already 

implement in their teaching practice. Suggestions were made about how some of the activities 

might be adjusted to include an increased focus on the three underlying executive function 

processes, which are the building blocks of self-regulation. To illustrate self-regulation 

assessments that have been employed in studies, the Head-Toes-Knees-Shoulders (HTKS) task 

(McClelland & Cameron, 2011; McClelland et al., 2014) used to assess behavioural self-

regulation was discussed. As well, the Checklist of Independent Learning Development (CHILD 

3-5) (Whitebread et al., 2009) was also analyzed. 

The second group meeting began with dinner, a free-writing task of three questions, and 

time to discuss questions or concerns. This session focused on the role of music and self-

regulation. The Zachariou and Whitebread (2015) article “Musical Play and Self-Regulation: 

Does Musical Play Allow for the Emergence of Self-Regulatory Behaviours?” and the Winsler, 

Ducenne, and Koury (2011) article “Singing One’s Way to Self-Regulation: The Role of Early 

Music and Movement Curricula and Private Speech” were explored. The activities implemented 

in the Zachariou and Whitebread (2015) study involving movement play, hand clapping, and 

circle time games were discussed in detail and related to teaching practices. During work time, 

the teachers formed teams to complete a Collaborative Inquiry Action Plan to outline goals and 

activities they would like to explore in their teaching practices. The teachers were informed that 

the D2L Chat Group would be ready for use shortly. 

The third group meeting began with dinner, a free-writing task comprising three 

questions, and time to discuss questions and concerns. This meeting centered on the role of 
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metacognition in self-regulation, specifically children’s growing self-awareness to begin to 

monitor and control their thinking and actions. Teachers were given copies of the book 

Developmental Psychology & Early Childhood Education (Whitebread, 2012); two sections 

were highlighted: “Psychological Requirements for Self-Regulation” (pp. 7–12) and 

“Metacognitive and Learning Strategies” (pp. 143–144). Participants also reviewed the article 

“The Development of Two Observational Tools for Assessing Metacognition and Self-Regulated 

Learning in Young Children” by Whitebread et al. (2009), paying particular attention to the 

coding scheme for verbal and nonverbal indicators of metacognition and self-regulation in 3- to 

5-year-olds. 

We discussed the work of Nancy Perry (Perry, VandeKamp, Mercer, & Nordby, 2002) 

and her colleagues, who explored the characteristics of classrooms that promote self-regulation. 

These characteristics include: providing opportunities for children to control the level of 

challenge; providing opportunities to engage in self-assessment; encouraging positive feelings 

about challenge; and emphasizing mistakes as opportunities for learning. Each team was given 

the following three children’s literature books: If Everybody Did by Jo Ann Stover (1989), What 

if Everybody Did That? by Ellen Javernick (2010), and The Golden Rule by Ilene Cooper (2007). 

These books were read and we discussed how children’s literature could be incorporated to foster 

awareness of the role of self-regulation from a social learning perspective. Possible follow-up 

activities for the literature were discussed.  

Teams worked on their Collaborative Inquiry Action Plans. (See Appendix F for sample 

Collaborative Inquiry Action Plans). The teachers chose the direction they would like to pursue 

in implementing activities that would provide their students with opportunities to practice self-

regulating. Activities were selected to suit the teachers’ interests and abilities, as well as the 
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needs and interests of their students. The plans were intended to support the teachers’ learning 

and serve as a resource to foster the collaborative process. Plans were shared and the assortment 

of activities that teachers were anticipating trying out in their classrooms was discussed. The 

plans served to support the dialogues that took place during the group meetings, as well during as 

my classroom visits and the online chat group.  

The fourth session began with dinner, followed by three free-write questions and 

discussion time. Given that the teachers had expressed an interest in better understanding the role 

of motivation in self-regulation, the section, “Pedagogies Supporting Self-Regulation: 

Emotional, Social and Motivational Elements” from Developmental Psychology & Early 

Childhood Education (Whitebread, 2012, pp. 144–147) was discussed. During work time, the 

activities collected, tried, tested, and reviewed to date were discussed and new activities and 

suggestions were shared. As well, the activities were investigated within a motivational 

perspective. For example, teachers discussed various strategies for scaffolding activities when 

motivation waned. Teachers outlined their continued efforts on their Collaborative Inquiry 

Action Plans. 

The fifth session followed the preceding routine of dinner, three free-write questions to 

be completed, and discussion time. The discussions centered on strategies that can be used to 

motivate children to practise skills that would help develop their self-regulation. Teaching and 

learning successes and challenges were shared.  

The sixth and final session — a debriefing session — began with dinner and ended with 

discussion time, which centered on what the teachers had gained from the process, their most 

important take-aways, and how our work together fit into future plans. For some of the teachers 
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and early childhood educators, their grade or school assignments had been changed for the next 

school year. This led to a discussion on the challenges of continuity of practice. 

Classroom visits. I visited each of the classrooms weekly over the course of the five 

months, from January to May (with the exception of snow days or scheduling issues due to 

special school events taking place or participant absenteeism). During this time, I modelled 

lessons to demonstrate some of the techniques we were exploring in the research. The teachers 

and early childhood educators also used my visits as opportunities to demonstrate lessons and 

small group games they found to be consistently successful for encouraging children to practice 

self-regulatory processes. In essence, we were exploring together the ways that the research 

findings concerning the underlying processes involved in learning to self-regulate could be 

applied to enhance classroom activities and routines. Sometimes this exploration included 

introducing new activities. For example, some of the activities involved the teachers translating 

activities directly from the research studies we had investigated into their classroom practices. 

The majority of this work concerned the modification of already-existing activities to foster one, 

two, or all three of the underlying processes involved in self-regulating for young children, 

(inhibitory control, working memory, and cognitive flexibility). This work was informed by the 

interactive nature of the group, where ideas for activities and ways to refocus activities to 

promote self-regulation in the students blossomed through group collaboration. Through 

interaction and collaboration, one idea often led to another idea. For example, often a suggestion 

from one teacher would be expanded upon by other teachers, or would cascade in new directions 

because of the new ideas that emerged. This collaboration was fostered at the group meetings, 

through my classroom visits, and during the online chat group. We focused on music, drama, 

dance, and oral language activities, as well as small group games. The visits were audio recorded 
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using Sound Organizer on SONY voice recorders. Two recorders were used during classroom 

visits. I also kept field notes following the classroom visitation sessions. 

Teacher reflective journals. Teachers used reflective journals. The teachers were 

encouraged to record anecdotal observations concerning student behaviour, lesson strategies, and 

their reflections on the appropriateness of the activities for encouraging children to practice self-

regulatory processes. Teachers were also invited to reflect on their own successes and challenges 

in working on fostering self-regulation and examining their teaching practices. Due to the 

autonomous nature of the participation in this investigation, no criteria were established 

pertaining to quantity of journal entries. Teachers were invited to reflect in the journals provided 

to them. All teachers completed entries in their journals to some extent. One teacher chose to 

record her journal reflections digitally. 

Teacher online chat group. An online chat group was established to enable the group 

members to share ideas, concerns, and questions between meetings. As the administrator, I set up 

the topics for discussion, based on content and feedback during our group meetings and the 

classroom visits. Topics included concepts we were learning about, such as metacognition, 

motivation, and working memory, as well as activities and strategies we were sharing and 

providing feedback on. 

Post-inquiry interviews. At the end of the inquiry, I conducted semi-structured 

interviews. Interviews were completed with kindergarten teams for four of the classroom sites, 

(both the teacher and the early childhood educator of a particular classroom were interviewed 

together). In the sites where only the teacher was involved in the study, the interview only 

involved the teacher. In one of the sites with a kindergarten team, the teacher and the early 

childhood educator were interviewed separately as this was more convenient for the participants. 
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The interview questions centered on the personal learning of the participants and their 

interpretations of the effectiveness of the collaborative inquiry team approach to professional 

development. The semi-structured interviews lasted between 30 and 50 minutes. They were 

audio recorded using Sound Organizer on SONY voice recorders. Two recorders were used for 

each interview. 

Summary of data collection. The following table summarizes the types of data collected 

during the study, with the months indicated for when each type of data was collected (see Table 

4). 

Table 4 

Data Collection by Month 

Data type  Dec. Jan. Feb. March April May June July 

Recruitment ×        

Group meetings (monthly)  × × × × ×  × 

Free-write activities (monthly)  × × × × ×   

Classroom visits (weekly)  × × × × ×   

Reflective journals   × × × × × ×  

Online chat group     × × × ×  

Post interviews       × × 

Field notes  × × × × ×   

 

Data Analysis 

The data sources that informed the first research question concerning how teachers foster 

self-regulation in their students were the six 3-hour group meetings (January, February, March, 

April, May and July), the reflective journals, the exit interviews, the online chat data, the free-

writing activities, the classroom visitation audio recordings, and my field notes. The data sources 

that informed the second research question concerning the extent that the collaborative inquiry 

team approach contributed to teachers’ evolving understanding of self-regulation, their role in 
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fostering self-regulation in their students, and the co-construction of new understandings, 

included the six group meetings, the participant exit interviews, the free-writing activities, and 

my field notes. 

The group meetings and the interviews were audio recorded and transcribed. The 

participant free-writing samples were also transcribed. Transcription was largely verbatim; 

however, repeated words and awkward conversational stumbles or fillers (e.g., uh, um, er) were 

removed. Every effort was made to ensure that the meaning was not altered through the 

transcription process. The classroom audio recordings were not transcribed in their entirety, but 

specific sections were selected based on topic.  

Coding the data: Phase one. I became familiar with the data through the transcription 

process and by reading and rereading the data prior to coding. This gave me ample time for 

“digesting and reflecting” on the data (Clark, 2005, p. 84), as I set out to code the data. Given 

that coding in qualitative data analysis “is not a precise science; it is primarily an interpretive 

act” (Saldaña, 2016, p. 5), I was prepared to undertake a number of attempts at assigning codes, 

looking for patterns, and applying theory in order to capture the essence of the data. Saldaña 

(2016) claimed that the first cycle of coding is rarely a perfected attempt.  

The first research question — concerning how the teachers were able to link research and 

teaching practice to foster student self-regulation — was coded within activity themes. These 

themes arose as a result of the directions chosen by the teachers. Examples included: movement 

to music, rhythm band, voice regulation, inhibitory control games, barrier games, literature links, 

working memory activities, drama activities, environmental supports, and working memory 

games.  
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The categories for the activity themes in which the teachers bridged research and practice 

were based on the prevalence of topics that arose during the group meetings, the reflective 

journals, the online chat group, and the classroom observations. All of the teacher comments 

from the group meeting transcripts that pertained to activity themes were coded. Then the 

reflective journal and online chat group entries and classroom observation data that related to 

each of the themes was coded as well. For this research question the coding was intended to be 

descriptive, based on multiple sources of data. 

To address the second research question — concerning the extent that a collaborative 

inquiry team approach contributes to teachers’ evolving understanding of self-regulation, their 

role in fostering self-regulation, and the co-construction of new understandings—I began by 

breaking the data down into discrete ideas and comparing them for similarities and differences. I 

arrived at five major categories: (a) Cognition and Learning, (b) Social Cognition, (c) 

Motivation, (d) Professional Learning Supports, and (e) Professional Learning Barriers. The 

larger categories were then subdivided into smaller categories to group the data more specifically 

(see Table 5).  

  



 

49  

Table 5 

Phase One Professional Learning Codes 

Cognition and 
Learning 

Social Cognition Motivation Professional 
Development 

Supports 

Professional 
Development 

Barriers 

Pedagogical 
theoretical 

knowledge gains 
(PT) 

Collaboration with 
colleagues in the 

study (CT)  

Professional 
knowledge motives 

(MPT) 

Administration 
Supports (SA) 

Administrative 
Barriers (BA) 

Pedagogical 
practical 

knowledge gains 
(PP) 

Collaboration with 
the researcher (CR)  

Practical 
knowledge motives 

(MPP) 

Curriculum and 
temporal supports 

(SCT) 

Curriculum 
and temporal 

barriers (BCT) 

 Collaboration with 
others (parents, 

principals, other staff 
members)  (CO) 

Collaboration with 
colleagues in the 

study motives 
(MCT) 

Financial supports 
(SF) 

Financial 
barriers (BF) 

 Collaborative 
trusting relationships 

(CTR) 

Collaboration with 
researcher motives 

(MCR) 

Environmental 
supports (SE) 

Environmental 
barriers (BE) 

 

Using these initial codes, I worked with another coder to clarify the code properties and 

discuss conditions for inclusion and exclusion. We then coded 58 data items together while 

continuing to discuss and clarify the process. During the next phase, we coded 12 items 

independently. As there was some discrepancy in our coding, further clarification was required. 

After this final clarification process, we each coded 80 items independently. Very high 

agreement was demonstrated between the coders (Cohen’s Kappa = 0.941, p < .001). 

Coding the data: Phase two. After completing the initial coding I was concerned that 

the initial coding did not reflect the depth of the data. Although the second coder and I had 

achieved an acceptable level of agreement in the coding process, I felt that in order to achieve 
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this level of agreement the data was losing the ‘multidimensional facets’ (Saldaña, 2016, p. 40) 

of the process and of the teachers that I had worked with over the course of six months. One 

reason that the coding with a second coder felt reductionist was that the second coder had not 

lived the experiences as I had. I had been totally immersed in the experience and this enabled me 

to see connections and intended meanings within and between the data that she could not. The 

second coder was attempting to capture the essence of the experience by reading the transcripts 

alone. I had lived the experience and the second coder had not so she could only ever understand 

the data as an observer, or an outside reader. As well, given the quantity of data that I had 

collected it was not practical or possible for her to become familiar with all of the data. 

Therefore, not only did the second coder lack the totally immersive, lived experience that I had 

had, but she was not privy to all of the data, and therefore could not possibly interpret the data to 

same level of meaning. 

Given my familiarity with the data and the fact that I had lived the experience, I coded a 

second time without another coder. In addressing the second research question I endeavoured to 

uncover important characteristics of professional learning for this particular collaborative inquiry 

team. I knew that the explanation needed to address the complexity of the question in 

considering how and why their professional learning had occurred. How did these educators 

choose to learn and what conditions contributed to their learning? 

My desire to delve deeper led me to reconsider the various influences on professional 

learning. Because schools are complex institutions and teachers’ lives are multifaceted, a better 

understanding of how teachers learn needed to include an appreciation of the multiple influences 

at work at various levels (Stollar, Poth, Curtis, & Cohen, 2006). With respect to teacher 

professional learning, the various influential systems include the teacher, students, school, 
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community, and learning activity. Opfer and Pedder remind us that elements within the systems 

“vary in scale and intensity, come together in different combinations depending on the situation, 

are often reciprocal and are always nested” (2011, p. 379). 

With a new sense of mission, I decided to explore further how these subsystems 

interacted and, in the process, hoped to discover an explanation as to why teachers engaged in 

this particular professional learning experience. I also wanted to explore which conditions, as 

described by the teachers, contributed to their professional learning experience. I believed that 

the data would help me discover patterns pertaining to the professional learning experience, the 

social and contextual situation in which the teachers live and work, and teacher characteristics, 

such as self-beliefs, goals, and values. 

Given that multiple systems play a role in teacher professional learning, I began to look 

for theoretical frameworks incorporating multiple influences that might help to clarify my 

understanding of why and how this learning took place. Throughout the recruitment and data 

collection phases of this research, on numerous occasions I had found myself captivated by the 

degree of motivation the teachers demonstrated. What had propelled the teachers to join, 

especially given that this research project required a considerable commitment on their part? 

What had sustained their interest and effort, both during the professional learning opportunities 

and as they implemented the strategies in their classrooms? What was it about this form of 

professional learning that resonated with the teachers enough to enable them to overcome 

competing demands and to manage their professional and personal lives in order to join and 

sustain their continued effort?    

In considering motivation, values, and competing demands, I decided to investigate pre-

existing motivational theories that might shed led on the analysis and enable me to view the data 
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from a more overarching conceptual perspective. Expectancy-Value Theory of Motivation 

(Wigfield & Eccles, 2000) appeared to address multiple levels of influences on motivation, 

which corresponded to my appreciation of the complexity of the question. I also hoped that the 

focus on values would help me to better understand what it was about the program that had 

resonated with the teachers’ value systems to such an extent to enable them to put forth such a 

conscientious effort. The expectancy of success component of this theory looked promising to 

help me to better understand the push-and-pull factors that teachers might have experienced. 

There were also components of Self-Determination Theory (Ryan & Deci, 2000a, 2000b, 2003) 

that resonated with the motivational aspects of this project, particularly the focus on autonomy, 

competency, and relatedness. Therefore, the second phase of coding was based on the pre-

existing categories within Expectancy-Value and Self-Determination Theory, both of which are 

discussed in greater detail in Chapter 5 where the findings that emerged from the phase two 

analysis are described.  

The Expectancy-Value code of expectancy of success was broken down into the 

subcategories of self-efficacy, locus of control, autonomy, perceptions of task difficulty, 

affective memories of previous professional learning, and cultural milieu. The Expectancy-Value 

code of value was subdivided into attainment value, intrinsic value, and utility value, while the 

cost category was subdivided to account for effort cost, outside effort cost, loss of valued 

alternative cost, and emotional cost. The Self-Determination Theory category of autonomy 

aligned with the autonomy and locus of control codes of the Expectancy-Value framework 

relating to expectancy of success. Both the relatedness and competency codes from the Self-

Determination Theory aligned with values and expectancy of success codes identified within the 

Expectancy-Value framework. Relatedness was associated with the value that was assigned to 
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collaborating with colleagues and myself as the researcher, thus enhancing the intrinsic value of 

participating in this inquiry. Relatedness also supported various aspects of expectancy of success 

codes, such as fostering feelings of self-efficacy and perceptions of task difficulty. Competency 

was associated with the value assigned to gaining pedagogical and practical knowledge for the 

importance of doing well (attainment value) and relating to current and future goals (utility 

value), while also influencing components of expectancy of success. The codes were not 

mutually exclusive. Eight major findings emerged concerning the collaborative professional 

learning model. The second phase codes are outlined in Table 6.  

Table 6 

Phase Two Professional Learning Codes 

Expectancy of Success Task Value Costs 

Self-efficacy Attainment value— personal 
importance of doing well 

Effort cost 

Locus of control Intrinsic value—enjoyment from the 
process 

Outside effort cost 

Autonomy Utility value—relates to current and 
future goals 

Loss of valued 
alternative cost 

Perceptions of task difficulty  Emotional cost 

Affective memories of 
previous professional learning 

  

Cultural milieu   

 

Summary of Methodology 

Participants in this single case study of a collaborative inquiry team included myself as 

the researcher-participant, as well as seven kindergarten teachers and five early childhood 

educators. Data were collected over a six-month period, through after-school meetings, 
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classroom observations, reflective journaling, free-writing activities, an online chat group, and 

interviews. These data were then analyzed using standard qualitative protocols. Two frameworks 

for analysis were employed. In the first instance, using emergent coding techniques, a series of 

professional learning codes were developed that included the areas of (a) cognition and learning, 

(b) social cognition, (c) motivation, (d) professional development supports, and (e) professional 

development barriers. Because I was not fully satisfied with this analysis, I analyzed the data a 

second time, using both Expectancy-Value Theory (Wigfield & Eccles, 2000) and Self-

Determination Theory (Ryan & Deci, 2000a, 2000b) to better understand how teachers’ value 

systems and motivation might be incorporated to characterize the collaborative inquiry process 

and findings. The next two chapters detail the findings. Chapter 4 addresses the first research 

question concerning the bridge between practice and research; Chapter 5 addresses the second 

research question concerning the factors that contributed to teachers’ understanding and the co-

creation of knowledge about student self-regulation as experienced through a collaborative 

inquiry team approach using the second method of analysis. 
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Chapter 4: Bridging Research and Practice in the Kindergarten Classroom 

There is a need to better connect research methodologies with the expertise of 
teachers regarding good teaching practice (Ruthven, 2005). 
 

Teachers’ classroom practices for supporting student self-regulation evolved as a result of 

a collaborative inquiry team approach where research was bridged with practice. Through this 

approach, a series of tried-and-tested activities were collected and endorsed by the teachers. 

These activities, a sample of which is provided in this chapter, demonstrate the association 

between the teachers’ pedagogical knowledge and experience and the development of new 

understanding.  

Developing the Activities 

Some activities were adapted from the empirical studies explored during group meetings 

(see Chapter 3, Methodology) and then tested and/or tweaked in the classroom. For example, the 

movement activities evolved from the circle time games used by small groups in the study by 

Tominey and McClelland (2011). Once the teachers read about the different ways that Tominey 

and McClelland had used movement activities to foster inhibitory control, working memory, and 

cognitive flexibility, they were eager to incorporate similar activities into their kindergarten 

programs. The activities used by Tominey and McClelland also served as an example on how 

practical group activities could foster the building blocks of self-regulation. Tominey and 

McClelland’s (2011) Freeze Game involved having the students move to the music—responding 

according to specific musical cues, and then responding in the opposite manner. For the Drum 

Beats activity, students moved their bodies in response to guiro or guitar cues provided by the 

teachers. For example, the students were initially instructed to walk quickly to fast musical cues, 

to walk slowly to slower cues, and to stop when the music stopped. A variety of other cues were 
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incorporated in different versions of the game, such as stomping on loud beats and tiptoeing on 

quiet beats. With each version, the students were later instructed to respond in an opposite 

manner to the cues, so, for example, to walk slowly in response to fast musical cues. As will be 

seen, in many cases the students in this study preferred the challenge of responding with the 

opposite movement activities and were eager to remind the teachers when this particular 

challenge was left out.  

Another popular activity was derived from an empirical study by Zachariou and 

Whitebread (2015). It was a circle game requiring the children to sit in a circle and quietly pass a 

tambourine containing egg shakers. The students in our study responded positively to this 

activity and named it Don’t Wake the Babies. In their role-playing, the eggs were ‘baby birds’ 

that they were trying to keep safe as the nest (tambourine) was passed around the circle. Several 

teachers also incorporated hand-clapping games after reading the Zachariou and Whitebread 

(2015) study. 

Other activities evolved as a result of teachers discovering connections between the self-

regulatory concepts explored and the activities that were already part of their teaching pedagogy. 

For example, the teachers gained a renewed sense of purpose in incorporating rhythm band 

activities after developing a new understanding of the role that inhibitory control, cognitive 

flexibility, and working memory play in fostering self-regulation. In many cases, the knowledge 

from research prompted teachers to reinstate activities they had used in the past. For example, 

barrier games, a mirroring activity, and card games were reinstated with a new purpose, once 

they had been examined and critiqued within a self-regulatory skills framework. Once teachers 

began to view their teaching practices from an informed perspective, the connections flowed 
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spontaneously and the teachers eagerly shared their ideas during group meetings, on the online 

chat forum, and during my visits to their classrooms. 

These activities that appear in the remainder of the present chapter are a compilation of 

the work completed during this collaborative learning approach. As such, they are much more 

than a set of ‘tools’ for teachers to add to their toolkit. Instead, these activities represent a form 

of knowledge creation that arose by linking research and practice within particular classroom 

contexts. A number of factors helped to support this process of co-creation. First, as a participant 

researcher, I was able to facilitate and support access to research. Together, as a group, we were 

also able to create a safe, inviting space for the sharing of practical, pedagogical knowledge. 

Increased knowledge and understanding of research, combined with the authentication of 

practical knowledge, allowed us to make connections that served as a springboard from which to 

foster new understanding and generate new knowledge. In the moment, as the teachers made 

these connections between research and practice, it was as if they were viewing their daily 

activities from a new perspective. As one teacher stated, “It [this professional learning 

experience] has changed the way we think. I never saw self-regulation in those activities before 

and now I do.” Therefore, this chapter represents more than a selection of activities to share; 

these activities are also evidence of the change of thinking that can happen when professional 

learning facilitates the bridging of research and practice in a meaningful way. As such, these 

activities are a testament that a collaborative inquiry team approach can contribute to knowledge 

co-creation.  

Consequently, the activities are presented in a fashion that encompasses this notion of 

knowledge co-creation. That is, instead of merely offering directions for carrying out each of 

these activities, the theoretical context and the data reflecting the teachers’ changing views are 
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also incorporated with each activity, so that direct quotations from the teachers, as well as 

observations from the classroom settings, are also included. These findings were compiled using 

data from the group meetings, exit interviews, reflective journals, online chat group, field notes, 

and classroom visits. As described in the previous chapter, data were analyzed using qualitative 

analysis protocols for a criterion-based approach (Creswell, 2013). 

The activities, along with the underlying theory and research findings, are visually 

presented so that each activity can be used as a stand-alone document for professional learning. 

Ultimately, these resources will be part of a larger collection of activities that will be published 

as a resource for educators; therefore, pseudonyms have been omitted in this chapter and student 

and teacher observations are reported anonymously. References to theoretical concepts 

mentioned are not formally referenced. However, the sources for the conceptual statements in the 

Connections to Theory sections are fully explained and sourced in the literature review of 

Chapter 2. In the published collection, references will appear in a bibliography. Finally, the term 

‘teacher’ is used interchangeably to refer to both kindergarten teachers and early childhood 

educators, as is the case throughout the dissertation, since both groups teach children as part of 

their primary responsibility as educators.  

