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 Abstract 
 

This qualita-ve research study explores early childhood teachers’ percep-ons, beliefs, and 

use of inten-onal teaching in Aotearoa New Zealand and England. Inten-onal teaching is a 

term in early childhood educa-on discourse, and posi-ons teachers to take on a more ac-ve 

role in children’s learning which improves the quality of ECEC. This study gathered the views 

of a diverse range of teachers to interpret teachers’ beliefs, views and use of inten-onal 

teaching to support young children. Data was gathered through an online ques-onnaire to 

which twenty-seven par-cipants responded, 16 from Aotearoa New Zealand and 11 from 

England. Data was analysed using thema-c analysis, adap-ng a reflexive approach 

throughout. Inten-onal teaching is a term in early childhood educa-on discourse, and 

posi-ons teachers to take on a more ac-ve role in children’s learning. Teachers have a 

fundamental role to play in early educa-onal seWngs. Western early childhood educa-on 

typically follows a child-centred approach, where children’s play is highly valued. However, 

evidence-based research shows there is a lack of understanding of the teachers’ posi-on 

within this context. Findings from this study emphasise the influen-al impact teachers’ 

pedagogical beliefs have on their prac-ce, which are grounded in sociocultural theory, 

children’s right to play, rela-onships, and following a child-centred approach. These beliefs 

are represented through the interac-ve and collabora-ve strategies teachers purposefully 

enact to support children’s learning. Teachers’ understanding of inten-onal teaching was 

similar to literature defini-ons, but their understanding and beliefs highlighted variances 

between their espoused beliefs, prac-ce and knowledge and their actual prac-ce. Results 

suggested teachers’ inten-onal prac-ce can be hindered by factors such as limited staffing, 

resourcing and a lack of professional learning opportuni-es. Furthermore, the impacts of 

curriculum on inten-onal teaching are illustrated, highligh-ng how cri-cal curriculum 

frameworks are in suppor-ng or hindering teachers’ inten-onality. 
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Kaiako Teacher 

 

ECEC Early Childhood Educa-on and Care 

 

Whānau Family  

 

Tamariki  Children  

 

Taonga  A treasure that is valued which can be 
applied to objects, ideas and prac-ces 
 

Te Whāriki  Aotearoa New Zealand Early Childhood 
Curriculum 
 

EYFS Framework England’s Early Years Curriculum: Early 
Years Founda-on Stage  
 

Aotearoa NZ New Zealand  

 

UK United Kingdom  

 

Teacher Adults who work with children in ECEC 

 

Aroha Love, sympathy, empathy, affec-on, care, 
compassion and considera-on  
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Chapter One: IntroducIon 
1.1 Overview  

This study explores the perspec-ves, beliefs, and prac-ces of inten-onal teaching from teachers in 

early educa-onal seWngs in Aotearoa NZ and England. Features of inten-onal teaching that are 

deemed important and commonly used by teachers are iden-fied, alongside teachers’ 

understanding and knowledge of inten-onal teaching. It highlights the importance of teachers’ 

pedagogical beliefs and examines the influencing factors that support and hinder teachers’ 

inten-onal prac-ce such as curriculum, qualifica-ons, staffing, and the importance of professional 

learning opportuni-es. The qualita-ve study gathered responses from 27 par-cipants (16 from 

Aotearoa NZ, and 11 from England) via an online ques-onnaire. The researcher chose to adopt an 

interpre-vist approach guided by reflexive, thema-c analysis to determine the meanings and 

paEerns presented in the data.  

 

The introductory chapter begins by providing informa-on on the researcher’s background, 

including the researcher’s own pedagogical beliefs on inten-onal teaching in ECEC. The early 

childhood context in Aotearoa NZ and England is briefly outlined, along with an overview on the 

role of the teacher in ECEC in both countries. A ra-onale for the study is provided and focuses on 

the requirement for teachers to be inten-onal, knowledgeable prac--oners to improve learning 

outcomes for children. The ra-onale is provided with support by evidence-based research that is 

explored in the literature review. The aim of this study is given and highlights the reasons behind 

choosing this area for research. The introduc-on concludes with an introduc-on to key terms that 

are per-nent to this study.  

 

1.2 Researcher background  

Aotearoa NZ is my home, first and foremost. My journey into early childhood educa-on began in 

2009, and since then I have developed my prac-ce within a play-based, child-centred philosophy. 

My work with children has been diverse, working with young children from infants to six years of 

age. Now seEled in England, I began my teaching journey here in May 2022. My interest in 

inten-onal teaching came from my deeply-rooted values of being a reflec-ve prac--oner, 

considering the influen-al role teachers have in children’s learning. However, I was unsure as to 

how teachers can be inten-onal in learning environments that are entrenched in quality, play-
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based learning. Gaining a new perspec-ve from my earlier postgraduate study, alongside my own 

experiences and reflec-ons, I chose to dive into the complex role of the inten-onal teacher in ECEC 

and learn about teachers’ views and beliefs from a diverse group of people. I will always advocate 

for children’s right to access meaningful play, and for viewing children as capable, competent 

learners who are powerful agents of their learning environment. However, it is crucial we, as 

kaiako, view ourselves as competent, capable agents in the learning environment too, and build 

the skills and knowledge through evidence-based research to inten-onally guide children to reach 

high-quality outcomes.  

 

1.3 The early childhood context in Aotearoa NZ and England 

Early childhood in Aotearoa NZ is available for children from birth to six years old. While most 

children generally start school as soon as they turn five, they have the right to access ECEC services 

un-l they are six. Aotearoa NZ is rich in its cultural-historical context, which underpins the 

pedagogy and early childhood curriculum; Te Whāriki (Ministry of Educa-on, 2017). Te Tiri* o 

Waitangi is the treaty between Māori and the Bri-sh crown, formed in 1840 and is the founda-on 

behind the design, structure, philosophy and pedagogy of Te Whāriki (2017). The bi-cultural 

curriculum is a holis-c document, with overarching principles of whakamana (empowerment), 

kotahitanga (holis-c development), whānau tangata (family and community), and ngā hononga 

(rela-onships). The whāriki acts as a metaphor for the developing child, acknowledging the layered 

contexts which guide, influence and shape a child’s learning and development (Ministry of 

Educa-on, 2017). The vision Te Whāriki (2017) has for individual tamariki is to view children as 

“competent and confident learners and communicators, healthy in mind, body and spirit, secure in 

their sense of belonging and in the knowledge that they make a valued contribu-on to society”, 

(Ministry of Educa-on, 2017, p.5).  

 

Early childhood is more commonly known as the early years in England and is accessible for 

children from birth to five years of age. There is significant diversity in ECEC provision in England, 

but the EYFS Framework (Department of Educa-on, 2021a) covers all seWngs. Its mandatory status 

requires all providers to reach high standards of learning and welfare. The overarching principles of 

the framework focus on the unique child, posi-ve rela-onships, enabling environments with 

responsive teaching, and the importance of learning and development. Three prime areas of 
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learning are the focus for the framework, communica-on and language, physical development, 

and personal, social and emo-onal development. The framework then outlines seven areas of 

learning and development that aim to support children’s holis-c development. The EYFS 

Framework (2021) clearly outlines expected learning outcomes and goals for children, including 

requirements for statutory summative assessments both at the commencement and completion 

of their reception year. While the curriculum takes a more prescriptive approach to children’s 

learning, the revisions in the most recent version amplify holistic development, centring children’s 

interests, and encouraging professional autonomy for teachers in creating an inclusive, broad 

curriculum that meets the prime areas and early learning goals of the EYFS (Department for 

Education, 2021a). Alongside the framework, the document Development Matters (Department 

for Education, 2021b), a non-statutory document outlines in-depth guidance for pedagogy and 

implementation of the EYFS Framework (Department of Education, 2021a). 

 

1.4 The role of the teacher in Aotearoa NZ and England  

How teachers perceive and enact their teaching role is highly influenced by the seWngs they work 

in, yet the role of adults within ECEC pedagogy currently remains uncertain (Grieshaber et al., 

2021). However, there has been a shim in New Zealand pedagogy. The revised version of Te Whāriki 

(2017) now includes the previously absent term teaching and requires kaiako to be inten-onal 

within their prac-ce and pedagogy (McLachlan, 2019). Cherrington (2018) argues that for this 

reconceptualiza-on to be authen-c and relevant to the Aotearoa ECEC context, reflec-ve prac-ce 

must be at the forefront of inten-onal teaching prac-ce. Embracing reflec-ve prac-ce requires 

teachers to engage in “sophis-cated reflec-ve skills and knowledge and an aWtude of 

wholeheartedness” (Cherrington, 2018, p. 13). 

 

In New Zealand, the Educa-on Review Office (ERO) requires ECEC services to provide a "rich and 

responsive curriculum" (Educa-on Review Office, 2016, p.8). ERO iden-fied a wide disparity in the 

quality of curriculum implementa-on in their 2016 report, with a significantly low result, as only 

10% of services were "explicitly linking their curriculum to the four principles, five strands, and 

their associated goals" (Educa-on Review Office, 2016, p. 8). These cri-cal findings affirm the 

importance of inten-onal teaching in Aotearoa NZ both in terms of how ECEC services engage and 
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implement the curriculum, and how teachers effec-vely enact the curriculum to support children's 

learning (McLaughlin & Cherrington, 2018).  

 

In England, there is minimal recent research inves-ga-ng the teacher's posi-oning in ECEC. 

Although, it has been examined through the large-scale projects of the Effec-ve Provision of Pre-

School Educa-on (EPPE) study (Sylva et al., 2004) and the Researching Effec-ve Pedagogy in Early 

Years (REPEY) project (Siraj-Blatchford & Sylva, 2004) that teachers’ ac-ve role in children’s 

learning is cri-cal for successful and quality learning. Within these empirical studies, the role of an 

effec-ve ECEC teacher is defined as an adult who provisions an environment through meaningful 

planning and assessment alongside children's play (Siraj-Blatchford & Sylva, 2004). England’s 

Department for Educa-on clearly defines the teachers’ role in children’s learning by sta-ng 

teaching in ECEC should not be strictly formal, and the term ‘teaching’ is a broad construct of the 

variety of specific and inten-onal strategies adults can support young children to learn and 

develop (Department for Educa-on, 2021b).  

 

Although inten-onal teaching is not a common term within UK-based early years discourse, their 

defini-on of the teachers’ role clearly describes the deliberate ac-ons to support children's 

learning; making a clear jus-fica-on for inten-onal teaching within ECEC in England. Furthermore, 

the non-statutory document Development Ma>ers (2021) outlines high-quality teaching prac-ces 

to ensure children receive op-mum learning experiences in ECEC seWngs. The sugges-ons of what 

teachers can do to support learning and development is a comprehensive list describing strategies 

which can be defined as inten-onal teaching prac-ces (Department for Educa-on, 2021b). 

 

1.5 RaIonale  

Inten-onal teaching acknowledges the significant role teachers play in suppor-ng young children's 

learning and development, in par-cular the quality and substance of the interac-ons between 

teacher and child (Epstein, 2014). Children’s development and learning are supported and 

extended more richly when teachers, reflec-ng on their knowledge of the child and context, use 

purposeful and deliberate tools and ac-ons to extend learning. This is evidenced in numerous 

studies which iden-fy the clear and posi-ve impacts inten-onal teaching has on children’s learning  

(Chigeza et al., 2016; Fleer & Hoban, 2012; McNerney et al., 2019; Siraj-Blatchford & Sylva, 2004; 
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Skene et al., 2022; Sylva et al., 2004; Yang et al., 2016). The surroundings in which teachers work 

have a large influence on how they perceive and act in their teaching roles, but the func-on of 

adults in ECEC pedagogy is s-ll unknown (Grieshaber et al., 2021). While research iden-fies its 

importance, liEle research has undertaken exploring teachers’ perspec-ves and beliefs of 

inten-onal teaching. Furthermore, no study has taken on a compara-ve lens between England and 

Aotearoa NZ in rela-on to inten-onal teaching. The ra-onale for choosing both countries is for 

their similar child-centric and play-based pedagogy, the historical rela-onship between the 

countries, and the unique posi-on of the researcher as a New Zealand trained teacher currently 

working in England.  

 

1.6 Research aims  

The overarching aim of this study is to understand teachers’ beliefs, perspec-ves, and use of 

inten-onal teaching to support young children’s learning in ECEC, in the context of ECEC teaching 

in Aotearoa NZ and England.  Teachers’ beliefs and perspec-ves have an undeniable impact on 

their decisions on when, where and how to enact inten-onal teaching prac-ces. Therefore, 

adop-ng a qualita-ve, exploratory lens, this research seeks to:  

 

• Iden-fy ECEC teachers’ beliefs about inten-onal teaching  

• Iden-fy teachers’ use of inten-onal teaching prac-ces  

• Iden-fy and explore teachers’ understanding of inten-onal teaching within 

curriculum implementa-on and play-based pedagogy  

• Iden-fy similari-es and differences in the perspec-ves of ECEC teachers in Aotearoa 

NZ and England.  

 

1.7 IntroducIon to key terms 

The terms defined in this sec-on are used throughout the different sec-ons of the study. The 

defini-ons used are reflec-ve of a common understanding in ECEC discourse, and amongst ECEC 

professionals. However, due to the compara-ve nature of this study, it is important to 

acknowledge that these defini-ons are not exhaus-ve and par-cipants from this study may 

describe these terms differently, dependent on their experiences, views, and own pedagogical 

beliefs and prac-ces. 
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IntenIonal teaching 

For the purposes of this study, inten-onal teaching is defined as encompassing the purposeful, 

thoughtul, and planned ac-ons of teachers intended to support the aspira-ons and learning 

objec-ves iden-fied for children. It does not occur by chance, rather, “inten-onal teachers use 

their knowledge, judgement, and exper-se to organise learning experiences for children” (Epstein, 

2014, p. 1) including both spontaneous and planned teaching opportuni-es as well as adult and 

child-directed learning moments.  

 

Early Childhood EducaIon and Care (ECEC) 

For this study, this term is used to encompasses all licenced, teacher-led services and seWngs that 

provide educa-on and care to children from the age of birth to 6 years old. There is a large 

diversity in the types of these seWngs with a range of designs and approaches that are dependent 

on the pedagogical, cultural and poli-cal contexts they exist within.  

 

Teacher 

The term ‘teacher’ in this study is used to iden-fy all adults who work directly with children. It is 

important to note that the term ‘teacher’ carries implica-ons in terms of qualifica-on status or 

accredita-on, but the term teacher is chosen here to respect the posi-on of the adult, both 

qualified and unqualified in ECEC.  

 

Pedagogy 

Pedagogy is a broad term that includes the methods, beliefs, theory, and research-based 

approaches that guide and inform teaching prac-ce. Friesen and Su (2023) describe pedagogy as 

an “independent, but ethically informed” (p.1) perspec-ve on the prac-ce of teaching.  

 

Ako 

Ako is a Māori term meaning to both teach and learn. It describes the reciprocal rela-onship 

between kaiako and ākonga (learner) where new knowledge and understanding is constructed 

together through shared learning experiences (Te Kite Ipurangi, 2023) 
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1.8 OrganisaIon of the thesis  

This thesis focuses on teachers’ beliefs, perspec-ves, and use of inten-onal teaching in ECEC. The 

context for this study is England and Aotearoa NZ, where par-cipants from both countries 

contributed to this study by responding to a ques-onnaire. The role of the ECEC teacher is debated 

within literature, yet inten-onal teaching posi-ons the teacher as an ac-ve par-cipant in children’s 

learning. The ra-onale for this study is to explore how teachers’ perspec-ves, beliefs, and use of 

inten-onal teaching can improve children’s learning outcomes within play-based ECEC seWngs 

through a compara-ve lens of England and Aotearoa NZ teachers. Aims for this study are detailed, 

and key terms used throughout the research study are addressed.  

 

The present chapter outlines the research, introducing the researcher and providing informa-on 

on the research context. The literature review in chapter two examines, analyses and reviews 

rela-ve literature. The literature reviewed is not limited by year of publica-on to allow for breadth 

and dimension of the literature.  Literature on key components of how teachers’ use inten-onal 

teaching is examined, which is followed by a review of literature that discusses the impacts of 

teachers’ beliefs, tensions of learning, teaching and play, and external pressures on ECEC. This 

chapter concludes with a set of proposed research ques-ons. 

 

Chapter three outlines the qualita-ve methodology of the study, detailing methodological choices 

and details the data collec-on method. The thema-c analysis is described, and detail on 

par-cipants, and a reflexive research approach is defined as well as ethical considera-ons.  

 

Chapter four provides a detailed descrip-on of the findings using thema-c analysis. While the 

research study is qualita-ve in nature, Likert-scale ques-ons were used to support data in the 

ques-onnaire and tables outlining these findings are included within this chapter and in the 

appendices sec-on of the thesis. Par-cipant informa-on is provided, and findings are organised 

under key themes of teachers’ understanding of inten-onal teaching, teachers’ pedagogical 

beliefs, the strategies teachers use to be inten-onal prac--oners, the influence of curriculum 

frameworks, and the supports and challenges of being an inten-onal teacher.  
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In chapter five, findings are discussed and examined in rela-on to literature reviewed in chapter 

two. The implica-ons of teachers’ beliefs on inten-onal teaching are highlighted, and the posi-on 

of inten-onal teaching to work effec-vely in play-based pedagogy to improve the quality of ECEC is 

argued. Chapter six concludes the thesis, highligh-ng limita-ons and strengths of the study and 

outlining implica-ons for teachers’, leaders and policy makers in ECEC. Sugges-ons for future 

research are discussed, and the chapter closes with the researcher’s reflec-ons on the journey and 

outcome of the research.  
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Chapter Two: Literature Review  
 

2.1 IntroducIon 

Inten-onal teaching encompasses the purposeful, meaningful and deliberate strategies teachers 

enact to support children in reaching defined learning and developmental outcomes and goals 

(Epstein, 2014). Research indicates inten-onal teaching improves the quality of ECEC by increasing 

meaningful and purposeful interac-ons between children and their teachers (McLaughlin et al., 

2016). The following literature review explores current literature in rela-on to inten-onal teaching 

in ECEC pedagogy in both Aotearoa NZ and England. It presents research evidence of the ways in 

which inten-onal teaching has been demonstrated to support young children’s learning. Ini-ally 

considering the ways in which inten-onal teaching is enacted in ECEC seWngs, the review then 

inves-gates the teachers’ role in suppor-ng children’s learning, in par-cular the implica-ons of 

teachers’ beliefs on their teaching prac-ce. A range of influences shape teachers' inten-onal 

teaching prac-ces in ECEC, including their beliefs about the nature of teaching, learning and the 

role of the teacher, and influence of ini-al teacher educa-on and ongoing professional learning 

and development, as well as the implica-ons of professional status. This discussion will highlight 

how teachers use inten-onal teaching to support children’s learning through sustained shared 

thinking, effec-ve ques-oning and dialogic strategies, sociocultural theory and prac-ces, and 

responsive rela-onships. The poten-al tensions between learning, play, curriculum and teaching 

are reviewed, in addi-on to the external pressures facing teachers in becoming inten-onal 

prac--oners. The ar-cula-on of inten-onal teaching and impacts of professional knowledge is 

discussed. To conclude this chapter, the gaps in the exis-ng literature are noted, in jus-fying the 

focus and contribu-on of the current study.  