Selected Activities 

The full list of activities that were undertaken as part of the dissertation research appear 

in Table 7 below; those featured in the present chapter are marked with an asterisk. 
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Table 7 

Self-Regulatory Activities and Strategies  

Music Activities Movement to Music: Freeze Game * 
 Movement to Music: Follow the Leader * 
 Movement to Music: The Opposite Game * 
 Dance: Flocking 
 Rhythm Band * 
 Voice Regulation: The Sound Wheel * 
 Voice Regulation: This is My Singing Voice * 
 Voice Regulation: Take-Away Songs * 
Drama Activities Mirroring 

Night at the Museum * 
 Tableau Story Telling 
Small Group Games Barrier Game * 
 What’s Missing 
 Card Games 
Large Group Games Egg Shaker Games: Don’t Wake the Babies * 
 Egg Shaker Games: Stealing the Eggs 
 Beanbag Games: Freeze Tag 

Beanbag Games: Obstacle Course 
Literature Links Follow-up activities 
Calming Activities Yoga 
 Breathing 
 Clay 
 Music/Visual  
Environmental Supports Use of space and materials 
Motivational Strategies Using choice, challenge, co-regulation, and positive 

reinforcement 

Note. Those activities marked with an asterisk are included in Chapter 4. 



Movement to Music
Develops Inhibitory Control, Cognitive 

Flexibility, and Working Memory

Freeze Game

Music Activities

Using recorded music (CD or Smartboard) or teacher-generated music (piano, guitar, 
guiro, tambourine), the students move to the music and freeze in place when the music 
stops. Then the music starts up again and the students ‘un-freeze’ and resume moving 
to the music. The music can vary in dynamics; for example, quieter music encourages 
the students to move softly, or minimally, and louder music suggests larger, more 
assertive movements. The music can also vary in tempo, so the students move slowly 
when the tempo is slow and more quickly when the tempo dictates.

We added the notion of ending poses. The 
teacher counts down, 3,2,1, freeze, so the 
students are prepared for the upcoming freeze 
command and have time to think about their 
ending poses. We also discussed the different 
levels of ending poses. First we practised with all 
of us doing the same level of ending pose (high, 
medium, or low). Then the students could 
choose the level they wanted for their ending 
poses. They could choose a high ending pose 
(e.g., reaching to the sky), an ending pose of 
medium height, or a low ending pose, closer to 
the ground. One teacher commented that this 
activity works better in the gym because it gives 
the children more freedom to make their high, 
medium, and low poses without being crowded. 
We took the opportunity to observe each 
other’s ending poses between freeze turns. 
Student comments included: “This is my low 
pose,” “I didn’t like my pose, so I changed it,” “I 
like [student’s name] pose,” “Dancing, oh yeah,” 
and “I love this dance!”
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You need space for this activity because the students are standing in a 
large circle. The students on the outside of the circle need to be able to 
copy the action of the ‘leader’ who is in the middle of the circle; therefore, 
having personal space is important. The gym is ideal, but we generally 
used the classrooms. If necessary, we moved furniture to clear a larger 
space. We also had to discuss some safety issues. For example, we 
devised the following plan: if you are waving your hands and there is a risk 
that you might hit your neighbour, turn sideways and the problem will be 
solved. 
We called this activity Crazy Frog because we used an instrumental music 
selection from the CRAZY FROG Presents Crazy Hits CD. Some 
teachers used the CD, while others accessed the music through YouTube 
on the Smart Board. The music we used was called AXEL F. It is an 
instrumental number that is fun to move to. You can use any of your 
favourite classroom CDs that have a strong beat, motivating students to 

move. One student starts in the middle of the circle as the leader and the other 
students copy the movement. The movements can be as big or as little as the 
leader chooses. For example, some students chose to do hand movements only, 
while others used their whole bodies in moving to the music. The students can also 
change the action during their turn if they choose, ensuring that the students have 
to pay close attention in order to keep up. We made a rule that the action had to 
involve staying on your feet. We found if the students got down on the floor, rolling 
around, it was less safe and the students tended to get a little silly. Each turn is 

Follow the Leader 

Develops Inhibitory Control, Cognitive Flexibility, and Working Memory
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quite short, so the game goes by quickly and everyone can have a turn as the 

leader. We noticed that after about 8 counts the teacher thanks the leader and 

says the next student’s name. After a while the students got a good sense for how 

long to be the leader in the middle of the circle. One teacher asked her colleague: 

Did your students internalize when it was time to change turns? With my 

students it was as if they were developing the rhythm. They would go out 

of the circle and then the next student would go in. The turn taking had just 

come naturally. They knew when their turn was over.

Students could always ‘pass’ if they did not want a turn. In the beginning a few 

students chose to pass, but passing was infrequent because this activity was highly 

motivating. It was also low-risk because it was easy for students to come up with 

an action. We did not mind if the action had already been done by another 

student. This reduced the pressure of having to come up with an original idea. Just 

as we were about to finish the activity, we always asked if any students who had 

passed had changed their minds and would like a turn now. Students who had 

initially passed on their turns often took us up on this opportunity. Perhaps they 

gained confidence watching their peers, or maybe they were able to come up 

with their action idea while the activity was progressing. We often ended this 

game with a group dance incorporating the Freeze Game. 
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For movement-to-music activities you can also use follow the leader songs or 
chants without recorded music. One example is Punchinella. 

This action song involves more wait time and students can 
get frustrated or bored while waiting for their turn. The time 
on task can be reduced if not everyone gets a turn to be the 
leader each time you do the activity. We found that students 
were willing to wait for their turn at a later date, once they 
realized that their turn would come. For example, we 
sometimes suggested that girls could be the leaders today 
and boys could have their turn tomorrow, or junior 
kindergarten students could be the leaders this morning 
and the senior kindergarten students could have their turn 
this afternoon.  
One teacher commented: “It is interesting how the students 
follow the movement-to-music activities so intently. They are 
making improvements controlling their bodies.” 

Look who’s here, 
Punchinella, Punchinella, 

Look who’s here, 
Punchinella from the zoo. 

What can you do, 
Punchinella, Punchinella, 

What can you do 
Punchinella from the zoo?

We can do it too, 
Punchinella, Punchinella, 

We can do it too, 
Punchinella from the zoo.

Who do you choose, 
Punchinella, Punchinella,

Who do you choose, Punchinella, 
from the zoo?

1.

2.

3.

4.

63

Music Activities Develops Inhibitory Control, Cognitive Flexibility, and Working Memory

“It is interesting how 
the students follow the 
movement-to-music 
activities so intently. 
They are making 
improvements 
controlling their 
bodies.” 



Movement to Music

In addition to activities that involve moving to music and following the leader, we incorporated 
activities that involved moving in an opposite way to what the musical or action cue suggests. For 
example, the teachers used a non-pitched instrument, such as a tambourine or a guiro, and 
suggested actions, such as marching during a slow steady beat, and skipping during faster music. 
Students practised responding with the appropriate action and freezing when the music stopped. 

Then classes played the Opposite Game, carrying out an action or movement that was opposite 
to what the music suggested. For example, if the students were initially instructed to walk quickly 
to fast musical cues and slowly to slower musical cues, the opposite response would be to move 
slowly on the fast musical cues and quickly on the slow musical cues. There was a variety of other 
cues incorporated in different versions of the game, such as stomping on loud beats and tiptoeing 
on quiet beats. With each version, the students were later instructed to respond in an opposite 
way to the cues. Interestingly, one teacher commented that her students preferred doing the 
movements that were the opposite of what the music is telling them. She added, “They always 
request that!” One day she forgot to do the opposite movement activities, and the children 
chimed in: “We didn’t do the opposite! We have to do the opposite!” One group was so excited 
about being able to do the opposite activities that they wanted to demonstrate that to me when 
I visited their classroom. The teacher commented: 

I asked my students today if there was something they would like to 
show you and they said that they wanted to show you how they can 
do the opposite to the CD. I put it into their ballpark and that’s what 
they wanted to do!

As another teacher said:

It was quite surprising how quickly everyone caught on during the 
opposite game. You could really tell they were thinking about it. 

Regarding the limited space for movement activities, one teacher regularly 
made use of the outdoors. She explained:

We used the tambourine. If we didn’t have a CD, or you couldn’t hear 
it in the space we were in, I would use the tambourine. I would say, 
“Okay, now go to the beat slowly or fast, doing the opposite of the 
music.” It was neat to be able to go outside because I don’t have 
access to the gym with my students. I don’t teach gym to my students, 
someone else does that. So going outdoors is my opportunity to have 
a bigger space. Our classroom is not very big and we have to move 
furniture around in order to be able to do movement activities, so we 
go outside to do movement activities instead.

The Opposite Game
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It was quite surprising how quickly everyone caught on during the opposite game. You 
could really tell they were thinking about it. 
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Using my guitar, I found it easy to provide a variety of different musical cues 
for the students; however, teachers found that their options were more 
limited using instruments such as tambourines and guiros. The teachers and 
students also found that the more limited options led to declining 
motivation for this activity. So with the help of two friends, I created a CD 
to provide the teachers with a variety of examples for moving as the music 
suggests and then doing the opposite. It was also available on a USB drive 
for teachers to load onto their computers for use. The tracks on the CD 
were as follows:

Self-Regulation CD Tracks 
Introducing three different types of drum beats: The 3 different types 
of drum beat phrases are introduced. They include half-note beats for 
dinosaur stomping, quarter note beats for marching, and eighth-note beats 
for tiptoeing. 
The three different beats are interchanged within the exercise: The 
3 types of beats are alternated on this track, providing opportunities to 
practise the movements (stomping, marching, and tiptoeing) according to 
the beat. This involves listening and responding appropriately and freezing 
when there is no music.
Beat and rhythm: The quarter-note marching beat is interchanged with a 
dancing beat. The students practise moving as the music suggests and 
freezing when each cue stops. This exercise also works well for doing the 
opposite movements: marching to the dancing beat and dancing to the 
marching beat.
The tempo varies (fast/slow) using 2 distinctly different melodies: 
The fast melody signals moving quickly and the slow melody signals moving 
slowly. Students freeze between musical selections. Practise as is and then 
practise doing the opposite to what the music suggests.
The tempo varies (fast/slow) with the same melody: Same as above, 
except that it requires a bit more auditory attention as the melody cue is 
removed. Practise as is, and then do the opposite.
The pitch varies (high/low) with the same melody: Students use levels 
and types of movement to represent the sound. Then repeat the exercise 
doing the opposite.
The dynamics vary (big/small) with the same melody: Students use a 
variety of movements (levels, space, intensity) to represent the dynamics. 
Then repeat, doing the opposite.
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over their movements as they adjust their 
movements according to musical cues and/or action 
cues, such as, “Tiptoe when you hear the soft 
music.” The follow-the-leader games also require 
inhibitory control as students learn to wait for their 
turn to be the leader. One teacher observed: 

It is really neat to see how in the beginning a 
lot of the children did not have enough 
self-regulation to wait to take their turn. Now 
you can see the anticipation, as they wait and 
think about the move that they will do, and 
they are waiting and taking their turn. They are 
also watching what their friends are doing. 

How movement to music helps students develop Inhibitory Control
All of the movement-to-music activities outlined here involve students practising 
their inhibitory control skills: being able to stop a dominant response in favour of a 
more adaptive response. Students are learning to control their bodies in response to 
the starting and stopping of the music; for young children, this is an important step in 
regulating their bodies. The students are also learning to perform specific movements 
in response to auditory and visual cues. The students control their movements as 
they strive to match the actions of others when they engage in following the leader 
responses. They are also called upon to exercise increasingly more control 

Connections to Theory
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How movement to music helps students develop Cognitive Flexibility

Task demands increase with changing instructions, increasingly more complicated 
instructions, and challenges to respond in the opposite way. This involves cognitive flexibility, 
being able to switch focus, ignore distractions, and consider alternative solutions. 

How movement to music helps students develop Working Memory Capacity

Working memory is also developed as students are required to hold specific information in 
their memory as they are completing the task.
As these executive functions were developing, the teachers noticed that time on task was 
improving. One teacher observed, “These [movement] activities just keep growing and 
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growing. The amount of time the students can be engaged keeps 
growing and growing. We could never have done the activities 
this long in the beginning.”
Along these lines, another teacher commented on the role 
these activities could play in the beginning of the school year :

I am looking forward to having these activities to 
implement right at the beginning of the year, when the 
students come in and they are so little, some of them are 
still three. We can do these games together to grow 
stamina and be able to work together as a whole group, 
waiting our turn, and other things that can be a challenge 
at the beginning of the year. These activities will fit really 
well right at the beginning of the school year.

And best of all—these activities are a fun and engaging way to 
foster the development of the executive function processes that 
are the underlying building blocks of self-regulation. To illustrate 
how motivating these movement activities are, one teacher 
explained: 

I had been trying to find a connection that would be 
positive for one little guy. This activity [Crazy Frog follow 
the leader dance activity] is very motivating for this child. 
So I said to him, “First we are going to do this other activity 
and then we are going to do the Crazy Frog dancing.” It 
was so motivating for him that he was able to direct his 
attention and stay positive through the previous activity, 
while waiting to get to do the Crazy Frog dancing activity. 

As another teacher commented:
My views on music and movement have changed. Before, 
we just did it and we knew it was fun, but we didn’t really 
consider the actual benefits.
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My views on music and movement have changed. 
Before, we just did it and we knew it was fun,        
but we didn’t really consider the actual benefits.



Rhythm Band 
Develops Inhibitory Control, Cognitive Flexibility, 

Working Memory, and Metacognition

How to Structure the Activity

The students are sitting in a circle and the teacher sets the context for the activity by asking 
if the students would like to join the rhythm band. The students indicate they are eager to join. 
The teacher then explains that when you join a band, you often have to follow a leader, or a 
conductor, and the members of the band have to listen carefully so they can start and stop 
together. The children are asked if they think they are able to follow the rules of the band in 
order to be a member. Most often, you will find that the students eagerly agree to do so. 

Music Activities

The following suggestions will help to ensure the success and 
enjoyment of the rhythm band activity for all. If the activity 
flows well and becomes a routine that can be carried out 
seamlessly, it is more likely to be incorporated as a regular 
component of the kindergarten program. 

Setting the Context

The teacher also talks about the 
band’s goal to make beautiful music. In 
this light, the students are asked if they 
are willing to work hard to play the 
instruments nicely in order to be able 
to make music together. This can lead 
to a discussion about how best to 
play the instruments, especially if any 
of the instruments are new to the 
students and need to be introduced.
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Rhythm Band

There is one final rule that needs to be 
explained. When the instruments are being 
handed out, the students are asked not to pick 
up their instrument until the teacher, or 
conductor, picks up his or her instrument. Once 
the students agree that they are able to follow 
the rules of the band and the instruments to be 
used have been introduced, the teachers place 
the instruments on the floor in front of each 
child. Waiting to pick up the instrument takes a 
great deal of inhibitory control. The students are 
watching and waiting to pick up their ins- 
trument once the teacher picks up his or hers, 
or until the signal is given. One teacher com- 
mented, “We have one little girl who is very 
musical and she was dying to pick up the 
instrument. Her whole body was moving and 
she was trying hard not to pick it up yet. With a 
big smile on her face, she said, ‘This is so hard.’ 
But she didn’t pick it up until we gave the signal.”
The music cue to start and stop will be the 
teacher playing his or her instrument, or the 
starting and stopping of the CD or smartboard 
if electronic music is being used.

The selection of instruments is an important consideration. If you have an 
assortment of instruments, there will be some dissatisfaction among the students 
over the allocation. If you are purchasing or collecting instruments for your band, 
you might want to follow this suggestion to avoid tears from students who do not 
get to play a certain instrument. This involves distributing the instruments fairly so 
that everyone gets a turn with each instrument. To be able to do so means having 
an equal number of every instrument on hand and passing them in a pattern so 
that every child gets to play each type of instrument. 

Instrument Selection

Music Activities
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For example, if you have 25 students, it would be ideal to have 5 different instruments and 5 of each 
type (e.g., 5 rhythm sticks, 5 egg shakers, 5 triangles, 5 tone blocks, and 5 bells). When the instruments 
are set out in front of each student, they are handed out in a repeating pattern around the circle (e.g., 
rhythm sticks, egg shaker, triangle, tone blocks, bells, rhythm sticks, egg shaker, triangle, tone blocks, bells). 
The students are great helpers at telling you what comes next in the pattern. 

If you only have 3 different types of instruments (e.g., rhythm sticks, egg shakers, and bells), you should 
still have equal numbers of each instrument so that you can set them out in a repeating pattern around 
the circle. For example, if you have 25 students and you have 3 different types of instruments, you need 
to have 9 of each instrument. That adds up to 27 instruments. In order to have the pattern work for a 
circle of 25 students, you would have two empty spots on the circle for imaginary students. 

You might feel that this is a lot of effort just to make sure that the instruments can be shared fairly 
during rhythm band; however, while music is popular with young children, they can find it to be a 
negative experience if they do not get to play their favourite instrument. The children still have to wait 
to have their turn, so they are still practising inhibitory control, but they quickly learn that they will be 
able to have a turn on each instrument. The activity is inherently self-rewarding as well, because the 
students’ patience is rewarded with a turn to play each instrument. As one student commented, “I like 
that we all get [to play] the instruments.”

Once the teacher, or leader, picks up his or her instrument, the students pick up 
their instruments and get ready for the band to begin. If the teacher is not playing 
an instrument, such as a ukulele or guitar, but is instead operating a CD player or 
smart board for electronic music to accompany the children, he or she will give a 
signal to pick up the instruments. 

Let’s Begin

Music Activities
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Rhythm Band

When the music begins, the band sings and plays together. The students sometimes 
demonstrate strategies they come up with to keep the instruments quiet until it is 
time to play.  As one teacher said, “One student in our room, who had the bells and 
found it was hard to keep them still, held her hand over the bells to keep them quiet 
before we were going to play.” Another teacher commented, “Rhythm band was a 
huge success. The activity itself was the motivator to self-regulate.”
Some simple, well-known songs with which it is easy to maintain the beat include The 
More We Get Together, Baa Baa Black Sheep, Mr. Sun, Aikendrum, Oats and Beans and 
Barley Grow, and The Wheels on the Bus. Remember, the number of turns will equal 
the number of different types of instruments so that each person has a chance to play 
each instrument. You may choose the number of songs equal to the number of 
instruments you are using so that each turn involves choosing a different song. 
However, you can certainly repeat songs on the various turns or sing a different verse 
of a song on each subsequent turn.

After the first turn is finished and the children have 
stopped playing, they are ready to pass their inst- 
ruments to their neighbour. The first passing turn is 
the most difficult because the pattern will get mixed 
up if anyone passes in the wrong direction. Begin by 
discussing the direction the instruments will be 
passed and then have each child point to the person 
he/she will be passing to. Then the teacher can say, 
“Okay, ready, set, pass” and will watch carefully to 
ensure that everyone passes in the correct direction. 
A few students will struggle on the first pass, so the 
teacher and early childhood educator need to be 
diligent in watching this initial pass. Once the first 
passing turn is done, most of the students will 
remember the direction for passing and not struggle 
with each subsequent pass. It is interesting how the 
students become more responsible in carrying out 
this routine. One teacher commented, “The students 
have really figured out how to pass the instruments 
and work together in the rhythm band. They are 
doing really well. It’s interesting to watch how far 
they have come.”

Passing the Instruments

Music Activities
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An alternate way to having the students take turns with the instruments is to set up the instruments at 
stations around the room and have the students rotate from station to station on a signal.  You would 
still need the correct number of instruments at each station so that each child gets to go to every 
station. For example, a group of 5 students might start at the triangle station and then move together 
to the bells station, and so on, until they have visited every station. Once again, on the first rotation, be 
especially careful that everyone moves in the correct direction.

Once the rhythm band routines have been established and 
students are singing along and keeping a steady beat, you can 
work on a variety of other musical concepts. For example, 
the song, Wheels on the Bus, is a fun way to introduce 
dynamics because certain verses lend themselves to being 
played loudly or softly. For example, “The babies on the bus 
go WAH, WAH, WAH” invites the children to play loudly, 
whereas “The parents on the bus go Shh, Shh, Shh” suggests 
to the children that they should play this verse softly. 
You can also add songs that involve not playing during 
certain sections and then resuming in other sections. For 
example, in the song Boom! Boom!, the students can stop 
playing their rhythm instruments while they say the chants at 
the end of each verse (e.g., “Oops,” said the flea, “there’s a 
horse on me!”). 

Increasing the Challenge

Rotating to Stations

Due to space limitations, some teachers 
preferred to do rhythm band activities in the 
gym. The gym is especially useful when rotating 
from station to station to play the instruments 
and for marching band activities. However, all of 
the teachers involved were able to incorporate 
weekly rhythm band activities in their 
classrooms if the gym was not available.

Space

Music Activities
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Playing in the rhythm band provides children with many opportunities 
to practise inhibitory control. Students resist the impulse to pick up the 
instruments in the beginning. As well, being able to start and stop 
playing together involves inhibitory control. The students are highly 
motivated to demonstrate this ability because playing in a rhythm band 
is viewed as a desirable activity. 
Another motivating reason for following the rules is the component of 
group responsibility embedded within this activity. Joining the rhythm 
band means following group rules so that the students can make 
beautiful music together; therefore, the students have expectations for 
one another of not letting the group down. This pressure to want to 
play with others represents a form of co-regulation by peers. Students 
are often motivated to self-regulate in order to be able to play with 
others. This co-regulation is evidenced every day as students remind 
each other of the rules of play and are aware that peers will not play 
with them if they fail to follow the rules or are uncooperative. 
During the rhythm band activity, students reminded each other of the 
rules. Examples included helping one another during the passing 
process if anyone got mixed up, and reminding one another not to start 
if the music had not begun and to stop when the music stopped if 
anyone had trouble with that particular rule. Because the students 
wanted their music to sound nice, they were especially concerned 
when a student played too aggressively, with no regard to the volume 

Connections To Theory

How rhythm band activities help students develop 
Inhibitory Control

Music Activities

How rhythm band activities help students develop Metacognition
Asking students to decide whether they are able to make the effort that is required for the rhythm band 
encourages the use of metacognitive knowledge; the students are being asked to assess their own 
capabilities in relation to their knowledge of the task’s difficulty. Through self-awareness, the students are 
encouraged to consider their own strengths and weaknesses while determining the level of difficulty 
they will experience in completing the task. Metacognitive reflective thought also requires an element of 
planning on the part of the students. By deciding if they are capable of joining, the students are in fact 
setting a goal to meet the expectation. This question also promotes metacognitive monitoring and 
control, whereby the students are encouraged to monitor their behaviour and performance and apply 
appropriate control strategies that will enable them to participate more effectively. 
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Cognitive flexibility, which involves adjusting one’s thinking to 
meet changing demands, is evident when students have to 
adjust their playing within or between musical selections. 
Adjustment is necessary when playing certain songs or sections 
in novel ways, such as changing the dynamics, tempo, or rhythm. 
As the teacher varies the musical challenges within the rhythm 
band activities, students will have increased opportunities to 
practise adjusting their thinking and behaviour in response to 
changing demands. The children will be required to practise 
using their working memory, being able to maintain task-specific 
information in mind while carrying out the activity.
Being able to adjust one’s thinking in order to play each new 
instrument also involves a measure of cognitive flexibility. Some 
instruments are shaken, others are struck or tapped. As well, 
each type of instrument is held differently. In order to make 
quality sounds, the students need to make all these adjustments. 
For example, egg shakers and bells are shaken, and rhythm sticks 
and tone blocks are struck. Triangles and tambourines present 
more of a challenge because they require that students hold 
and play them in a particular way in order to make the best 
sound. And once again, working memory is required by the 
students in order to keep these playing techniques in mind. 

How rhythm band activities help students 
develop Cognitive Flexibility and Working 
Memory Capacity

or the beat. As one student commented to her neighbour who was striking the tone 
block as if he were hammering a nail, “That doesn’t sound very nice.” Another student 
added, “We have to be careful with the instruments.”
Waiting for their turn to play the instrument of choice is another way that the students 
practise inhibitory control. Even though students understand they will get a turn to 
play each instrument, for some, waiting a few more turns for their favourite instrument 
can be a struggle. 
One teacher commented, “The rhythm band has been critical for me. Before this I 
didn’t understand how important the skills of stopping and starting together are and 
how they are evidence of the students’ growing ability to self-regulate, follow 
directions, and take turns. I have a different purpose and focus for this activity now.”

Music Activities
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Rhythm Band

Although there is a cost involved in purchasing rhythm band instruments, they are 

important resources for classrooms: they enable children to practise 

self-regulation; they support music learning; and they’re fun for children. Some 

instruments are less expensive, such as egg shakers, bells, jingle taps, sand blocks, 

and rhythm sticks. Other instrument suggestions include triangles, tone blocks, 

guiros, and tambourines. The selection of instruments you choose will depend on 

availability and budget. 