 

2.2 How do teachers use intenIonal teaching to support children’s learning in ECEC? 

To be an inten-onal teacher, prac--oners must enact many strategies to meet the changing and 

various needs of young children (Epstein, 2014; Greishaber et al., 2021; Lewis et al., 2019; 

McLaughlin et al., 2015). Furthermore, it should be the goal of any inten-onal teacher to find 

suitable strategies which develop a child's inten-onal learning competencies (LeggeE & Ford, 

2013).  Specific inten-onal teaching prac-ces are not prescrip-ve or didac-cally applied. Rather, 
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they are reflec-ve of, and responsive to, various contextual factors, curriculum beliefs, and teacher 

knowledge and skills (McLaughlin et al., 2015).  

 

An effec-ve teacher adopts a plethora of skills and strategies to engage an inten-onal pedagogy to 

support children’s learning journeys through prac-ces that are sensi-ve to the diversity of 

curriculum, and the individual strengths and needs of children (Siraj-Blatchford & Sylva, 2004). 

Grieshaber et al. (2021) argues that inten-onal teaching allows teachers to effec-vely support 

diverse children to access knowledge, skills, and understanding. Teachers need to adapt different 

techniques such as “scaffolding, modelling, ques-oning, elabora-ng and drawing on different 

methods of inquiry” (p. 21) and foster collabora-ve interac-ons to support children making sense 

of their world and build upon their social, emo-onal and cogni-ve development. Inten-onal 

teachers thus enact strategies to support children in achieving individually and culturally 

responsive posi-ve learning outcomes across domains of learning and social-emo-onal 

competence (Epstein, 2014).  

 

Based in Aotearoa NZ, McLaughlin et al. (2015) iden-fied inten-onal teaching prac-ces from the 

findings of a collabora-ve research project with ECE professionals. The study involved three stages 

of field work. Part one involved 24 teachers in observa-ons and interviews. Part two involved 

comparisons of the list and teaching prac-ces within interna-onal and na-onal frameworks. Part 

three focused on a second round of interviews with par-cipants to support further refinements. 

Amer teachers had provided feedback, stakeholders were asked to provide feedback on the devised 

list of teaching prac-ces. This resulted in an in-depth list of skills and prac-ces which are divided 

into six areas: rela-onships, environment, socio-emo-onal teaching, inten-onal teaching, and 

competent and confident learners. The purpose of the lists is not to add to the rhetoric of 

prescrip-ve discourse that can be found interna-onally for ECEC teachers but to provide 

understanding of the complex, pedagogical and salient prac-ces teachers enact to support 

learning.  

 

To provide an insight into evidence-based research on effec-ve inten-onal teaching in ECEC 

seWngs, discussed below are specific strategies and features which have been iden-fied to be key 

factors of effec-ve inten-onal teaching prac-ce. The four areas discussed are sustained-shared 
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thinking, effec-ve ques-oning and dialogic strategies, sociocultural theory and prac-ces, and 

responsive rela-onships.  

 

2.2.1 Sustained-shared thinking 

Sustained-shared thinking (SST) highlights inten-onal teaching in meaningful interac-ons 

between children and teachers. SST describes an episode between two or more individuals as they 

“work together in an intellectual way to solve a problem, clarify a concept, evaluate ac-vi-es, 

extend a narra-ve” (Sylva et al., 2004, p. 36). It is par-cularly effec-ve when working within a 

child’s zone of proximal development (ZPD) (Purdon, 2016). SST recognises the quality and depth 

of conversa-on can either hinder or promote learning opportuni-es for children. It highlights the 

important role of the adult in children’s learning and is a valuable “pedagogical concept” (Siraj & 

Asani, 2015, p. 412).  

 

The term ‘sustained-shared thinking’ emerged from the UK-based, Effec*ve Provision of Pre-school 

Educa*on project (EPPE) (Sylva et al., 2004). The EPPE study is a longitudinal research project 

founded in 2000 and is the largest of its kind. The study found that where children’s learning 

progressed most, teachers used inten-onal prac-ces of effec-ve ques-oning, forma-ve feedback 

and modelling. The report established a strong link between these deliberate prac-ses and 

children's cogni-ve abili-es. However, it was discovered that the frequency of these SST episodes 

occurring was low (Sylva et al, 2004). 

 

In similar results to the EPPE study, an Aotearoa study found a low occurrence of SST episodes; 

with less than 10% of all observed adult-child interac-ons mee-ng the criteria (Meade et al., 

2013). They suggest that the low occurrence of SST episodes may reflect that teachers need 

further knowledge of pedagogical prac-ces to more frequently and effec-vely engage in 

inten-onal pedagogical strategies. SST requires a deep theore-cal understanding of the 

underpinning strategies used to support children's conceptual development, social competencies, 

and scien-fic concepts. This signifies the links between teacher qualifica-ons and professional 

knowledge in children's learning (Meade et al., 2013). 
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Comparable findings of the benefits of SST were found in Hackling and BarraE-Pugh (2012) who 

inves-gated how inten-onal teaching can support science in ECEC. Hackling and BarreE-Pugh 

emphasise that children need dialogue and scaffolding to develop early scien-fic concepts. 

Furthermore, developing a child’s cri-cal thinking skills is central to the concept of SST (Brodie, 

2014), as it provisions possibili-es for metacogni-on (Siraj & Asani, 2015), language development 

(Boyd, 2014) and socio-emo-onal competencies (Brodie, 2014).  
 

In a UK-based qualita-ve study researching teachers’ perspec-ves on SST, Purdon (2016) highlights 

significant aEributes SST has for children’s learning through a sociocultural lens. However, they 

note that teachers' ability to effec-vely engage in SST is reliant on their skills to support thinking 

capabili-es, training, access to resources, and their qualifica-on (Purdon, 2016). High ra-os and 

busy environments limited poten-al opportuni-es for SST with children, alongside housekeeping 

expecta-ons of teachers as well as a lack of understanding of SST within a teaching team. 

According to Grieshaber et al. (2021), there is liEle aEen-on given to how teachers find purposeful 

-me for SST when working within diverse and large groups of children and that maintaining SST 

with individuals or small groups is challenging.  

 

2.2.2 EffecIve quesIoning and dialogic strategies  

A key element of SST episodes is the meaningful interac-ve dialogue teachers engage in with 

children, and in par-cular, effec-ve ques-oning (Lewis et al., 2019) to encourage cri-cal, abstract 

and crea-ve cogni-ve thinking processes (Hackling & BarreE-Pugh, 2012; MacNaughton & 

Williams, 2008; McNerney et al., 2019; Siraj-Blatchford & Manni, 2008). Effec-ve and inten-onal 

teachers are purposeful in their design of ques-ons which relate to children’s interests and 

learning needs (Salmon & Barrera, 2021). Findings from the UK based REPEY study (Sylva et al., 

2004) indicated that in high-quality ECEC seWngs, teachers regularly engaged in pedagogic 

strategies to challenge children’s cogni-ve abili-es.  

 

However, evidence-based research illustrates the missed opportuni-es children have in developing 

their cogni-ve skills and gaining a deeper understanding of the learning objec-ves. Furthermore, it 

highlights the importance of open-ended ques-oning to prompt cri-cal thought, metacogni-on, 

and crea-ve thinking (MacNaughton & Williams, 2009). Using data from the REPEY study, Siraj-
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Blatchford and Manni (2008) looked into the ques-oning types teachers used to promote quality 

learning. They found that 94% of ques-ons teachers used were closed-ended which focused on 

recall-type informa-on and were based upon a limited selec-on of choices.  

 

Furthermore, a UK-based study engaged teachers in a collabora-ve research project to engage 

teachers in research and a professional learning opportunity. While focusing on the powerful 

posi-on teachers have in conversa-ons with children, Boyd (2014) iden-fied inten-onal teaching 

strategies within teachers’ conversa-ons in suppor-ng children’s language development. Boyd 

observed tension of power in the dialogues between teachers and children, as findings 

demonstrated teachers were the dominant party. Children's contribu-ons were omen responses to 

ques-ons rather than contribu-ng new ideas.  

 

Research illustrates when teachers use effec-ve dialogic strategies like open-ended ques-oning, 

narra-on and repe--on promotes child-led and co-constructed learning, and s-mulates children’s 

cri-cal thinking (Boyd, 2014; MacNaughton & Williams, 2009; McNerney et al., 2019).  

 

2.2.3 Sociocultural theory and pracIces  

Sociocultural theory has provisioned the reconceptualiza-on of the teacher within early years, 

enabling space for teachers to be ac-ve and inten-onal within children’s learning. To examine the 

role of inten-onal teaching for young children, Grieshaber et al. (2021) conducted a scoping 

literature review. They analysed relevant literature that demonstrates the key ideas, theore-cal 

founda-ons, as well as iden-fying possible gaps. According to their research, most of the 

theore-cal founda-ons of sociocultural theory, par-cularly Vygotsky, were heavily cited in the 

research literature on inten-onal teaching. 

 

Psychologist Lev Vygotsky essen-ally believed that learning was an intricate social process 

(Vygotsky, 1978). Inten-onal teaching through the lens of Vygotsky’s theory can be illustrated by 

suppor-ng children’s learning within their ZPD and posi-oning the teacher as the ‘more 

knowledgeable other’.  
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Scaffolding is the prac-ce of working with children's ZPD to move them from what they are 

currently capable of achieving to an extension of the skill or gaining new knowledge with the 

guidance of a more knowledgeable other (Bruner, 1977). Scaffolding requires inten-onal teaching 

techniques such as demonstra-ng, modelling, instruc-on, feedback, and ques-oning (Gallimore & 

Tharp, 1990) to nurture and extend learning (MacNaughton & Williams, 2009).   

 

A United States study inves-ga-ng inten-onal teaching and purposeful learning environments 

suggest scaffolding is an essen-al skill to develop children’s literacy skills. According to Bahlmann-

Bollinger and Myers (2019), provisioning purposeful learning areas is insufficient for children to 

develop wri-ng skills effec-vely alone. Their findings argue teachers’ use of inten-onal scaffolding 

is required for early literacy skills, and the level of support provided by the teacher as a significant 

impact on children’s literacy success.  

 

Scaffolding is an inten-onal teaching tool in which adults and children should be equal 

contributors to the conversa-on and experience (Epstein, 2014). However, as ECEC theory has 

evolved, the term ‘scaffolding’ has become "conten-ous amongst neo-Vygotskians" (McLachlan et 

al., 2018a, p. 102) due to possible power imbalances. Preference is given to the terms "guided 

par-cipa-on" and "co-construc-on," which represent an improved balance of power and enables 

children to be leaders in their learning (McLachlan, et al., 2018a). Co-construc-on exists within a 

social-construc-vist theore-cal framework. It integrates Piage-an construc-vist theory with the 

learner as an ac-ve contributor of knowledge, as well as cultural and social influences on children's 

development and learning (Verba, 1994). The primary dis-nc-on between scaffolding and co-

construc-on is the collabora-ve development of shared meaning and understanding (Hedges, 

2000; Krieg, 2018). The teacher, on the other hand, has control over the direc-on of learning in 

scaffolding. 

 

Reposi-oning the teacher as a co-constructor alongside the learning child enables improved power 

balance. It situates children as agents of their own learning whilst advoca-ng for their inherent and 

poli-cal rights to par-cipate dynamically within their learning and play (Boyd, 2014; LeggeE & 

Ford, 2013). Krieg (2018) suggests inten-onal co-construc-on can "invite children into the 

conversa-on" (p. 7) through empowering children's contribu-ons to learning by promo-ng their 
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own knowledge and working theories. Essen-ally, co-construc-on provides space for inten-onal 

teaching to occur, and situates both the child and teacher as powerful influences on the learning 

environment (Boyd, 2014; Krieg, 2018).  
 

2.2.4 Responsive relaIonships  

Rela-onships between teachers and children are an important aspect of the learning environment. 

According to McLaughlin et al. (2019), rela-onal pedagogy allows teachers to collaborate with 

families and whānau to beEer understand children. This deep knowledge of children’s iden-ty 

enables inten-onal teaching to occur in a meaningful and responsive way.  

 

McLaughlin et al. (2019) affirm the way in which inten-onal teaching prac-ces effec-vely met the 

complex social and emo-onal needs of young children during -mes of transi-on. They highlight 

the importance of rela-onal pedagogy as a cri-cal component of inten-onal teaching, and suggest  

rela-onships provide the space for teachers to work in partnership with family and whānau to 

deepen their understanding of children. For inten-onal teaching to occur, it needs to be 

meaningful and purposeful and this only can arrive from knowledge of children and their individual 

needs. Rela-onal pedagogy allows for greater sensi-vity and aEunement to children’s 

communica-ve efforts, and the ability to be more responsive in teaching and learning moments.  

The findings of their study show that providing reassurance to children through nurturing, 

responsive, and trus-ng rela-onships with young children and their families was a key inten-onal 

strategy.  

 

2.3 How do teachers’ pedagogical beliefs impact intenIonal teaching? 

Individual belief systems have a strong influence on how teachers perceive their role in children’s 

learning. Professional, personal and prac-cal knowledge combine to form teachers’ beliefs, which 

influence curriculum implementa-on and as a result, children’s learning. Teachers' beliefs are 

precursors to professional behaviours (Buel & Beck, 2015) which “filter, frame and guide” (Fives & 

Gill, 2015, p. 249) pedagogical prac-ces.  

 

In a mul-ple case study in the United States, Friesen and Butera (2012) suggest that teachers’ 

beliefs implicate teachers' decision-making in implemen-ng curricula framework. Their research 
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found teachers' pedagogical beliefs impacted how they taught early literacy skills. Friesen and 

Butera argue it is the teacher who makes instruc-onal determina-ons in the learning environment 

to help children in the acquisi-on of literacy skills. Because these teachers believed most learning 

effec-vely occurs within spontaneous play, Friesen and Butera argue their beliefs hindered 

children’s learning, and suggest understanding teachers’ beliefs should be “the first step in bringing 

about change” (p. 361).  

 

2.3.1 Tensions of learning, play, and teaching 

ECEC has struggled to navigate the tensions between promo-ng child-led approaches and 

delivering academic learning outcomes. Recognising the tension between child-directed and adult-

directed approaches, Epstein (2014) suggests the label of inten*onal teaching because it illustrates 

how adults play a purposeful role in children’s learning. Inten-onal teaching highlights the 

importance of teachers within play in suppor-ng young children's learning and development, in 

par-cular the quality and substance of the interac-ons between teacher and child (McLaughlin et 

al. 2016). When teachers are aware of the per-nent role they play, children’s development and 

learning is guided inten-onally, and high-quality learning occurs. This is evidenced in numerous 

studies which iden-fy the clear and posi-ve impacts inten-onal teaching has on children’s learning 

(Chigeza et al., 2016; Fleer & Hoban, 2012; McNerney et al., 2019; Skene et al., 2022, Sylva et al., 

2004; Yang et al., 2020).  

 

Research iden-fies the challenges and tensions ECEC professionals face as they aEempt to weave 

child-centred beliefs and values with outcome-based academic content, especially when externally 

mandated (Edwards, 2017; LeggeE & Ford, 2013; McDonald, 2018; Ofsted, 2015; Robinson & 

BartleE, 2011; Shin & Patyka, 2017; Siraj-Blatchford, 2009). Whilst acknowledging the vital place 

play has in children's learning and development, teachers have expressed difficulty in trying to 

ensure the academic success of young children while s-ll upholding a child-centred approach 

where play and children's agency in their learning are essen-al (McDonald, 2018). 

 

UK’s Ofsted (2015) reports teachers in ECEC may show a reluctance to the term 'teaching', arguing 

it constructs power imbalances. Siraj-Blatchford and Sylva (2004) argue that didac-c teaching in 

ECEC is unnecessary and can cause nega-ve consequences for a child's stress level. Teachers' 
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beliefs were observed to impact the posi-oning of the teacher and how teachers interact. The 

report illustrates that pedagogical beliefs were found to be "deeply rooted in their own personal 

beliefs" and experiences (Ofsted, 2015, p. 6). Similarly, in an Aotearoa NZ-based study, Foote et al. 

(2004) discovered teachers’ beliefs are formed from their own early educa-onal experiences. 

 

The child-centred philosophies and sociocultural frameworks which dominate western ECEC 

(Farquhar & White, 2014) promote a construc-vist approach to learning rather than a transmission 

model (Fives & Gill, 2015). So, it is not surprising that teachers may display an aversion to didac-c 

forms of teaching, fearing that it may reduce children’s agency in their learning, and steer away 

from play-based pedagogy (Batchelor, 2016; Cherrington, 2018; Fisher & Wood, 2012; Kilderry, 

2015; Stephen, 2010).  

 

Understanding this tension is complex. Kilderry (2015) argues teachers' beliefs, aWtudes and 

perspec-ves toward inten-onal teaching are problema-c and fall under tradi-onal views of early 

learning such as developmentally appropriate prac-ce. Tradi-onally, ECEC has been primarily 

influenced by Piage-an principles; a construc-vist lens which posi-ons learning as a transferrable 

equity given to the ‘becoming’ child. Piaget's construc-vist theory s-ll can be heard in pedagogical 

discussions with teachers in western ECEC seWngs (Lewis et al., 2019). Fleer (2010) argues the 

resistance to teaching comes from a long history of focusing on developmental outcomes, 

sugges-ng a new model of teaching and a refreshed perspec-ve on the role of the teacher in ECEC. 

 

Pyle and Danniels (2017) conducted a qualita-ve study in fimeen public kindergartens in Canada, 

observing prac-ce and interviewing teachers to examine the use of play-based learning. Findings 

from the study indicated conflic-ng pedagogical beliefs between teachers, demonstra-ng tensions 

between play and learning. They argue this tension stems from tradi-onal perspec-ves that play is 

solely a child-led ac-vity, and learning is the result of knowledge transmission that occurs primarily 

through adult-directed learning experiences. With play being a core value of teachers who adopt a 

child-centred philosophy, it is not unexpected that teachers are hesitant to become ac-ve and 

func-oning members of children’s play. Pyle and Danniels describe this tension as fear of teachers 

'hijacking' (p. 274) children's play. Some teachers shared the view that learning and play are 



 
 
 

 18 

"dichotomous constructs" (p. 285), yet others perceived play and learning as cohesive en--es 

(dependent on the play type) which aligns with findings of Ofsted (2015). 

However, the views informing the findings of Ofsted’s (2015) report, Teaching and Play in the Early 

Years – A Balancing Act are conflic-ng; illustra-ng a lack of cohesion in UK-based ECEC teachers’ 

perspec-ves of what teaching means, and what their role is within children's play and learning. 

Ofsted stated that ECEC teachers from their study saw play and teaching through a complex and 

flexible lens and did not view teaching as a separate en-ty from play. Yet, in the report there were 

contradic-ng statements on how ECEC professionals define teaching, highligh-ng the significant 

impact of teachers’ beliefs on play, teaching and learning: 

 

"We believe teaching is about adult-led ac-vi-es, where the adult has a pre-defined purpose 

in mind they know what they want the children to learn and have selected the specific 

individual or who will benefit the most. The adult decides everything; the most produc-ve 

environment to work in and the range of materials they want children to use so that the 

ac-vity addresses a specific gap in learning" (Ofsted, 2015, p. 10).  

 

Wood (2019) argues this Ofsted (2015) report provides substance to UK’s poli-cal narra-ve, 

cri-cising the lack of reference given to the content and contexts of the data gathered, and no 

account given to the experience or qualifica-ons of the par-cipants. Furthermore, Wood (2019) 

contends that because Ofsted is a government-run establishment, its reports have the power in 

producing “conformity to standards, and to posi-on children and prac--oners in par-cular ways” 

(p. 790). This essen-ally places the problem and solu-on of the tension of teaching and play in the 

hands of ECEC professionals; ignoring the heavy influence policy has on pedagogical prac-ces 

(Stephen, 2010). Although these cri-ques highlight important implica-ons for these tensions, 

Ofsted (2015) acknowledge that if ECEC professionals con-nue to view play and teaching as 

separate dichotomies, “our future genera-ons will con-nue to fall at the first hurdle” (p. 5).  

 

LeggeE and Ford (2013) analysed the tensions between teaching and play through a naturalis-c 

case study. Focusing their data collec-on on the interac-ons of children and teachers, LeggeE and 

Ford (2013) examined tensions between the role of teachers and curriculum demands. They 

defined the tension between learning, teaching and play as a rela-onship of power. LeggeE and 



 
 
 

 19 

Ford recommend ECEC seWngs adopt an inten-onal curriculum; emphasising the importance of 

teachers possessing rich content knowledge in addi-on to empowering children as competent, 

inten-onal learners within play. LeggeE and Ford define four components which are integral to the 

inten-onal learner - engagement, commitment and persistence in learning, the implementa-on of 

cogni-ve skills to achieve learning outcomes, and the ownership of one’s own learning as an 

"autonomous learner" (p. 44). Crea-ng an inten-onal curriculum requires a co-constructed 

approach, which is built upon sociocultural theory and rela-onal pedagogy where teachers’ and 

children's ideas are meaningfully and collabora-vely constructed.  

 

Embracing an inten-onal curriculum aligns with the requirement for ECEC seWngs in Aotearoa NZ 

to enact a local curriculum, as set out in Te Whāriki (Ministry of Educa-on, 2017). An inten-onal 

curriculum can also be posi-oned within the EYFS framework (2021), which states that enabling 

learning environments that respond to children’s individual interests and skills is an overarching 

principle of the UK-based curriculum (Department for Educa-on, 2021a).  

 

Previous defini-ons of the ECEC teachers’ role as guide, facilitator, scaffolder, carer and role model 

have minimised and suppressed the term ‘teaching’ within early years discourse and prac-ce 

(Fleer, 2010; LeggeE & Ford, 2013; Pyle & Danniels, 2017). LeggeE and Ford (2013) argue that 

inten-onal teaching is a changing force in the reconceptualiza-on of the ECEC teacher. The term 

reinforces the professionalisa-on of teachers and recognises teachers' cri-cal involvement in the 

learning environment. Inten-onal teaching and a child-centred approach are both significant for 

children's learning, yet teachers find blending these approaches challenging. McLaughlin and 

Cherrington (2018) suggest teachers can overcome this challenge by embracing a "broader 

construct of pedagogy" (p. 36) into their everyday prac-ce.  

 

2.3.2 SchoolificaIon and the pressures of outcome-based learning  

A contribu-ng factor to the tensions between teaching, learning, and play is the academic pressure 

put on children and their teachers. The term ‘schoolifica-on’ can be defined as the increasing 

performa-ve pressure put on children, their families, teachers, communi-es, and ECEC seWngs to 

prepare children for formal learning through prescribed curriculum outcomes (Alcock & Haggerty, 

2013). Schoolifica-on demands a heavy focus on literacy and mathema-cal educa-on, and results 
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in the reduc-on of learning through play (Bradbury, 2019; Greishaber et al., 2021; Ring & 

O’Sullivan, 2018).  

 

ECEC professionals have shown resistance to inten-onal teaching because of its assumed adult-led 

and didac-c tendencies which they may interpret as reflec-ve of the pressures and characteris-cs 

of schoolifica-on. Kilderry (2015) discusses "insights from the past" (p.20) to build a cri-cal 

discourse analysis about inten-onal pedagogies and why there is tension and difficulty in 

implemen-ng inten-onal teaching. The study’s findings illustrate that teacher-directed prac-ce 

was shown to be both "legi-mated, marginalised, and silenced" (p. 26) by teachers. This highlights 

the hesita-on and complexity ECEC teachers possess in embracing inten-onal teaching. The child-

centred approach seen in western ECEC pedagogy (Farquahar & White, 2014; Grieshaber et al., 

2021; Krieg 2018) makes play the primary focus of a child’s -me in ECEC, and situates teachers in a 

passive role (Cherrington, 2018; Fleer, 2010). Child-centred approaches value children’s own 

knowledge, contribu-ons, and free-play whereas the characteris-cs of schoolifica-on amplify 

prescribed formal knowledge (BarbleE et al., 2016; McNerney, 2016). As a result, the impacts of 

schoolifica-on can be seen as influencing ECEC teachers’ reluctance towards inten-onal teaching, 

as it may elicit concerns about ways of teaching that do not feel appropriate in the context of play-

based ECE seWngs. 

 

The schoolifica-on pressure from England’s Ofsted requirements to provide data-driven results has 

profoundly impacted teachers’ pedagogical prac-ce. Boyd (2014) asserts that teachers feel the 

pressure to be directors in children’s learning to meet the demands of formal assessment and 

prescribed learning outcomes. Robert-Holmes (2015) argues the English government has brought 

on schoolifica-on through the 'datafica-on' (p. 302) of young children’s educa-on, resul-ng in 

performa-ve pressure on the work of ECEC teachers to produce appropriate levels of student 

success measured by governing data. 

 

The pressure of outcome-based learning in ECEC is evident through the requirement of formal 

assessment in England. Recep-on-aged children (four to five-year-olds) are assessed by defini-ve 

criteria when they commence and complete their early year's founda-on stage through the 

standardised tes-ng of baseline assessment and the EYFS profile (Department for Educa-on, 
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2021). Robert-Holmes (2015) argues this is responsible for direc-ng ECE teachers’ pedagogical 

beliefs away from "deeply held child-centred pedagogical values" (p. 302). 

 

In Aotearoa NZ, the 2008 Na-onal party government introduced Na-onal Educa-on Standards in 

2008, designed to measure primary and secondary student academic achievement against 

universal standards. When the Labour government took power in 2018, Na-onal Standards were 

abolished because they were too narrow and “liEle more than a compliance exercise” (Hipkins, 

2017, para. 4) which failed to meet student and whānau needs. ECEC in Aotearoa NZ has resisted 

the pressures of schoolifica-on, celebra-ng early childhood as its own important period of 

learning and development rather than a period of prepara-on for primary schooling (Alcock & 

Haggerty, 2013). Although the Na-onal Standards were implemented in the primary and 

secondary schooling sector, Alcock and Haggerty (2013)  assert that ECEC was at risk of the gains 

and movement it had created in its sociocultural curriculum and pedagogy.  The implica-ons of 

government policy demonstrates how vulnerable ECEC is to policy, and as a result, schoolifica-on 

and the implica-ons for teachers’ perspec-ves on inten-onal teaching.  

 

2.4 ArIculaIon, qualificaIons, and professional learning opportuniIes  

In comba-ng the pressures of schoolifica-on, BarbleE et al. (2016) suggest teachers develop a 

deeper understanding and ar-cula-on of their inten-onal prac-ces within play-based ECEC. This 

Australian based study involved 200 par-cipants, who par-cipated in 14 focus groups. Findings 

indicated that teachers were concerned about the erosion of play due to curriculum demands. 

BarbleE et al. suggests teachers improve their ability to ar-culate the significance of their role 

within play-based pedagogy in order to make the reasons behind pedagogical prac-ces more 

visible, as well as heightening teachers voice in the broader “ongoing debate about whose 

knowledge counts” (p. 42) when it comes to deciding what to teach young children.  

 

Children's learning may be improved if ECEC teachers have a deeper understanding of the 

epistemology which underpins their prac-ce (Krieg, 2018; Stephen, 2010). Teachers' preliminary 

understanding of inten-onal teaching is varied, with many teachers considering it to be a didac-c 

approach that doesn't fit well with play-based and child-centred pedagogies (Batchelor, 2016; 

Krieg, 2018; LeggeE & Ford, 2013). In a qualita-ve study, Batchelor (2016) highlights the 
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importance of ar-cula-on. Using construc-vist grounded theory, Batchelor found that teachers 

built a clear understanding of inten-onal teaching through engaging in reflec-ve prac-ce. 

Teachers’ views changed when they came to recognise that their current prac-ce could be 

iden-fied as effec-ve, inten-onal teaching. Furthermore, Batchelor (2016) discovered that when 

teachers were able to beEer ar-culate their prac-ces, they were empowered and their confidence 

improved.  

 

Kilderry (2015) suggests teachers increase their awareness of how dominant perspec-ves and 

discourse can influence their own pedagogy. Addi-onally, if teachers develop a deep 

understanding of specific teaching strategies, they “might have more confidence to be able to 

ar-culate inten-onality and provide a ra-onale" (p. 21) about their teaching prac-ces.  

 

Professional learning opportuni-es are cri-cal components of developing teachers’ pedagogy and 

prac-ce. McLaughlin et al. (2016) argue that previous ECEC discourse in Aotearoa NZ has lacked 

pedagogical guidance for teachers and suggests this may be a reason for ECEC teachers’ passive 

posi-oning in the Aotearoa NZ ECEC context. Cherrington (2011) conducted a mul-ple case study, 

inves-ga-ng teachers thinking and reflec-on on their interac-ons with children. The study found 

teachers held extensive knowledge about children, rela-onal pedagogy, and the curriculum. 

However, the study also indicated “teachers were less able to ar-culate their thinking and 

reflec-ons about their own teaching inten-ons, use of teaching strategies, and the theories and 

principles influencing their prac-ce” (Cherrington, 2011, p. i). Such findings emphasises the 

necessity for policymakers to address the need for a “fully qualified workforce who have ready 

access to targeted professional development opportuni-es” (McLachlan et al., 2018b, p. 117). In 

doing so, aspira-ons for high quality teaching in ECEC can be achieved.  

 

Beginning teachers also need to have adequate ini-al teacher educa-on to develop and refine 

their inten-onal prac-ce. Research consistently shows teachers’ qualifica-on level and training 

directly influence the quality of teaching, interac-ons, and learning provision available for young 

children (Siraj-Blatchford & Manni, 2008). Meade et al., (2013) New Zealand study found 

increasing prevalence of teachers engaging in SST episodes with children when teachers were 

degree-level qualified, however clear links between inten-onal teaching and teacher qualifica-on 
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levels. The EPPE study in the UK also highlights teachers with high-level qualifica-ons had a 

posi-ve impact on the quality of the ECEC seWng, and subsequently learning progression 

improved (Sylva et al., 2004). Wood and NuEall (2019) conducted an analysis of Te Whāriki (2017) 

as well as the EYFS framework (2021). Their research revealed that different countries have 

different composi-ons of their ECEC workforce. According to the findings of their research, even 

though there is a wide variety of cer-fica-on levels available in the UK, the vast majority of ECEC 

teachers in Aotearoa NZ hold relevant teaching degrees.  

 

Teachers’ qualifica-on levels has been directly linked to professional status. Tradi-onally, ECEC has 

been undervalued and ECEC teachers have con-nuously fought to have their status as 

professionals valued (Tesar et al., 2017; Warren, 2014; Wingrave & McMahon, 2016). A study by 

Dalli (2008) evaluated what cons-tutes professional status for ECEC teachers. Findings indicated 

that a teachers’ pedagogy, professional knowledge and prac-ce are key elements to aEaining 

professionalism. The recogni-on of ECEC teachers as professional educators can be improved by 

increasing their understanding, knowledge and ar-cula-on of inten-onal teaching. Dalli and 

Thornton (2013) state that professional teachers “are knowledgeable and able to ar-culate that 

knowledge. You know what to teach, you acknowledge diversity in learners, you are inclusive, and 

you lead learning” (p. 309). Essen-ally, professional teachers engage in well-informed, inten-onal 

teaching prac-ce. 

  

 2.5 Research quesIons 

Although literature informs us of the posi-ve use of inten-onal teaching in both ECEC contexts, 

evidence shows there is s-ll tension within teachers’ percep-ons, ideas, and beliefs on their role to 

support children’s learning. These tensions of inten-onal teaching within inherently play-based 

learning environments have been explored through literature. Yet, there is a lack of research which 

examines teachers’ perspec-ves and beliefs of inten-onal teaching. Furthermore, no studies have 

undertaken this research focus with a compara-ve lens between England and Aotearoa NZ despite 

their similar play-based pedagogy. To address gaps in the literature, this research study is guided by 

the following research ques-ons: 
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1. What are ECEC teachers' beliefs about inten-onal teaching for children aged 3-5 years 

old?   

2. How do ECEC teachers understand inten-onal teaching in the context of curriculum 
implementa-on and pedagogy?  
 

3. In what ways do ECEC teachers enact inten-onal teaching?  
Sub ques*on: what supports and barriers do teachers find in being an inten*onal 
prac**oner? 
 

4. What are the significant similari-es and differences in the perspec-ves of ECEC teachers 
in Aotearoa New Zealand and England?  

 

 

2.6  Summary  

This review has examined literature to provide an in-depth look into inten-onal teaching in ECEC. 

Te Whāriki requires teachers to embrace inten-onal teaching strategies and play an ac-ve role in 

children’s learnings, whilst the EYFS Framework highlights the important ac-ve role teachers have 

in children’s learning.  Evidence-based research illustrates how inten-onal teaching prac-ces in 

ECEC environments deepen the quality of children’s learning experiences, as teachers extend 

children’s knowledge through ac-ve, purposeful, and deliberate ac-ons. The literature review 

affirmed that the teachers’ role in children’s learning is impacted by belief systems, and 

emphasised how the tensions between learning, teaching and play impact teachers’ pedagogical 

prac-ce. Furthermore, it is argued that teacher qualifica-on, professional development, and the 

difficulty of effec-vely ar-cula-ng pedagogy and prac-ce impact on ECEC teachers' ability to 

implement quality inten-onal teaching.  

 

The following chapter will provide detail on the methodology of the study, outlining the choices 

behind its qualita-ve, exploratory design. It will describe the data collec-on; par-cipant 

informa-on and how thema-c analysis was used. Ethical considera-ons are discussed, and a 

reflexivity approach to the research is described.  
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    Chapter Three: Methodology 
 3.1 IntroducIon 

This chapter outlines the qualita-ve methodological approach used to explore early years 

teachers’ beliefs, percep-ons and use of inten-onal teaching prac-ces to support children’s 

learning within early childhood educa-on. A compara-ve approach is adopted in a drawing upon a 

sample of teachers from both Aotearoa New Zealand and England, to highlight areas of similarity 

and differences in teachers’ beliefs, perspec-ves and prac-ce. The following chapter examines the 

key features of the research design and methodology used, providing a ra-onale for the study 

focus, alongside a brief discussion on the purpose of the study, and the worldviews which 

informed the research approach. The laEer part of the chapter will describe the data collec-on 

methods, popula-on sampling and par-cipant informa-on, and data analysis processes. Validity 

and reliability are discussed, in addi-on to the ethical considera-ons relevant to the study.  

 

The study seeks to provide insight into the research ques-ons which inves-gate what teachers 

believe about inten-onal teaching, how they understand inten-onal teaching, and how they use 

inten-onal teaching in their prac-ce.  

 

3.1.1. Research quesIons: 

1. What are ECEC teachers' beliefs about inten-onal teaching for children aged 3-5 
years old? 
 

2. How do ECEC teachers understand inten-onal teaching in the context of curriculum 
implementa-on and pedagogy? 
 

3. In what ways do ECEC teachers enact inten-onal teaching? 
 
Sub ques*on: what supports and barriers do teachers find in being an inten*onal 
prac**oner? 
 

4. What are the significant similari-es and differences in the perspec-ves of ECEC 
teachers in Aotearoa New Zealand and England? 

 

3.2 Methodology 

This research study aims to inves-gate ECEC teachers’ beliefs, perspec-ves and use of inten-onal 

teaching prac-ces to support young children’s learning in early childhood educa-on. Because the 

study sought to understand and interpret teachers’ perspec-ves, beliefs and experiences, it was 
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decided that a qualita-ve research design was the most suitable approach. Qualita-ve research 

explores the meaning, behaviours and experiences of theories, ideas and phenomena (Merriam & 

Tisdell, 2016). It enables researchers to gain insight into par-cipants' experiences to determine 

how meanings are formed (Creswell & Creswell, 2018). As qualita-ve research involves the 

gathering of rich and meaningful data, implemen-ng this design enabled a deep insight into the 

reasoning behind teachers’ beliefs, perspec-ves, and use of inten-onal teaching prac-ces (Schraw 

& Olafson, 2015).  

 

The study followed an exploratory compara-ve design, allowing for considera-on of the ways in 

which teachers in two different countries understand and enact inten-onal teaching within their 

curricular and pedagogical contexts. For this research, England and Aotearoa NZ were chosen to 

provide comparison and contrast in the research findings. Exploratory research is a methodological 

approach that explores ideas and ques-ons which have not yet been studied in-depth (George, 

2022). Addi-onally, no studies have inves-gated the beliefs and perspec-ves of teachers in 

Aotearoa NZ and England regarding inten-onal teaching prac-ces.  Moreover, compara-ve 

research seeks to iden-fy differences and similari-es between groups as well as to compare social 

constructs. In this research, understanding the differences and similari-es between ECEC in 

Aotearoa NZ and England will provide a compara-ve context.  

 

Through this qualita-ve research, the researcher was guided by an interpre-vist paradigm to 

support deep understanding of ECEC teachers’ beliefs, percep-ons, and use of inten-onal teaching 

prac-ces. Interpre-vism empowers researchers to focus on individuals and groups of people and 

the complexi-es behind their experiences, histories and interac-ons (Atkins & Wallace, 2012). 

Interpre-vism is concerned with the study of how individuals and groups of people define their 

experiences and reality and, more importantly, how they behave in rela-on to their sets of beliefs 

(O’Donoghue, 2018), which was deemed important in aEending to the research ques-ons of this 

study.  

 

3.3 Data collecIon 

The data which forms this study was collected through an online ques-onnaire using a mix of both 

open and closed-framed ques-ons. Closed-framed ques-ons were designed using Likert-scales. 
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The data from these ques-ons are presented in Appendixes five, six and seven. Data collec-on 

took place between August and September 2022. The following sec-ons will discuss the data 

collec-on processes, the tool u-lised and the ra-onale.  