Despite the cost, all of the teachers and early childhood educators in the project 

were committed to finding a way to gather instruments for their class because 

they came to value this activity so much. To quote one teacher: “When I first 

started teaching, I used to do rhythm band a lot. I have gotten away from it, with 

all of the other demands. Now I am more committed than ever to fitting it in on 

a regular basis.” 

You could also complement your rhythm band with homemade instruments. 

Wood dowels can be cut, sanded, and then decorated to make rhythm sticks. Egg 

shakers can be made from the plastic Easter eggs available at dollar stores. You’ll 

also find other suggestions on the Internet. 

Use a labelled cloth bag for each kind of instrument to help with storage and 

organization. This also makes it easier for the students to help with tidy-up, as 

children can volunteer to collect each type of instrument in its own bag. 

As one teacher commented, "I have always believed in the arts. I think what has 

changed for me is that I no longer focus on using the gym. Now I see how I can 

use the classroom and make it a fluid space so that we can rearrange it quickly for 

these types of activities."

Materials

Music Activities
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Voice Regulation
Develops Metacognition, Cognitive Flexibility, 

WorkingMemory, and Inhibitory Control

Voice Regulation — The Final Frontier. Through rhythm band activities and 
movement activities, the students made noticeable gains in their ability to regulate their 
behaviour; however, the teachers commented that a number of students still struggled 
when it came to regulating their voices during activities that required vocal 
participation or selective voice control. For example, some of the students were using 
what appeared to be ‘silly voices’ while singing. As we discussed our concerns, we 
realized that we had not introduced and reinforced vocal regulation strategies, or given 
the students an opportunity to practise monitoring and controlling their voices in 
order to foster the metacognitive regulation required. The following activities were our 
response to this need. 

Music Activities

Setting the Context

This activity can complement any theme or story. It 
involves brainstorming and producing sounds that 
correspond with a particular theme. For example, the 
students might be asked to produce animal sounds 
that they might hear during a walk in the forest or to 
create a sound picture of the rainforest, seasons, or 
weather events. The teacher controls an imaginary 
‘sound wheel’ that acts as a lever, and the lever 
controls the ‘on’ and ‘off ’ switch of the sounds, as well 
as the intensity. 
To make the imaginary sound wheel lever, the 
teacher bends both arms at the elbows and places 
one arm on top of the other so that each hand   

The Sound Wheel
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touches the opposite elbow. The arms are extended in this 
way at chest height. The top arm moves to create an 
imaginary level, while the bottom arm forms the base. When 
both arms are level, the sound is to be ‘off ’ because the lever 
is closed. As the hand of the top arm rotates up to open the 
lever, the intensity of the sound is to increase. Much like a 
hinge, the elbow of the rotating arm stays fixed to the hand 
of the stationary arm. The maximum sound occurs when 
the two arms form a 90-degree angle. 

Although an extension of this activity involves the use of 
body percussion, musical instruments, or found objects, we 
focused on using our voices to create the sound picture 
because we wanted to focus on voice regulation. We 
practised ‘on’ and ‘off ’, starting with low intensity sounds, and 
then gradually increased the intensity. For example, to create 
a sound picture of animals in the forest, we had the students 
each choose an animal sound and then created a scenario 
where all of the forest animals were waking up slowly to 
meet the day. This enabled us to slowly expand the sound 
picture with each fluctuation of the sound wheel lever. 

This call-and-response echo activity was extremely 
popular with the teachers and students. It involves using 
your voice in a variety of ways, while labelling the vocal 
reply. For example, the teacher says, “This is my speaking 
voice,” using a natural speaking voice, and the students 
respond accordingly by repeating the phrase in their 
natural speaking voices. A variation has the teacher 
whispering, “This is my whisper voice,” followed by the 
students echoing their response with their quiet whisper 
voices. Another variation, “This is my shouting voice,” 
involves responding in a loud voice—although we preface 
this with a discussion about not responding too loudly so 
as not to hurt our ears. We also included a “This is my 
mouthing voice” response, with the lips ‘mouthing’ the 
words without actually making a sound. In yet another 
variation, “This is my singing voice,” is sung to the tune of 
“Ring Around the Rosy,” or in sol fa: sol mi la sol mi.

This Is My Singing Voice
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The call-and-response phrases can be repeated a number of times in a variety of different orders. 
However, once you are ready to end this activity, it is best to finish with the singing version so that 
students can continue to use their singing voices as you proceed to engage in other musical activities. 
On occasion, we had to stop in the middle of other musical activities and undertake this 
call-and-response activity to remind students to regulate their voices more effectively, after which we 
were able to resume our original task more successfully. 

The teachers were very impressed with how effective this activity was in helping students regulate their 
voices. As one teachers stated, “I wish I’d known about this activity years ago!”

Swimming, swimming (make motion of breast stroke)
In the swimming pool (use pointer fingers to make a rectangle shape 
by starting at the top of the rectangle with pointer fingers touching, 
then moving the pointer fingers apart out to the corners, down the 
sides and across the bottom of the rectangle to meet in the middle 
again)
When days are hot (fan your face with your hands)
When days are cold (hug your elbows and shiver)
In the swimming pool (repeat the swimming pool rectangle with 
pointer fingers)
Front stroke (wave arms in large arm circles doing the front stroke)
Back stroke (wave arms in large arms circles in reverse direction to 
indicate back stroke)
Fancy diving too (bring palms of hands together at head level and 
move them in a downward arch as if diving)
Oh don’t you wish you never had (point finger to others on each of the 
beats of this line)
Anything else to do (hands are palms up at sides, elbows bent, shrug 
on the beats of this line)

After singing the song completely with the accompanying actions, we 
began to take away sections, which involves doing the actions but 
removing the singing. Some versions take away smaller portions at a time, 
therefore taking longer to complete. We found that breaking the song 
into four distinct phrases, or chunks, suited the attention span of young 
children and provided the students with an appropriate level of challenge.
 

Take-Away Songs
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The take-away phrases involve completing the accompanying actions 
without singing the phrases. The students could ‘mouth’ the words on 
the silent phrases. We suggested that they sing the words inside their 
heads to help us all stay together, just as if we were singing the words 
out loud. The first take-away verse involved taking away the words 
Swimming, swimming, in the swimming pool but completing the 
accompanying actions. The rest of the song is sung normally with the 
actions. During the second take-away verse, the words Swimming, 
swimming, in the swimming pool, when days are hot, when days are cold, 
in the swimming pool are not sung out loud; instead, the children 
perform the appropriate actions while singing the words silently in 
their heads, and the remaining sections of the song are completed 
normally. For the third take-away verse, actions are only performed for 
the phrases Swimming, swimming, in the swimming pool, when days are 
hot, when days are cold, in the swimming pool, front stroke, back stroke, 
fancy diving too, and the last phrase of the song is performed with both 
words and actions. The final take-away version involves the entire song 
being performed silently, with actions only. 
Another simple take-away song is “B-I-N-G-O,” which involves 
gradually taking away the letters of B-I-N-G-O and replacing the 
missing letters with hand claps.

There was a farmer had a dog
And Bingo was his name-oh.
B-I-N-G-O
B-I-N-G-O
B-I-N-G-O
And Bingo was his name-oh.

There was a farmer had a dog
And Bingo was his name-oh.
(clap)-I-N-G-O
(clap)-I-N-G-O
(clap)-I-N-G-O
And Bingo was his name-oh.

There was a farmer had a dog
And Bingo was his name-oh.
(clap)-(clap)-N-G-O
(clap)-(clap)-N-G-O
(clap)-(clap)-N-G-O
And Bingo was his name-oh.

There was a farmer had a dog
And Bingo was his name-oh.
(clap)-(clap)-(clap)-G-O
(clap)-(clap)-(clap)-G-O
(clap)-(clap)-(clap)-G-O
And Bingo was his name-oh.

There was a farmer had a dog
And Bingo was his name-oh.
(clap)-(clap)-(clap)-(clap)-O
(clap)-(clap)-(clap)-(clap)-O
(clap)-(clap)-(clap)-(clap)-O
And Bingo was his name-oh.

There was a farmer had a dog
And Bingo was his name-oh.
(clap)-(clap)-(clap)-(clap)-(clap)
(clap)-(clap)-(clap)-(clap)-(clap)
(clap)-(clap)-(clap)-(clap)-(clap)
And Bingo was his name-oh.
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How voice regulation activities help students develop Metacognition
During the course of sharing their concerns regarding student deficits in the area of 
vocal regulation, the teachers considered two scenarios. 
The first consideration was that perhaps the students required more practice in this area. 
Facilitating this would involve supporting the students in being motivated to engage in a 
range of vocal activities. The selected vocal regulation activities proved to be highly 
motivating. As one teacher commented, “Whenever we do the ‘Swimming, Swimming’ 
song, the effect is instant. They all participate and they are all doing the actions and silent 
parts perfectly.” Another teacher commented, “I do the ‘Swimming, Swimming’ song and 
the ‘This Is My Singing Voice’ activity on a regular basis now. We do them during whole 
group time or when tidying up while waiting for some of our friends to join us. 
Sometimes the student leader will break into one of those songs as we are lining up in 
the hall to go outside. It is really neat!”
The second possible explanation for why the students struggled with controlling their 
voices had to do with the self-awareness required for students to develop the necessary 
metacognitive regulation. In other words, we considered the possibility that some 
students struggled to understand how to perform these vocal tasks. Perhaps they did not 
know what was being asked and/or they did not know how to change their responses 
accordingly. As one teacher commented, “I didn’t realize that students were having 
trouble finding their singing voices. I thought they were being disruptive.” Another 
commented, “For one student in particular, I don’t think he was aware of voice regulation 
at all before these activities.” In order for students to be able to regulate their voices, they 
need to be able to monitor the quality of their own performance. The activity, ‘This Is My 
Singing Voice’, provides students with opportunities for ongoing self-assessment. The 
students are able to check their behaviour and performance against a model. The 
practice associated with this activity also provides opportunities for students to engage 
the necessary control skills as a result of their metacognitive monitoring.

Connections To Theory

Encouraging the children to sing 
the words inside their heads on 
the take-away verses relates to 
the need for students to become 
more aware of their thoughts. 
Encouraging students to think 
about their thinking processes 
supports metacognitive devel- 
opment. It enables students to 
make internal connections be-   
tween their overt behaviour and
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the implicit mental processes required to control their thinking and behaviour. For example, 

teachers often apply a variety of strategies to support their students in making this internal 

connection to foster the early stages of memory monitoring. When you ask children to explain their 

thinking, or you inquire how they were able to do a task, their initial responses are usually vague and 

general. As an example of this, one child’s response to questions about how things were 

remembered was, “I just concentrated.” Practice, modelling, and the sharing of strategies fosters the 

emergence of metacognitive skills and helps young children gain the verbal skills necessary to 

support these metacognitive processes.

How voice regulation activities help students develop Cognitive Flexibility
Cognitive flexibility involves being able to switch your thinking as demands change. The take-away 

songs require cognitive flexibility, as students have to adapt to the rules of the activity with each 

changing verse. An added challenge to cognitive flexibility that the teachers incorporated involved 

taking away the B-I-N-G-O letters, starting with the B, and then on other occasions taking away the 

letters in the reverse order, beginning with the O. One teacher provided an alternate version along 

the Christmas theme, using the letters S-A-N-T-A instead of B-I-N-G-O (There was a man who had 
a beard and SANTA was his name-oh). 

How voice regulation activities help students develop Working Memory
The take-away songs also foster working memory capacity. The students are required to hold 

temporary information in their minds as they carry out the task. For example, in the Swimming, 
Swimming song, the students have to remember which phrases are being taken away and which 

phrases they are singing. The criteria change throughout the task.

How voice regulation activities help students develop Inhibitory Control
Inhibitory control—the ability to suppress a response that has a stronger influence or greater 

motivational pull in favour of a less automatic but more adaptive response—is fostered in these 

voice regulation activities. In the sound wheel activity, a great deal of inhibitory control is required 

to produce oral responses to match the lever directives. Inhibitory control is also evident during the 

take-away songs. To observe an entire class of four-and five-year-olds complete the whole song in 

total silence with all of the actions in unison is quite extraordinary. At one of the schools, the school 

support counsellor had come in during one such demonstration. She commented later that she 

could not believe the degree of focus and level of control the students were demonstrating—while 

having fun in the process! The students were proud of this achievement. One teacher said, “One of 

our students piped in, ‘Let’s do the ‘Swimming’ song for our parents at graduation.’ So we did. It was 

obvious that they were really proud of being able to do that and they wanted to show their parents 

how well they could do that song.” 
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Night at the Museum
Develops Inhibitory Control

How to Play the Game

When introducing this game the teacher 
asks for students who would like to 
volunteer to play a game about statues. The 
teacher selects a small group of students (4 
or 5) to come to the front where the rest of 
the students who are seated on the carpet 
can see them.  This game is good to play after 
the students have had an opportunity to 
practise being ‘frozen’. For example, the 
students may have had experiences stopping 
movement when they hear the music stop 

or freezing when they hear a signal, such as a bell.  This game is more challenging than freeze games 
because it has the added challenge of people attempting to distract the students in order to make 
them lose concentration. The selected students are instructed to assume a statue pose, as if they 
were a statue at the museum.  The students are reminded to choose a comfortable pose that they 
will be able to hold.  They are also instructed that their eyes have to be open, although they can blink. 
They cannot pick a pose that involves covering their eyes or their mouths.   

During the introductory phases of this game the 
teacher acts as a guard at the museum who is 
wandering through the museum at night, checking 
to see if the statues come to life after everyone 
leaves the museum. The teacher signals the children 
to assume their freeze pose by saying, “Ready, set, 
freeze.” The guard wanders around the statues 
trying to make them break concentration by 
making funny faces, sounds, or actions, or by saying 
something, such as a joke, to try to distract the 
statues.

Drama Activities
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Especially in the beginning, the duration of each 
turn for the group of statues is short—  
approximately  20 to 30 seconds. 

Develops Inhibitory Control
Night at the Museum

Once the students are familiar with the game, they can assume the role of the guard as well.  You need 
to be clear about the rules for guards. Guards are not allowed to touch the statues and they must 
understand that the personal space of the students is important, so they cannot get too close. 

Drama Activities
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How this drama game helps students develop Inhibitory Control
Two components of inhibitory control involve being able to master impulses and resist 
distractions.  The Night at the Museum statue game requires that students practise both of 
these skills as others attempt to make them laugh or break concentration.  The kindergarten 
students were able to share some of the strategies they used to help them stay focused in 
the face of distraction. It is interesting how even young children can begin to develop the 
metacognitive awareness of strategies that will support them to become self-regulated. 

also helped her to ignore other things going on around her.  Another student reported 
using imagery to help him concentrate.  He shared, “I thought about something that was 
frozen, like a frozen icicle.” One student surprised himself by his ability to focus. When it 
was his turn, as he was moving into position to be a statue, he said, “I’m not very good at 
staying still.”  Yet this student was the person in his group of statues who did not break 
focus at all. 

Develops Inhibitory Control
Night at the Museum

Connections to Theory

When asked what helped them to resist the 
distraction and stay focused, many students 
commented that they “just concentrated.” This 
suggests that they have begun to develop the 
metacognitive self-awareness of knowing when 
they are attending and when they are not. Some 
students shared strategies involving focusing their 
eyes to resist distractions. For example, one student 
said, “I looked at a spot on the floor,” while another 
student said, “I looked at [another student].” One 
student revealed being able to pinpoint specific 
muscle awareness and control. She responded, “I 
just concentrated on the muscles around my 
mouth and kept them from moving.”  It appears that 
this student had decided that she would be 
successful if she could inhibit smiling or laughing, so 
she turned her attention to keeping those muscles 
under control. It is possible that the amount of 
effort it took for her to keep those muscles tight 

Drama Activities
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Night at the Museum
Drama Activities

Extensions

As the students develop more inhibitory 
control, the length of time they are statues 
for each turn can be increased. Dramatic 
play can also be incorporated.  Providing the 
guards with props or costume items, such as 
security guard hats, can help the students to 
get into the role. Interestingly, we have 
played this game with and without the 
security guard hats, and the students were 
better able to respect the personal space of 
the ‘statues’ and stay in role when they had 
the hats on. The level of focus and 
responsibility the guards demonstrated was 
a testament to the importance of dramatic 
play in fostering self-regulation. There was 
some evidence to suggest that students 
were able to demonstrate role-specific 
self-regulation, which they could not do as 
easily if they were not in role.

Materials

This activity requires adequate space for the students to spread out while they 
assume their statue poses.  There also needs to be sufficient room for others to 
walk around the statues as the guards attempt to distract the statues. The Night 
at the Museum focus game requires no other special materials, unless you 
choose to implement prop items, such as security guard hats.

His amazement was evident as he enthusiastically added at the end, “Wow, I’ve never 
been able to stay still for even 30 seconds!” Identifying and sharing self-regulatory 
strategies may be an important step in being able to implement the necessary processes 
in different contexts and as task demands change.  Teacher responses were very positive. 
They were surprised by how well their students could remain focused and they also 
commented on how popular this game was with their classes. As one teacher explained, 
“I see how valuable music, drama and dance can be and how much richer we can make 
experiences for our kindergarten students.”
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Barrier Game
Develops Working Memory, Cognitive 

Flexibility, and Inhibitory Control

Once the leader has completed a design or 
pattern, he/she lifts the barrier and the 
players get to see the leader’s creation for 
about 10 seconds. The leader might say,  “Take 
a picture in your brain of my design so you 
can try to make it just like mine.” 

If this is the first time playing the game, the 
teacher will likely choose to be the leader for 
the first few rounds. The leader builds a 
pattern or design behind his/her  barrier.  The 
barrier could simply be an opened book 
standing on its edge or a barrier made of foam 
core board as pictured.

How to Play the Game

A teacher or early childhood educator is seat- 
ed at a table with a group of 3 or 4 students.
Everyone playing the game has to have an 
identical set of materials because the 
objective of the game is for each player to be 
able to duplicate the pattern or design that 
the leader creates. In this example, the 
materials used are coloured math tiles.

Small Group Games

86



Then the leader covers his/her creation 
with the barrier, and the players try to 
replicate what the leader made. The 
leader might say, “Now try to make the 
same design that I made.”

The leader asks,  “Are you ready to check?”  When players are ready, the leader lifts up 
his/her barrier and the players lift up their barriers to check if they were able to replicate the 
pattern or design. If the players had some difficulty replicating the model they can move the 
materials to ‘fix’ their pattern or design.  The players can also help one another as they work 
together to make  each sample resemble the model.  We have also played the game so that 
the players can take another ‘look’, and then the sample gets covered again and the players 
get a second try at duplicating the pattern or design.

Time for Checking! 

Small Group Games Develops Working Memory, Cognitive Flexibility, and Inhibitory Control
Barrier Game
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Small Group Games
Develops Working Memory, Cognitive Flexibility, and Inhibitory Control

Barrier Game

Connections to Theory

How this small group barrier game 
helps students develop Working 
Memory Capacity

This barrier game enables students to 

practise using their working memory, 

because the students have to hold detailed 

information in their working memory and  

manipulate that information as they 

attempt to recreate the model.  

One of the strategies involves visualization, 

where the students are encouraged to take 

a picture in their brain and try to check that 

picture when they make their design. We 

also shared another student-generated  

 

How this small group barrier game helps students develop 
Cognitive Flexibility
Cognitive flexibility involves being able to adjust one’s thinking and behaviour in 

response to changing demands, priorities, and information. In this game, the design 

or pattern rule changes with each turn, giving students opportunities to practise 

shifting their thinking. Also, if they were unable to match the design, they have 

another opportunity to look at the model and get a second attempt to match; the 

students are forced to adjust their thinking to consider other strategies or options. 

As the game increases in difficulty, by using more materials or by involving materials 

that include more attributes, the load on working memory and cognitive flexibility 

increases. In attempting to differentiate the task to meet the abilities of the 

students playing, one teacher began by asking the students, “Should we start with 

3 or 4 squares today?”  

Young children can sometimes be rigid in their thinking. For example, kindergarten 

students can experience distress if their creations at the block centre get taken 

down when they are done. They sometimes have difficulty coming to terms with 

the fact that other people will use the materials for their own purposes. While 

playing this game, one student’s pattern was accidently broken at the end of the 

strategy involving verbal rehearsal and private speech. This student repeated the pattern 

rule out loud to herself as she attempted to recreate the model. She said, “Red at the top, 

then the yellow, then blue here.”
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Small Group Games Develops Working Memory, Cognitive Flexibility, and Inhibitory Control

Barrier Game

turn. She looked concerned and said,  “Oh no, my pattern broke.”  The 
teacher casually said,  “That’s okay, we’re going to make a different one now.” 
She accepted this explanation and was able to move on, demonstrating 
cognitive flexibility and emotional regulation.

How this small group barrier game helps students develop 
Inhibitory Control

Inhibitory control involves being able to master impulses. One aspect of this 
game requiring inhibitory control is that players cannot yet start to build their 
version until the leader has covered the design again with the barrier.  The 
teacher provided students who struggled with waiting with a prompt.  She 
said,  “Remember, hands down” during the part of the game where they were 
to look but not yet begin to build.  One child came up with her own strategy 
that she shared with the other students. She said, “I’m going to sit on my 
hands,” and she encouraged the others to do so.  Another aspect of 
inhibitory control that the students were able to practise was emotional 
regulation when they did not get the pattern or design exactly right. If it 
wasn’t correct, the teacher said, “Can you fix it?”  This could involve being able 
to check back a number of times with the model.  When the creations did 
not exactly match the model, the students worked individually or 
cooperatively to make the samples match the model.  Taking turns was 
another aspect of inhibitory control that the students practised.  The students 
practised waiting their turn to be the leader. Some students mastered this, 
but many still needed reminders or prompts. One student asked,  “Can I go 
now?” But the other students were quick to remind one another,  “No, it’s 
Sarah’s turn now. It will be your turn next.”  This type of prompt, or reminder, 
seemed to be reassuring and the children were then able to wait for their 
turn to be the leader.
The teachers shared connections to self-regulation they witnessed while ther 
students played small group games. For example, one teachers stated, “The 
students are learning to take turns, to remember the rules, and to control 
their emotions.” 

Further Considerations

Would you prefer that everyone has a barrier or only the leader? When one early 
childhood educator first played this game, only the leader had a barrier because she 
believed it would be less stressful for the students while they were learning this game if 
they could look at their friends’ creations during the building stage. Later we     
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played it so that every child had his/her own barrier. 

Students could no longer look to their neighbours for 

help during the replicating of the design phase. We 

reduced the stress by making it acceptable to ‘fix’ your 

design to make it match at the end or by providing 

another looking turn, covering the model again, and 

allowing a second try at duplicating the model.  The 

students were also eager to help one another if help 

was needed.

Be sure to start small and increase the level of difficulty 

as student competency grows. Another important 

consideration that the early childhood educator stated 

was the need to start with only 3 manipulative 

materials. This provides sufficient challenge, especially 

in the early stages. Once the children have achieved a 

degree of success with 3 items, you can add more. On 

one visit, the students were playing with 5 differently 

coloured math tiles.  The students enjoyed taking turns 

as the leader and required little teacher supervision. It 

was interesting to watch the students come up with 

the idea to stand and stack the tiles, instead of only 

having them lay flat on the table. 

Small Group Games
Develops Working Memory, Cognitive Flexibility, and Inhibitory Control

Barrier Game

Materials
The game involved using math tiles. They are small, 

flat, wooden or plastic, coloured squares. You 

could use any materials that allow a simple design 

or pattern to be made. The math tile manipulative 

materials were especially interesting because they 

offered some interesting positional choices, thus 

adding variety to the challenge. As well, these 

math manipulative materials were available in 

most of the classrooms I visited. It is interesting 

how this game can be implemented to reinforce 

the self-regulatory building blocks of working 

memory, cognitive flexibility, and inhibitory 

control, while also providing opportunities to 

practise math concepts. For example, students 

could build math patterns using unifix cubes or 

pattern blocks. 
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Egg Shaker Games
Develops Inhibitory Control

Don’t Wake the Babies

When we started this activity we didn’t have a name for it, 
and the children immediately saw the egg shakers in the 
tambourine as eggs in a nest and started to say to one 
another, “Don’t wake the babies.” It was interesting how 
thinking of the egg shakers in the tambourine as real eggs in 
a nest increased the students’ level of engagement in the 
game and the care they took to pass the instruments 
around. This is a testament to the power of role play in 
helping children practise self-regulatory skills. 

Large Group Games

This game involves the children passing the egg 
shakers around the circle while the egg shakers 
are inside an upside-down tambourine. The object 
of the game is to pass the tambourine as quietly 
as possible from person to person while the 
children are seated in a circle. Before playing the 
game, pass the egg shakers and the tambourine 
around the circle to give children an opportunity 
to feel what it is like to shake the eggs, feel the 
tambourine, and hear the sounds they make. 
Discuss how challenging it is to keep the metal 
jingles that are on the rim of the tambourine still. 
Once the children have had an opportunity to 
play with the egg shakers and the tambourine, 
remind them that the object of the game is to 
keep the instruments as quiet as possible.

A New Game
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One teacher decided to play this game in a variety of locations. She commented, “We wanted to try the 

egg-passing game in as many different places as possible, so we tried it sitting down in the cubby room, 

as well as standing up outside. The hardest part of playing it standing up was that the children were so 

Large Group Games
Develops Inhibitory Control

Egg Shaker Games

Changing the Location

When we discussed this activity prior to implementing it, 

the teachers suggested that it would be too challenging 

for some of their students. They commented that some of 

their students would shake the tambourine as soon as it 

got to them. But when the teachers tried this activity in 

their classrooms, they were surprised at how well their 

students did. To quote one teacher: “What was amazing to 

me, because we have a number of students who cannot 

sit still for any period of time, was how they were really 

quiet and how they all worked really, really hard not to 

make a sound. I couldn’t get over it! The ones you would 

think would want to shake it never did. I couldn’t believe 

how quiet it was. The eggs never moved.” This was a 

reminder to us as educators that we need to set our 

expectations in such ways that we can be surprised by 

what students can achieve.

Results Exceed Expectations

When we invited the students to share some of the strategies they used in order to pass the 

tambourine along as quietly as possible, they offered a number of suggestions. One student 

said that she only touched the wood of the tambourine, being careful to avoid touching the 

metal jingles. Another student shared that she purposely grabbed onto the metal jingles 

because she felt that her hands would help to keep the metal jingles from making noise. 

Another student demonstrated how he passed the tambourine with his hands open, 

touching only the bottom drum side of the tambourine. The students used words like 

‘carefully’ and ‘slowly’ to explain how they were able to pass the tambourine so quietly.

Student Strategies
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Large Group Games
Develops Inhibitory Control

Egg Shaker Games

One teacher asked right away if the container needed to be a tambourine. We discussed the 
advantage of a tambourine in that it has some inherent challenges embedded because the drum 
skin makes noises echo and the metal jingles are easily triggered. A teacher took it upon herself 
to try a number of different containers with her students:  “We tried it with a basket, a strainer, 
and a plate. The plate was really hard because the surface of it is so flat.” After using the various 
containers to pass the eggs, the students shared their ideas of which container they found to be 
the easiest and which ones were harder. Another teacher said that she sometimes had the 
students pass the eggs around the circle without using a container. This turned out to be a quick 
and easy calming task to implement right before a task that might require the students to focus.

Changing the Container

On occasion, the teachers found the need to increase 
student motivation to promote compliance when playing 
the game. It might be that some students were not as 
invested in the game, or the students may have played the 
game a number of times and needed an additional challenge. 
Changing the type of container served as a motivating factor 
in some classrooms. As one teacher commented: “If the task 
is different, it’s either going to hook them or it’s not. You 
never know what will motivate them to try.” Another 
strategy that the teachers employed to increase motivation 
was to turn the game into a competition. The teachers 
divided the students into two groups and everyone listened 
as the tambourines were passed to see if either of the 
groups made a sound. Other strategies the teachers used to 
increase the challenge, and impact motivation, included 
adding more eggs to the tambourine and making the circle 
larger so that the passing required more effort.

Increasing Motivation
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intent on watching the eggs getting passed that around that they tended to keep making the 
circle smaller. I had to remind them on occasion to take a step back “so that all of our friends can 
see and reach the eggs.”

Another teacher implemented this activity as the students were lining up to leave the gym. They 
passed the tambourine with the eggs down the line. It worked really well to settle the class down 
after gym, prior to heading back to class. 



Egg Shaker GamesLarge Group Games

Make Your Own Eggs

One teacher commented: “My 
students wanted to make their own 
eggs, so we had a brainstorming 
session with the students and thought 
about the plastic eggs at the dollar 
store. We first glued the tiny holes at 
the bottom of the eggs so the rice, or 
beans, or whatever the students chose 
to put inside them wouldn’t fall 
through. The students chose from a 
variety of different decorative tapes to 
seal the crease.”  The students were 
proud of the eggs that they made. It 
was apparent that their homemade 
eggs meant a lot to them, as they chose 
to use their own homemade eggs, 
rather than the store-bought ones, to 
demonstrate the game when I visited.

Connections To Theory

How the egg shaker game helps students develop 
Inhibitory Control

This task required inhibitory control because students have 
to resist the impulse to shake the tambourine and to take 
the eggs out of the tambourine and play with them. For 
students who found this task especially challenging, the 
motivating strategies listed above proved to be effective in 
encouraging students to inhibit the impulse to make noise or 
touch the eggs. Once the students were divided into two 
competing teams, every student bought into the game and 
overcame the urge to make noise as they passed the 
tambourine around the circle. The Don’t Wake the Babies 
game also required the students to practise taking turns. The 
students were engaged while waiting for their turn to pass 
the tambourine because they enjoyed watching and listening 
to see if their peers made any noise as the tambourine was 
passed. The game ended with a ‘silent cheer’ to celebrate 
success with the task—which also involves inhibitory control, 
as the students are required to put their hands in the air and 
wave them about without making a sound.

Materials

The tambourine has to be the type with a 
drum skin in order to form a ‘nest’ for the 
eggs. We began with three eggs, which 
worked well, and then increased the number 
to seven, increasing both the challenge and 
the level of motivation. If you turn the game 
into a competition, by dividing the class into 
two groups, you would require two 
tambourines and additional eggs, unless the 
groups complete the task one at a time.
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Summary of Findings Bridging Research to Practice 

The findings, as presented through the featured activities described in the preceding 

pages, illustrated how the teachers and students were actively engaged in trying, testing, 

modifying, and embellishing the games and activities. Connections between the theory and the 

practical activities were made by the teachers in both explaining why certain activities were so 

very successful for fostering self-regulation and in modifying activities so that they would be 

even more suitable for developing self-regulation and metacognitive processes. In this way, we 

see that teachers’ classroom practices for supporting self-regulated learning in their kindergarten 

students evolved as a result of the collaborative inquiry team approach, in which these activities 

were first introduced.  

In the following chapter, I examine the second research question, namely, how the 

collaborative inquiry team approach fostered teachers’ understanding and co-creation of 

knowledge. I open the chapter with a discussion of motivation, drawing both on Expectancy-

Value Theory and Self-Determination Theory, setting the stage for explaining why the teachers 

were both motivated to join the inquiry and to delve deeply into the co-creation of knowledge in 

their respective kindergarten classrooms. 
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Chapter 5: Co-Constructing Knowledge in a Collaborative Learning Community 

It’s 4:10 pm on a Monday afternoon. There is a bustle in the air as the women arrive to 

the school library, steaming with a sense of purpose, and a strong feeling that what we 

are doing matters. The women quickly throw their bags down, choose a chair at the table, 

and then greet a few others on their way to the food table. They are conscious of the need 

to be efficient because we all have lots to do, and time is always limited. But that’s okay 

because we are all too familiar with time crunches and multi-tasking. After doing a scan 

of the room and a quick headcount, I ask if anyone has seen Charlotte and someone 

answers, “She’s just dropping off the kids. She’ll be here soon”. And so it begins... again 

… in this precious three-hour window of opportunity we will get to know each other a 

little better, we will discuss things we do and don’t do in our teaching practices, and we 

will work together to create something new and larger than ourselves. Then we’ll head 

off to put the kids to bed, do the dishes, fold the laundry, and sit down to prepare for the 

day ahead.  

 

The findings that I outlined in Chapter 4 demonstrate the contribution of a collaborative 

inquiry team approach to (a) teachers’ evolving understanding of self-regulation, (b) their role in 

fostering self-regulation in their students, and (c) the co-construction of knowledge by a team 

that consisted of teachers and a researcher. In order to address the second research question 

concerning what factors contributed to teachers’ understanding and co-construction of 

knowledge about student self-regulation, as experienced through a collaborative inquiry team 

approach, I examined the data within the context of pre-existing motivational theories. As 

mentioned in the Methodology section in Chapter 3, my desire to find a theoretical framework 

that incorporated the multiple influences impacting professional learning and helped explain the 

considerable commitment demonstrated by the teachers led me to explore pre-existing 
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motivational theories. Two such theories were used to shed light on the analysis and provide an 

overarching framework. 

The Expectancy-Value Theory’s (Wigfield & Eccles, 2000) emphasis on multiple levels 

of influence on motivation resonated with my personal appreciation of the complexity of the 

professional learning context. I also hoped the focus on values would increase my understanding 

of why the team collaborative professional learning model used in this study resonated with the 

teachers’ value systems such that they were encouraged to put forth a conscientious effort. The 

‘expectancy of success’ component promised to help me better understand the push-and-pull 

factors influencing participant motivation.  

The Self-Determination Theory (Ryan & Deci, 2000a, 2000b, 2003) was also used, as 

specific components such as the focus on autonomy, competency, and relatedness reinforced the 

motivational aspects of this study. Both of these theoretical perspectives are now examined in 

turn. 

Expectancy-Value Theory of Motivation  

Expectancy-Value Theory seeks to explain how motivation, beliefs, and values interact. 

Motivation is said to influence choices, performance, and persistence; beliefs affect how well 

individuals are able to complete the activity; and the degree to which value is placed on the 

activity also predicts overall outcome (Wigfield & Eccles, 2000). Wigfield and Eccles explained 

the expectancy belief component of their model in terms of expectancies for success, which can 

include both future and immediate success. There is an ability belief component as well, which 

refers to an individual’s current perceived level of confidence in the activity.  

In explaining teacher motivation for professional development within Expectancy-Value 

Theory, the expectancy belief and ability belief aspects relate to teachers’ self-efficacy. 
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Teachers’ perceptions of their capabilities to implement professional development ideas 

influence their motivation to engage and persist. Teachers’ perceptions of how successful they 

will be are also influenced by the successes or failures of previous professional development 

programs, or previous attempts to implement innovative teaching practices. Self-efficacy is a 

psychological construct, involving a number of individual factors such as perceived ability, prior 

experiences, and affective memories. In addition, social influences affect expectancy beliefs 

(Wigfield & Eccles, 2000). For example, how teachers feel about their ability to implement 

change in teaching practice could be influenced by the institutional and personal support they 

perceive in the workplace. As well, teachers’ perceptions of their own abilities are influenced by 

other peoples’ expectations and attitudes about them. Therefore, besides personal psychological 

constructs, there are historical, cultural, and social influences affecting expectancy beliefs for 

success (Eccles & Wigfield, 2002).  

With respect to the achievement values component of Expectancy-Value Theory, Eccles 

et al. (1983) and Eccles and Wigfield (2002) outlined four different achievement values: 

attainment value, intrinsic value, utility value, and cost. Attainment value refers to the 

importance of doing well at the task; intrinsic value concerns how much enjoyment or interest 

the person has in the task; utility value is related to extrinsic value because it concerns the 

usefulness of the task in terms of future plans or goals; and the final achievement value is cost. 

Cost could be multifaceted, involving emotional cost, effort, and cost in terms of limiting access 

to other activities.  

Attainment value with respect to teacher motivation for professional development could 

refer to the personal importance of the professional development in terms of how teachers see 

themselves. Teachers could be motivated by attainment value if they see themselves as educators 
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who seek to improve and challenge themselves. Their identity as teachers could be tied to their 

image of teachers as learners, or as reflective practitioners who are willing to evaluate their 

teaching practice in order to continue to grow professionally. Eccles and Wigfield pointed out 

that “tasks will have higher attainment value to the extent that they allow the individual to 

confirm salient aspects of these self-schemata” (2002, p. 120). 

 Intrinsically motivated teachers who engage in professional development are driven by 

interest or enjoyment. They may be interested in the content area; they may enjoy the type of 

activity; or they may be motivated by the social dynamics of the group. Intrinsic motivation 

would not be a likely motivating factor for teachers who take part in mandatory professional 

development, or those who engage in forms of professional development where they have no 

agency over their choices or are unable to direct their own learning.  

Utility value refers to how the task relates to current or future goals. Individuals might be 

positively motivated by utility value because the task relates to future goals, even though they are 

not motivated by the task itself (Eccles & Wigfield, 2002). Utility value within a professional 

development model could involve teachers being motivated by how the task relates to career 

goals, has a monetary incentive such as a raise in pay, or is perceived in term of benefits to 

student learning. In these cases, the utility value refers to aspects other than the professional 

development itself. 

Within Expectancy-Value Theory, cost is defined as the negative aspects of engaging in 

the activity. Some examples provided by Eccles and Wigfield (2002) included fear of failure, 

performance anxiety, amount of effort required, and the opportunity cost of engaging in one 

activity at the expense of another. In considering engagement in teacher professional 

development, there are a variety of costs that could negatively impact Expectancy-Value results. 
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For example, there is the emotional risk cost inherent in being willing to share your teaching 

pedagogy and aspects of your teaching practice with others. Effort is a substantial cost for 

teachers engaging in professional development because teaching itself is an extraordinarily 

demanding task that requires a great deal of time and energy. Teacher motivation for 

professional development might be negatively impacted by teachers’ lack of effort because of the 

strain of their day-to-day teaching schedule, combined with family commitments.  

With respect to the opportunity cost of engaging in professional development, the other 

items that are omitted or neglected as a result of teachers engaging in professional development 

often have personal and family implications. For example, teachers who engage in professional 

development outside of school hours may pay in opportunity costs in terms of loss of time spent 

with their children or loss of time left to engage in personal leisure or health and fitness 

activities. Although these four values have been described as separate entities, they need not be 

mutually exclusive.  

Self-Determination Theory of Motivation 

Self-Determination Theory is based on the assumption that human beings are naturally 

curious, are motivated to learn, and exhibit a desire for knowledge. This theory additionally 

postulates that there are social and cultural factors that serve to nurture or undermine the intrinsic 

motivation for learning (Niemic & Ryan, 2009). Intrinsic motivation refers to behaviours 

undertaken because they are enjoyable or interesting, and are not driven by external factors 

(Niemic & Ryan, 2009; Ryan & Deci, 2000a). Self-Determination Theory suggests that it is 

critical to support the three basic psychological needs of autonomy, competence, and relatedness 

in order to optimize intrinsic motivation. The degree to which these three psychological needs 

are nurtured or thwarted impacts performance, persistence, and creativity (Deci & Ryan, 2012; 
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Niemic & Ryan, 2009, Ryan & Deci, 2000b). There is also evidence suggesting that intrinsically 

motivated learning is associated with psychological well-being (Burton, Lydon, D’Alessandro, & 

Koestner, 2006). 

The basic psychological need for autonomy is met when the learner chooses the 

behaviour, has choice within the task, and perceives the task to be valuable or worthwhile. 

Autonomy is undermined in controlling environments, and when external rewards or 

punishments are implemented in the learning context (Niemic & Ryan, 2009). This internal sense 

of control fosters interest and a natural sense of curiosity (Deci & Ryan, 1985). Within a 

professional learning context, autonomy is fostered in environments where teachers experience a 

sense of control over their learning. Autonomy is undermined in situations where teachers have 

no control over what they are learning, with whom they are learning, when they will engage in 

the learning, and how they will learn. When the psychological need for autonomy is supported, 

intrinsic motivation for learning is fostered, highlighting the critical role of situational and 

contextual factors in motivation for learning. Therefore when controlling barriers are removed, 

teachers are innately motivated to pursue professional learning. Within teacher professional 

learning, the psychological need for autonomy is linked to the question of whose purpose is 

being served by the experience.  

Competency refers to being capable of meeting the expectations of the task while being 

optimally challenged. Competency promotes learning, enhances feelings of success, and fosters 

self-efficacy. Effective feedback and appropriate use of tools and strategies foster competency; 

however, a focus on norm-based evaluations may undermine the feelings of competency that 

promote intrinsic motivation (Deci & Ryan, 2012; Niemic & Ryan, 2009; Ryan & Deci, 2000b). 

Competency within a teacher professional learning context involves a number of factors. First, 
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competency relates to the responsibility teachers feel to provide their students with quality 

learning experiences. Competency also relates to teachers’ commitment to personal growth for  

achieving mastery in their profession. Seeking out challenges and experiences in order to make 

progress situates teaching abilities within a growth perspective. Teachers who view their abilities 

as malleable believe that their efforts toward change will yield results. There is also a creative 

competency aspect for teachers in their professional learning. Teachers value and desire that their 

work is creative and interesting; therefore, the psychological need for competency would 

additionally relate to the extent that their learning is not routine, regimented, or boring. 

Relatedness involves the psychological need for developing close personal relationships, 

as well as the need to form a sense of belonging to groups. This psychological need to be 

accepted, valued, and connected is essential for optimal functioning and well-being. The quality 

of the relationships depends on the extent to which the autonomy, competency, and relatedness 

of all of the individuals are maximized (Deci & Ryan, 2000). Deci and Ryan (2000) posited that 

autonomy and relatedness are not antithetical, but that both are essential for human development. 

They stated that “[i]t is in people’s nature to develop greater autonomy (as represented by greater 

integration within the self) and greater relatedness (as represented by the assimilation and 

integration of oneself within the social community)” (p. 242). The authors suggested that these 

two needs become incompatible as a result of social contextual factors that pit the needs of 

autonomy and relatedness against one another. The work of teachers can be very isolating; 

therefore, the psychological need for relatedness is an important consideration with respect to 

motivation to participate in professional learning. Group dynamics can play an important 

motivational role as teachers seek to work and learn with others. Groupings can be subject- or 

grade-specific, or goal- or topic-related. Time restrictions are an obstacle in fostering the 
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psychological need of relatedness in teacher professional learning. As much as teachers 

appreciate the opportunity to work and learn with others, their professional and personal lives 

make scheduling these learning opportunities challenging. Likewise, in an effort to maximize 

professional learning budgets, school boards tend to diversify their spending, which dissipates 

the opportunity to grow strong, long-term relationships. 

It is important to consider motivational factors in our discussion of bridging research and 

practice within the context of teacher professional learning. Motivation plays an essential role in 

professional learning because teacher participation and engagement are necessary in order for 

any professional development program to be optimally effective. Reform, bottom-up models of 

professional development, such as collaborative learning models, appreciate the importance of 

teachers taking responsibility as active agents of their learning. The social and contextual milieu 

also play a role in motivating professional learning, as individuals and their environments are 

continually shaping one another. With respect to Expectancy-Value Theory, teachers are 

motivated to engage in professional learning if the value they attach to the professional learning 

and their perceptions for success outweigh the cost of participating. Self-Determination Theory 

suggests that professional learning is optimized to the extent that the psychological needs of 

autonomy, competency, and relatedness are met.  

In the following section, I explore the major themes with respect to professional learning 

that emerged during data analysis in the present study. According to the major findings, teachers 

were motivated by the collaborative nature of the inquiry, as well as by their desire to gain both 

practical classroom strategies and theoretical knowledge concerning the self-regulation of young 

children. Teachers also valued the external support of a researcher, the autonomy of the inquiry, 

and the change in thinking that the inquiry fostered. As well, push-and-pull factors in their 
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personal and professional lives influenced the teachers’ motivation to participate in professional 

learning. These push-and-pull factors were acknowledged within the inquiry. A complete list of 

the findings is presented in Table 8. In exploring why educators decide to engage in professional 

learning, and how professional learning sustains engagement and encourages teachers to 

implement changes in teaching practice, I interpret the major findings of the present study within 

the Expectancy-Value and the Self-Determination theoretical frameworks.  

 
Table 8 
 
Factors that Contributed to the  Co-Creation of Pedagogical Knowledge 

Finding 1 Teachers were motivated to collaborate with colleagues 

• Teachers valued collaborating with colleagues dealing with similar 
issues 

• Collaborating with colleagues had a positive impact on self-efficacy 
• It takes time to develop trusting, collegial relationships and to facilitate 

change 
• Colleagues developed a sense of accountability to one another 
• Collaboration was not limited to face-to-face interactions 

Finding 2 Developing practical classroom strategies was a strong motivator 

• Gaining practical classroom strategies had a positive impact on self-
efficacy 

Finding 3 Autonomy and locus of control were supported 

Finding 4 Student success sustained motivation for the inquiry 

Finding 5 Gaining Theoretical Knowledge in Self-Regulation Was Motivating 

• Teachers were motivated by a desire to learn about self-regulation 
• Teachers’ belief in the importance of self-regulation was validated 
• Knowledge of self-regulation was fostered 

Finding 6 Growth in pedagogical knowledge had an impact on teachers’ thinking 

Finding 7 Researcher support was valued 

• Teachers valued the researcher’s role in providing resources 
• Researcher support fostered changes in practice 
• Researcher support created positive feelings and raised expectations 

around success 
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Table 8 cont.  

Finding 8 Other push-and-pull factors were acknowledged 

• Effort costs and loss of valued alternative costs were less influential 
• Support from the Principal was a minimal influence 
• Space limitations were a factor 
• Curriculum demands 
• Resources 
• Release time 
• Student and parent challenges 

 

Finding 1: Teachers Were Motivated to Collaborate with Colleagues 

 The most commonly coded item involved the teachers’ collective desire to collaborate 

with other educators. More than 75 comments on the value of collaborating with the group 

members were received. The educators’ desire to join the project was strongly linked to their 

motivation to work with other teachers. As Rachel commented, “I joined the group because I am 

interested in working in a team of educators.” And Alison added, “I joined because I liked the 

group aspect.” Collaborating specifically with kindergarten teams was motivating, with Elizabeth 

stating, “I joined the group because it was a great opportunity to collaborate with other 

kindergarten teams from the board,” while Theresa commented, “I joined because I think being 

able to have discussions with a larger group, trying similar things will be very helpful.” The 

networking component was also motivating, as Charlotte remarked, “I joined because I hope to 

gain a network of educators for support.” 

I did not anticipate that the response to join this project would be so overwhelmingly 

positive. Upon gaining more teachers than I had anticipated, I suggested breaking the larger 

group into two smaller groups. My thinking was that two groups of six might better facilitate 

discussion and allow each person more ‘air time’ as compared to a single group of 12 teachers. 

The teachers were overwhelmingly in favour of not splitting the group into two separate groups. 
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Teachers valued what each person would bring to the group, in terms of experience and ideas, to 

such an extent that they did not want to miss out on anything. Robyn suggested, “It would be 

nice if we could stay as one group, then we could get more feedback.” Leanne added: 

What if we try the whole group together and that way we could all see what’s going on? 

For example, the other group might have a great idea they are sharing. And I’d be like, 

‘Oh, we never thought of that’. This way we are networking and sharing more.    

These two statements certainly illustrate the strength of the teachers’ desire to collaborate and 

extend their circle of support. 

Using Expectancy-Value Theory to help interpret this finding, the overwhelmingly 

positive response for collaborating with colleagues suggests the teachers were intrinsically 

motivated to participate in the professional learning experience by the value they assigned to 

working with other educators. Their respect for collegial relationships also supports the 

relatedness component of the Self-Determination Theory. The teachers’ psychological need to 

feel connected to one another and gain a sense of belonging to a group appears to have supported 

their intrinsic motivation for learning.  

Teachers valued collaborating with colleagues dealing with similar issues. One 

specific component of collaborating with peers that motivated the teachers was the intrinsic 

value they placed on being able to connect with others who were dealing with similar issues. As 

Theresa articulated, “I like being able to collaborate with other colleagues, just knowing there are 

others doing the same things and that you have somewhere to go for help.”  

The overwhelming sense of isolation that teachers experienced in their daily practice was 

highlighted by the value they placed on collaboration to help them counteract this isolation:  
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The benefit of collaboration with peers is that you are focused on the same professional 

and educational expectations. There are similarities in our stories, which reassures us that 

we are not alone in what we see or experience. (Emma) 

And Rachel added, “Hearing about other people’s experiences was very supportive. It was great 

to hear that you are going through the same things.” Likewise, Lisa commented: 

I have enjoyed knowing that other people are dealing with the same issues we see. I 

found that getting together in the group made an impact. Learning that you are not alone, 

sharing some of our struggles and our exciting things, we are not alone.  

The gratitude of the teachers for one another was summarized by Emma: “I want to thank you 

for sharing because I thought these issues were just in my room.” 

Collaborating with colleagues had a positive impact on self-efficacy. Within the 

Expectancy-Value framework, the findings indicated that the ability to collaborate with peers 

was intrinsically valued by the teachers and therefore fostered motivation. However, the 

Expectancy-Value categories in the model are not mutually exclusive. Being able to collaborate 

with peers also influenced expectancy of success. The supportive collaborative group dynamics 

had a positive impact on self-efficacy, affecting the teachers’ attitude toward success. The 

collaborative aspect of the inquiry fostered an attitude that the issues that brought them together 

were more achievable. As Stephanie commented: 

It makes you feel normal. When you meet with colleagues who have the same concerns, 

you think, “Oh, we are normal”. And then when you put us together in a room and you 

find we all have the same sort of problems, it makes you think, “I can do this!”   

It takes time to develop trusting, collegial relationships and to facilitate change. The 

teachers were motivated to join because of their desire to collaborate with other educators and to 
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share with others who were dealing with similar issues. Collaborating with their peers fostered 

positive feelings of self-efficacy, which in turn had an impact on the teachers’ expectations for 

success. However, the trusting relationship took time to develop. 