 

3.3.1 QuesIonnaire design  

The objec-ve of collec-ng data through a comprehensive ques-onnaire was to get insight into a 

diverse group of ECEC teachers' beliefs, perspec-ves, and use of inten-onal teaching. 

Ques-onnaires are a useful tool for collec-ng data as it allows par-cipants to give more detailed 

and refined responses (Kay & Wainwright, 2018). Ques-onnaires have been a common data-

gathering strategy used in understanding teachers’ beliefs and perspec-ves of their prac-ce and 

children’s learning (Schraw & Olafson, 2015) because they provide non-invasive, autonomous 

opportuni-es for teachers to express their opinions. Ques-onnaires typically use a range of 

ques-on types aim to invite detailed and non-restric-ve responses, which help par-cipants to 

liberally share their views, understandings and experiences, giving a personal narra-ve to the data. 

This then enables the data to be explored in-depth through thema-c analysis (Allen, 2017).  

 

The ques-onnaire was developed using the online research tool Qualtrics, which is designed to 

support researchers using data collec-on through surveys. Qualtrics can ensure par-cipants 

anonymity by not collec-ng iden-fying informa-on and providing the researcher with robust 

repor-ng somware to support the analysis of data. Massey University provides students with 

access to this somware and approves its use to support their students undertaking research.  

 

The ques-onnaire was designed in consulta-on with the thesis supervisors, and consistent referral 

back to the research ques-ons occurred to ensure the ques-onnaire was appropriately targeted to  

answer the research ques-ons The ques-onnaire was piloted to two individuals who work in the 

educa-on sector. The purpose of this pilot was to trial the ques-onnaire to ensure reliability, clear 

ques-oning, and ease of access. The ques-onnaire was designed using closed-ended ques-ons to 

gather par-cipant informa-on, open-ended ques-ons to gather rich data, and Likert-scale 

ques-ons to support analysis (see Appendix 1). The study’s research ques-ons were used to 

inform the design of the ques-onnaire to ensure goodness of fit. In the ques-ons which provided 
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par-cipants with the opportunity to write a response, no text limit was implemented to ensure 

par-cipants could respond as in-depth as they preferred.  

 

The first five ques-ons were designed to gather general demographic informa-on about the 

par-cipants including their role, experience and qualifica-ons in ECEC. Ques-on six and seven 

sought to gather informa-on on teachers’ understanding of inten-onal teaching and what teachers 

believed their role is in young children’s learning. Ques-on eight provided par-cipants with 

thirteen statements that relate to inten-onal teaching in ECEC. Using a Likert-scale, par-cipants 

responded to these statements by selec-ng either strongly disagree, disagree, neutral, agree, or 

strongly agree. Ques-ons nine to eleven sought to gather examples of inten-onal teaching in 

prac-ce. Par-cipants were asked to give examples of suppor-ng children’s learning within 

individual and group play. In ques-on eleven, par-cipants gave examples of when inten-onal 

teaching had a posi-ve impact on a child’s learning. Ques-on twelve sought to understand the 

frequency of inten-onal teaching strategies using a Likert scale. The twenty-seven inten-onal 

teaching strategies in this ques-on are not exhaus-ve, but they were chosen based on literature 

and research. Par-cipants answered this ques-on using a scale between daily, two-three -mes a 

week, once a week, one-two -mes a month or never. Ques-on thirteen asked par-cipants if they 

used any other inten-onal teaching strategies not men-oned on the list. Ques-on fourteen sought 

to gather informa-on on the theore-cal influences on teachers’ inten-onal teaching prac-ce, 

while also asking par-cipants to share their key beliefs about how children learn. Ques-on fimeen 

used another Likert-scale using the same strategies listed in ques-on twelve with a shim in focus to 

iden-fy the value par-cipants placed on each strategy. Par-cipants were asked to select how 

valuable they felt each strategy was in suppor-ng children’s learning from a scale of no value, liEle 

value, some value, valuable, and great value. Ques-on sixteen asked par-cipants how the 

curriculum framework and suppor-ng documents they work with support their teaching prac-ces. 

Par-cipants were also asked to iden-fy which curriculum they use. Ques-on seventeen and 

eighteen asked par-cipants to describe the factors which either support or inhibit their inten-onal 

teaching prac-ces. Ques-on nineteen sought to iden-fy where teachers had gained their 

knowledge about inten-onal teaching. The ques-onnaire ended with ques-on twenty, which 

allowed par-cipants to provide any further responses or informa-on around their perspec-ves, 
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beliefs and use of inten-onal teaching in ECEC. 

 

3.3.2 DisseminaIon of quesIonnaire 

The ques-onnaire was distributed using posts in online forums in Facebook with a basic 

descrip-on of the research project, par-cipant eligibility requirements and a direct link to the 

ques-onnaire (Appendix 2). This allowed for convenience as par-cipants were based in different 

countries, and it allowed par-cipants to complete it in their own -me (Minnaar & Heystek, 2016). 

During the data collec-on phase, there were ini-ally low responses from par-cipants from 

Aotearoa NZ. To enable a larger sample, an invita-on and informa-on sheet was addi-onally sent 

out to the Northland  Kindergarten Associa-on, the Ruahine Associa-on, and BestStart Educare 

(Appendix 3). 

 

3.4 Data analysis  

Data was thema-cally analysed, following Braun and Clarke’s (2006) six-step procedure to 

thema-cally analyse qualita-ve data. Thema-c analysis is a flexible, yet specific method to analyse 

rich qualita-ve data text such as transcripts to iden-fy common themes, paEerns, ideas and issues 

which regularly present themselves within the data (Braun & Clarke, 2006). Data analysis followed 

an induc-ve approach, in which the data itself forms the themes in the analysis.  

 

3.4.1 FamiliarisaIon of the data 

To start the process of thema-c analysis, the researcher immersed themselves into the data to 

build a preliminary analysis of the paEerns, ideas, and per-nent informa-on arising from the data. 

This involved prin-ng out the data and reading it thoroughly several -mes. The researcher then 

began to highlight specific areas, write down notes, and reflect on repea-ng messages that were 

emerging. It was important that the researcher cri-cally engaged in the data because of its small 

scale, allowing for depth of analysis where breadth was not possible. By cri-cally engaging in the 

data, the researcher was able to “make meaning” (Braun & Clarke, 2022, p. 42) of the data by 

referring to reflec-ve ques-ons during this phase. The ques-ons the researcher asked were based 

on previous understanding of inten-onal teaching, engagement with literature, and from 

conversa-ons with supervisors.   
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3.4.2 The coding process 

Braun and Clarke (2022) describe the coding process as an analy-c phase of thema-c analysis. It 

involves closely reading each piece of data and labelling dis-nct parts of the text that are relevant 

to the research ques-on, provide context, or give significant meaning. To code the data from the 

ques-onnaire, the researcher used an induc-ve approach and input all the data into tables in 

Microsom Word (see Figure 3.1). Me-culously, each response was latently coded using a word 

label. Amer the whole data set was completely coded, the researcher went back and re-coded 

twice to ensure rigour of coding and to ensure code labels were appropriately used. An example of 

this coding process is provided in Figure 1. 

 
Figure 1: Coding table  

3.4.3 GeneraIon of iniIal themes 

To generate themes from the codes, the researcher took a prac-cal approach and printed out the 

list of codes and arranged the codes into groups of similar aEributes. Using this method enabled 

the researcher to move codes around and use reflexive analysis throughout the process. Once 

these codes were grouped, they were categorized as sub-themes. From these sub-themes, larger 

provisional themes were devised. Using a ques-on posed by Braun and Clarke (2022), “Does this 

provisional theme capture something meaningful?” (p.84), allowed the researcher to build a 

robust understanding of the emergent paEerns in the data.   

 
 

QUESTION 6 PARTICIPANT  RESPONSE CODE SUB-THEME MAIN THEME  
 
 
Can you 
please tell me 
about your 
understanding 
of the term 
'intentional 
teaching'? 

1 Teaching that has purposeful 
outcome, one that is defined to 
provoke thoughtful questioning and 
leads into deeper explorations of 
the activity.  

Learning outcomes, acting 
with intent, effective 
questioning, SST, critical 
thinking skills  

Desired learning 
objectives 
communication  

Intentions  
 
Strategies  

2 Being deliberate with my intentions 
and actions, being actively engaged, 
involved, purposeful and 
thoughtful.  

Acting with intent, partnering 
with children.  

 Strategies  

3 To be able to assess children's 
learning through interests and 
extend on it.  

Assessment, interest-
informed curriculum, 
scaffolding 

Desired learning 
objectives  
Approaches  

Intentions  
 
Impacts curriculum  

4 Planed, purposeful, has meaning 
behind it. 

Planned and prepared,  Skilled teacher  Strategies  

5 Where the adult really understands 
how children learn and provide 
appropriate opportunities to 
support them  

Knowledge, educational 
theory, provision of 
environment  

Theory and research 
environment 3rd teacher 

Influences  
Strategies  

6 An intentional teacher is purposeful 
and plans to extend children’s 
learning through thoughtful and 
intentional teaching practices. 
Intentional teachers draw from their 
experience and knowledge of 
children to guide their interactions.  

Acting with intent, planned 
and preparedness, scaffold, 
thoughtful actions, evidence-
informed practice. 
 
Teaching experience 

Skilled teacher  
 
Theory and research  
 
 
 

Strategies  
 
Influences  
 
 
Support and challenges  
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3.4.4 Developing and reviewing themes  

Once a preliminary group of ini-al themes were designed, the researcher used reflexive analysis to 

ensure the themes possessed a central concept, were rich in data, conveyed important messages, 

and had defined boundaries (Braun & Clarke, 2022). The researcher used the somware, MindNode 

to create mind maps of the main themes (see Figure 3.2). Using the mind map prompted further 

revision of codes and sub-themes. This allowed the researcher to develop and revise the main 

themes un-l they represented central ideas that related to the research study’s ques-ons.  

 

 
Figure 2: Mind map of developing sub and main themes. 
 

3.4.5 Defining themes 

Once the data had been formed into themes, reflexive analysis was further used to analyse what 

each theme represented. Using reflec-ve ques-ons by Braun and Clarke (2022), the researcher 

engaged in conversa-ons with supervisors, preliminary notes from the first phase of analysis, and 

re-engaging with the data set to ensure the themes were substan-al representa-ons of ideas and 

paEerns that clearly related to the research aim and ques-ons. Resul-ng from this process, theme 

descrip-ons were wriEen. Braun and Clarke (2022) suggest theme descrip-ons act as an abstract, 

in illustra-ng the key messages that are delivered in the themes, and “supports the overall story 

your analysis builds” (p.110). Theme descrip-ons were then shared with supervisors and helped 

form the outline of the findings sec-on.  
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3.4.6 PresenIng the findings  

Once the key themes were reviewed and decided upon, the researcher used the theme 

descrip-ons to help outline the wriEen findings. The findings were thema-cally organised to 

present the key ideas and concepts. Tables and models are used where relevant, but due to the 

qualita-ve nature of the study, most of the findings are presented through a narra-ve format with 

an emphasis on par-cipant voice.  

 

In the findings, par-cipants’ responses are coded to iden-fy the country they reside in as well as 

their respondent number. These codes are P (par-cipant), followed by the respondent number, 

and E (England) or NZ (Aotearoa New Zealand).  

 
 

3.5 ParIcipants and context  

Due to the compara-ve element of the research design, it was decided to use social media as a 

tool to gain interest. Poten-al par-cipants who were invited to par-cipate in the online 

ques-onnaire were early years professionals who currently worked in an early childhood 

educa-onal seWng within Aotearoa NZ or England with children aged 3-5 years old. The decision 

to provide a parameter of working with a par-cular age group is because of the specialised 

pedagogies teachers may adapt with younger children. Any individual who met the above 

requirements was able to par-cipate in the ques-onnaire by following a secure link to the 

Qualtrics document which was at the boEom of the post shared in professional groups on social 

media platorms. 

 

The reasoning behind using the two dis-nct countries for sampling is due to the researcher’s 

professional experience in both countries, along with highlighted similari-es and differences 

acknowledged in the literature review chapter. The researcher completed her training in ECE in 

New Zealand, gaining eight years of experience working in the New Zealand Aotearoa ECE sector. 

Since 2017, the researcher has been living in England and working as an early year’s teacher in a 

school seWng.  



 
 
 

 33 

3.6 Validity  

The validity of qualita-ve research centres on ensuring the data is sound, trustworthy, and reliable. 

It is concerned with whether the findings that are presented in the research are reflec-ve of the 

data collected (Punch & Oancea, 2014). This study sought to enhance validity through pilo-ng the 

ques-onnaire to ensure clarity, understanding and aptness of the ques-ons. Furthermore, using 

reflexive thema-c analysis the researcher was encouraged to con-nuously refer to the data when 

analysing findings. This process ensured the findings produced were reflec-ve of par-cipants 

views, beliefs, and experiences documented in the ques-onnaire.  

 

3.7 Reflexivity 

Creswell and Creswell (2018) argue that researchers need to explicitly iden-fy their own beliefs, 

judgements, experiences, values, culture and socioeconomic status to ensure the researcher’s bias 

remains at a minimum when conduc-ng, analysing and evalua-ng their research. To enact this, 

adap-ng a reflexive approach is crucial at all levels of the research process, especially during 

thema-c analysis (Braun & Clarke, 2022). Embracing a reflexive aWtude can facilitate researchers 

to become sensi-ve to and prepare for possible issues that arise whilst promo-ng awareness of 

ethical concerns during the different stages of research (Carter, 2018). To embrace a reflexive 

approach, reflec-ve notes were wriEen and shared with the research supervisors. Regular 

mee-ngs between the supervisors and researcher involved reflec-ve discussion to ensure the 

researcher was enac-ng reflexivity. During analysis, the researcher enacted “qualita-ve sensibility” 

(Braun & Clarke, 2022). This fostered an interest in process and meaning rather than cause and 

effect, as well as the ability to reflect and understand that knowledge is about "nuance, complexity, 

and even contradic-on" (Braun & Clarke, 2022, p. 7) rather than a simple explana-on of findings. 

Reflec-ve prac-ce was used throughout the analysis, using ques-ons from Braun and Clarke 

(2022), conversa-ons with supervisors, and wriEen reflec-ve notes. Thema-c analysis facilitated 

the researcher to produce findings that which are rich in complexity, detail, and meaning.  

 

3.8 Ethical consideraIons  

To ensure par-cipants were not subjected to any possibility of harm from engaging in this research 

project, strict adherence to the Massey Code of Ethical Conduct for Research was followed 

(Massey University, 2017). Consent for the research was received from the Massey University 
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Human Ethics CommiEee (MUHEC). Amer comple-on of the screening ques-onnaire and 

applica-on, the research project was deemed low-risk and approval was given on the 16th of 

August 2022 (see Appendix 4). Transparency and clarity of the inten-ons, processes, analysis and 

evalua-on of the research were able to be achieved as the topic was not of a sensi-ve nature. 

Ethical considera-ons for this research were predominantly based on achieving voluntary informed 

consent, respect for protec-ng par-cipants' anonymity, and providing beneficence for the 

par-cipants involved. Addi-onally, adherence to Te Tiri- o Waitangi is considered, as will be 

discussed below.  

 

Informed consent is defined by par-cipants freely agreeing to par-cipate in the research, 

understanding their role in the study and how their ideas and opinions will be recorded and 

presented, as well as knowing they are able to withdraw from the study at any -me during the 

research process (Punch & Oancea, 2014). Informa-on regarding the research topic included the 

study’s inten-ons, it’s ethical priori-es and guidelines, and contact details for the researcher and 

the research supervisors were provided. To ensure informed consent from the par-cipants of the 

ques-onnaire was achieved, a disclaimer was provided on the first page of the ques-onnaire 

instruc-ng par-cipants that by comple-ng the ques-onnaire, and they were informed the data 

gathered was only use for the purpose of this research project.  

 

Ensuring par-cipants' confiden-ality and anonymity was a key priority for this research. The 

ques-onnaire was designed to keep par-cipants' iden--es anonymous by providing a direct link to 

the ques-onnaire from the invita-on posts on Facebook and invita-on emails. Addi-onally, 

Qualtrics allows researchers to select whether IP addresses are collected. The ‘anonymize 

responses’ op-on was selected to ensure the ques-onnaire did not track par-cipants IP addresses, 

further assuring anonymity.  

 

The research study sought to offer some beneficence to the par-cipants (Massey University, 2017) 

by providing an opportunity for early years teachers to employ reflec-ve thinking through 

par-cipa-ng in open-ended ques-ons in the ques-onnaire. Addi-onally, considera-on has been 

made to become aware of any poten-al power imbalances. Possible par-cipants who maintain a 

posi-on of leadership may have strongly encouraged teachers who are under their management to  
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par-cipate in the study. It is possible that some teachers may feel pressured by their employers or 

leaders to par-cipate in research studies (Ferguson, et al., 2004) To combat this, informa-on 

detailing the study in the ques-onnaire and on email invita-ons explicitly states that there is no 

pressure to par-cipate in the research. 

 

Lastly, to ensure adherence to Te Tiri- o Waitangi, the research is guided by the principles of the 

Treaty; par-cipa-on, partnership and protec-on (Hudson & Russell, 2009). To support and protect 

Māori par-cipants, voluntary informed consent and confiden-ality have been priori-sed as 

discussed in the above sec-ons (Massey University, 2017).  

 

3.9 Summary  

This chapter discusses the research methodology and design and provides informa-on to support 

the validity of the research. Using qualita-ve methodology, this exploratory compara-ve design 

features the data collec-on method of an online ques-onnaire to explore and interpret early 

year’s teachers’ percep-ons, beliefs, and use of inten-onal teaching to support children’s learning 

in ECEC. Using thema-c analysis, data was organised and coded into themes to build a rich and 

complex analysis. These findings were produced to deliver rich responses to the research 

ques-ons. Ethical considera-ons of confiden-ality and consent were described to ensure there 

was minimal poten-al for harm to par-cipants. Reflexivity was discussed to be an integral principle 

for the researcher and supported the validity of the data collec-on, analysis, and evalua-on of the 

findings.  
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Chapter Four: Findings  
 

4.1 IntroducIon 

The findings reported in this chapter are based upon the results of the ques-onnaire. The 

ques-onnaire used purposefully framed open-ended ques-ons, with the addi-on of Likert-scale 

ques-ons to foster breadth and depth of response. Using thema-c analysis, five themes surfaced 

from the data gathered in the online ques-onnaire. The first theme; teachers’ understanding and 

knowledge of inten-onal teaching gives a descrip-ve account of par-cipant's knowledge about 

inten-onal teaching, including where their knowledge came from. The second theme; teachers’ 

pedagogical beliefs, examines the key concepts and values that guide teaching prac-ce, 

referencing key subthemes including inten-onal teaching and play, theore-cal influences, 

rela-onal pedagogy, and working in partnership with children. The third theme examines the 

inten-onal teaching prac-ces par-cipants use and value when suppor-ng children’s learning. 