The first three visits, everybody was pretty quiet. I think people didn’t know a lot about 

self-regulation so they needed time to read over the material that you [the researcher] 

gave us and try out some activities in the classroom. I think people weren’t sure because 

we weren’t taught a lot about self-regulation in the past. We were trying to learn and 

people didn’t want to say the wrong thing. (Alison)  

The time to develop the trusting relationship also offered teachers sufficient time to 

consolidate their learning. “It took time to get the tasks straight in my own head” (Ann). As 

Robyn observed: 

It was important having the time to think about the information. In the beginning when 

you outlined the three processes that affect self-regulation, that was a new idea for me. It 

wasn’t what I was thinking before, so taking the time to learn about it, to think about it, 

and then come back again and talk about that, I think that really helped.  

A number of comments illustrated how much the teachers valued having the learning 

experience spread out over a period of time. As Robyn added: 

It was nice to spread this over six months and take small steps. The meetings were really 

good for helping us to make the change happen, but at the same time we didn’t feel 

pressure to make things move fast. It was just, where are you at? I didn’t feel that there 

was any judgement.  

Having the time to consolidate their learning was contrasted with previous professional 

learning opportunities where time was more limited:  
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Time was a factor because if you go to a daylong workshop on something—how much do 

we actually bring back to the classroom? Whereas, working over the long period of time 

it became embedded into what we were doing in the classroom. (Rebecca) 

Robyn similarly stressed how the time factor would contribute to the long-term effect of the 

inquiry: “I think it was a good time frame to see that it [our work with self-regulation] will 

continue. It won’t stop just because our time together is done.” 

It took time for the trusting relationship to develop, enabling teachers to consolidate their 

learning, share ideas, try things out, and provide feedback to one another. The teachers’ feelings 

of self-efficacy played a role in fostering the collaboration, because, as their pedagogical 

knowledge about self-regulation grew, so did the amount of observations and suggestions that 

were contributed during group meetings. While self-efficacy concerning content improved, as 

evidenced by the teachers’ increased participation in the professional learning experience, there 

was also evidence that the collaborative inquiry team approach had a positive impact on general 

teaching self-efficacy: “This has really been inspiring, especially because this is my first year 

back in kindergarten. I found it [the professional learning experience] more beneficial than I can 

even say. This is so what I am meant to do” (Elizabeth). 

The collaborative support had an impact on self-efficacy, which, in turn, had a positive 

influence on feelings of competency. One mediating factor for improved competency was the 

perception of task difficulty. Emma outlined how the collaborative support helped her to deal 

with the challenges of implementing professional learning:  

If I could just share that, what we are doing here, I think I might have thrown in the towel 

if I was on my own. It would have been, “Oh forget it. I don’t have time for that.” But it’s 
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that teacher support and knowing that you’re not on your own. And the fact that it is 

teacher initiated and driven. That support is really important.  

This compelling statement reinforces the notion that engaging in a professional learning 

experience is more manageable when teachers are supported by their colleagues. Therefore, 

within Expectancy-Value Theory, expectancy of success was impacted through the collaborative 

nature of the study by giving teachers time to consolidate their learning, by enhancing participant 

self-efficacy, and by influencing their perceptions of the task difficulty through support.  

In Self-Determination Theory, the degree of relatedness that individuals develop with one 

another and the degree of competence they feel impacts intrinsic motivation for learning. 

Relatedness flourishes in a secure context. Within this study, trust, warmth, and concern for each 

other facilitated group relatedness. The positive group dynamics, coupled with teachers’ growing 

experience and understanding, fostered feelings of competence.  

As with Expectancy-Value Theory, the categories of Self-Determination Theory are not 

mutually exclusive. As relatedness developed, the group gained positive feelings of self-efficacy 

and competency. Their enhanced personal attitude about themselves was demonstrated by 

increased effort and enthusiasm within the professional learning community.  

Colleagues developed a sense of accountability to one another. In addition to the 

development of a trusting, supportive relationship with one another, a strong sense of group 

accountability emerged. As Rachel commented, “Communicating with other teachers kept me on 

track with what I was doing.” Similarly, Emma added, “Then there’s that accountability: ‘Oh, 

I’ve got that meeting coming up.’ I wanted to be able to add something to the group. I wanted to 

contribute.” This sense of responsibility to the group was also illustrated by Robyn, “Having the 
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meetings helped to make you accountable for coming with some advice, some areas of caution, 

and some difficulties because things don’t always go as you planned.” 

This desire for group accountability served as a motivator to sustain effort over time. 

Within the Expectancy-Value Model, this accountability relates to attainment value 

encompassing the teachers’ desire to confirm their self-schema regarding competency and their 

personal importance of doing well. The teachers’ positive sense of self-efficacy and their 

motivation to contribute ideas and suggestions to the process suggested that the professional 

learning experience supported an important aspect of their identity, such that they were 

motivated to put forth a conscientious effort.  

The accountability demonstrated within the group dynamics relates to the psychological 

need for competency in Self-Determination Theory. The group members were eager to 

demonstrate their competency by sharing their new found understanding, especially with respect 

to tried and tested classroom strategies. This desire to contribute to the learning process of the 

group also supports the assumption within Self-Determination Theory that we are intrinsically 

motivated to learn, that there is an innate desire for knowledge. The teachers’ willingness to 

share and to support group learning suggests that their personal values and beliefs were aligned 

with the notion of continuous lifelong learning, as they worked collaboratively to support the 

professional growth of one another.  

Collaboration was not limited to face-to-face interactions. Collaborating with 

colleagues served as a valued component for motivating teachers to join the inquiry, sustain 

interest, and strive to link the theory with practice in their classrooms. However, collaboration 

did not need to be face-to-face. Several teachers enjoyed the chat group that was available to the 

group.  
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I also used the D2L chat group, adding some comments, as another way that you can 

share ideas. It doesn’t have to be face-to-face, because any sharing of ideas is really 

helpful. When I’m tired, or I feel that it isn’t moving as quickly as it should, or if a couple 

of activities don’t go well, so I’ll say I’ll just take a break. Sometimes after a break you 

never get back to it. So it’s nice to have other people that you can talk to about it, whether 

that’s face-to-face or on line. (Robyn) 

Similarly Emma commented, “That repertoire we were developing together, even when we 

weren’t meeting there was also the possibility of that networking. We could reach out through 

the Internet.” 

Both Expectancy-Value Theory and the Self-Determination Theory can illuminate the 

positive response for the collaborative nature of the inquiry. In Expectancy-Value Theory, the 

value placed on collaboration, combined with the impact it had on increased expectancy of 

success by fostering self-efficacy and positively influencing participant attitudes regarding task 

difficulty, help to explain the strong participant engagement. In Self-Determination Theory, the 

psychological need for relatedness was nurtured by the warm, collegial atmosphere. Peer support 

also fostered competency, as the teachers gained pedagogical knowledge and experience through 

their interactions. The development of both competency and relatedness is linked to the level of 

intrinsic motivation demonstrated on the part of the teachers. 

Finding 2: Developing Practical Classroom Strategies Was a Strong Motivator  

Self-Determination Theory assumes that human beings are naturally curious, are 

motivated to learn, and exhibit a desire for knowledge. In the present study, the teachers 

demonstrated a strong intrinsic motivation to learn practical strategies that would enable them to 

support their students. This desire to increase practical knowledge for classroom use relates to 
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the competency component of the Self-Determination Theory, fulfilling the need for feelings of 

success and fostering the development of self-efficacy. Within Expectancy-Value Theory, the 

teachers’ desire to learn strategies to enhance their teaching practice suggests that fostering 

pedagogical practical knowledge enhanced their attainment value of the professional learning 

experience. The experience played an additional role in confirming the teachers’ value of doing 

well, relating to important aspects of their self-schema. The desire to gain practical pedagogical 

knowledge furthermore relates to the utility value of professional learning in terms of perceived 

long-term benefits for student learning.  

The following comments confirm the teachers’ desire to foster change in their 

pedagogical practice: “I am hoping to gain a better understanding of strategies and activities that 

might foster self-regulation” (Theresa); “I hope to learn new strategies to support my students” 

(Rachel); “I joined the group because I hoped to gain strategies to apply in the classroom” 

(Robyn); and “I joined because I hoped to gain fresh ideas and strategies” (Elizabeth).  

The teachers were motivated to join by their desire to enhance their teaching practices 

and contribute to student success. This motivation was influenced by their psychological need for 

competency in Self-Determination Theory, as well as their attainment value of the importance of 

doing well and the utility value in terms of benefits for their students within Expectancy-Value 

Theory. 

Gaining practical classroom strategies had a positive impact on self-efficacy. As the 

inquiry progressed, the teachers demonstrated increased self-efficacy with respect to strategy 

implementation. For example, Rachel commented on her satisfaction at being able to 

demonstrate strategies when I visited: “I liked being able to model some of the strategies because 
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I was proud of how far the students had come.” Ann also demonstrated self-efficacy for strategy 

implementation: “I like looking at an idea and thinking, ‘Oh, I think I can try this.’” 

A number of factors contributed to participant self-efficacy in the area of practical 

knowledge. The opportunity to practise the strategies contributed to the teachers’ confidence in 

being able to implement them. As Alison commented, “We have practised these strategies with 

you [the researcher] and we didn’t just do it once. We did them numerous times over a long 

period of time. It became second nature to add those strategies to our routine.” 

Alison appreciated the practical aspect of the collaborative inquiry as well: 

You can read about something, but how do you know it’s going to work. It’s going to 

work because we have already observed it, and we have discussed it, and we have tried it. 

So I know how it’s going to work.  

Confidence around strategy implementation was additionally evidenced when teachers 

discussed sharing this practical knowledge with others: “It would be easy to share with other 

kindergarten teams the things that we do, especially the activities and the ways we found them to 

be effective” (Rebecca); and “We could definitely share [with other teachers] the resources we 

have used and the strategies we have done in the classroom to support self-regulation. That 

would be easy” (Charlotte). 

Improved self-efficacy, within Expectancy-Value Theory, would imply a positive effect 

on expectancy of success of the inquiry. It would also affirm participant attainment value by 

enhancing their self-schema for competency and confirming their value of the importance of 

doing well. Within Self-Determination Theory, improved self-efficacy for practical knowledge 

would impact motivation by contributing to teachers’ psychological need for competency.  
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Finding 3: Autonomy and Locus of Control Were Supported 

Self-Determination Theory proposes that the psychological need for autonomy fosters 

interest and curiosity. The professional learning experience sparked the teachers’ psychological 

need for autonomy by providing them with the freedom and choice to join the group. They were 

also able to choose how the inquiry would be implemented in their respective classrooms. This 

freedom of choice relates to Expectancy-Value Theory with respect to the expectancy of success 

criterion of locus of control, which refers to the extent to which people feel they have control 

over the events in their lives. According to Expectancy-Value Theory, having power over events 

in one’s life contributes positively to one’s expectation of success.  

Every participant joined the professional learning inquiry of their own volition. There 

was no incentive at the school or board level. There was no extrinsic monetary, education, or 

achievement motivator. Teachers received a brief outline of the topic via an email from their 

Principals and were given my email address. Upon hearing from the teachers and early childhood 

educators, I met each interested participant in person to explain the research and the commitment 

required. These meetings took place during preparation time, over nutrition breaks, or before or 

after school. With the exception of one participant, every participant who had expressed an 

interest made the decision to join the group at the first informal information meeting. One 

participant, Robyn, expressed a desire to think about it further; however, as I was driving away 

from her school I received a text indicating that she had signed the consent form and information 

letter and the forms were at the office for me to pick up at my convenience.  

The assorted reasons for joining the inquiry demonstrate that each participant felt the 

decision to join was within their own control, which helped to foster feelings of autonomy and 

locus of control. The reasons for joining included the desire to collaborate with colleagues, “I 
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thought it would be really good to meet with others to share activities, to share ideas, to share 

your successes and your failures” (Stephanie); to gain strategies to use their classrooms, “I joined 

the group because I hoped to gain new strategies to apply in the classroom” (Robyn); and to 

increase knowledge in the area of self-regulation, “I hoped to gain a better understanding of why 

children self-regulate and why they do not” (Stephanie).  

The nature of the inquiry fostered the teachers’ need for autonomy and feelings of locus 

of control because they were able to implement the strategies as it suited their teaching styles, 

their students, and their particular context. For example, the teachers worked on their own 

collaborative inquiry action plans, outlining goals they chose to pursue and the strategies they 

wanted to implement. (For three sample collaborative inquiry action plans see Appendix F). 

These plans illustrate not only that the teachers chose to implement different activities, but also 

that the teachers chose to outline their plans in a format that suited their own needs and their own 

learning. The teachers’ appreciation of the autonomy and locus of control features were evident 

in their responses: “It’s not a program where you have to buy textbooks. It’s doable with 

anything—whatever your interest is” (Emma); “Some of the things we would put into practice 

right away and if they worked we would keep them and if they didn’t work we might put them 

by the wayside” (Lisa); and “You can keep changing the activities. You might use them and then 

move on to something else” (Rachel).  

The variety of strategies helped to maintain participant motivation and pique their 

students’ interest:  

There is so much variation in the different things you can do. You don’t always have to 

do music with instruments every day. You can pick one activity one day and then pick 
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something else on another day. It keeps the students’ interest as well by changing it up. 

Having such a bank of ideas keeps us going. (Elizabeth) 

Ann also noted the ease with which strategies could be implemented: 

Some of the calming games that we have done, they take about five minutes so they are 

not that hard to incorporate. For example, if we have five minutes I would usually sit 

down and do a song, but now I might start with some of our self-regulation activities, like 

the Swimming, Swimming song or the passing the egg shakers in the tambourine activity. 

So it’s not difficult to incorporate those ideas. They don’t seem like an add-on. 

Further evidence of participant control over the implementation is illustrated by this 

comment by Elizabeth: 

I like hearing from the others and having supportive colleagues. I like hearing about what 

they are doing and learning about different things that we can give and take. Having input 

from others in the different areas makes you think about your own practice and the 

different things you can incorporate or not incorporate, depending on what it is.  

During the inquiry, it was evident that the teachers gravitated toward certain activities in 

their desire to foster self-regulation in their students. Although all of the teachers experimented 

with a wide variety of activities, there were clear preferences based on teaching style, comfort 

level, and the needs of their students. Based on my observations and participant reporting, all of 

the classes engaged in daily music activities, such as rhythm band and singing activities. All of 

the teachers enjoyed the group games, such as passing the shaker eggs in the tambourine and 

‘stealing the eggs’ games. The UNO card game was very popular for small groups to play in all 

of the classrooms. Children often asked me to play it with them when I was visiting.  
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Elizabeth and Leanne’s class made more use of the CD involving moving to the music 

the way the music suggests and then doing the opposite. These children delighted in showing me 

how they did this activity. The children appeared to like doing it the opposite as much as, or 

more than, the ‘correct’ way. Elizabeth commented that if she tried to not do the opposite way to 

move to the music, the students were quick to point out the omission. The students made sure she 

did not forget that part of the activity. 

A number of classes used Smartboard yoga and relaxation activities extensively. Rachel 

and Lisa’s students demonstrated these techniques for me, as well as Elizabeth and Leanne’s 

students. In these classes, the children introduced me to their favourites, such as the Harry Potter 

and the Philosopher’s Stone Cosmic Kids Yoga Adventure and the Frozen Cosmic Kids Yoga 

Adventure. Robyn’s class engaged in yoga that was teacher-led instead of Smartboard-directed. 

By using teacher-led yoga activities, Robyn commented that she had the freedom to implement 

the yoga in a variety of contexts, such as outside, in the classroom, or in the gym. Ann and 

Theresa’s students engaged in barrier games to foster working memory. Ann introduced these 

games to the other teachers, who demonstrated a desire to experiment with barrier games in their 

classrooms.  

To some extent, all of the educators used the self-regulation children’s literature that I 

provided to some extent. The most popular book was What If Everybody Did That? by Ellen 

Javernick. The amount of follow-up activities varied from class to class. Some classes used the 

book to promote discussion (Alison and Stephanie), while other classes had their students 

complete activities that involved applying the concepts to their daily life, (Elizabeth and Leanne, 

Charlotte and Rebecca). 
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The drama activities that encouraged focus and concentration, such as the Night at the 

Museum, proved popular with the students and teachers. The teachers also shared a variety of 

ways that they implemented some of the drama techniques in other curriculum areas. For 

example, Emma shared with the group how she had used tableau drama techniques to encourage 

the acting out of a variety of familiar stories to meet language expectations.   

Teachers’ need for autonomy and their desire for feelings of locus of control were 

fostered by the freedom to join, or not join, the professional learning group and by the choice 

they had in implementing the strategies. As Robyn suggested, “The variety of games, and being 

able to always change up the games and activities, helped to sustain my interest in the program.” 

Finding 4: Student Success Sustained Motivation for the Inquiry 

Upon witnessing the positive effects the strategies had on their students, the teachers 

were motivated to continue their involvement with the inquiry.  

Week by week by week we saw a difference in the students being able to sit and being 

able to focus, and even speaking and doing something at the same time—all of the little 

things that they have to concentrate on. The improvement was amazing. (Alison) 

Some teachers commented on student progress with respect to specific activities. Alison added 

that “with the music and movement I saw a big improvement.”  Lisa noted:  

I was thinking back to how in the beginning we couldn’t pass the egg shakers in the 

tambourine without the eggs coming out of it or we couldn’t hold our instruments to wait 

for the rhythm band to begin. So that is amazing how far our students have come.  

The value of practice for student success was also stressed: 
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When we do some of the music and movement activities, you can see for yourself those 

students who at first couldn’t handle trying to dance in one spot or control their bodies. 

You can see how if you keep working on it, the self-regulation improves. (Alison) 

The positive benefit of the strategies encouraged teachers to sustain the effort over the long term:  

Even in our time that we have had, the students have changed. But I think the more that 

we continue it on … if we could do them [self-regulatory activities] daily, it’s only going 

to get better and better and it‘s only going to help our students more and more. 

(Elizabeth)  

and 

If something is done in a day, or a single workshop, you almost forget it. You might do it 

for a week and then it goes to the side; whereas, this is now part of our program. It’s neat 

the things that we picked up that we now use on an everyday basis in the room. 

(Stephanie)  

Some teachers remarked on student progress in more general terms: “Seeing how 

students can ignore certain behaviours—that has come a long way” (Rachel); “After doing this 

[the inquiry] it is even more interesting to watch and see how the students have evolved in the 

process” (Elizabeth); “I can see growth in their ability to follow instructions and there is less 

off-task behaviour than I was observing before” (Emma); “At first there were many negative 

observations [documented] of children not engaging, or engaging inappropriately. Now there 

are very few negatives, mostly positive observations [documented]” (Rebecca); and “Children 

who had difficulty with impulse control, and there were many, I’m seeing a definite decrease” 

(Emma). 
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Student success motivated the teachers to make some significant changes in their 

teaching practices in order to accommodate self-regulatory activities: 

We have been doing more music since we have been in the program. The kids really 

enjoy it and it is motivating for them to self-regulate. So I think it will be something that 

we would continue to do and make sure that it is in the program very consciously; 

whereas, in previous years we might have just used it [music] as a filler. Now we will be 

more conscious in the planning that music is included. (Theresa)  

Similarly, Alison described the changes in her students: 

For those students that we thought, ‘Oh they’ll never be self-regulated,’ they honestly are 

now. It’s that dancing activity or even sitting to do the Swimming Song. They are doing it 

now, whereas in the beginning they were not able to do it and you thought, ‘There is no 

way,’… now they can sit in the group and they are attentive. You do see a difference in 

their self-regulation.  

The components of the program sustained motivation because they aligned with teachers’ 

values concerning early childhood education. As Stephanie commented, “This is the way that 

kindergarten should be. It should be about singing, and being with friends, and dancing, and 

doing drama. I do think that it will definitely be something that we want to keep in the program.” 

Robyn described the role of music in this process: 

Music might help the students get on board in the very beginning [in September] …  

making sure that they are having a good time and they are enjoying their learning and 

practising their self-regulatory skills…. we are beginning with something that they can be 

successful in.  
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Gaining practical pedagogical knowledge was a strong motivator, with respect to 

competency within the Self-Determination Theory and for its utility and attainment value within 

the Expectancy-Value Theory. Student success played an important role in confirming that the 

practical strategies were highly effective and in reinforcing the motivational strength of the 

practical pedagogical knowledge.  

Finding 5: Gaining Theoretical Knowledge Self-Regulation Was Motivating 

As reported in Finding 2, the teachers were highly motivated to participate in the study in 

order to learn practical pedagogical knowledge that would inform their teaching practices and 

support student achievement. Another motivating factor was the desire to gain a theoretical 

understanding about self-regulation. This desire for knowledge reinforces the intrinsic value of 

learning, as assumed in Self-Determination Theory. Within Expectancy-Value Theory, this 

desire for specific knowledge could be interpreted as a motivation to learn when the topic 

interests an individual. It could contribute to the teachers’ personal desire of doing well 

(attainment value) or it could support a long-term goal, such as enhanced student achievement 

(utility value).  

Teachers were motivated by a desire to learn about self-regulation. The desire to 

learn more about the topic of self-regulation motivated the teachers to join the professional 

learning opportunity, as shown by a number of participant comments: “I was prompted to join by 

the topic of self-regulation” (Emma); “I joined because I am interested in learning more about 

self-regulation” (Ann); “I joined the group because our team and school have been discussing 

self-regulation over the last couple of years and I would like to learn more about it” (Theresa); “I 

joined the group because I wanted to learn more about self-regulation” (Charlotte); “I joined 

because I hoped to gain a deeper understanding of self-regulation” (Robyn); and “I joined the 
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group because I wanted to gain more of an understanding of what self-regulation means” 

(Alison).  

While the topic of self-regulation was a strong motivating factor, so too was an intrinsic 

desire to learn: “I joined because it is always a good thing to learn something new” (Stephanie); 

and “I feel this will be a great learning experience” (Elizabeth). Teachers were motivated by the 

topic and by a natural love of learning. Theresa noted how interest in the topic helped to ensure 

the success of the inquiry: “It helped too that we were all interested in self-regulation. If we 

weren’t that interested in self-regulation, it [the professional learning experience] might not have 

gone the way that it did.” And Robyn added, “We were very fortunate to have a lot of really 

interested individuals join our group.” 

Participant belief in the importance of self-regulation was validated. Although 

gaining a better understanding of self-regulation motivated teachers to join, the value they 

expressed for this topic continued to flourish throughout the inquiry: “I definitely think these 

ideas are sustainable because children need to have self-regulation or the other demands really 

can’t be met” (Lisa); “Yes and we talked with other teachers about how self-regulation is what 

we will start with straight off in September next year. Self-regulation is so important for the basis 

of anything” (Rachel); and “It is important that they have those self-regulatory skills, not just for 

now, but for the long term” (Alison).  

A strong motivating factor for interest in self-regulation was the belief teachers held that 

self-regulatory skills are an important component for the learning skills necessary for academic 

achievement: “These self-regulatory activities are definitely going to apply to their academics. I 

feel there is too much push for academics before the self-regulatory skills are ready” (Alison); 
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and “We were talking about the connection between self-regulation and academics. These 

activities are like the bridge between the two” (Rachel). 

Knowledge of self-regulation was fostered. The teachers’ initial comments regarding 

their desire to learn about self-regulation were very general. As the inquiry progressed, the level 

of sophistication of their inquiry broadened and deepened. As Alison commented: 

I didn’t really think about self-regulation and the mind, and how it all goes together. I 

wish I had known before about the research that you shared with us about self-regulation. 

I wasn’t aware of the different areas of self-regulation, the working memory, the 

cognitive flexibility, and the inhibitory control, until we looked at that.  

The empirical evidence was well received and served to further teachers’ understanding 

of self-regulation in young children: 

I found that the articles that you shared at the very beginning about inhibitory control, 

cognitive flexibility, and working memory really changed the way that I viewed self-

regulation. I think about how my understanding has changed. I am able to clearly 

articulate how self-regulation is integrated into math, the arts, and even literacy activities. 

And how the components of self-regulation are being used and supported in these other 

areas. (Robyn) 

Alison valued gaining an increased level of understanding about self-regulation: “It 

helped me a lot that those underlying processes were explained. We had no real understanding of 

that. It all makes more sense now.” Similarly, Emma’s understanding grew over the course of the 

inquiry. Emma’s comment of, “You don’t know what you don’t know,” illustrates her 

metacognitive awareness of how far she had come. 
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Finding 6: Growth in Pedagogical Knowledge Had an Impact on Teachers’ Thinking 

Although the teachers were highly motivated by the pedagogical practical knowledge, 

their increased understanding of the topic at a conceptual level suggested an impact in their way 

of thinking: “These strategies were not add-ons. It involves thinking about things in a different 

way” (Robyn); “My initial understanding of self-regulation was challenged and changed after 

looking at some of the research. It has changed the way we think. I am thinking about self-

regulation differently” (Robyn); and “It wasn’t really very long until our beliefs changed” 

(Elizabeth).  

Alison outlined how increased knowledge in the area of self-regulation had impacted her 

way of thinking: “Knowing the reasoning behind the activities, what areas the activities would 

help to develop made a lot of sense. It helped knowing why we were doing it. It helped to know 

there was a purpose.” And Stephanie commented, “My view on self-regulation has changed 

because I think, ‘Wow, it does make a difference and you can increase self-regulation. That it is 

attainable’.” Theresa added: 

And to understand the whole idea that it is brain-based and you can develop self-

regulation skills. It is huge how my view of self-regulation has changed, knowing that 

you can teach your students to build these self-regulation skills and that it is part of their 

learning. Some students need more time and more encouragement, but it can be taught.  

Theresa went on to explain that other teachers might view their activities differently if 

they had this same focus or lens with which to interpret daily practices: 

You know there are probably lots of things that other teachers are doing already in their 

classrooms that relate to what we are talking about, but consciously realizing the 

connection helps to solidify the reasons why you are doing them. They are not just fillers. 
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There is a purpose for having that breathing time or passing the egg shakers around. 

People might wonder why you are doing that, but there is a purpose.  

The teachers were able to articulate how the inquiry had changed the way that they 

thought about self-regulation and what that looked like in their daily practice as they interacted 

with their students. For example, Emma explained how gaining this pedagogical knowledge had 

an impact on how she provides instructions to her students and how she uses visual supports in 

her teaching: 

Students who I thought had the working memory to do tasks don’t. [The inquiry] has 

made me more aware of the need for visual aids to accompany activities and instructions. 

As well, I have become more aware of the need to reduce and change how I give 

instructions. I give more one-step instructions and only a few two-step instructions. I 

build on this as the individual develops their ability to follow instructions.  

The motivation for the application of this new knowledge was also expressed in this 

comment: “I am more aware of and use what we have learned to help us help the children” 

(Rachel). Emma valued how this increased knowledge might be reflected in daily practice: 

“The other thing I would say was that the readings that we had pinpointed the three areas that we 

could better assist our students in. It helped to know that we could focus on fostering cognitive 

flexibility, working memory, and inhibitory control.” 

Theresa commented that she now provides more prompts prior to transition times and this 

has resulted in better choices for students with inhibitory control difficulties. She also added that 

she uses picture card reminders and frequent check-ins, as well as asking students to repeat 

instructions to help support students in the area of working memory. Alison reported that she has 

been conscious of rethinking tasks and activities in terms of how students perform with respect 
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to working memory and cognitive flexibility. She added, “I have been asking my students to do 

different tasks and seeing what they can do with respect to working memory and cognitive 

flexibility, and then recording my observations.” Robyn explained how her understanding of the 

underlying processes of self-regulation has manifested itself in her daily practice: “When a 

student is having a rough day or a challenging moment, I try to see how it fits into one of these 

processes.” The inquiry was seen as having a powerful long-term impact on teaching practice: 

I am very motivated because I know how much the children will get from their time at 

school if they can tune in, and hold their impulses, and if they are able to take something 

they have learned in one environment and follow it through in another, and have that 

cognitive flexibility. This is my end goal, my hope for my students. I am very motivated 

and interested in how I can help my students to develop these skills. I already know I can 

help with reading. I know how to help with number sets. I know how to build gross motor 

skills. This I didn’t know and now I have that knowledge and a thirst for finding out 

more. That is what is motivating me and will continue to do so. (Emma) 

The increased pedagogical knowledge had an impact on the teachers’ way of thinking. 

This additional knowledge provided them with a new lens with which to interpret their daily 

lives in their classrooms and encouraged reflective teaching practice. This shift in understanding 

is likely to promote long-term implications for teaching practice because the teachers will be able 

to look at their work in a new light. Increased understanding would have a positive impact on 

self-efficacy, resulting in a higher expectancy of success component of the Expectancy-Value 

Model. A change in the way of thinking, as a result of improved pedagogical knowledge, could 

also be explained as a positive influence on the psychological need for competency within the 

Self-Determination Theory.  
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Finding 7: Researcher/Facilitator Support Was Valued 

Within Expectancy-Value Theory, the expectancy of success is increased when social 

supports play a facilitative role. Positive social supports enhance expectancy of success in a 

number of ways, such as positively impacting impressions of task difficulty, increasing self-

efficacious feelings, and enhancing the affective experience. Similarly, within Self-

Determination Theory, social supports can serve to enhance relatedness and foster competency. 

While the collaborative nature of the group was a valued social support, as the researcher, I 

played an additional valuable role as a social support for the teachers. 

Teachers valued the researcher’s role in providing resources. A number of inhibitory 

factors were overcome by having me, as the researcher, bring empirical evidence to the group. 

For example, the teachers were very busy and did not have the time to locate appropriate sources. 

As well, much of the research published was not accessible to the teachers—a dilemma that 

might be changing with open access journals, but is still a consideration. Also, teachers did not 

necessarily have the time to commit to being able to determine which sources were trustworthy, 

reliable, and valid. Given these concerns, the teachers appreciated the effort that I made in 

bringing the research to them:  

You [the researcher] were the one that basically did the research and we tried it. Knowing 

the reasoning behind the activities, what areas it would help to develop made a lot of 

sense, instead of just trying this without knowing why we were doing this. It helped to 

know there was a purpose…It’s time—we have so many other things that we have to do 

and we have students with needs. We do not have time during the school year to locate 

research and put that into the program. But you giving us research to read and try…you 
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were definitely the factor that helped the most…you gave us the meat of it instead of us 

trying to figure it out. (Alison)  

Researcher support fostered changes in practice. My visits to their respective 

classrooms both affirmed and supported change in practice. “It is nice to have your knowledge 

and your modelling because after you leave each week then we feel a little more confident” 

(Stephanie). In Theresa’s words: 

The modelling helped us to incorporate things right away. If we would have just had the 

meetings once a month and just talked about different activities and not actually seen 

them I think we probably wouldn’t have incorporated the ideas into our program as 

quickly because you don’t really know how to start.  

As such, the teachers’ capacity to take risks and try strategies outside of their comfort zone was 

fostered by my weekly visits to their classrooms and by the practical emphasis given to the 

inquiry. 

Researcher support created positive feelings and raised expectations around success. 

The teachers experienced positive emotional feelings by being supported and encouraged by me 

in the role of researcher: “You coming in every week was fantastic” (Elizabeth); “I enjoyed 

having Karen visit and her support to try things with our children” (Lisa); and “I have enjoyed 

Karen’s visits to the classroom. Introducing music activities and songs has given me ideas about 

adding more music to my activities” (Ann).  

Emma equated my role as researcher to that of a spider traversing its web—much like an 

information highway: 
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Dropping in also allowed you to share something you saw in someone else’s classroom. 

So it was kind of like a spider’s web, where you were the spider connecting all of the 

parts and bringing it all together—travelling the information highway.  

Having my support as the researcher was so positively received that teachers expressed 

the desire for the inquiry to continue: “It would be great if you could continue to visit us. That 

would be great” (Charlotte). And Emma added: 

Any additional information you get or articles on motivating your students, I would be 

interested to see because that would be really good information to know. I would like 

someone like yourself, being able to continue to touch base with and seeing if there is 

anything more that you have discovered—new articles or new information by the authors 

we studied.  

And Emma added, “The first thing I said to Karen was, ‘What are you doing next year?’”.  

As researcher, I played an important role in the success of the inquiry largely because the 

knowledge and expertise offered from an academic perspective was highly valued: “We need 

people like you doing research to help teachers. That’s what we need. Teachers need to learn 

about this because teachers don’t know” (Alison). Gaining the conceptual knowledge I offered 

was a motivating factor to engage in the professional learning inquiry. The teachers would likely 

not have joined without this infusion of outside expertise—which suggests that professional 

learning communities that are limited to teacher participation might be less motivating.  

Based on the evidence with these teachers, it is clear that teachers were eager to learn, 

respected empirical evidence, and appreciated outside support when it was valued and 

appropriate to their particular interests, issues, and concerns. The teachers also felt empowered. 
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Even though as the researcher I brought in the empirical evidence, the teachers were well aware 

of the importance of their role in the inquiry. As Alison commented, 

We don’t have the time to look through it all—and you said this is what you have 

found and let’s take a look at this and we worked together. Everybody tried it and it 

was important to see what everybody thought. It was neat that you shared ideas and 

we tried it. 

Given that I was an experienced classroom teacher, this experience likely enhanced my 

credibility as a researcher interpreting and vetting empirical work that, in turn, might have helped 

to motivate teachers.  

Finding 8: Other Push-and-Pull Factors Were Acknowledged 

 Many other concerns that teachers discussed at the group meetings were not specifically 

related to this professional learning opportunity. However, it was apparent that personal and 

working conditions had an influence on their willingness and ability to assume extra job 

responsibilities—highlighting the complexity and interconnectedness of their personal and 

professional lives.  

“Limiting,” “restricting,” or “challenging” were all words used by teachers to describe 

aspects of their profession, with these factors often outside of their control. Limiting and 

challenging factors included the restriction of physical space, the lack of resources, the shortage 

of release time for professional learning, the pressure of curriculum demands, high student needs, 

and difficulties in dealing with parents.  

Being able to discuss their concerns during the group sessions, and acknowledging how 

busy educators are, helped to validate and affirm the limits and challenges of their role. It was 

also a critical aspect of our work together. Corroborating teachers’ experiences helped increase 
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feelings of relatedness as described in Self-Determination Theory. As well, improved group 

bonding reinforced the highly regarded Expectancy-Value component of collaboration.  

My own experience as a kindergarten teacher might have played a role in helping to 

establish a supportive space where group members felt comfortable talking about other issues. I 

understood first-hand the challenges of their positions. Top-down, externally controlled 

professional learning often lacks this authenticating component. Expecting educators to 

implement change without acknowledging the obstacles in doing so can have a detrimental effect 

on motivation. Some factors that directly or indirectly impacted the working conditions of the 

teachers are outlined. Other factors that did not affect the motivation to participate, but might 

have been expected to, are also explored. 

Effort costs and loss of valued alternative costs were less influential. When I was 

exploring motivational frameworks to help explain the data, I suspected that the cost component 

of Expectancy-Value Theory would play an important role in the analysis. I knew that the 

inquiry involved a substantial time commitment on the part of the teachers, who gave up their 

evenings and sacrificed time spent with their families and for themselves in order to participate. 

Furthermore, the teachers were being asked to take on additional tasks, such as documenting 

their own students’ behaviour and keeping a self-reflective journal. These extra tasks would have 

an impact on the effort they would be able to expend. I assumed the effort costs and the loss of 

valued alternative costs would be strongly evidenced in the data. In fact there was little mention 

of the effort cost required to participate in the inquiry.  

The only component of the inquiry that was mentioned with respect to the effort required 

was that of documenting student behaviour and achievement: “One of the challenges in a 

classroom is documenting” (Theresa); and “Documenting what we see is sometimes difficult” 
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(Rachel); “We talked about it more than we recorded it. It’s partly because that’s how we work 

together, but it’s also about time. Time is always limited” (Rebecca). At the end of the inquiry, 

Charlotte added: 

We were great at trying things in the classroom but I was not so great at documenting 

them. We always touched base with each other [the kindergarten team]. We always 

talked and reflected about how things went, but I didn’t always get to writing things 

down.  

Teachers found the task of documenting student behaviour to be more burdensome than their 

daily work engaging with their students on the activities. This emphasis on the practical world of 

their work with children reinforces the teachers’ perceived importance of the applied nature of 

their work.  

With respect to loss of valued alternatives, there was some evidence that teachers were 

challenged to juggle family and personal lives during the scheduling process. However, we were 

always able to come up with amicable dates and times for the group meetings. There was one 

mention of the challenge of balancing family demands when one of the teachers was a few 

minutes late for a meeting because she had to drop her children off at home first. At another 

meeting, a teacher brought her children along.  

Overall, it appeared that teachers were able to juggle and negotiate their personal and 

private lives in order for them to meet the commitment required for the professional learning 

experience—much the same way they juggle other aspects of their lives. In addition, the effort 

costs and the loss of valued alternative costs for engaging in the professional learning 

opportunity did not appear to be prohibitive. 
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Support from the Principal was a minimal influence. Teachers made little mention of 

the support they received from their Principals. In one school, however, the Principal actively 

supported the inquiry. As Elizabeth explained: 

The Principal has come in and watched at various times. So we have been able to share 

the self-regulatory ideas with her too. The Principal was interested in the children’s 

literature we used because we shared the book [from our inquiry] What If Everybody Did 

That? at a staff meeting. And we shared how the students made their own book…I know 

from mentioning that book at the staff meeting that the other staff members were very 

interested….Even at our staff meetings our Principal has us start with mindfulness 

activities.  

At another school, the Principal was very accommodating with respect to providing space 

for our group meetings. However, Principal support, or lack thereof, did not appear to have an 

impact on the implementation of the professional learning inquiry. It would appear that Principal 

support was not a contributing factor to expectancy of success or perceived value of the inquiry. 

Indeed, the teachers did not seem to expect or need the support of their Principals.  

The lack of Principal involvement may have acted as a pull factor. It is possible that 

participating in the inquiry demonstrated the teachers’ abilities to act autonomously and maintain 

some degree of control over their teaching and their professional learning. Perceived control in 

this situation might have contributed to the teachers’ intrinsic motivation. If the Principals had 

taken a more active role, the teachers might have felt that their behaviour was being directed or 

influenced by factors outside of their control. In this sense, a lack of Principal influence might 

have been a positive component of the program because controlling environments can serve to 

undermine intrinsic motivation. 
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Space limitations were a factor. Although effort costs appeared to be inconsequential to 

the success of the inquiry, other contextual and social factors did exert an influence, and could be 

perceived as inhibiting or facilitating engagement in professional learning. One contextual factor 

was teachers’ lack of access to the gym. Limited gym time was viewed by teachers as a factor 

outside of their control. Being limited with respect to space contributed to feelings of loss of 

autonomy and locus of control:  

It is hard when you are working with things like scheduling issues, such as this is not 

your time in the gym. With the growing population we have at our school, it has caused a 

problem with reduced space. It is very possible that we will not get daily gym next year. 

(Emma) 

and 

Our classroom is small with lots of bodies in it and we do not necessarily have access to 

bigger areas like the gym…that does make it a bit more challenging to always do the 

activities that we would like to do in the space that we have access to. (Robyn)  

While access to the gym due to scheduling difficulties was certainly a concern, this 

limited access highlighted another concern involving preparation time. Most of the teachers 

received their preparation time by having the preparation teacher teach their gym class, further 

limiting their access to the larger environment where they wanted to engage in some of the self-

regulatory drama, movement, and music activities. “It has opened my eyes to how having access 

to the gym is important to be able to really work those self-regulatory skills as much as we can” 

(Robyn).  

 The teachers sought ways around the challenge of limited space. As Alison explained: 
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I don’t do gym with my students and that has had an impact.…I am trying to change my 

mind frame so that it doesn’t just have to be in the gym. It is possible to do these things in 

the classroom...by you [the researcher] demonstrating it and by working on it, you see 

that it can be done in the classroom.  

A number of teachers talked about looking at other alternatives to the gym space: “I think we 

will look at trying some of the activities outside, like the bean bag activity” (Charlotte). Another 

solution involved enlisting the help of students: “The children willingly prepare the classroom by 

moving furniture to create room for these activities. My classroom continues to have its 

challenges” (Emma).  

Teachers also expressed an interest in dealing with the access to gym issue at the 

administrative level: 

If my prep is still through gym [next year] I am going to try to request at least one gym 

that my team partner and I can share so that we can focus on some of these self-

regulatory skills…the gym seemed to be a natural environment to practice these activities 

and I wasn’t there. (Charlotte)  

and 

My prep is gym and the arts. They are covered by someone else and we have been talking 

about how it would be nice to have those subjects back because of how embedded self-

regulation is in those kinds of tasks. (Robyn)  

Space was perceived as a push factor in implementing the professional learning 

strategies; however, the teachers were motivated to look for solutions to combat this challenge. 

This effort is a testament to the ongoing struggles of educators to negotiate their context in order 

to achieve the goals they have for their students.  
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Curriculum demands. Another push factor on which the teachers commented concerned 

the pressure of having to cover so many curriculum expectations. Adding more to their teaching 

load, such as incorporating self-regulatory activities, could be viewed as onerous. For example, 

Charlotte said, “Curriculum, classroom demands, and deadlines can make me feel that time is 

limited. There is not enough time to support self-regulation for students who could benefit.” 

Alison lamented, “So many students’ needs that have to be met and so many curriculum 

expectations to meet.” 

Even in the face of so many competing curriculum demands; however, the teachers felt 

the need to incorporate the inquiry strategies, because of the value they perceived from the self-

regulatory strategies: 

Even right now it’s still busy in the schedule. We have a lot going on but we are giving 

the students that time because we are invested in the self-regulatory activities. It might be 

crazy, it might be busy, sometimes them doing yoga and the meditation, or the deep 

breathing … depending on the day, and what we need, and what they need, the interest is 

still there. (Elizabeth) 

and 

We are invested in it because it’s for the good of the children. So we will continue with it. 

And we are a little further along every week so the progress helps to keep us going. Even 

if there is competing demands, this is not something that we are going to cut out of the 

program. We will just not do something else today. (Leanne)  

Although the teachers expressed concern over the amount of curriculum content to be 

covered, they valued the self-regulatory activities to such an extent that they were willing to find 

ways to include them in their busy schedules. There was also some comfort in knowing that 
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“self-regulation fits into the curriculum” (Charlotte). However, educators could still benefit from 

support to help them find ways to accomplish all that is being asked of them. As Emma 

lamented, “I wish there were more hours in a day to do all that I want to do.” 

Resources. I supplied many of the resources the teachers used. These resources were an 

important component of the success, and ranged from children’s literature, to musical 

instruments, games, and CDs. The teachers welcomed the resources: “We have the books you 

gave us, which are great. And we have the CDs, so we can continue to use them. We received the 

egg shakers and the tambourines from you—so we do have a lot of supports now” (Stephanie); 

“The materials you supplied were important features of the program” (Alison); and “The 

resources and the activities were wonderful” (Lisa). 

In terms of long-term effects, financial support would be an important consideration: 

“Financial supports are always important for any program. We need funds for books and funds 

for musical instruments” (Charlotte); and “Some financial support would be appreciated as well” 

(Emma).  

Release time. Although the teachers willingly gave up their own time to attend group 

meetings, some teachers felt that it would have demonstrated strong support for their 

professional learning if they had been able to have release time during the school day to attend 

the meetings: 

It would have been nice to get release time, whether that comes from my administration 

or further up the board, getting that recognition and support by giving us release time 

would also show that they [the administration] have bought into self-regulation and they 

understand the importance of self-regulation. (Emma) 

and 
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Release time would have been great, to be able to meet during the work day. Sometimes 

meeting in the evenings, after working all day, you aren’t at your most alert to be able to 

contribute. Your brain is not working at its fullest potential so there could be some things 

that you didn’t share because of the time of the day that you were meeting at. (Rachel)  

In contrast, one teacher enjoyed the evening meetings, outside of school time: “I found 

meeting at night was actually nice. I didn’t think that it was hard. It was a continuation of your 

day, so it was time to talk about the children and the program. That aspect was nice” (Stephanie).  

It is possible that the degree of other family and personal responsibilities might have 

played a role in whether release time was desired or not. Still, in terms of this inquiry, the lack of 

release time was not a barrier to participation. Components of the inquiry that the teachers 

valued—collaborating with colleagues, gaining classroom strategies, and furthering their 

knowledge and understanding—seemed to be motivation enough.  

Student and parent challenges. Challenges concerning student needs and parental 

issues were brought forward in group discussions. Acknowledging these challenges and 

providing an outlet for discussion had a positive impact on teachers’ attitudes with respect to the 

ability to take part in the inquiry and served to foster strong collegial bonds. Some of these issues 

concerned difficulties inherent to the kindergarten program, such as “having both junior and 

senior kindergarten children in one group setting” (Ann). The teachers also expressed concern 

over the self-regulatory needs of students. As Alison remarked, “More and more I see that many 

of our students are coming to school with no self-regulation. So it has to be taught.” Other self-

regulatory-related challenges discussed included: “having a variety of different personality types 

in the class” (Ann); “dealing with impulsivity and extreme emotional outbursts” (Rebecca); and 
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“having the children feed off of each other, whether the behaviour is positive or negative. I find 

they need more help with their self-regulation” (Ann). 

The teachers additionally addressed some issues concerning their students’ parents. The 

lack of parental appreciation for the importance of self-regulatory skills, combined with an over-

emphasis on academic skills, was a common complaint:  

This year I find a lot of parents aren’t interested in how their children are managing 

throughout the day, they only want to know, ‘Are they reading, how’s their math?’ Well I 

assure them that we can talk about that, but there are also other things that I’d like to talk 

about that are equally as important and will influence those other areas. There was one 

parent, her child was in junior kindergarten, and the mother said, ‘Well, how’s she 

doing?’ And I said, ‘Oh, really great, she’s getting along with others, she’s able to solve 

problems during centre time.’ Her mom said, ‘But what about her reading?’ And I said, 

‘Well we can talk about that too, but this is where we like to start because it helps them to 

develop some independence.’ I had to explain to this mom why self-regulation was just 

as valuable a conversation to have regarding her child as the academic side of math and 

literacy. (Robyn) 

There was also concern that parents did not understand the contextual challenges for 

students having to self-regulate in a classroom, as opposed to the reduced self-regulatory 

demands that exist in the home. As Rachel remarked: 

It’s one thing to be self-regulated by yourself. I am thinking about the experience of 

home to school, where at home the child may be one of one or two children in a family; 

whereas, how do they self-regulate in a group of 22 when this person could be doing this 

and that person could be doing something else?  
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Robyn felt similarly: 

Some parents will say that my child is able to self-regulate because they can follow the 

rules at a restaurant. Some of those kids can do all of those things well but it can be more 

challenging in a group of their peers. And we want to work through that with the parents, 

to help them see that these self-regulatory skills connect to the academic skills.  

There was also the concern that home factors were contributing to a child’s ability or 

inability to self-regulate at school. As two teachers commented, “Our students have other needs, 

whether it is sleep, or hunger, or emotional upset, these are the other things we are competing 

with” (Emma); and “We talked in our group sessions about parents putting on the television and 

thinking that is a demonstration of self-regulation” (Rachel). 

Having parents work together with the school to foster self-regulation was the ideal 

partnership. For instance, Ann observed, “A lot of that depends on whether you have the parents 

onboard or not because those students where the parents are onboard [to foster self-regulation], 

that really helps.” As well, Theresa shared an example of an extremely effective home-and-

school partnership:  

What we have really found works for one child in particular is that we make sure there is 

a definite daily home and school link in that his parents know how his day went.…So that 

has worked for that particular child. It has been very successful, that following through 

and those reminders during the day of what is your goal that you are working on? We 

remind him, “Remember it’s right there in your note tote because Mom has put a note in 

your lunch kit to remind you.” Those reminders and the conscious link between school 

and home has worked really well for that child.  
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With respect to playing the small group card game of UNO, the group was discussing 

how some students had developed the inhibitory control necessary to wait their turn, the 

cognitive flexibility to be able to adjust to the changing of the colours and numbers, and the 

emotional regulation to be able to handle not winning. In acknowledging the advantage of home 

practice in this area, Rachel said, “You can really tell who plays games at home and who never 

does.”  

The inquiry served a facilitative role in arming the teachers with information to help 

educate the parents as well: 

I have found that our parents are only interested in literacy and math development…so to 

be able to explain self-regulation to them [parents] in terms of the underlying component 

processes and to explain how these activities relate to those processes will be very helpful 

for parents to see how these activities are important and how they lead into our learning 

skills…I am happy to be able to make parents more aware of how important self-

regulation is and to help them see that our kids need an opportunity to practise these skills 

and put them into play by doing the music, movement, and drama activities. (Robyn) 

The inquiry helped teachers shed light on a variety of other factors that affect their daily 

lives in the classroom. Even though the inquiry did not have a direct impact on perhaps resolving 

these factors, creating a safe space to share concerns and issues enhanced the overall experience 

of the teachers. Affirmation of the challenges that teachers faced in their personal and 

professional lives might have served to motivate the teachers to work together and further unite 

them.  
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Closing Comments 

In this section the experiences of the teachers in the collaborative inquiry team approach 

were interpreted within Expectancy-Value and Self-Determination Theories. The findings 

suggest the teachers were motivated by a desire to collaborate with colleagues and to gain 

practical knowledge that should help them to better support their students. The teachers were 

also motivated to seek specific pedagogical knowledge in the area of self-regulation. The 

teachers appreciated the support of an outside expert in facilitating their learning goals and 

enabling the collaborative experience.  

Other factors that had an impact on teachers’ expectations for success included autonomy 

and locus of control. Teachers demonstrated this control concerning participation in the inquiry 

and modes of implementation. Self-efficacy positively impacted expectancy of success in a 

number of ways, such as through peer collegiality and weekly researcher support in classrooms. 

The group sessions provided teachers with opportunities to discuss other challenges that the 

educators faced in their daily teaching practices, serving to further unite the teachers with a 

shared understanding.  