These are also broken into subthemes; provisioning the learning environment, ac-ve teaching 

prac-ces, and the co-construc-on of knowledge. The fourth theme examines how the two 

curriculums posi-on inten-onal teaching, with specific reference to the EYFS framework (2021) in 

England and Te Whāriki (2021) in Aotearoa NZ. Lastly, the fimh theme discusses the different 

factors which were reported to support or hinder par-cipants' use of inten-onal teaching in ECEC.  

 

4.2 ParIcipant informaIon 

Informa-on regarding par-cipants experience, qualifica-ons and place of residence is outlined in 

Table 4. The number of respondents from Aotearoa NZ was 27, with 11 par-cipants from England. 

81% of all par-cipants held a qualifica-on at degree-level or higher, with 78% of all par-cipants 

having over 6 years of experience in ECEC.  
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Table 1: Participant’s qualifications and experience in ECEC 

 

England 

Seventy-two percent (72%) of par-cipants from England held degree-level or higher qualifica-ons. 

Only 1 par-cipant did not hold a formal qualifica-on in ECEC. Ninety-one percent (91%) of 

par-cipants from England have had over 6 years’ experience working in ECEC, and 72% had over 10 

years’ experience. Three out of the five par-cipants from England maintained QTS status, 

acknowledging their qualified teacher posi-ons. Three par-cipants were employed in teaching 

assistant roles, while the remaining five held leadership roles in ECEC. 

 

Aotearoa New Zealand 

Eighty-eight percent (88%) of Aotearoa NZ based par-cipants held a recognised ECEC teaching 

qualifica-on. Only one par-cipant did not have a formal qualifica-on in ECEC, and the other held a 

Montessori diploma. Eight out of the 16 par-cipants in Aotearoa NZ were fully cer-ficated 

teachers, 7 held leadership posi-ons in ECEC, and 1 was employed in an unqualified teaching 

assistant role.  

 

 Number of participants 

UK  
n=11 

Aotearoa NZ 
N=27 

Qualification Bachelor of Arts in Childhood Studies 
Diploma in Early Childhood Education 
Bachelor of Education (Early Years) 
Bachelor of Teaching (Early Years) 
Postgraduate Certificate in Early Childhood Education 
Master of Education (Early Childhood Education) 
Doctorate 
PDA in Childhood Studies (level 8) 
SVQ Level 4 (working towards Bachelor of Arts in Childhood 
Practice) 
Level 5 Early Years qualification 
Montessori Diploma 
No formal qualification 

1 
 
2 
2 
 
1 
1 
1 
1 
 
1 
 
1 

 
3 
3 
6 
1 
1 
 
  
 
 
 
1 

Experience 0-2 years  
3-5 years  
6-9 years  
10-15 years  
16 years or more 

1 
 
2 
3 
5 

1 
4 
3 
1 
7 
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4.3 Teachers’ understanding and knowledge of intenIonal teaching  

Par-cipants were asked to describe their understanding of the term, ‘inten-onal teaching’ and 

provide examples of inten-onal teaching moments which posi-vely impacted young children’s 

learning. 85% of all par-cipants agreed that they had a good understanding of inten-onal teaching 

and most responses included a reference to teachers making purposeful and deliberate ac-ons to 

support children’s learning. Key words that par-cipants used to describe their understanding of 

inten-onal teaching were analysed using Tagul (hEp://tagul.com) which is an online word-cloud 

generator. This is displayed in figure 4.1 which provides an illustra-on of the most frequent terms 

used in bigger text. 

 

 
Figure 3: Word cloud describing participant’s understanding of intentional teaching 

 

Findings suggest teachers from England and Aotearoa NZ have a similar understanding of 

inten-onal teaching as purposeful and planned prac-ce.  Teachers’ understanding of inten-onal 

teaching is to teach “with a set purpose” (P17/E) with intended learning outcomes. Par-cipant 

26/NZ defined inten-onal teaching as a “proac*ve, planned and considered approach to teaching”. 

Par-cipant 7/E suggested inten-onal teaching is “reflec*ng and evalua*ng how your ac*ons can 

influence the way in which children learn”. 

 

Findings illustrate that a combina-on of factors influence and build teachers’ understanding of 

inten-onal teaching. As shown in Table 2, professional learning opportuni-es were the most 

commonly reported factor contribu-ng to par-cipants' understanding and knowledge of 

inten-onal teaching. A further 27.3% of England par-cipants and 31.25% of Aotearoa NZ 

par-cipants stated inten-onal teaching was introduced to them during their ini-al teacher 

educa-on.  
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Addi-onally, professional rela-onships with colleagues have supported teachers’ understanding of 

inten-onal teaching. Par-cipants have learnt about inten-onal teaching through “mee*ngs” 

(P15/NZ), “professional discussions with colleagues” (P13/NZ) and “working alongside like-minded 

colleagues” (P8/NZ). Interes-ngly, par-cipant 11/NZ shared that they felt inten-onal teaching had 

always been a part of their 16 year-long teaching career, sta-ng “I think I always have had this 

aspect before it has the name of inten*onal teaching”.  

 

Research was reported to be a contribu-ng factor to teachers’ understanding of inten-onal 

teaching. Some par-cipants shared they have learnt about inten-onal teaching by reading relevant 

research and literature. Par-cipants believed that good theore-cal knowledge of learning and 

development are important components of inten-onal teaching. Par-cipant 8/NZ expressed an 

understanding that inten-onal teachers require a “good understanding of child development, so 

that the appropriate supports can be put in place”.  

 

 

 

 

 

 

 

 

 

4.4 Teachers’ pedagogical beliefs  

Findings illustrate how teachers’ pedagogical beliefs may influence their understanding of the 

teachers’ role in teaching and learning and inform how they inten-onally support children’s 

learning. These beliefs are captured in the following sub-themes: inten-onal teaching and play, 

theore-cal influences, rela-onal pedagogy, and working in partnership with children.  

 

4.4.1 IntenIonal teaching and play 

Findings indicate par-cipants hold strong beliefs about the value of play; “I believe that play is the 

best way to engage a child to learn” (P22/E) and that “children need ac*ve, hands-on, play 

Table 2: Contributions to teachers’ understanding of 
intentional thinking 

 

Number of participants 

England  Aotearoa NZ 

 
Continuous professional development 

 
45.5% 

 
50% 

 
Initial teacher education  

 
27.3% 

 
31.25% 

 
Professional discussions with colleagues  

 
36.3% 

 
43.7% 

 
Professional self-directed learning 

 
9% 

 
12.5% 
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experiences that enable them to develop aUtudes and skills” (P7/E). In providing examples of 

inten-onal teaching, most par-cipants described inten-onal teaching moments occurring within 

the context of children’s play. 88% of all par-cipants agreed that inten-onal teaching can occur 

within a play-based pedagogy.  As Par-cipant 2/NZ described, sta-ng, “While children were 

pain*ng, I asked them what they think would happen if we mixed x and x colours together and 

seeing their reac*ons and experiments of mixing colours to create new colours. They learnt a base 

of the colour wheel, primary and secondary colours” 

 

Similar language-based and co-construc-ve strategies were given in the examples from Aotearoa 

NZ par-cipants. One teacher from Aotearoa NZ shared:  

 

“A child is currently very interested in animals and reading/literacy. Book brought out 

specifically highligh*ng his interest with lots of visuals and words (child also researching at 

home). Child sounding out phone*cs of words, teacher spending *me, ac*vely listening to 

child read, encouraging, challenging and together researching some quite obscure animals” 

(P26/NZ).  

 

Findings revealed poten-ally conflic-ng perspec-ves when par-cipants were asked if inten-onal 

teaching can exist within a play-based pedagogy. Whilst no par-cipants disagreed with this 

statement, wriEen responses indicated the possibility of some tensions. Par-cipant 6/NZ shared 

“inten*onal teaching is an integral part of teaching in ECE and compliments a play-based 

approach”, yet par-cipant 9/NZ said that inten-onal teaching only “has its place among certain 

philosophies”. Furthermore, par-cipant 15/NZ believes that inten-onal teaching is “it is widely 

promoted but not totally collabora*vely agreed on in our centres. Play-based, child-led, preferred”. 

This may indicate some teachers in Aotearoa NZ view play-based pedagogy and inten-onal 

teaching as separate constructs.  

 

Yet this belief was not commonly shared across contexts, with most par-cipants seeing play and 

teaching as interconnected. Par-cipant 24/E described the use of inten-onal teaching in their play-

based environment as “woven” throughout the day. Furthermore, par-cipant 21/NZ describes how 
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they inject learning objec-ves inten-onally through play in the following quote: “I will teach maths 

in it (play) asking how much water how many spoons of sugar, how much milk”.  

 

4.4.2  TheoreIcal influences 

Throughout the ques-onnaire, par-cipants referred to child development theory when defining 

their beliefs on inten-onal teaching and children’s learning. Findings indicate that par-cipants' 

pedagogical beliefs are influenced by socio-cultural theory; in par-cular, Vygotsky. Par-cipants 

discussed how socio-cultural theory has influenced their posi-on in children’s learning and 

referred to Vygotsky’s theory of the ‘more knowledgeable other’ (Vygotsky, 1987) when providing 

reasoning for their inten-onal teaching prac-ce: “socio-cultural theories underpin my teaching 

with the belief that adults and children can construct knowledge together” (P6/NZ). Findings may 

suggest that this theore-cal understanding enables par-cipants to enact a more ac-ve role and 

can “purposefully further children’s learning that cannot be achieved if le[ to their own devices” 

(P6/NZ).  

 

When explaining the theore-cal influences on their inten-onal teaching prac-ce, par-cipants 

referred to Vygotsky’s zone of proximal development. Responses from both countries reflected a 

belief that a child’s ZPD provides guidance for educators to conceptualise their ac-ve role in 

children’s learning: “Vygotsky's ZPD is at the centre of my philosophy. Children's development can 

be supported and enhanced through meaningful support by a more able adult or peer” (P7/E).  

 

Par-cipants from Aotearoa NZ reported that their inten-onal teaching beliefs are guided by 

culturally responsive prac-ce, encompassing a bioecological model and Kaupapa Māori theory. 

Par-cipants expressed that embracing children’s culture, background and language are important 

considera-ons of inten-onal prac-ce. Par-cipants from Aotearoa believe that working alongside 

and with whānau not only supports children’s learning but enables teachers (kaiako) to deepen 

their understanding and guides inten-onal prac-ce: “As kaiako, we learn alongside our community 

to grow our knowledge too” (P26/NZ). 
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4.4.4 RelaIonal pedagogy 

Findings indicate par-cipants may enact a rela-onal approach within their inten-onal prac-ce. The 

following quote suggests that par-cipants from Aotearoa NZ believe these rela-onships enable 

inten-onal teaching to take place. “Once reciprocal rela*onships are formed, I am able to nurture 

children's learning and provide an environment which fosters their growth” (P10/NZ). A rela-onal 

approach to their teaching included partnering with children, partnership with whanau and 

partnership with colleagues. Par-cipants referred to these rela-onships as “trusaul” (P12/NZ), 

“authen*c and reciprocal” (P13/NZ) and “responsive” (P6/NZ). Par-cipant 8/NZ referenced 

aEachment theory, sta-ng “children need to feel safe and secure in their environments to be able 

to do higher order thinking and learning”. Par-cipants referred to rela-onships with children as the 

“founda*on” (P26/NZ) of their teaching role.  

 

Par-cipants in England and Aotearoa NZ also used the words ‘nurturing’, ‘loving’, and ‘caring’ when 

describing their role in children’s learning, further sugges-ng par-cipants believe inten-onal 

teachers should have responsive and caring rela-onships with children. P22/E illustrates this in 

sta-ng, “I support children from a place of uncondi*onal love”. 

 

Findings demonstrate rela-onships enable inten-onal teaching to occur in meaningful ways by 

providing teachers with knowledge of children’s needs and interests. Par-cipant 10/NZ stated, 

“inten*onal teaching is where teachers truly know their children and use their understanding to 

join in and guide when the opportuni*es arise”. This view was shared with par-cipants from both 

countries. Par-cipant 22/E shared that their understanding of inten-onal teaching comes from “a 

place of having knowledge of a child”. It suggests par-cipants believe developing responsive 

rela-onships is important for guiding inten-onal prac-ce. One par-cipant shared this belief 

through the following quote: “Once reciprocal rela*onships are formed, I am able to nurture 

children's learning and provide an environment which fosters their growth” (P10/NZ). 

 

All par-cipants agreed that responsive rela-onships are essen-al for inten-onal teaching to occur. 

However, par-cipant 24/E was the only par-cipant from England who described their rela-onal 

approach in their inten-onal teaching. They believe “the first step of inten*onal teaching is to 
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determine the goals and priori*es and work together with the families and the children we teach to 

determine the outcomes”.  

 

This par-cipant also provided an example of a rela-onal approach, quo-ng “researching and 

learning together” as an inten-onal teaching prac-ce. Par-cipants in Aotearoa NZ responded 

significantly more on how rela-onal pedagogy guides their inten-onal prac-ces. This may suggest 

differences in pedagogical beliefs and prac-ces between Aotearoa NZ and England.  

 

4.4.3 Working in partnership with children 

The findings presented par-cipants’ perspec-ves on their teaching role as complex, detailed, and 

“nuanced” (P7/E). A commonly iden-fied belief was that inten-onal teaching is more effec-vely 

enacted in the context of partnership with children. These findings build further from a rela-onal 

pedagogy, and include beliefs related to the empowerment and agency of the child as a learner. 

 

Results from the data indicate par-cipants from both countries view young children in their 

seWngs as competent learners who should be encouraged to take a “leadership role” (P11/NZ) in 

their learning. When par-cipants provided examples of inten-onal teaching, children’s agen-c 

posi-on in their learning was respected by teachers. This was achieved by teachers not taking a 

didac-c approach to learning experiences but trus-ng children’s ability to contribute knowledge 

and lead their own learning. The following quote from par-cipant 13/NZ highlights this belief, 

sharing “with risky play, probably a bit unsafe but I knew the child was capable and able to judge 

for themselves whether they were safe or not. They thought they were and succeeded in their 

quest.” 

 

Inten-onal strategies of “communica*ng down to their level” (P1/NZ) “facilitate learning around 

their interest” (P11/NZ), and “leUng children ini*ate their play” (P15/E) suggests par-cipants are 

cognisant of possible power imbalance, therefore may be inten-onal in promo-ng children’s 

agency in response. A quote from par-cipant 24/E illustrates pedagogical beliefs on promo-ng a 

balance of power in deciding who ini-ates learning experiences, in sta-ng “it is important that 

prac**oners and teachers provide, through responsive and inten*onal planning, a blend of child-

ini*ated and adult-ini*ated planning”. 
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The role of the teacher in ECEC was defined as a ‘facilitator’ by many par-cipants from both 

contexts and the data suggests teachers in both countries show hesitancy towards didac-c 

teaching prac-ces. In mi-ga-ng this concern findings suggest that par-cipants believe it is 

important to share power and control of learning experiences with children and inten-onally 

engage in prac-ces which empower young learners: “Being in the present moment with them, not 

forcing their learning” (P22/E).  

 

Hesitancy towards didac-c teaching prac-ces is reflected in teachers’ beliefs on curriculum 

approaches, as many par-cipants iden-fied their priori-sa-on of a child-led approach grounded in 

children’s interests. When describing their role in ECEC, par-cipants provided detailed responses of 

their teaching prac-ce being informed by children’s cues, needs and interests. This belief was 

evident in responses from par-cipants in both countries and is reported throughout the 

ques-onnaire. This is illustrated in the following quote from P27/E when describing her role in 

children’s educa-on: “I see my role as that of a facilitator. I provide the free flow play experiences 

for the children and then develop and respond to their needs and interests”. This is further 

exemplified by par-cipant 8/NZ, who states “knowing individual learners where their strengths, 

interests and disposi*ons lay and thinking inten*onally how to nurture and grow these 

further. SeUng up learning environments to support interests and grow development”.  

  

A Likert-scale ques-on (see Appendix 5) revealed conflic-ng views on a child-led approach in ECEC. 

While 37.5% of Aotearoa NZ par-cipants believe that ECEC should be completely child-led, only 

18.8% of English par-cipants agreed . This highlights further possible pedagogical differences 

between countries. Par-cipants believe that "children should always be at the forefront of their 

own learning" (P20/NZ), and that following children's interests and planning purposeful 

experiences is an inten-onal prac-ce. However, par-cipants made liEle men-on of the inten-onal 

teaching strategies they use when children lead their own learning. This could indicate that 

teachers have different ideas about what their role is in a child-led approach to learning. 
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4.5 The strategies teachers acIvely use in being intenIonal pracIIoners 

Findings present similar perspec-ves on specific inten-onal teaching strategies across the two 

countries. Three areas of inten-onal teaching prac-ces emerged from the data - provisioning the 

learning environment, ac-ve teaching prac-ces, and rela-onal prac-ce. 

 

4.5.1 Provisioning the learning environment 

Being a facilitator of learning environments appeared to be a common prac-ce among 

par-cipants. The data suggest that developing an effec-ve learning environment is important for 

inten-onal prac--oners. Par-cipant 25/NZ described this prac-ce as “orchestra*ng the 

environment to extend children’s learning”. Par-cipants from England have labelled their planned 

and purposeful environments as “con*nuous provision” (P7/E and P18/E).  

 

When provisioning a s-mula-ng learning environment, safety is a priority for most par-cipants. 

Par-cipant 14/NZ believed that part of their role as an inten-onal teacher is to “make sure their 

space is safe”, and par-cipant 23/E believes part of their role is to “provide a safe space for them 

(children) to explore ideas”. This included the responsibility of supervision and “scanning the area” 

(P14/NZ). Findings illustrated that the facilita-on of the physical learning environment was a 

valuable inten-onal teaching strategy, and something par-cipants enact every day when working 

in ECEC.  

 

Furthermore, equipping the environment with purposeful resources was agreed by all par-cipants 

to be an important inten-onal teaching strategy. Using resources to support children’s learning 

was important for teachers. When describing examples of effec-ve inten-onal teaching, there was 

significant use of resources to support learning.  Par-cipant 27/E shared that they inten-onally 

support children’s use of “open-ended resources” to extend learning and nurture children’s self-

directed play. 

 

Compara-vely, a slight difference emerged in the frequency par-cipants use this inten-onal 

strategy to support children’s learning. In England, 66% of par-cipants enacted this prac-ce every-

day, compared to 46% of Aotearoa NZ par-cipants (see Appendix 6). Par-cipants use purposeful 

resourcing to support the progression of their learning. Par-cipant 4/NZ exemplifies this, sta-ng 
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their prac-ce is to “ensure they (children) have the resources to achieve their goals”.  The methods 

in which par-cipants introduce, use or facilitate these resources were not explained by 

par-cipants.  