The factors that contributed to participant motivation for this researcher-teacher 

collaborative professional learning model appear to be necessary but not sufficient on their own 

to promote effective changes in practice. There is no suggestion that any of these factors in 

isolation would be motivating for professional learning. For example, while the teachers were 

motivated by a desire to collaborate with colleagues, their motivation was goal-specific—to learn 

about self-regulation. They appreciated the support of the researcher, but wanted information that 

would inform a professional concern—one they felt would make a difference to their teaching 

practices.  
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The teachers demonstrated that they were able to make a considerable commitment to the 

inquiry, but it was on their terms because they felt autonomous. The opportunity to acknowledge 

other contextual and social challenges in their daily lives and the effort they expended in 

professional learning was affirming for them. Teachers appreciated being able to validate the 

complexity of their daily personal and teaching lives.  

In this professional learning situation, the factors combined to enhance motivation 

sufficiently in order for the teachers to persist and thrive. The personal and professional lives of 

teachers are very full. This busyness may help to explain one aspect of the appreciation for 

outside support. When the inquiry began, I was booking my classroom visits week by week 

because the school schedules were not on five-day cycles. It became evident early on that the 

teachers were too busy to find the time each week to answer my emails, calls, or texts in order to 

set up a time for my next visit. As a result, we resorted to booking a specific weekly day and 

time for each classroom. The teachers did their best to make that time work, even though their 

weekly schedules fluctuated.  

The teachers in the present study valued autonomy in their professional learning; 

however, they appreciated support in the form of organizational help and they valued the support 

in the process of bridging research and practice. This collaborative professional learning inquiry 

model suggests one possible solution to the complex question of what makes teacher 

professional learning more relevant and how we might bridge two very different kinds of 

knowledge.  
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Chapter 6: Discussion 

After 25 years in the classroom, I had compelling and consistent evidence that the 

development of self-regulation could be supported in children as young as four or five years of 

age. Not all of my colleagues had the same experience, although most of my teaching peers 

shared my view that the development of self-regulation was essential. Why was this the case? 

Why were my young students developing self-regulatory behaviours and meta-cognitive 

strategies while some others were not? What elements of my practice enabled students to grow in 

these ways? And, if I could identify those elements, how might I support kindergarten teachers in 

their efforts to foster self-regulation in their students? These were the issues that drove me to 

doctoral studies. 

As I prepared to enter the doctoral program, I began examining the literature in depth, 

some of which I had already encountered in my teaching and self-guided professional 

development. I found some research, descriptive in nature, which provided strong evidence that 

kindergarten-aged children were capable of the metacognitive thought required to self-regulate 

(Whitebread et al., 2009). But other studies suggested that self-regulating behaviours develop 

much later (e.g., Fox & Riconscente, 2008). Why were these results inconsistent? 

I was also familiar with research centered on programs not readily available in the regular 

classroom, such as the Tools of the Mind program discussed in Chapter 2, which contained 

strategies for the classroom that could foster metacognition and self-regulation (Diamond, 

Barnett, Thomas, & Munro, 2007). How might this research be relevant? Would this research 

and the strategies described therein help kindergarten teachers bridge theory to practice? 

I discovered that much of the research concerning children and self-regulation focused on 

older children and/or centered on tasks related to the planning, doing, and reflecting stages of the 
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self-regulatory process (e.g., Perels, Merget-Kullmann, Wende, Schmitz, & Buchbinder, 2009; 

Perry, VandeKamp, Mercer, & Nordby, 2002). This cyclical view of self-regulation, proposed by 

Zimmerman (2000), relies heavily on language skills that are better suited for fostering self-

regulation in older students. Further, much of the research I encountered relied on data, such as 

survey responses, answers to interview questions, or think-alouds during learning processes, 

which were simply not appropriate for younger students. There is evidence to suggest that 

observational data collection procedures are more suited to young children (Winne & Perry, 

2000).  

Therefore, the following considerations are important for investigating self-regulation 

and metacognition in young children:  young children are in the early stages of developing the 

working memory capacity necessary to keep multiple tasks in mind; young children often lack 

the oral language skills necessary to describe their mental processes; and young children are only 

beginning to gain the metacognitive awareness required to make implicit processes explicit 

(Whitebread & Coltman, 2010, Whitebread et al., 2009). There is also evidence to suggest that 

the metacognitive abilities of young children are best demonstrated in contexts that are 

meaningful for them (Blӧte, Resing, Mazer, & Van Noort, 1999).  

From my kindergarten classroom experience, it was clear to me that it was not that young 

children were not capable of self-regulatory processes; rather, the ways that we might explore 

these processes and strive to foster them in young children needed to be distinctly different from 

methods applied to older children. Could it be, in fact, that younger children were capable of 

demonstrating self-regulatory and metacognitive processes, but that the limitations in 

methodologies failed to illuminate their capabilities (Whitebread & Coltman, 2010; Whitebread 
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et al., 2009)? It is with these questions, and this background, that I began my doctoral work that 

led to the present study. 

Designing the Study: A Retrospective Look 

Given the importance of self-regulation and my desire to foster the development of self-

regulation in young children, I realized that there was a crucial need to support teachers in 

helping their students develop self-regulatory skills. I believe that we can best support children 

by supporting teachers as they develop the professional knowledge and expertise necessary to 

carry out their critical work each and every day in classrooms.  

This led me to consider the role of professional learning and the challenge of bridging the 

divide between research and practice. In bringing these two worlds together, I was mindful that 

both theoretical and practical knowledge needed to be accessed and valued in order to reach a 

level of understanding that would have an impact on the everyday learning experiences of 

children in classrooms. The notion of a collaborative inquiry team approach, consisting of a 

researcher and educators, fit my vision of how people from the two worlds of research and 

practice could share knowledge, begin to effectively bridge research and practice, and further, 

co-create knowledge in the process. My vision included discussions around a dinner table with 

the acknowledgment that forging relationships and learning deeply take time. This approach 

involves establishing trust in order to be willing to try new things, knowing that we might 

sometimes fail. The approach also involves supporting one another while understanding the 

complexities involved in teaching and learning. Finally, an acknowledgement of the difficulties 

in negotiating one’s personal and professional lives is crucial. In summary, the collaborative 

inquiry team approach taken in this study led to the co-creation of knowledge in these 

kindergarten classrooms. 
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I now turn to a description of the research findings and the learning we experienced and 

created together. The findings are summarized in terms of two themes: (a) research to practice 

(Chapter 4); and (b) factors that contributed to teachers’ understanding and the co-construction 

of knowledge about student self-regulation in the kindergarten classroom (Chapter 5). These 

findings are then used to frame implications for professional inquiry, knowledge dissemination 

of classroom practices, and further research.  

Research to Practice in the Kindergarten Classroom 

The first research question examined how teachers’ classroom practices for supporting 

student self-regulation evolved as a result of a collaborative inquiry team approach where 

research was bridged with practice. In Chapter 4, a number of those classroom practices were 

included. In each case, the activity was described, the research findings were embedded in those 

descriptions, and the connections to theory were highlighted. We found that these activities were 

aligned with teachers’ pedagogical beliefs, were easy to incorporate in practice, and were fun and 

engaging. Further, the activities were selected with the intent to foster the skills necessary to self-

regulate. What was especially interesting was how the teachers linked their knowledge of the 

research findings with their teaching practices to make meaningful connections.  

Some of the activities were new to the group and were derived from the research 

literature we explored and my own classroom practices. Other activities teachers had seen or 

used before, but were reinstated with a new purpose after examining the activities within a self-

regulatory skills framework. Others still were modified versions of activities teachers had used in 

the past. These adjustments came about as a result of the teachers’ informed understanding of the 

executive function building blocks that support self-regulation. This process of gathering, testing, 

and compiling activities was strongly influenced by the collaborative nature of the group. During 
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group meetings, classroom visits, and the online chat group one idea often lead to another. As 

well, suggestions were transformed and expanded upon through stimulating interaction that was 

fueled by the theoretical and practical connections the teachers were able to make. 

Although this collection of activities could be interpreted as a type of ‘toolkit’ for 

teachers to encourage self-regulatory skills in their students, they are actually much more than 

that. These activities provide an example of a way in which research and practice can be bridged 

effectively. In this study, the linking of research and practice led to new understanding and 

changes in thinking, impacted teaching practice, and facilitated the co-construction of 

knowledge, an integral aspect of this scholarly research.   

For some activities, teachers immediately observed how students were encouraged to 

employ working memory, inhibitory control, and cognitive flexibility. For example, in the card 

games, teachers shared how their students had to hold the necessary rules in working memory, 

while demonstrating the cognitive flexibility required when players ‘throw down’ cards and thus 

change the rules of play. The teachers were also impressed with how their students gained the 

emotional regulation required while missing a turn, having to pick up additional cards, or losing 

the game.  

The activities not only fostered self-regulatory skills but also resonated with the teachers’ 

pedagogical views regarding the education of young children. For example, the teachers 

commented on the growth of self-regulation demonstrated by their students over the course of 

the program while playing in the rhythm band. These observations were often followed by 

comments that music was not only important for self-regulation, but was a valued component of 

early learning experiences in its own right. The teachers therefore resolved to be even more 
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diligent in finding time for the arts, even though they expressed concern with respect to time and 

resource limitations, in addition to competing curricular demands. 

Other activities that teachers initially felt might be too challenging for certain children 

were chosen precisely because they demonstrated the important role of motivation in self-

regulation. Many of these games required a high degree of inhibitory control, yet were so 

engaging that the self-regulatory skills demonstrated by the students exceeded the teachers’ 

initial expectations. One such activity involved carefully passing egg shakers in a tambourine 

around a circle without making a sound. When we discussed this activity prior to its 

implementation, the teachers were skeptical that their students would be able to self-regulate 

enough to play the game. Their comments centered on particular students whom the teachers felt 

would shake the tambourine as soon it got to them in the circle. Yet once the teachers played the 

game with their students, the comments were overwhelmingly positive: “It was so quiet you 

could hear a pin drop,” and “The students were concentrating so hard on not making a sound.” 

Besides demonstrating the importance of motivation, this activity also reminded us of how 

important it is for educators to ensure that the environment is conducive to the development of 

self-regulatory skills, to be open to what the students might have to offer, and to provide 

demanding activities that are rich in possibility. In this case, the teachers had underestimated 

their students’ abilities, but because of the environment and the appealing nature of the activity, 

the students rose to the challenge and surprised their teachers. 

The fact that some students could ignore distractions far beyond the skill levels they 

evidenced in other daily learning contexts led to some interesting questions that were posed in 

group discussions. For example, why could students demonstrate self-regulatory skills in some 

contexts and not others? We explored the possibility that this variation was evidence of the 
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contextual and domain-specific characteristics of self-regulatory development; however, we also 

recognized that students’ motivation to self-regulate during specific activities could wax and 

wane. This phenomenon prompted teachers to come up with many variations of the activities in 

order to respond to students’ fluctuating motivational levels. The ensuing discussion shone a 

light specifically on the role of kindergarten teachers in motivating children to practise emergent 

self-regulatory skills.  

As the inquiry advanced, it became apparent to me, and to the teachers as well, that 

certain self-regulatory skills were not being addressed and therefore required special attention. 

For example, although the teachers found that their students were demonstrating self-regulatory 

gains in rhythm band and movement activities, they lamented that the students continued to use 

their voices inappropriately over the course of the day. In considering whether this was 

intentional or if this was more related to students not understanding how to control their voices, 

we chose to address the latter possibility directly. Thus, we offered the students vocal control 

activities as a way to challenge them to use their voices in new and different ways. These 

activities involved modeling and practice. As a result, there was increased student awareness, 

which led to improved vocal regulation. This inquiry also generated a discussion among the 

teachers about the need to make sure that students understand what is being asked of them. 

Students’ inappropriate use of voice was being misinterpreted as deliberate, when in fact what 

they needed was support to develop their vocal regulation. Not responding to needs for support 

could be creating future problems for students. However, as this activity demonstrated, self-

regulatory skills can be explicitly taught. 

In summary, the findings demonstrated how research and theory could inform practice, 

by generating appropriate activities to foster self-regulation and metacognition. Further, these 
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findings showed how the activities became richer, more nuanced, and more effective once 

modified by students, teachers, and researcher alike as they were enacted in the kindergarten 

classrooms. In this way, all of the classroom members co-constructed an understanding, not only 

of the effectiveness of the activities, but of self-regulation as well. This seems to be an enormous 

set of accomplishments from a professional inquiry opportunity, where there are not only shifts 

in pedagogy, but co-constructed new knowledge and a deepened understanding of the theoretical 

foundations upon which the pedagogy was built. 

This co-construction of knowledge by the collaborative inquiry team was an iterative 

process. The teachers demonstrated a great deal of effort and persistence as they tried and tested 

various connections between the research, pedagogical knowledge, and their teaching practices. 

The teachers were driven by their desire to create something bigger than themselves, something 

that would contribute new knowledge for both the practical world of the classroom and the 

research world by modelling research ground in practice. This created a kind of reciprocal 

causality as the two worlds, those of research and practice, were shaping one another as a result 

of the interactions. 

Factors that Contributed to the Co-Construction of Knowledge Through Inquiry 

The findings in Chapter 4 demonstrated that a collaborative inquiry team approach 

contributed to: teachers’ evolving understanding of self-regulation; teachers’ role in fostering 

self-regulation in their students; and the co-construction of new understandings by teachers and a 

researcher. What contributed to the success of this collaborative inquiry team approach? The 

findings reported in Chapter 5 demonstrated key factors that contributed to the success of this 

approach. These components were understood within motivational frameworks. Some of these 

factors are summarized below. 



 

153  

First of all, teachers were motivated to participate in this collaborative inquiry approach 

because they wanted to, and needed to, connect with other teachers, especially those teachers 

dealing with similar issues and concerns. This desire speaks to the isolating nature of the work of 

teachers. Most teachers spend their days working with and supervising their students. They have 

little or no time to interact with colleagues, except in brief, fleeting encounters. The need to 

connect with other teachers contributed to their desire to participate in the inquiry, even though 

participation required a significant commitment in the classroom, as well as time outside of the 

school day. 

Other motivational factors included the desire for agency and the appreciation of external 

support that I provided as the researcher, both in terms of my professional contributions and my 

understanding of the research literature. Teachers valued being able to choose whether or not to 

participate in the research project and welcomed the opportunity to exercise control in 

incorporating new understandings into their own teaching practice. They also appreciated my 

supportive role as the researcher, in which I helped facilitate the bridging of research to practice. 

Teachers’ desire to exert control over their learning, coupled with their expressed need for 

support suggests teachers do not lack motivation for professional learning. Indeed, under optimal 

conditions, teachers’ professional learning can flourish, thereby having an impact on teacher 

education and knowledge generation in the field. 

The findings of the present study also indicated that teachers were motivated when the 

issue or topic being investigated—in this case, self-regulation in young children—was important 

to them. This collaborative approach was effective, in part, because the topic under investigation 

is an important, contemporary classroom concern. In the opening vignette, I offered a glimpse of 

what it might be like for a student struggling with self-regulatory skills during the circle time. 
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This kind of struggle is common and can be distracting both to other students and to the teacher, 

to say nothing of impairing the individual student’s ability to learn. These kinds of examples, in 

and of themselves, are enough to make self-regulation an important topic to teachers. And 

teachers sometimes encounter students with more extreme self-regulatory deficits. On more than 

one occasion during this study, the students had to be removed from their classroom because 

another student’s behaviour was unregulated to the point of seriously affecting the learning and 

safety of others. Also, additional support staff members were sometimes required to deal with 

behavioural issues. Self-regulatory challenges such as these underscore the importance of self-

regulation and help to explain why teachers were motivated to further their understanding in this 

area, taking part in an inquiry that was demanding, lengthy, but ultimately, rewarding.  

The findings also revealed that increased theoretical and practical knowledge had a 

positive effect on the teachers’ feelings of self-efficacy and competency, as the teachers 

understood that they played a vital role in the co-creation of our knowledge about self-regulation 

in the kindergarten classroom. In contrast to a more traditional, top-down, deficit model of 

professional learning (e.g., Gall & Renchler, 1985), the present study supported teacher learning 

by valuing and building upon the knowledge and experience teachers brought to the project. 

Teachers were keen to share their experiences and actively engage in co-constructing knowledge 

that could inform their own classroom practices and inform others about work in this area. 

While the collaborative inquiry operated in a safe, trusting, shared space, this work was 

also situated within the complex social milieu that teachers juggle daily. An understanding of 

teacher engagement in professional learning, in light of individual challenges, helps to reinforce 

the important role that motivation plays in learning. In terms of expectancy-value theory of 

motivation, the task value and expectancy for success must offset the cost value in order to 
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ensure both engagement and an appropriate level of effort and commitment (Eccles & Wigfield, 

2002). The level of commitment was high in the current study: teachers recognized that the value 

and likelihood of successful changes to classroom practices exceeded the considerable effort 

required to take part in the inquiry. These efforts were intellectual, emotional, and personal. It 

was apparent that the teachers appreciated my acknowledgement of obstacles in their personal 

and professional lives that could impact learning outcomes. Overall, the findings of the present 

study suggest that the collaborative inquiry team approach to bridging research and practice had 

a positive impact on teacher professional learning, as well as the co-construction of knowledge.  

Implications for Professional Inquiry 

The findings clearly indicated that the inquiry undertaken in the present study was a 

remarkably successful one. Why was that the case? How was the collaborative team model for 

professional inquiry used here both similar to, and different from, other trends in professional 

learning?   

 One measure of the success of this collaborative inquiry team approach focused on the 

nature of professional learning. The teachers came to interpret their teaching practices and 

interactions with students in a new light. This change of perspective was evidenced in the 

teachers’ comments concerning ways that they applied their knowledge about working memory, 

cognitive flexibility, inhibitory control, and metacognition during student assessments, planning, 

interventions, and instructions. A change of perspective of this nature holds promise for long-

term change in practice.  

Another important, long-term professional learning consideration involves the 

relationship between teachers and research. The teachers in this study gained experience from 

interpreting and applying research findings. The support the teachers received from me, as the 
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researcher, fostered a level of confidence in the teachers as consumers of research and provided 

the teachers with valuable experience in linking research with practice. Besides being consumers 

of research, the teachers were cognizant of their role as producers, helping to produce examples 

and data that would be useful to others when the research results are shared in the wider 

community. They were eager to be clear concerning the data they produced, such as their written 

reflections, free-writing responses, and group comments, so that the information could be 

understood and interpreted by others. The teachers were serious about their efforts to contribute 

to the generation of knowledge on this topic. They were especially interested in helping to 

support new teachers who would be wrestling with the issue of how to foster self-regulation in 

their students. As the teachers investigated ways to link their new research understanding to their 

teaching practices, they made sure to include details that would support others in this process. 

For example, these details included critical steps that should not be rushed during the 

implementation and/or hazards to avoid in order to ensure success. The growing relationship 

between teachers and research that was fostered within this collaborative inquiry team approach 

suggests the potential for continual, long-term professional learning.  

In recent years there has been a movement toward more bottom-up professional learning 

models where teachers are viewed as motivated and active agents in their learning. As well, a 

socio-constructivist point of view has led to a variety of opportunities for teachers to work 

together as a community of learners (Butler & Schellert, 2012). This trend toward active 

engagement and collaborative inquiry within a professional learning framework has produced a 

variety of approaches, which vary in their underlying assumptions, processes, and products.  

The collaborative inquiry team approach developed in the present study differs from 

other collaborative inquiry (CI) and professional learning community (PLC) models in its focus. 
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Many PLC and CI models focus heavily on measurable student outcomes and accountability in 

terms of student achievement, rather than teachers’ professional learning. CI models involve 

identifying measurable goals in terms of student outcomes, outlining the strategies and actions 

required to achieve these goals, and determining the assessment strategies that will be 

implemented to ascertain accountability (Butler & Schnellert, 2012). PLCs focus on enhancing 

student learning through collective efforts on the part of teachers, as well as conducting initial 

student assessments, setting goals in terms of student achievement, and providing assessment 

data as evidence of progress (Bolam et al., 2005; DuFour, 2004). Both CI and PLC models are 

driven by student data in order to impact student achievement as demonstrated in outcome 

measures, such as improved reading comprehension scores.  

One focus of the collaborative inquiry team approach used in this study was on teacher 

learning. This learning was situated within the context of fostering student self-regulation. While 

in this study, teacher learning was manifested only at the individual and collective levels, the 

sharing of the findings within the wider community will foster the sharing of knowledge among 

professional and academic audiences. Thus, while the more traditional CI and PLC models are 

informed by student data, data for the present study included teacher interviews, group meeting 

transcriptions, teacher journals and free-writing responses, online chat group responses, and 

classroom observation transcripts. 

The model in the present study is unique for reasons that extend beyond dissimilarities in 

the data sources. Three further differences are: (a) the curriculum focus, (b) the emphasis on 

developmental gains, and (c) an overarching purpose of bridging research and practice.  

With respect to curriculum focus, kindergarten program expectations are very distinct as 

compared to the Grades 1 to 8 curriculum objectives. This contrast in curriculum focus partly 
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explains why the professional learning experiences of kindergarten educators might need to be of 

a different nature than professional learning for teachers of older children. For example, the 

Ontario Kindergarten program is situated within four broad areas of learning, called frames. The 

four frames of the Kindergarten program include the following: (a) belonging and contributing, 

(b) self-regulation and well-being, (c) demonstrating literacy and mathematics behaviours, and 

(d) problem solving and innovating (Ontario Ministry of Education, 2016). In contrast, the 

Grades 1 to 8 curriculum documents are subject-specific, containing both overall and specific 

expectations for each grade. These expectations describe knowledge and skills that students are 

expected to demonstrate in each subject area by the end of each grade. The discrepancies 

between these curriculum foci help to explain why professional learning communities and 

collaborative inquiry models involving teachers in Grades 1 to 8 and those in kindergarten might 

look different. For the kindergarten years, it might be advantageous to explore alternative 

approaches to professional learning. The specific, clearly defined knowledge or skills outlined in 

the Grades 1 to 8 curricula lend themselves more easily to being measured, pinpointed for 

instruction, and reassessed to determine progress. However, the kindergarten objectives reflect 

broad-based areas of learning and align with global areas of development.  

With regard to its emphasis on developmental gains, this collaborative inquiry team 

approach was based on the premise that development is a continual, dynamic process. Links with 

teaching practice will emerge as teachers gain a better understanding of developmental processes 

and how they are nurtured. This will have an impact on student achievement over time. While 

student development does not lend itself easily to the measurement of discrete, isolated skills or 

knowledge, the anecdotal evidence teachers gathered as their children demonstrated increasingly 

sophisticated levels of self-regulation informed each step of the professional learning process. 
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CI and PLC models are informed by research, which purportedly informs practice and 

enhances student achievement. However, the objective of the present approach moved beyond 

implementing research to bridging research and practice, and further, contributing to the 

generation of knowledge in the field. As empirical findings and theoretical frameworks were 

explored during group meetings, there was an emphasis on interpreting this information through 

the lens of the collective, practical expertise of the team. The co-construction of knowledge that 

took place served to inform practice, enhancing individual and group professional learning, and 

generating knowledge in the field of teaching and learning.  

The focus of inquiry in PLCs and CIs is typically determined by school or board-level 

improvement plans, often based on large-scale assessment data. Participation is often required of 

teachers as part of their annual learning plans, but a lack of control and autonomy can impact the 

level of investment among the members of the inquiry (Butler & Schnellert, 2012). In contrast, 

all the teachers in the present study joined the collaborative inquiry team outside of any school or 

board requirement. The degree of agency that the teachers had in the process, as evidenced in 

their choice to participate despite the outside-of-school time commitment required, and their 

autonomous incorporation of strategies and activities, contributed to the level of commitment 

and effort demonstrated.  

In PLCs and CIs, teachers are often working together within a school, sometimes 

supported by a principal or other staff member at the school or board level. On the other hand, 

the teachers in this study were drawn from a variety of schools. Furthermore, as a researcher-

participant with extensive teaching experience, I served in a supportive capacity, providing 

resources, facilitating group monthly meetings, and conducting weekly classrooms visits over the 

course of six months. 
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In this study, the team consisted of a researcher, teachers, and early childhood educators. 

Teaching staff were supported by an external researcher. There are other examples of board and 

university research partnerships. One such example is the collaborative inquiry team in education 

(CITE) model implemented by Cantalini-Williams, as a university researcher, and members of 

the Waterloo Catholic District School Board (Cantalini-Williams et al., 2015). The CITE model 

they employed consisted of meetings that included discussions and the completion of a research 

action plan. These meetings utilized resources, such as the Research to Practice (The SURE 

Network, 2014) video series. The teachers were provided with rich opportunities to support their 

growth as researchers in their classrooms through collaboration with members of the university 

faculty. This CITE model provided teachers with the skills needed to continue to conduct action 

research within their classrooms. Generally when collaboration, such as this, is fostered between 

various partners in education, including teachers, schools, and universities, the focus is on 

student achievement goals. Goals align with the school’s improvement plan and provincial 

assessment data. Although, in these situations, teachers are not able to exhibit autonomy 

regarding the focus of the collaboration, they are able to refine the goal for their own classrooms, 

specific to the needs of their students.  

In summary, the present model of a collaborative inquiry approach differed from many 

other models in that it had a stronger focus on teacher professional learning with respect to 

bridging research and practice. It also involved a team of teachers, early childhood educators, 

and a researcher; many other models include teachers and perhaps a principal or some other 

school or board support. The level of support provided in the present model—with monthly 

group meetings and weekly classroom visits—was also unique. Furthermore, while other models 

followed rigid steps, the present model was flexible and open to the fluctuating needs and 
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interests of the participants, contributing to the teachers’ overall degree of agency. Finally, the 

present study focused on kindergarten teacher professional learning within a framework that 

emphasized developmental processes and supported teachers as they fostered these processes in 

their students. It is my contention that, for these reasons, the collaborative inquiry team approach 

developed and described in the present study was imminently suitable to the kindergarten 

context, and helps explain why the findings—both practical and theoretical—were so powerful. 

Knowledge Dissemination of Practical Classroom Implications 

The findings demonstrated that teachers were consistently and enthusiastically able to 

improve classroom practices and student outcomes through the use of activities and routines that 

foster student self-regulation. One of the contributions of the present research was the 

development of a rich set of co-created activities that can be used by teachers, outside of those 

who took part in the study, to foster student self-regulation and metacognition in their own 

classrooms. Some of these activities appear in Chapter 4, and all of them will become a book 

designed specifically for teachers working with young children. By presenting these activities in 

an organic fashion, showing how teachers’ perspectives changed over time, and by including 

connections to theory, the contribution is far greater than what would be achieved by merely 

providing instructions for activities. Further, the set of co-created activities in the form of a book 

for teachers will make it possible for the work to continue without depending on me, as the 

researcher-participant, continuing in an active role. That is, through the book, teachers will be 

able to vicariously join the process that was undertaken through the collaborative inquiry team 

approach. Teachers who read about the activities can co-create knowledge in their own 

classrooms as their perspectives begin to shift when engaging with their students.  
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Once the full set of activities is published, it is my intention that the resource will be 

broadly available. The activities that deal specifically with music will also appear on the Music 

Tool Suite website (www.musictoolsuite.ca). In addition, I have been approached by a number of 

administrators to help guide teachers in their attempts to foster student self-regulation in the early 

grades. By actively sharing the findings of the current study, using the book and website as 

resources, I will have the means to work both directly and indirectly with teachers interested in 

fostering student self-regulation. 

Implications for Further Research 

The present study was rich in its qualitative aspects: the team provided vivid descriptions, 

evocative examples, and compelling narratives. That said, a qualitative study alone limits the 

types of findings and conclusions that are possible to make. To further examine student self-

regulation in the early years, a quasi-experimental study concerning the impact of collaborative 

inquiry team approaches on student achievement could be undertaken. Student assessments are 

gathered as part of teachers’ usual reporting routines, and the teachers in the present study often 

referred to the progress of their students by referring to these assessments. While a quantitative 

analysis of student achievement data was beyond the scope of the present study, a future study 

could be designed that would include teachers’ standard reporting measures of students, as well 

as other measures of student self-regulation. 

One limitation of the present work was that teachers alone formed the participant group. 

This means that the view of other stakeholders, such as school principals or board consultants, 

was not directly represented. Other research might further explore the roles that such 

stakeholders play in bridging research and practice. For example, are there ways that researchers 

and board personnel can better facilitate this process of bridging research to practice? How can 
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the accessibility and understandability of research be ameliorated? Could researchers be more 

attuned to the needs of teachers when contemplating research questions? How can we better 

support teachers as they navigate between roles as researchers and educators? How can teachers 

be encouraged to engage in joint publications of findings, both for academic and for professional 

audiences? These questions not only provide direction for further research: they also bring us 

back, full circle, to the collaborative inquiry team approach, where the inquiry includes broader 

dissemination of professional practices.  

Exploring the development of self-regulation within a professional learning model was an 

important consideration for Kindergarten teachers because fostering self-regulatory skills is 

imperative as children transition from home to school. This emphasis is evident by the 

pervasiveness of the topic of self-regulation in Kindergarten curricula. However, the impact of 

deficits in self-regulatory skills is not limited to the Kindergarten years. Given the relationship 

between self-regulation and school success, future studies might explore ways that teacher 

professional learning models can address the topic of fostering self-regulation across the grades. 

For example, Hadwin and Winne (2012) stressed the importance of fostering self-regulatory 

processes to improve the quality of learning with university students. Therefore, the development 

of self-regulation has implications for teachers and learners at all levels of education. 

Concluding Remarks 

The attitude toward our work together was overwhelmingly positive—a fact illustrated in 

the teachers’ enthusiasm, effort, persistence, and responses. In considering the reasons for this 

prevalent attitude, I reflected on the notion of ownership over personal learning. During my years 

of teaching elementary students, I had witnessed the positive effects on learning when students 

are empowered to take ownership over their own learning. As Reeves stated, “The energy 
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generated when students take ownership of their learning is surprisingly similar across different 

education settings” (2008). The teachers involved in this study were empowered by their 

personal choice to join and by the autonomy they experienced in adapting the ideas to suit their 

particular contexts, strengths, needs, and goals. I was careful to make certain that the choices the 

teachers made were truly their own. One example of this is that the teachers were free to develop 

their own collaborative action plans and choose which ideas to test in their own classrooms. 

Although the teachers shared their plans with me and with the group, I did not track their 

progress or assess their efforts in implementing their plans. We were a team working together to 

bridge research and practice. If I were to set myself up as the one with all of the answers, and 

regularly checked on their progress, I feared that the collaborative inquiry team approach would 

begin to look more like a traditional top-down professional learning model.  I did not want our 

professional learning model to head in that direction.  

 Another reason for the overwhelmingly positive response to our collaborative inquiry 

team approach relates to the authenticity of the topic. The issues the teachers were dealing with 

were ground in the real-world context of their own classrooms. The development of student self-

regulation is not only one of the important four tenets of The Kindergarten Program (Ontario 

Ministry of Education, 2016), but also has a direct impact on teachers’ daily  lives as they 

negotiate instructional practices and attempt to support all of their students. These teachers 

witness firsthand the implications for learning for those students with deficits in self-regulation. 

They know intuitively that supporting these students to gain self-regulatory skills will help to 

level the playing field. The fact that the issue we explored was a genuine concern for these 

teachers served to motivate them and sustain their continued interest, effort, and enthusiasm. 
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 Lastly, the teachers’ overwhelmingly positive response may be related to service 

learning, where both learners and other recipients benefit from the experience (Furco, 1996). We 

created an environment where the teachers believed that their efforts would benefit others. 

Knowing that our work would be shared with others who might also be struggling with the same 

issues was empowering. The teachers saw this as an opportunity to create something valuable 

and an affirmation that they have knowledge and experience to share. Seeing that their individual 

and collective power could have an impact suggests to teachers that they have tremendous 

power. Unfortunately, this is contrary to the message teachers often receive when immersed in 

more traditional top-down professional learning models. Too often teachers feel deprived of 

power and then are left feeling disenfranchised. Evidence of this occurs when teachers resort to 

closing their doors and making little or no effort to implement professional development 

suggestions. Our results suggest that this was not the case during this study. 

 There was also no difference evident between teachers and early childhood educators in 

the level and degree of effort, persistence, and enthusiasm demonstrated during the study—

strong support for the Ontario Ministry of Education’s vision of teachers and early childhood 

educators working together to implement the curriculum and support young students. The early 

childhood educators were just as likely as the teachers to offer suggestions and feedback during 

group sessions and to demonstrate teaching strategies when I visited their classrooms. In 

classrooms where both the teacher and the early childhood educator were involved in the study, I 

found that the level and manner of participation was similar between both parties. There was no 

evidence of a hierarchy and the two parties were equally likely to look to one another for 

confirmation and affirmation. 
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Being part of this collaborative inquiry team approach to learning and knowledge co-

creation was an incredible learning experience for me. I began this journey searching for answers 

concerning how to support teachers as they foster self-regulation and metacognitive processes in 

their students. Among other things, I came to a better conceptual understanding of the complex 

relationship between self- and other-regulation (Sameroff, 2009). I have come to realize that 

there is a magical place between teacher regulation of their students and student self-regulation 

where students are learning not to be at the mercy of their own impulses. As Dewey (1938) 

points out, it is no better to be controlled by impulses than to be controlled by others. Gaining 

self-regulatory skills gives students the power to carry out goals and to achieve things that are 

important to them. As this study has shown, music, drama, and dance can play an important role 

in the process of becoming self-regulated because the arts situate this learning in age-appropriate, 

engaging activities and afford teachers the freedom to scaffold the support to suit the needs of 

their students. 

I had anticipated that this work might contribute knowledge within the field of 

Kindergarten self-regulation. I had not predicted the extent to which this work would inform our 

understanding of the power of authentic, collaborative learning experiences for teachers. As well, 

I could not have expected the degree to which this model could so vividly demonstrate what 

practice grounded in theory looks like, and how theory could be enriched by the trial and error 

and messiness of the real world of classrooms. In effect, research, professional learning, and 

practical, pedagogical knowledge intersected in order to better support students. Does that not 

ultimately reflect the aim of education, as most broadly conceived?  
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Appendix B: General Research Ethics (GREB) Amendment Letter, School Letter, and Still          
Photograph Consent Form 
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April 25, 2017 

Dear Parents/Guardians, 

Last year we participated in some professional learning with Karen Boese. Some of you 

may remember Karen because she taught at [School Name] for many years. She is presently 

completing her PhD in the area of Cognitive Studies at Queen’s University.  

As part of her research, Karen established a Kindergarten professional learning group of 

12 Kindergarten educators in the [Name] and [Name] families of schools. This collaborative 

learning group explored ways to support Kindergarten students as they develop skills in the area 

of self-regulation. This community of Kindergarten teams worked to develop classroom 

applications of the latest research in the area of self-regulation. 

Many of the activities implemented involved using music, drama, and movement to foster 

self-regulatory skills. Karen will soon be sharing these activities with educators, parents, and 

researchers. She would like to have photographs to illustrate the activities when presenting at 

conferences and workshops. Some of these photos may also be published in her dissertation, 

academic or professional journals (in print or online journals), and in book form. 

In May, Karen would like to come and visit in our class while we are playing some of the 

games and activities and take photographs to help illustrate these concepts. Your child’s name, 

teacher, school, or board will not be associated with the work. If you would allow your child to 

be photographed while he/she is engaged in these classroom games and activities please sign the 

attached form and return it to school.  
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Consent Form for the use of Still Photographs 
 

Project: KINDERGARTEN TEACHERS’ CO-CONSTRUCTION OF PEDAGOGICAL 
KNOWLEDGE ABOUT STUDENT SELF-REGULATION 

 
Please fill out either Section A or Section B 
 
Section A 
I agree to allow Karen Boese to use photographs of my child engaging in Kindergarten 
activities for one or more of the following purposes: 
 

1) Publication in her dissertation 
 

 

 

 

Signature:_____________________________ 

2) Publication in academic or 
professional journals, in print 
or online journals 
 

 

 

 

 

Signature:_____________________________ 

3) Demonstration at conferences 
or workshops 
 

 

 

 

 

Signature:_____________________________ 

4) In book form 
 

 

Signature:_____________________________ 

5) Websites 
 

 

Signature:_____________________________ 

 
 

Date: 
____________________________________ 
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I understand that neither my name, nor my child's name, nor my child’s teacher’s name, 
nor my child’s school name, nor the board of education’s name will be associated with 
the work, but that my child might be identified through the photograph itself. 
 
 
Section B 
 
I do not agree to have my child photographed. 
 

Signature: ____________________________ 
 

Date: ________________________________ 
 
Please sign the consent form and return it to school. 
 
Name of Teacher: __________________________________________ 
 
Student’s Name: 
______________________________________________________________ 
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Appendix C: Letter of Information  

 

 

LETTER OF INFORMATION  

 

 

 
 

 
 

“KINDERGARTEN TEACHERS’ CO-CONSTRUCTION OF PEDAGOGICAL 
KNOWLEDGE ABOUT STUDENT SELF-REGULATION” 

 
You are receiving this invitation because you are a kindergarten teacher or an Early 

Childhood Educator who might be interested in participating in research concerning kindergarten 
self-regulation. Kindergarten students who enter school with deficits in self-regulatory skills are 
at social and academic risk. Educators play an important role in modelling and scaffolding 
children’s classroom activities and experiences, thereby potentially helping children practice and 
strengthen self-regulation skills. The purpose of the proposed study is to identify classroom 
tasks, activities, and routines that support the development of self-regulation in kindergarten 
students by providing teachers and early childhood educators with opportunities to co-construct 
pedagogical knowledge about teaching self-regulatory skills and to reflect on their teaching 
practices. This research is being conducted by Karen Boese under the supervision of Dr. Rena 
Upitis, in the Faculty of Education at Queen’s University in Kingston, Ontario. This study has 
been granted clearance according to the recommended principles of Canadian ethics 
guidelines and Queen’s University policies. The Steering Committee of the School Board 
has also approved this research. 
 
What is this study about? 

There is a growing body of research suggesting that the ability to self-regulate has 
important social and academic implications. The challenges that kindergarten children face as 
they transition from home to school can be exacerbated by self-regulatory delays. The purpose of 
this study is to identify features of teacher-student relationships, classroom tasks, activities, and 
routines that support the development of self-regulation in kindergarten students. Using a 
collaborative professional development model, teachers will come to better understand, identify, 
and promote self-regulation of their students. 
 
What is involved to participate in this study? 

Over the course of six months, this study will require your attendance at five discussion 
group sessions. These sessions will be approximately three hours in duration. Release time will 
not be provided; therefore, we will work on selecting a time to meet outside of school hours that 
is convenient for you. As well, I will be visiting your classroom approximately 15 times to 
facilitate the implementation of the strategies selected at the focus group sessions. You will 
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select the 90 minute teaching block for each observation visit. You will be interviewed at various 
times over the course of the study for a total of approximately 6 hours. You will also be asked to 
make entries in a self-reflective journal. In total, participating in this study will require 55 hours, 
depending on the extent of involvement in the self-reflective journaling. Of these hours, 22.5 
hours will be in your classroom where you will be carrying on with your regular teaching and I 
will be there in a supportive role. Your contribution will be recorded using an audio recording 
device during interviews, discussion group sessions, and classroom observations. There are no 
known physical, psychological, economic, or social risks associated with this study. 
 
Is participation voluntary? 
 Yes, participation is voluntary. You should not feel obliged to answer any questions that 
you find objectionable or that make you feel uncomfortable. You may choose to withdraw from 
the study at any time with no effect on your standing in the school board. If you wish to 
withdraw, contact Dr. Rena Upitis at rena.upitis@queensu.ca or at 613-533-6212. If you 
withdraw, you may request removal of all of your data from the study. 
 
What will happen to your responses? 
 Your responses will be kept confidential. Only the researcher, Karen Boese, the 
dissertation supervisor, Dr. Rena Upitis, and the dissertation committee members, Dr. Katharine 
Smithrim and Dr. Christopher DeLuca, will have access to this information. Your anonymity will 
be maintained to the extent possible. Results from this study may be published in scientific 
journals or presented at scientific conferences, but any such presentations will maintain 
individual confidentiality. In accordance with the Faculty of Education’s policy, data will be 
retained for a minimum of five years. If data are used for secondary analysis they will contain no 
identifying information. You are entitled to a copy of the findings, if you are interested. If you 
would like a copy of the findings, please contact me at boese.k@queensu.ca.  
 
What if you have concerns? 

Any questions about study participation may be directed to Karen Boese at 
boese.k@queensu.ca or by calling (613)-868-8445. Any ethical concerns about the study may be 
directed to the Chair of the General Research Ethics Board at chair.GREB@queensu.ca or 613-
533-6081. 
 
Thank you for your interest in participating in this research study. 
  
 
Your signature below indicates that you have read this Letter of Information and 
have had any questions answered to your satisfaction. Please keep a copy of this 
letter for your records. 
 
Name: ____________________________ Date:___________________________ 
 
Signature: __________________________  
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Appendix D: Consent Form 

 

 

CONSENT FORM 

 

 

 
 

  
“KINDERGARTEN TEACHERS’ CO-CONSTRUCTION OF PEDAGOGICAL 

KNOWLEDGE ABOUT STUDENT SELF-REGULATION” 
 

 
Name (please print clearly): ________________________________________ 
 

1. I have read the Letter of Information and have had any questions answered to my 
satisfaction. I understand that I will be participating in the study called 
“KINDERGARTEN TEACHERS’ CO-CONSTRUCTION OF PEDAGOGICAL 
KNOWLEDGE ABOUT STUDENT SELF-REGULATION”. 
 

2. I understand that this means that I will be asked to participate in interviews and 
discussion groups. I will be observed teaching in my classroom and I will be invited to 
make entries in a self-reflective journal. I understand that my contributions will be audio-
recorded. 

 
3. I understand that my participation in this study is voluntary and I may withdraw at any 

time. I understand that every effort will be made to maintain the confidentiality of the 
data now and in the future. Only researchers affiliated with this study will have access to 
my data. The data may also be published in professional journals or presented at 
scientific conferences, but any such presentations will be of general findings and will 
never breach individual confidentiality. I understand that I am entitled to a copy of the 
findings, if I am interested. 

 
4. I am aware that if I have any questions, concerns, or complaints, I may contact Karen 

Boese at boese.k@queensu.ca or at 613-868-8445, or Dr. Rena Upitis at 
rena.upitis@queensu.ca or at 613-533-6212. Any ethical concerns about the study may be 
directed to the Chair of the General Research Ethics Board at chair.GREB@queensu.ca 
or 613-533-6081. 

 
I have read the above statements and freely consent to participate in this research: 
 
 
Signature: __________________________________   Date: _______________ 
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Appendix E: Sample Free-Write Questions 

1. What prompted you to join the group? 

2. What do you hope to gain from this group? 

3. What does self-regulation mean to you? 

4. What are the biggest challenges you face in fostering self-regulation in your 

students? 

5. What are some strategies or activities that you use now to help your students self-

regulate? 

6. We discussed the underlying processes of self-regulation, involving working 

memory, cognitive flexibility, and inhibitory control. In terms of thinking more 

about these underlying processes – did you notice any evidence of students 

struggling with any of these processes? Did you interpret student behaviour in any 

way differently once we focused on these processes?  

7. Did thinking about the underlying processes of self-regulation, (i.e., working 

memory, cognitive flexibility, and inhibitory control), cause you to rethink 

anything within your practice, ranging from routines, tasks, activities, or the ways 

you interact with students? 

8. How has your understanding of self-regulation changed since joining the self-

regulation inquiry group? 

9. Have you faced any challenges to incorporating activities or routines that foster 

self-regulation? If so, what are they? 

10. What have you enjoyed about working with teachers on this project or about 

having someone visit your classroom on a weekly basis? 
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11. Has anything surprised you about your students and self-regulation?  

12. Have you encountered any challenges in applying the research we explored in the 

classroom? 

13. What are some structures or routines you have in place to motivate students to 

self-regulate? 

14. What are some of the ways you encourage students to self-regulate through your 

interactions with them?  

15. Can you identify specific examples of students’ self-regulating as they are 

interacting with their peers? 

16. Can you identify specific examples of students’ self-regulating as they are coping 

with challenges? 
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Appendix F: Sample Collaborative Inquiry Action Plans 
 

Below are three sample collaborative inquiry action plans, which illustrate the areas that the 

teachers wanted to stress in their teaching practices over the next few weeks. The teachers were 

given freedom to develop their own plans and content. The intention of the plans was to support 

the teachers in their learning, as well as serve as a resource to foster the collaborative inquiry 

process when teachers shared, questioned, and provided feedback to one another during our 

interactions.  
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Collaborative	Inquiry	Action	Plan	A	
Focus	Question:	How	can	we	foster	self-regulation	in	our	kindergarten	students?	

Focus	Goals	 The	use	of	music	and	movement	to	foster	self-regulation	skills	in	our	
kindergarten	students	

Timeline	 April	25th	to	June	3rd	
	

Action	Strategies	 1	music	or	movement	activity	per	day	
Activity	Types:		

• Singing	
• Movement		
• Rhythm	
• Instruments	
	

Weekly	visits	with	Karen	
Research	and	
Resources	

Music	games	and	activities	(Zachariou	and	Whitebread)	
• Create	music/rhythm	to	a	picture	
• Sounds	&	movement	game	(students	have	specific	actions	to	

do	when	they	hear	a	certain	sound_	
• Hand	clapping	games	
• Patsinello	(dance	game)	

Circle	Time	activites	(Tominey	and	McClelland)	
• The	freeze	game	
• Sleeping,	sleeping,	all	the	children	are	sleeping	
• Drum	beats	

	
Activities	shared	at	April	18	meeting	

• CD	activities	from	Karen	
• Yoga	activities	
• Hand	clapping	game	(action	game)	
• Crazy	Frog	dance	game	
• Diamond	dance	(mirroring/flocking	dance	activity)	
• Tambourine	and	egg	shaker	pass	

Karen	Boese	
Pedagogical	

Documentation/Data	
to	be	Collected	

Calendar	of	activities	(to	track)	
Anecdotal	notes	(of	observations	and	teacher	instructions)	
Video	clips	of	students	doing	the	activities	

Evidence	of	Success	 Students’	abilities	to	follow	instructions	and	engage	in	activities	
Students’	abilities	to	successfully	manage	a	change	in	the	activity	
Students’	abilities	to	complete	tasks	with	a	change	in	environment	
(classroom	vs.	outdoors)	
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Self-Regulation in the Classroom Plan B 

Daily Activities 2 to 3 Times a Week Weekly 
Deep Breathing Crazy Frog movement to 

music mirroring dance 
game 

Rhythm Band 

Don’t wake the babies 
tambourine pass or egg 
shakers on the spoon 

pass 

Mirroring drama 
activities 

Social self-regulation 
(ear and mouth visual cue 

prompt) 
• Authors chair 
• Small group 

partner share  
 Games in the gym (days 

1,2,5) 
• CD movement to 

music 
• Fruit salad 

listening game 
• Bean bag on head 

movement 
activities 

• Red light/green 
light with varying 
the instructions 

 

 Card Games 
• UNO 
• Math center games 

(which one doesn’t 
belong with 
multiple possible 
answers – probing 
questions and 
explaining their 
thinking) 

 

Other Activities: 
• Yoga 
• Echo clapping 
• Hand clapping activities (especially during transitions) 
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• Tambourine (dance and march, then doing the opposite) 
• Read-aloud: What If Everybody Did That? (tie in with EARTH Day) 

Self-Regulation	Collaborative	Inquiry	Plan	Sample	C	

Daily:	

• Music	–	action	songs,	CD,	or	instruments	
• Yoga	or	character	education	activity	
• What	If	Everybody	Did	That?	(Children’s	Literature)	–	one	students	takes	the	book	home	

each	night	
	
Weekly:	

• Karen	visits	
• Egg	shaker	activities	
• Rhythm	Band	Instruments,	including	student	made	instruments	
• CD	activity	–	include	doing	the	opposite	
• Action	songs	
• Gym	self-regulation	activities	(2	times	a	week)	

	

	

Play	Options:	

• Card	Games	
	

Week	of	April	18-21	

Monday,	April	18	–		 Music:	CD	tracks	4-7	(normal	and	opposite)	

	 	 	 Character	Education:	Bullying	videos	and	talk	

Tuesday,	April	19	–		 Music:	3	Action	Songs	

	 	 	 Yoga:	Star	Wars	Part	1	

Wednesday,	April	20	–		 Music:	With	egg	shakers	

	 	 	 Yoga:	Star	Wars	Part	2	

Gym:	Bean	bag	on	head	balance	games		
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(walking,	red	light/green	light,	and	duck	duck,	animal)	

Karen	visits	

Thursday,	April	21	–		 Music:	Instruments	

	 	 	 Yoga:	Cosmic	Yoga	

	 	 	 Gym:	Fruit	Salad	Listening	for	Directions	Game	and	Mirroring	Drama	
Game	

	

Week	of	April	25-29	

ADD:		

Ear/Mouth	cards	with	read	aloud,	use	with	pair-share	taking	turns	listening	and	speaking	

Don’t	Wake	the	Babies	–	passing	tambourine	with	egg	shakers	inside	

Things	to	do	when	Karen	visits:	

• Listen	to	the	Water	action	song:	having	to	remember	more	responses	at	a	time	
• Gonna	Follow	the	Rules	All	Day	Long	song:	students	create	and	solo	sing	their	rules	
• Punchinella:	mirroring	the	actions	of	the	leader’	
• Hand	clapping	game	
• Guiro	game:	moving	the	opposite	to	the	musical	cue	
• Uno	small	group	card	game	

	
What	is	working:	

• Students	are	more	focused	and	more	on	task	
• Teachers	like	the	opportunity	to	document	student	learning	while	Karen	models	lessons	

	
Next	step:	

• Check	D2L	chat	group	more	and	contribute	
	

What	we	have	learned:	
• [identified	student]	is	noise	sensitive	when	using	the	guitar	in	the	gym	
• There	are	many	activities	that	foster	the	self-regulation	skills	that	we	had	never	thought	

of	
• We	have	learned	a	lot	from	fellow	educators	
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