 

Inten-onally provisioning the learning environment was a strategy some par-cipants from 

Aotearoa NZ used to support learning without interac-ng with children. This was described in the 

following quote by par-cipant 9/NZ: “Provide proper resources that are age-appropriate, step back 

and watch them learn”. Furthermore, when asked how par-cipants inten-onally supported 

children during their play, par-cipant 14/NZ described her role was to “let children have the *me 

to do what it is they are doing while not being interrupted or disturbed”. Furthermore, par-cipant 

9/NZ stated her role is to “let the child find answers themselves without being interrupted”. These 

quotes may indicate par-cipants from Aotearoa NZ adopt a more passive posi-on in children’s 

learning.  

 

Findings suggest that giving children appropriate amounts of -me to explore and learn was 

recognised as an inten-onal teaching strategy for some par-cipants. Par-cipant 25/NZ describes 

this as children “being given the *me and space”. This was iden-fied predominantly from 

par-cipants from Aotearoa NZ. While par-cipants from Aotearoa NZ shared that -me was an 

inten-onal tool to support learning, findings suggest the strategy of wait--me was not a daily 

prac-ce for 37.5% of par-cipants in Aotearoa New Zealand (see Appendix 5). Together, these 

findings may indicate possible differences between espoused prac-ces, beliefs and theories on 

children’s learning versus their actual prac-ces. 

 

4.5.2 Planning and observaIon  

Par-cipants frequently used the words ‘planning’ or ‘planned’ when describing inten-onal 

teaching and expressed the importance of planning for specific strategies and provisions to 

support children’s learning. Par-cipant 24/E called this, “responsive and inten*onal planning”. 

Par-cipant 11/NZ described this process as “purposeful planning”. Findings may illustrate 

par-cipants believe planning is a fundamental prac-ce of the inten-onal teacher as it to enables 

teachers to meet the “needs, interests, and disposi*ons of the learner and their whānau” (P26/NZ). 

Findings show that not only is planning something that occurs for par-cipants before their 
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interac-ons but can also occur within the moment. Par-cipant 22/E describes this, sta-ng 

“spontaneity is always a good approach to have with learning, so you're able to use something that 

they are offering in the moment and turn it into a lesson to increase their knowledge and abili*es”.  

 

Par-cipants frequently cited using observa-on as an inten-onal teaching prac-ce. Par-cipant 5/E 

describes using observa-on to support the teacher in “knowing how a child is accessing and 

interac*ng with their chosen play is key”. Par-cipants shared that observa-on needs to occur first 

to understand how to support children’s learning interests accurately. Par-cipant 24/E defines this 

through the following statement, “Observa*ons throughout the day can allow us as prac**oners 

to scaffold learning for children and offer challenges to their interests”.  

  

Although observa-on was expressed as a strategy to help inform planning and inten-onal teaching 

prac-ces, some par-cipants used the term observa-on in ways that may suggest a more passive 

posi-on in the learning environment. Par-cipant 9/NZ comments, “stand back observe and watch 

the child solve or work out a solu*on in their own *me and space”. Furthermore, par-cipant 13/NZ 

stated when suppor-ng children in their individual play, a teacher should be “happy to sit back and 

observe what is happening with the children”. The term observa-on was used by English 

par-cipants to support their understanding of what children are doing and to help teachers “know 

when to intervene” (P27/E) which may suggest a more inten-onal form of observa-on. 

 
 

4.5.3 AcIve teaching pracIces 

While providing a rich, invi-ng and s-mula-ng learning environment is important for teachers, 

findings demonstrated specific inten-onal strategies teachers ac-vely use when engaging with 

children. The ac-ve and inten-onal ac-ons teachers implement to support children’s ac-ons were 

common across both countries. Par-cipants shared similar values in what they believe to be 

valuable and important strategies when interac-ng with children. There were slight variances in 

what ac-ve teaching strategies teachers valued from both contexts, and this will be discussed in 

the following sec-on. Whilst the findings from this sec-on emerged primarily from qualita-ve 

data, the quan-ta-ve data elements are supported by tables found in the Appendices sec-on of 

this thesis. Appendixes five, six and seven support the data where quan--es and percentages 

discussed.  
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Dialogic strategies where teachers use language purposefully to support and progress children’s 

learning are highly valued strategies, and findings indicate they are used amongst par-cipants on a 

regular basis (see Appendix 6). Findings suggest that par-cipants omen described (or noted) 

ques-oning skills when providing examples of inten-onal teaching prac-ce. The most frequently 

used dialogic strategies were effec-ve ques-oning, descrip-ve praise, and verbal guidance. The 

data presented other regular dialogic strategies that teachers use is ac-ve listening, direct 

instruc-on, responsive verbal feedback and providing new language.  

 

The findings suggest effec-ve ques-oning is a regular and important inten-onal prac-ce teachers 

use to support children’s learning and defined by many par-cipants as open-ended ques-oning. 

Effec-ve ques-oning was used in par-cipant 1/NZ defini-on of inten-onal teaching, describing the 

pedagogical prac-ce as “provoking thoughaul ques*oning”, which they defined as “open-ended 

ques*ons that encourage children to use language to discuss their inten*ons and explora*ons”. 

Par-cipant 18/E described the inten-onal prac-ce as “higher level ques*ons”. Par-cipants used 

this strategy within children’s play, as exemplified by par-cipant 21/NZ in describing their prac-ce: 

“asking inten*onal ques*ons in their play”. When par-cipant 7/E was giving an example of 

effec-ve inten-onal teaching, they described how their use of effec-ve ques-oning helped to 

progress a child’s learning. They stated, “A[er my ques*on about did he think he could predict what 

might happen, he then made sensible predic*ons before tes*ng his theory”.  

 

Although effec-ve ques-oning was suggested to be an important prac-ce, par-cipant 15/NZ 

men-oned they “try to make statements to encourage children further, rather than ques*ons”. 

This may reflect other possible dialogic strategies par-cipants regularly employ; sustained shared 

thinking (SST) and verbal guidance. Findings suggest par-cipants use SST within children’s play to 

support their social interac-ons. P6/NZ explains this by sta-ng, “I would ac*vely support their pro-

social skills and ability to communicate in a collabora*ve and co-opera*ve way”. However, only 

one par-cipant used the term ‘sustained-shared thinking’ within the data. Addi-onally, Par-cipant 

15/NZ presented the view that meaningful and co-constructed conversa-ons with children should 

involve encouraging statements, “rather than just ques*ons”.  
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Findings demonstrated how teachers see descrip-ve praise as an important and valuable 

inten-onal prac-ce. Par-cipants use descrip-ve praise to encourage children’s par-cipa-on and to 

build children’s self-esteem and confidence. Par-cipants defined descrip-ve praise as “posi*ve 

encouragement and reinforcement” (P2/NZ), “verbal praise” (P8/E), and “proximal praise” 

(P26/NZ). Par-cipant 22/E illustrates this strategy through the following quote: 

 

“I use encouraging words with each child. If some children lose focus I try and bring them 

back into the ac*vity gently, showing more excitement in how I am experiencing the ac*vity. I 

use upli[ing sentences about them and the group play ac*vity” 

 

Nine out of ten par-cipants in England believed that descrip-ve praise is a valuable inten-onal 

teaching approach. Compara-vely, 3 par-cipants from Aotearoa NZ believe it has liEle to some 

value (see Appendix 7). This may highlight possible differences in par-cipants' beliefs and prac-ces 

on purposeful praise between Aotearoa NZ and England.  

 

Par-cipants referred to other dialogic strategies they implement. Par-cipant 19/E commented 

they inten-onally “narrate play” and par-cipant 25/NZ said they “suggest ideas and explain” to 

support learning. Introducing new vocabulary was also a strategy that par-cipants from England 

iden-fied as inten-onal teaching. Par-cipant 7/E elaborated on this by providing details on a 

par-cular interac-on with a child to support their understanding of scien-fic concepts:  

 

“Child was playing with an ac*vity planned by me to help them explore the idea of floa*ng 

and sinking. I observed for a while and later asked him what he had no*ced. He did not fully 

understand the vocabulary of floa*ng and sinking. We explored together where I introduced 

the words and demonstrated what they mean. The next day, I placed new items to explore 

and encouraged him to do so. He did so and was very excited to be able to use the words 

'float' and 'sink' in context” 

  

Moreover, ac-ve listening was highlighted from two par-cipants in Aotearoa NZ as an inten-onal 

teaching strategy. Par-cipant 25/NZ believes that “ac*ve listening is key”, which poten-ally may 

further indicate use of sustained-shared thinking.  
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Par-cipants omen referred to the strategy of scaffolding when describing their inten-onal teaching 

prac-ce. Par-cipants from both countries described scaffolding as “extending learning” (P26/NZ) 

within children’s interests and inquiries. Par-cipant 22/E describes this process, sta-ng “working 

with what they (children) give me and what interests them and then expanding that into something 

they can learn” 

 

As per earlier examples of teachers’ sociocultural prac-ce, findings suggest par-cipants view 

scaffolding as an inten-onal strategy for transpor-ng children’s current understanding to new 

learning possibili-es. Par-cipant 8/NZ describes this through the following quote: “Scaffolding and 

suppor*ng their zone of proximal development. This means being a good observer and having a 

good understanding of child development so that the appropriate supports can be put in place”.  

 

Across the data set, scaffolding was recognised by par-cipants as an important and valuable tool to 

support learning. However, a discrepancy in the frequency with which par-cipants use scaffolding 

is highlighted. Whilst all England-based par-cipants said they use scaffolding every day, only 75% 

of Aotearoa NZ based par-cipants reported doing so (Appendix 6). This may further indicate 

differences between espoused prac-ces, beliefs, and theories versus teachers’ actual prac-ces in 

Aotearoa NZ based par-cipants.  

 

Throughout the findings, par-cipants referred to assessment as an inten-onal teaching prac-ce. 

Although par-cipants iden-fied this prac-ce, only one par-cipant (P26/NZ) explained how they 

use this to support learning. This can be illustrated through the following quote: “As we no*ce 

more, our role can be to celebrate the knowledge children and whānau bring and weave this into 

assessment”.  

 

Findings indicate that par-cipants may evaluate of their teaching prac-ce through reflec-on 

supported inten-onal teaching. Par-cipant 7/E depicts this by sta-ng, “reflect on what further 

ac*vi*es could be planned to extend learning further”. Many par-cipants from both countries used 

the term “reflect” when describing their own inten-onal teaching prac-ce. Using reflec-ve 

ques-ons to elicit evalua-on of prac-ce, reflec-ve feedback between colleagues, and “reflec*ng in 

the moment” (P17/NZ) were highlighted by par-cipants as suppor-ng inten-onal teaching. 
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4.5.4 The co-construcIon of knowledge 

Findings suggest that par-cipants from Aotearoa NZ use the rela-onal pedagogical prac-ce of ‘ako’ 

to promote learning. Par-cipant 15/NZ described ako as where “we can be co-learners with the 

child”, and to have a “willingness to learn from children”. Par-cipant 26/NZ further states that “in 

ako we move between learners and teachers as do our children”.  

 

Although par-cipants referred to the use of ‘ako’ as an inten-onal teaching strategy, this prac-ce 

was also described as co-construc-on by par-cipants in Aotearoa NZ. Findings suggest that 

par-cipants’ use children’s previous knowledge, interests and working theories to “construct and 

collaborate” (P26/NZ) new knowledge alongside children. Data shows that par-cipants from 

Aotearoa NZ may view their role as co-constructors of learning, as illustrated in the following 

quote: “My role is a co-constructor, facilitator and guide in children’s learning. Children are very 

much a part of their learning journey and can lead the way with the guidance of a skilled and 

knowledgeable adult”. (P6/NZ). An example of how this strategy is used to inten-onally support 

learning is described by par-cipant 8/NZ:  

 

“An example was a child who liked to drum on all surfaces. Together we co-constructed a 

music wall outside. He chose all the props to go on the wall and where he wanted them to be 

added. There were lots of problem-solving opportuni*es to select which items were fit for the 

wall, and conversa*ons thinking about where items would be placed. My role in this was to 

encourage and support him throughout the process and be his hands when he couldn’t 

secure the pieces to the wall” 

 

The term ‘co-construc-on’ wasn’t present in qualita-ve responses from par-cipants in England. 

However, 54% of par-cipants claim they use co-construc-on every day (see Appendix 6). This may 

indicate a lack of understanding or ar-cula-on of this specific teaching strategy.  

 

This may further indicate poten-al differences between espoused and enacted prac-ces. 

Subsequently, the above findings may also suggest possible differences between pedagogical 

prac-ces in Aotearoa NZ and England.  
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4.6 Influences of formal curriculum documents and guiding frameworks 

Perspec-ves on the influences of curriculum frameworks and their guiding documents on 

suppor-ng and guiding inten-onal teaching prac-ce were different for par-cipants from Aotearoa 

NZ compared to those from England. Par-cipants from England didn’t provide detail on how the 

EYFS framework (2021) curriculum explicitly guides their prac-ce but did express cri-que on how 

the framework can hinder their inten-onal teaching. However, findings reveal that par-cipants in 

Aotearoa NZ do make explicit use of Te Whāriki (2017) to guide their inten-onal prac-ce through 

drawing on the reflec-ve ques-ons, learning outcomes, pedagogical approaches, and 

development theory. The following quotes reflect how par-cipants value and embrace Te Whāriki 

(2017) to support and guide their inten-onal teaching prac-ce; “I follow Te Whāriki blindly” 

(P22/NZ), “My en*re prac*ce is guided by Te Whāriki” (P4/NZ) and “Te Whāriki underpins my 

work” (P8/NZ). 
 

Some par-cipants view Te Whāriki (2017) as a curriculum that is underpinned by inten-onal 

teaching prac-ce: “All of Te Whāriki is about inten*onal teaching” (P13/NZ). The data may also 

indicate that par-cipants from Aotearoa NZ use Te Whāriki (2017) as an ac-ve, working document; 

“When posed with something I am not quite sure about how to address I go back to Te Whāriki’s 

key documents for guidance” (P20/NZ) and inten-onally use the document to inform their teaching 

prac-ce and prompt reflec-on; “Te Whāriki helps you remember ways you support children and 

they learn when you are aware of these principles” (P15/NZ) 

 

Par-cipants from Aotearoa NZ discussed how Te Whāriki guides their inten-onal prac-ce by 

providing “valuable ideas for age-appropriate learning outcomes” (P12/NZ) which delivers “a basis 

for what to aim for with children” (P6/NZ). The learning outcomes within Te Whāriki (2017) are 

indicated in the findings to support par-cipants' inten-onal use of assessment. As described by 

par-cipant 26, Te Whāriki’s (2017) learning outcomes “guide the disposi*onal lens of assessment”.  

 

Findings suggest par-cipants in Aotearoa NZ use Te Whāriki (2017) to guide their inten-onal 

prac-ce using the curriculum’s reflec-ve ques-ons to elicit reflec-ve thought and improve 

prac-ce. This is demonstrated by the following quote: “The reflec*ve ques*ons for kaiako are 

useful with elici*ng reflec*on and a guide to what our teaching prac*ce should look like” (P6/NZ). 
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The development of Te Whāriki’s (2017) posi-oning of the teacher in children’s learning may cause 

possible differences in inten-onal prac-ce among teachers in Aotearoa NZ. Par-cipant 6/ NZ 

illustrates this in the following quote: 

 

“ I believe inten*onal teaching isn’t consistent across the board in ECE. It seems that new 

teachers coming into the sector have knowledge on it and it’s the older/experienced teachers 

who are proficient in the old version of Te Whāriki who are s*ll developing their knowledge 

on inten*onal teaching. This may not be the case across the whole sector but certainly what I 

have observed in my experience”.  

 

Par-cipants from Aotearoa NZ highlighted the suppor-ng curriculum document He Māpuna te 

Tamai* (2019) as a guide and support for their inten-onal teaching prac-ces. Par-cipants gave this 

document high praise, referring to it as ‘amazing’ (P14/NZ) in suppor-ng teachers’ prac-ce in 

‘coaching’ (P21/NZ) children’s social and emo-onal development.  

 

Ten par-cipants from England follow the EYFS framework (2021), and one par-cipant uses a 

‘bespoke’ curriculum based upon the needs of the children in their seWng. Par-cipants from 

England were not as descrip-ve in how the curriculum supports or guides their inten-onal 

teaching prac-ce, but shared cri-cisms of the framework as to how it may restrict inten-onal 

teaching. Some par-cipants felt the framework guided teachers to create “effec*ve lesson plans 

and experiences for children that are based upon goals and objec*ves” (P24/E). Yet another 

par-cipant (P16/E) cri-qued this by sugges-ng the framework limits children’s learning: “The 

curriculum aims for specific outcomes rather than the skills being learned. Although I appreciate 

the documents and the underpinning aims for holis*c development, I feel the end goal is 

overshadowing experiences children should have”. 

 

Findings also suggest that teachers in England may feel opportuni-es for their prac-ce to 

inten-onally guide learning can be limited by curriculum requirements as it does not leave much 

room for autonomy. This is illustrated in the following quote: “Teachers can be too dependent upon 

the statements as fact not guidance. It’s a tool to support not direct your teaching” (P5/E). 
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Furthermore, this is also illustrated by the following quote from Par-cipant 23 (E): “Some*mes the 

things we need to do that day overshadow my philosophy and ideal teaching goals”.  

 

The following response from par-cipant 7/E describes how their bespoke curriculum (independent 

from the EYFS framework (2021)) empowers prac--oners to enact inten-onal teaching prac-ces 

using specific and purposeful strategies that promote teachers to be ac-ve in their role in 

children’s educa-on: “It is based on learning through play with adult support that supports 

dialogue and open ques*oning. We focus on learning disposi*ons to help our children become 

effec*ve learners”. 

 

The findings on how curriculum supports inten-onal teaching prac-ce argue that curriculum can 

either guide or inhibit opportuni-es for inten-onal teaching, and how teachers’ posi-on in 

children’s educa-on is possibly empowered or directed by curriculum frameworks.  

 

4.7 The supports and challenges of being an intenIonal teacher 

Responses from the ques-onnaire suggest various factors which either inhibit or enabled 

par-cipants to prac-ce inten-onal teaching. Par-cipants across both countries shared similar 

perspec-ves on how the dynamic influences of government, ECEC seWngs, provision of resources, 

-me, and professional development can impede their ability to be inten-onal prac--oners in 

young children’s educa-on.  

 

Findings suggest that teachers require support from leaders and owners of ECEC seWngs to 

provide adequate -me, resources, and training for inten-onal teaching to occur. When par-cipants 

were asked what factors either inhibit or support their inten-onal teaching, “finding the *me” 

(P7/E) to enact quality inten-onal teaching was important for par-cipants from both countries. 

Data suggests -me to be inten-onal is influenced by various factors, including; “staff absences” 

(P8/NZ), “terrible ra*os” (P13/NZ), daily housekeeping du-es, rou-nes, paperwork, and curriculum 

demands. Par-cipant 20/NZ describes the limita-ons of -me are associated with the pressures of 

“adult tasks that need to be done in the classroom like paperwork and cleaning”.  
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Par-cipants in Aotearoa NZ par-cularly referenced transi-ons and seEling new children into the 

seWng when discussing the impacts of -me to inten-onally teach: “The main thing that inhibits 

me is when we are having a crazy busy day se>ling young/new children. It is hard to focus on 

teaching and learning when trying to se>le new children” (P25/NZ).  

 

Not only did par-cipants highlight the need for -me to be present and “in the moment with 

children” (P11/NZ), but also indicated that they need -me to prepare and plan for inten-onal 

teaching to occur. This is illustrated in a quote from par-cipant 6 (Aotearoa NZ): “Having the *me 

to plan for children’s learning is important because it allows you to feel prepared and carry out 

prac*ces that make you more inten*onal”.  

 

Furthermore, findings indicate that par-cipants view the demands from rou-nes and curriculum as 

limi-ng children’s -me to deepen their learning alongside an inten-onal teacher. Par-cipants 

described the need for “giving children *me” (P5/E), specifically to develop their learning without 

interrup-on of rou-ne or adult-directed ac-vi-es. The pressures of these rou-nes and daily tasks 

are illustrated by a par-cipant in Aotearoa NZ who comments: "I end up being overrun with 

rou*nes of the day, opposed to a slower pace of engagement with the children” (P8/NZ). However, 

the below quote suggests that while inten-onal teaching doesn’t always require long periods of 

uninterrupted -me, adequate -me is important for par-cipants. Par-cipant 8/NZ shares, “You can 

s*ll be inten*onal in short spaces of *me, however *me to be present with the children supports 

those responsive rela*onships and allows you to get deeper”.  

 

The pressures facing par-cipants, par-cularly from England, from curriculum demands, parental 

expecta-ons, and management are argued to be challenging factors for inten-onal teaching. 

Par-cipant 16/E described this as “top-down pressures”. These pressures may result from a lack of 

understanding or knowledge about inten-onal teaching within play from those in leadership 

posi-ons. This is demonstrated by a quote from par-cipant 5/E when they described possible 

factors which may inhibit their inten-onal teaching: “Top-down pressures and lack of 

understanding of early years from lead teachers and colleagues”. 
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In describing other factors which may inhibit inten-onal teaching, par-cipants from Aotearoa NZ 

cited a lack of knowledge about inten-onal teaching prac-ces, highligh-ng a “need to grow their 

prac*ce” (P8/NZ) so they can implement and understand inten-onal teaching. However, when 

providing details on what factors support par-cipants to be inten-onal prac--oners, the key 

theme of colleagues who understand inten-onal teaching and support each other’s prac-ce 

emerged in the data. Having “colleagues with similar beliefs” (P1/NZ) who are suppor-ve of each 

other’s prac-ce is argued to be a contribu-ng factor in effec-ve inten-onal teaching. This is 

illustrated in the following quote: “When engaged in inten*onal teaching I trust that my fellow 

educators are helping to keep the environment calm so learning can con*nue” (P20/NZ). 

 

Other factors which support par-cipants to be inten-onal included engaging in research-based 

literature, guiding documents such as He Māpuna te Tamai* (2019) and con-nuous professional 

development opportuni-es to further develop quality inten-onal prac-ce. The data also suggests 

that not only do these factors contribute to teachers' effec-ve use of inten-onal teaching prac-ces 

but build their confidence in being an inten-onal prac--oner. One par-cipant from Aotearoa uses 

a list of teaching prac-ces to prompt inten-onal teaching, sta-ng “I have a list of teaching 

strategies pinned up above my computer which I use almost every day when thinking about how to 

extend specific children's learning” (P25/NZ).  

 

The highlighted factors presented in the data may indicate there are significant factors that policy 

makers, ECEC leaders, and teachers need to consider when to enable inten-onal teaching 

prac-ces. Furthermore, data suggests these factors are similar within both countries and may be 

indica-ve of influences outside of teachers’ control.  

 

4.8 Summary 

Teachers' perspec-ves, understanding, and use of inten-onal teaching are influenced by their 

pedagogical beliefs, which in turn influence implementa-on in prac-ce. Data show that 

professional development has helped teachers understand inten-onal teaching and has been 

influen-al in guiding teachers’ to be more inten-onal in their prac-ce. ECEC teachers in New 

Zealand and England hold similar beliefs about play-based learning, sociocultural theory, working 

with children, and rela-onships. These beliefs are central to teachers’ pedagogy and guide their 
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interac-ons with children. However, the findings suggest that teachers' pedagogical beliefs may 

not correspond to their prac-ce, highligh-ng possible discrepancies between espoused and 

enacted prac-ce. The thema-c analysis revealed how teachers comprehend and apply inten-onal 

teaching in their seWngs. Findings indicate teachers view provisioning an effec-ve learning 

environment as inten-onal prac-ce, as well as planning and observa-on. However, the ac-ve 

strategies teachers enact while engaging with children are significantly grounded in dialogic 

techniques, promo-ng conversa-on and strategies such as effec-ve ques-oning, SST and 

descrip-ve praise. While both countries employ these inten-onal strategies, Aotearoa teachers 

employ the concept of ‘ako’ to co-construct knowledge with children, signifying the influence the 

cultural-historical context of Aotearoa may have an impact on inten-onal teaching. Both countries 

experienced similar contextual factors that hinder inten-onal teaching, emphasising the 

importance of adequate staffing to allow teachers -me to engage in meaningful learning with 

children. Furthermore, curriculum and guiding frameworks were found to influence teachers’ 

inten-onal prac-ces. Teachers in Aotearoa New Zealand used Te Whāriki (2017) to support 

inten-onal teaching using reflec-ve ques-ons, and the guiding framework, He Māpuna te Tama* 

(2019) to guide their prac-ce. However,  par-cipants from England reported that the EYFS 

framework (2021) places restric-ons on teachers’ autonomy and placing pressure on teachers 

through the priori-sa-on of specific learning goals.  

 

The following chapter will discuss, analyse, and interpret these findings in the context of the 

literature presented in Chapter two. In doing so, the significance of the findings will be explained in 

the context of the overarching research ques-ons.   
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Chapter Five: Discussion 
 
5.1 IntroducIon 

This study inves-gated ECEC teachers’ beliefs, perspec-ves and use of inten-onal teaching 

prac-ces to support young children’s learning in early childhood educa-on. This chapter cri-cally 

examines the findings considering the literature discussed in chapter two, within the framework of 

the guiding research ques-ons.  This chapter is organised into three sec-ons based on the study’s 

research ques-ons, as outlined below. The fourth research ques-on related to a comparison of 

responses from par-cipants has been woven throughout this chapter, highligh-ng poten-al 

similari-es and differences between England and Aotearoa NZ within each relevant sec-on. 

 

1. What are ECEC teachers’ beliefs about intenIonal teaching? 

This sec-on examines how teachers’ beliefs influence and guide their inten-onal teaching prac-ce. 

Teachers’ beliefs on children’s play, sociocultural theory, and rela-onal pedagogy are discussed in 

rela-on to how these inherently guide teachers’ pedagogy and prac-ce.  

 

2. In what ways do ECEC teachers enact intenIonal teaching? 

In this sec-on, two specific elements of inten-onal teaching are discussed. The first is the planning 

and provisioning of the environment, which teachers consider to be key prac-ses in inten-onal 

teaching. The second inves-gates the specific, ac-ve strategies teachers use to guide and support 

young children’s learning and development. This sec-on concludes by considering the factors that 

may inhibit inten-onal teaching.  

 

3. How do ECEC teachers understand intenIonal teaching?  

While par-cipants described a good level of understanding of what inten-onal teaching means, it 

appears there may be tensions and differences between their beliefs and the actual reported 

prac-ces. This lays the argument for adequate ini-al teaching training and professional learning 

opportuni-es to adopt a robust understanding, knowledge, and ar-cula-on of effec-ve teaching 

pedagogy and prac-ce.  
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5.2 What are ECEC teachers’ beliefs about intenIonal teaching? 

Teachers’ pedagogical beliefs and theories underpin their pedagogical decisions on suppor-ng 

young children’s learning and development. The child-centred approaches which dominate 

western early educa-on emphasise construc-vist and sociocultural influences that teachers adopt. 

ECEC teachers in Aotearoa NZ and England have several core beliefs about  their role in suppor-ng 

children’s learning. This sec-on discusses how teachers believe play is most important for young 

children, and how sociocultural theory and responsive rela-onships are key components of 

inten-onal teaching. The last part of this sec-on examines how teachers’ child-centred beliefs are 

illustra-ve of tensions outlined in the literature review.  

 

5.2.1 Teachers believe play magers most in ECEC 

ECEC teachers in both Aotearoa New Zealand and England believe that play is important and 

should be the primary vehicle of learning for young children. This is unsurprising, as ECEC 

pedagogy within Aotearoa NZ and England is founded on children’s right to access meaningful play 

in their learning environments. A child-centred approach remains at the forefront for western ECEC 

(Farquhar & White, 2014), where learning through play is paramount. This is supported by the 

curriculum frameworks in Aotearoa NZ and England as they promote the central importance of 

play. The EYFS Framework (2021) states “Play is essen-al for children’s development (Department 

for Educa-on, 2021a, p. 16), and is echoed in Te Whāriki (2017) where play is “valued as 

meaningful learning” (Ministry of Educa-on, 2017, p. 25). With play being a central component of 

both frameworks, it is essen-al teachers are inten-onal and ac-ve prac--oners within children’s 

play and avoid seeing play and teaching as a dichotomy (Ofsted, 2015). 

 

Par-cipants in this study shared posi-ve and effec-ve examples of inten-onal prac-ce where 

children’s learning was guided and extended. Learning objec-ves of mathema-cs, science and 

literacy were woven within moments of play. This highlights how play is the op-mum space of 

inten-onal teaching to occur in the early learning environment. However, tensions between 

learning, play, and teaching were evident, par-cularly for some teachers in Aotearoa New Zealand. 

Viewing inten-onal teaching and play as separate elements in the early learning environment 

averts teachers from recognising opportune moments for extending children's learning (Edwards, 

2017). 
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Play provides a natural and developmentally appropriate way for children to cul-vate key learning 

disposi-ons that are vital to academic success. Therefore, it is crucial for teachers to find successful 

methods of integra-ng play and curricula through inten-onal teaching. Developing an 

understanding of different play-types can support teachers in viewing teaching and learning as a 

cohesive paradigm. Pyle and Danniels (2017) suggest viewing children’s play through different play 

types can enable teachers to posi-on themselves as ac-ve, contribu-ng members of children’s 

play. In guided-play, children direct learning while adults guide, co-construct, and enhance it. 

Having a deeper understanding of play types will support teachers in delivering learning objec-ves 

using inten-onal teaching, whilst con-nuing to value play in young children’s learning.  

 

5.2.2 Teachers believe the sociocultural context of learning is important  

ECEC teachers in England and Aotearoa NZ are deeply influenced by sociocultural theory and 

believe the sociocultural context is where children learn best. In this space, teachers uphold the 

values, iden-ty and aspira-ons that are unique to the cultural context. The findings from this 

present study support not only the important role teachers have but affirm most par-cipants 

believed sociocultural theory supports their ac-ve and influen-al posi-on in children’s learning.  

 

Socio-cultural theory can successfully situate inten-onal teaching within play-based ECEC. Using 

children’s ZPD alongside the concept of the ‘more knowledgeable’ other establishes inten-onal 

teaching successfully within socio-cultural frameworks and pedagogy. By understanding what a 

child is capable of and what knowledge and skills they already possess, teachers can orchestrate 

their pedagogical prac-ces to extend children’s learning purposefully. Essen-ally, effec-ve 

inten-onal teachers develop and adapt their pedagogical techniques to meet the learning 

outcomes whilst working within a child’s zone of proximal development (Cherrington, 2018) 

 

Furthermore, sociocultural theory is a valuable framework for understanding children’s 

development, as it recognizes the importance of individual cultural contexts. This present study 

indicates teachers’ inten-onal prac-ce in Aotearoa NZ is also driven by Kaupapa Māori theory. It is 

a noted difference that teachers in England did not men-on children’s culture inspiring their 

inten-onal teaching. However, this could be explained by the unique cultural seWng of Aotearoa 
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NZ, based in Te Tiri- o Waitangi which is at the core of Te Whāriki and the sociocultural-historical 

ECEC pedagogy in Aotearoa NZ (Ministry of Educa-on, 2017). These theore-cal founda-ons 

promote the use of inten-onal teaching by establishing teachers’ role in children’s learning, and 

engaging children’s culture in deliberate and meaningful ways.  

 

5.2.3 Teachers believe in responsive, collaboraIve relaIonships with children  

ECEC teachers believe their responsive and collabora-ve rela-onships with children provide the 

founda-on for meaningful, inten-onal teaching. This is unsurprising, due to the clear influence of 

sociocultural theory on teachers’ pedagogical perspec-ves, beliefs, and ac-ons.  The emphasis of 

rela-onal pedagogy was presented throughout the findings. Par-cipants from England and 

Aotearoa NZ shared their views on the importance of rela-onships in the early years, and all 

agreed that responsive rela-onships are essen-al for inten-onal teaching to occur.  

 

Teachers’ robust beliefs on the connec-ons between rela-onships and inten-onal teaching shared 

in this study demonstrates how rela-onal pedagogy is a priority for ECEC (Cherrington, 2018). 

Curriculum discourse and evidence-based research con-nues to highlight the importance of 

meaningful, responsive rela-onships between children, teachers, whānau and the wider 

community. The findings from this present study correlates with the growing body of data that 

presents the cri-cal links between high-quality rela-onships and children’s learning and 

development in ECEC (Bronfenbrenner, 1979; Hedges & Cooper. 2018; Wood & NuEall, 2020; 

Vygotsky, 1987). McLaughlin et al. (2016) assert rela-onships are cri-cal to implemen-ng high-

quality ECEC, which then enables inten-onal teaching to occur in meaningful and authen-c ways 

that link to children’s interests, needs and aspira-ons. The teaching lists from the study in 

MacLaughlin et. al. demonstrated the ac-ve and purposeful ways in which teachers can enact 

these rela-onships in the learning environment with children, whānau, colleagues, and the wider 

community. The non-exhaus-ve yet comprehensive list explains how teachers can ac-vely develop 

and support rela-onships with members of the learning community based on reciprocal trust, 

respect, and aroha. 

 

Par-cipants from Aotearoa NZ gave more thorough explana-ons of how rela-onal pedagogy 

affects their inten-onal prac-ce; highligh-ng strategies like co-construc-on, following children's 
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interests, and enac-ng play partnerships. However, par-cipants from England gave liEle response 

or detail about how rela-onal pedagogy guided their inten-onal teaching. This highlights possible 

pedagogical variances between the two countries, emphasises the differing cultural contexts 

across na-ons and how the curriculum in Aotearoa NZ has been designed with culturally-relevant 

legisla-on. Te Whāriki clearly establishes the theore-cal underpinnings of rela-onal pedagogy but 

also makes clear how rela-onships between teachers, students, and the wider learning community 

are essen-al to upholding Te Tiri- o Waitangi (Wood & NuEall, 2020; Ministry of Educa-on, 2017). 

Fundamentally, inten-onal teachers’ pedagogical beliefs on inten-onal teaching are influenced by 

their surrounding cultural contexts and this is evident in their prac-ce, pedagogical decisions and 

curriculum design and implementa-on.  

 

5.2.4 Teachers believe children are agenIc in their play and learning  

ECEC teachers view children as competent and engaged par-cipants in the learning environment, 

encouraging their autonomy in their learning and play. Working in partnership with children is 

important for teachers in the early years, and teachers believe children learn best when their 

interests are at the forefront of children’s learning and play. While findings presented discrepancies 

between par-cipants in England and Aotearoa NZ on whether ECEC should be completely child-

led, it was evident children’s agency is an important factor for teachers.  

 

These findings highlight the tensions between learning, play and teaching, and illustrates the 

complexity of teachers nuanced role in child-centred pedagogy. The challenges teachers face in 

delivering outcome-based academic content while following a child-centred approach was evident 

for participants in this study. ECEC teachers have demonstrated hesitancy towards intentional 

teaching because of their aversion to didactic approaches (Kilderry, 2015). However, intentional 

teaching is not didactic; it simply places the teacher as an active contributor within the learning 

environment. Child-led learning exists within a child-centred pedagogical approach, where 

children and teachers construct knowledge together rather than through a transmission model 

(Fives & Gill, 2015). A careful balance needs to be considered when empowering children's agency 

in their learning whilst teachers are intentionally delivering practices to plan, implement, and 

deliver specific learning outcomes.  
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It is crucial that teachers do not regard teaching and learning as two dis-nct concepts. As much as 

teachers acknowledge children’s competent contribu-ons, teachers must also acknowledge their 

ac-ve role in the partnership. Both the child and teacher have valuable and significant influence 

within the learning environment, and by adop-ng an overarching theme of inten-onality (LeggeE 

& Ford, 2013), teachers can acknowledge that both their role and the agency of the child are 

central to inten-onal teaching.  

 

5.3 In what ways do ECEC teachers enact intenIonal teaching? 

This study affirms the commitment of ECEC teachers in England and Aotearoa New Zealand to be 

inten-onal prac--oners who support children's holis-c development and learning goals in 

meaningful and purposeful ways. The approaches outlined in this sec-on align with the 

pedagogical beliefs of teachers, emphasizing strategies based on reciprocal interac-ons and 

embedded within the context of children's play. This sec-on discusses two specific elements of 

inten-onal teaching. The first is the need for careful planning and provisioning of the environment, 

which was seen as essen-al by most par-cipants. The second will discuss the ac-ve inten-onal 

teaching prac-ces regularly employed by par-cipants to support and promote learning, and how 

this aligns with the research related to effec-ve, quality pedagogy in ECEC. Observa-on, dialogic 

strategies, co-construc-on, and scaffolding are emphasized. Poten-al similari-es and differences 

between prac-ces in England and Aotearoa NZ are iden-fied throughout the discussion. 

 

5.3.1 Planning and provisioning a high-quality learning Environment.  

The crea-on of a meaningful and safe learning environment that piques children's interests and 

s-mulates their learning is an important and inten-onal teaching prac-ce for teachers. This is not 

surprising because play based ECEC is influenced by leading early years theories and approaches 

such as Froebel and Reggio Emilia, which advocate for the environment to serve as a third teacher 

(Rinaldi, 2006)  While par-cipants in England referred to this prac-ce as con-nuous provision and 

par-cipants in Aotearoa NZ frequently referred to it as preparing the learning environment, 

despite the different terminology, both terms refer to the same prac-ce. This was a daily 

occurrence that was carried out by all par-cipants.  
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For some par-cipants in Aotearoa-New Zealand, facilita-ng the learning environment was enough 

in and of itself to support children’s learning. Some teachers found this to be sufficient guidance, 

allowing children to lead the play while teachers stood back and observed the play. While this 

posi-on was not exclusive to Aotearoa New Zealand par-cipants (one par-cipant in England held 

similar views), it does not imply that this is a widespread prac-ce. 

 

Teachers viewing their role as passive facilitators is indica-ve of the tensions between learning and 

play, and teachers' posi-on in the learning and teaching process. It may be linked to tradi-onal 

early educa-onal approaches which relied heavily on Piage-an principles (Grieshaber et al., 2021), 

where the child as an independent explorer and learner was emphasized. McLaughlin and 

Cherrington (2018) argue that previous ECEC frameworks and discourse in Aotearoa New Zealand 

posi-oned teachers in passive roles in children’s learning. Now, teachers are urged to take a more 

ac-ve role in children's learning and not rely solely on the facilita-on and provision of an 

environment that is conducive to learning. Children need skilled teachers to support and develop 

specific learning outcomes that are cri-cal to their educa-onal success. Facilita-on of a well-

provisioned and exci-ng learning environment is simply not enough. The guided instruc-on of 

inten-onal teachers is required for children to learn important skills such as early wri-ng 

(Bahlmann-Bollinger & Myers, 2019).  

 

5.3.2 AcIve teaching strategies  

In both Aotearoa NZ and England, teachers highlighted the use of ac-ve, child-centered teaching 

strategies. Scaffolding, co-construc-on, ques-oning, and sustained-shared thinking were the most 

important. This study found that high-quality ECEC teachers value reciprocal rela-onships with 

children to achieve learning outcomes. Thus, teachers use interac-ve and inten-onal strategies to 

maximize learning. 

 

The term scaffolding was described frequently by par-cipants as a method of suppor-ng children’s 

learning and is most used by England-based teachers as a daily prac-ce. Teachers shared their use 

of scaffolding was predominantly used to deliver new concepts to children in interes-ng and 

interac-ve ways. While teachers referred to their prac-ce as scaffolding, interpreta-ons of the 

examples they provided suggest co-construc-on. Teachers shared the power dynamic through 
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reciprocal interac-ons, echoing co-construc-on as scaffolding tends to give teachers control 

(MacNaughton & Williams, 2008).  

 

Co-construc-on enables teachers to share power with children in the learning environment, 

thereby valuing their contribu-ons, ideas, and prior knowledge. While co-construc-on has been 

compared to a similar strategy of scaffolding (Fleer, 2010), co-construc-on encourages children to 

be agents of their learning with the par-cipa-on of an adult or peer. As a result, it is not surprising 

that par-cipants in this study who shared similar beliefs about sociocultural theory, rela-onships, 

and play regularly use co-construc-on to support children's learning. Co-construc-on enables the 

child to be recognised as an inten-onal learner, posi-oning the child's own knowledge and 

learning inten-ons as powerful, crea-ng a "socially just educa-on" (Krieg, 2018).  

 

The term 'ako' is exclusive to the ECEC context of Aotearoa, NZ as it describes the culturally 

responsive and reciprocal method of learning in partnership with children through a Māori 

worldview. This suggests that Aotearoa New Zealand's unique cultural-historical context has a 

substan-al impact on teachers' beliefs. Although the terms 'ako' and 'co-construc-on' were 

iden-fied by only Aotearoa New Zealand par-cipants in their wriEen responses, co-construc-ng 

knowledge with children was a common inten-onal prac-ce u-lised in both countries. This may 

indicate that teachers may not have a clear understanding of pedagogy or be able to ar-culate the 

inten-onal teaching methods they are implemen-ng (BarbleE et. al., 2016; Batchelor, 2016; Krieg, 

2018; LeggeE & Ford, 2013). This reinforces the need for more professional development 

opportuni-es for ECEC teachers on pedagogical guidance and its implica-ons for young children's 

learning and development. These opportuni-es will enhance ECEC teachers' comprehension of 

what, why, and how they implement effec-ve learning opportuni-es for children.  

 

The use of purposeful and inten-onal dialogue with children by teachers was a significant finding. 

For all study par-cipants, the use of effec-ve ques-oning, purposeful praise, and examples of 

teaching that reflect sustained shared thinking were prevalent methods (see Appendix 6). It was 

evident that these inten-onal dialogical strategies facilitated children’s learning and growth. 

Effec-ve ques-oning was determined by par-cipants to be open-ended and promoted cri-cal 

thinking and was commonly used by teachers in both countries. Literature demonstrates how 
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inten-onal dialogic strategies can improve learning outcomes for children (Siraj-Blatchford & 

Manni, 2008) and support children’s metacogni-on (Hackling & BarreE-Pugh, 2012).  

 

In this study, the use of sustained shared thinking, in which teachers and students engage in 

collabora-ve conversa-ons on a topic of interest, promoted a deeper level of learning and 

comprehension. Whilst the term ‘sustained shared thinking’ was used by only one par-cipant, 

evidence of this prac-ce was interpreted through the examples of inten-onal teaching provided by 

par-cipants. SST is found to be an inten-onal pedagogical prac-ce that uses deep and provoking 

language to foster learning disposi-ons and objec-ves (Siraj-Blatchford, 2009). Play is an effec-ve 

context for SST to occur, as it supports children’s metacogni-on and development whilst 

encouraging them to take risks in their learning (Siraj & Asani, 2015). Within this context, the use 

of deep and provoca-ve language can help to scaffold children's thinking and encourage them to 

reflect on their learning processes. This type of inten-onal pedagogical prac-ce can help children 

develop cri-cal thinking skills by encouraging children to ques-on and challenge their own and 

others' working theories with the support of an inten-onal teacher (Meade et al., 2013.  

 

5.3.3 What inhibits teachers from being intenIonal pracIIoners  

Par-cipants from both countries iden-fied similar factors that inhibit their inten-onal teaching 

prac-ce. Unsurprisingly, these factors are influences that are out of teachers' control. Typically, 

findings demonstrated that -me, resourcing, and training were the most significant barriers 

hindering teachers from being inten-onal.  

 

Teachers discussed that adequate and quality resourcing is an important factor in inten-onal 

teaching, and not having adequate resources available can disrupt or hinder inten-onal teaching 

opportuni-es. Well-provisioned environments are important for teachers in ECEC as they promote 

child-centered learning by enabling children to access and engage with a range of learning 

opportuni-es. Inten-onal teachers should provide a plethora of open-ended resources that 

children can use in a variety of ways that support their in-depth explora-on (Epstein, 2014), and 

which also provide the context for teacher/child engagement.  
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Ra-os, staff absences, and daily housekeeping du-es were iden-fied as factors that prevented 

teachers from dedica-ng enough -me to children's learning. It takes -me and focus to devote 

adequate -me to exploring children's ideas and theories. To engage in the many facets of 

inten-onal teaching, teachers must have the support of leadership and management. An effec-ve 

teacher employs a wide range of skills and strategies to engage in inten-onal pedagogy and 

orchestrates a child's learning journey using such interven-ons (Sylva et al., 2004). However, these 

prac-ces take -me, and for high-quality teaching to occur in ECEC, management must ensure that 

teachers have sufficient opportuni-es such as sufficient staffing and resources to implement 

effec-ve inten-onal teaching strategies. Providing efficient ra-os for staffing is a quality marker for 

ECEC seWngs (Alexander, 2023). This highlights the implica-ons policy and regula-ons of staffing 

ra-os has on the ability for teachings to engage in rich learning moments with children that is 

reflected within inten-onal teaching.  

 

Par-cipants in this study highlighted the significance of professional development opportuni-es 

for enhancing their understanding of inten-onal teaching. Par-cipants were concerned about their 

colleagues and management's lack of pedagogical knowledge regarding inten-onal teaching, 

according to the findings. This further emphasizes the significance of professional development in 

enhancing the pedagogical understanding of ECEC professionals. Not only teachers but also ECEC 

leaders, must have access to professional development opportuni-es to ensure effec-ve 

inten-onal teaching and improved learning outcomes for children (McLaughlin & Cherrington, 

2018) Specifically, Aotearoa NZ has lacked guidance for teachers and leaders in developing refined 

pedagogical prac-ces (McLaughlin et al. 2016). ECEC discourse con-nues to emphasize the need 

for adequate funding from policy makers to provide high-quality professional learning 

opportuni-es. If ECEC professionals have a deeper understanding of inten-onal teaching, 

children’s learning outcomes will improve (BarbleE et al., 2016; Krieg, 2018; Kilderry, 2015; Siraj-

Blatchford & Manni, 2008) and the professionaliza-on of ECEC teachers will increase (Dalli, 2008).  

 

5.3 How do ECEC teachers understand intenIonal teaching? 

Par-cipants defined inten-onal teaching as the deliberate acts of teaching to support and promote 

meaningful learning for young children. Their descrip-ons of inten-onal teaching are reflec-ve of 

language defined in literature, using words such as purposeful, deliberate and planned (Epstein, 
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2014). This sec-on discusses how teachers interpret inten-onal teaching in the context of ECEC. It 

inves-gates whether, while par-cipants had this understanding, there are differences between 

teachers espoused and actual inten-onal teaching prac-ces. Curriculum influences on teachers' 

understanding and use of inten-onal teaching are inves-gated.  

 

5.3.1 Teachers’ understanding of intenIonal teaching 

The teachers in the study ar-culated a robust understanding of inten-onal teaching. When 

par-cipants described inten-onal teaching, they used vocabulary which is commonly used to 

describe the pedagogical prac-ce within relevant literature (Esptein, 2014; Kirkby et al., 2018; 

LeggeE & Ford, 2013; McLaughlin et al. 2016). Terms used by par-cipants such as ‘deliberate’, 

‘purposeful’, and ‘planned’ suggests most par-cipants understand that inten-onal teaching 

requires ac-ve and meaningful involvement of teachers in young children’s educa-on. Twenty-five 

out of 27 par-cipants held a recognized teaching qualifica-on, which is in alignment with previous 

studies that suggest that qualified teachers have a deeper pedagogical understanding and 

ar-cula-on of how to support children’s learning (Meade et al., 2013; Sylva et al., 2004).  

 

However, while the results ini-ally indicated a high level of understanding, upon closer 

examina-on, some par-cipants from Aotearoa New Zealand did not see inten-onal teaching as a 

good fit for play-based ECEC; further emphasizing tensions between play, teaching, and learning. It 

also suggests possible misunderstandings of what inten-onal teaching is and a lack of ar-cula-on 

and understanding of Teachers’ role within children's learning and play (Batchelor, 2016; Kilderry, 

2015; Krieg, 2018; LeggeE & Ford, 2013).  

 

These paEerns also emerged in the data where par-cipants described the quan-ty and type of 

inten-onal prac-ces they employ. There were significant differences between some par-cipant's 

responses in qualita-ve-designed ques-ons in comparison to Likert-scale ques-ons (Appendix 6 & 

7). This was presented through the lack of wait -me used in comparison to the belief of standing 

back, observing, and allowing children to find answers without interrup-on. This also emerged 

when par-cipants also made considerable references to the prac-ce of scaffolding, yet 25% of 

par-cipants who didn’t enact this daily. This study suggests teachers’ beliefs and theories on 

learning may not resemble the prac-ces they accurately enact, sugges-ng teachers need to be 



 
 
 

 69 

more aware of their pedagogical beliefs and improve their ar-cula-on and understanding of what 

their role is (Reynolds, 2007). Teachers need to develop a deeper pedagogical knowledge of their 

role in children’s learning, sugges-ng this understanding will enable teachers to view inten-onal 

teaching as an effec-ve method of guiding children’s learning (Kirkby et al., 2018).  

 

According to McLaughlin and Cherrington (2018) teachers cul-vate a "broader construct of 

pedagogy" (p.36) through professional learning opportuni-es. This highlights the importance of 

professional development opportuni-es to broaden teachers’ knowledge of inten-onal teaching. 

Professional learning opportuni-es were the primary source of knowledge about inten-onal 

teaching for par-cipants, emphasizing the importance of these opportuni-es in increasing 

teachers' knowledge and understanding of quality teaching prac-ce. This aims to improve ECEC 

teachers’ ar-cula-on and knowledge of inten-onal teaching prac-ces but also supports the 

reconceptulisa-on of the role of ECEC teachers as fundamental to children’s learning and 

development (McLaughlin & Cherrington, 2018). 

 

5.3.2 ImplicaIons of curriculum on intenIonal teaching pracIces  

The findings from this study presented the prominent impact of curriculum frameworks on 

teachers’ understanding and use of inten-onal teaching. Teachers would omen refer to their 

na-onal curriculum documents/frameworks as either an obstacle or provision of their inten-onal 

teaching prac-ce. These implica-ons were different for par-cipants in Aotearoa NZ compared to 

those in England. This is a significant difference presented in the findings for teachers in England 

and Aotearoa NZ. Whilst par-cipants from Aotearoa NZ presented posi-ve and detailed feedback 

on how their curriculum enables inten-onal teaching, par-cipants from England felt restricted and 

limited by their curriculum framework.  

 

The revised version of Te Whāriki (2017) is underpinned by inten-onal teaching as it provides 

teachers with concise guidance in suppor-ng children's learning and development. It was clear 

that teachers in Aotearoa NZ used Te Whāriki (2017) as a working document to guide their 

inten-onal teaching. Using the document's reflec-ve ques-ons, theory, and learning outcomes, 

teachers felt supported and guided by the ECEC framework in Aotearoa New Zealand. Addi-onally, 

par-cipants referred to the suppor-ng document, He Māpuna te Tamai* (2019) as an addi-onal 
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source for guiding their inten-onal teaching. These results are encouraging, as it indicates the 

revised version of Te Whāriki (2017)'s shim of teachers' role as more ac-ve and inten-onal 

(McLaughlin & Cherrington, 2018) is suppor-ng teachers to be more inten-onal prac--oners 

within the learning environment. Te Whāriki (2017) states “Kaiako are the key resource in any ECE 

service. Their primary responsibility is to facilitate children’s learning and development through 

thoughtul and inten-onal pedagogy” (Ministry of Educa-on, 2017, p. 59).  

 

However, in England, par-cipants were not descrip-ve in their use of the curriculum as a tool to 

guide their teaching prac-ces. When discussing the implica-ons of curriculum on their inten-onal 

teaching, results more commonly cited cri-cisms of the framework. Some par-cipants expressed 

that the framework was restricted by its prescrip-ve nature which lem liEle room for autonomy. 

This was defined by their lessons and environment being directed at children reaching defini-ve 

learning outcomes, rather than suppor-ng children’s learning disposi-ons and interests.  

  

The pressure on teachers in England to support children in achieving prescribed learning goals and 

outcomes is reflec-ve of schoolifica-on. Research suggests schoolifica-on has been driven by the 

“datafica-on” (Bradbury, 2019) of ECEC in England which has increased pressures on teachers to 

produce high levels of academic success for children. This requirement for data is driven by 

government policy. Robert-Holmes (2015) argues this has inhibited teachers by restric-ng their 

ability to follow child-centered pedagogies where children’s interests and knowledge are 

priori-zed.  

 

A significant difference between the frameworks of each country is the sociocultural theory that 

not only underpins Te Whāriki but is evident within Aotearoa NZ’s unique cultural-historical 

context. In contrast, while the EYFS framework (2021) states that children’s personal, social, and 

emo-onal development is fundamental (Department for Educa-on, 2021a) the EYFS Framework 

(2021) is focused on children’s measured learning outcomes (Basford, 2019). Addi-onally, there is 

no reference to the EYFS framework’s (2021) underpinning theories and pedagogical approaches to 

learning. However, the Department for Educa-on has published non-statutory documents to 

support the effec-ve implementa-on of the EYFS framework (2021). Development Ma>ers 

(Department for Educa-on, 2021b) outline key areas of effec-ve prac-ce and gives clear guidance 
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for ECEC teachers to support children’s learning using inten-onal strategies. However, there was no 

reference to this document from par-cipants in this present study.  

 

These differences amplify the significant influence curriculum can have on inten-onal teaching 

prac-ces. Curriculum frameworks should enable teachers to be inten-onal within their prac-ce, 

provisioning them with guidance and outlining examples of effec-ve inten-onal teaching. 

Curriculum frameworks and their suppor-ng documents need to be ac-vely used by teachers 

regularly to refer to, reflect on, and used to guide their inten-onal teaching.  

 

5.4 Summary 

This chapter discussed the findings of this study in correla-on with relevant literature to present 

an examina-on of teachers’ perspec-ves, beliefs and use of inten-onal teaching to support 

children’s learning in play-based ECEC. Weaving findings and literature together, this chapter 

argues inten-onal teaching is important as it increases the quality of ECEC by improving 

pedagogical prac-ce in play-based seWngs. The chapter highlights teachers’ pedagogical beliefs on 

play, sociocultural theory, rela-onships and children as agents of their learning environment, 

signifying how these beliefs guide teachers’ inten-onal teaching prac-ces. The discussion argues 

the tensions of teachers’ ac-ve posi-oning and children as powerful contributors can be resolved 

by adop-ng an overarching theme of inten-onality. Similari-es of teaching strategies were 

iden-fied, with a specific focus on the child-centric, interac-ve dialogic strategies teachers enact 

that are based within responsive rela-onships. However, it was noted that teachers’ espoused 

beliefs and prac-ces may differ from the actual prac-ces recorded in the data. Contribu-ng factors 

that inhibit teachers were discussed, outlining the implica-ng factors of effec-ve resources and 

efficient staffing on inten-onal teaching. The examina-on of teachers’ understanding and 

knowledge of inten-onal teaching highlighted the importance for quality professional learning 

opportuni-es. This chapter also examined how findings on the influence of curriculum framework 

can either guide or inhibit inten-onal teaching to occur. Differences of perspec-ves on the 

curriculum frameworks were evident between teachers in Aotearoa NZ and England.  

 

The following chapter concludes the thesis, providing implica-ons for prac-ce and 

recommenda-ons for teachers, leaders and policy makers in ECEC. Limita-ons, delimita-ons and 
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strengths of the research are discussed, as well as recommenda-ons for future research. The 

chapter concludes with final reflec-ons from the researcher on the research journey and outcomes 

of the study.  
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Chapter Six: Conclusion 
 
6.1 IntroducIon 

The purpose of this study was to inves-gate ECEC teachers’ perspec-ves, beliefs and use of 

inten-onal teaching prac-ces to support young children’s learning in Aotearoa NZ and England. 

This study offers a compara-ve insight into how teachers’ pedagogical beliefs influence their 

perspec-ves of inten-onal teaching, and how these beliefs inform their u-lisa-on of inten-onal 

teaching strategies. The findings suggest sociocultural theory, rela-onal pedagogy and play-based 

learning underpins ECEC teachers’ pedagogical beliefs which subsequently shape the enactment of  

inten-onal teaching prac-ces. ECEC teachers across both contexts shared a similar understanding 

of inten-onal teaching, but it was discovered their own pedagogical beliefs and espoused prac-ces 

may differ from the prac-ces they enact. Furthermore, the study demonstrated how formal 

curriculum frameworks can hinder or support teachers being inten-onal prac--oners.  

 

Using a qualita-ve, interpre-vist research design, this study has sought to offer new insights into 

inten-onal teaching. The par-cipa-on of teachers in England and Aotearoa NZ provided the study 

with a compara-ve element. While this study is limited by its small-scale, this compara-ve 

contributes to the growing body of research dedicated to ECEC teachers’ pedagogical prac-ces and 

implementa-on of curriculum.  

 

The findings in this study exemplify the tensions between teaching and play in ECEC, indica-ng the 

need for quality professional learning opportuni-es for teachers to develop and understand 

inten-onal teaching prac-ces, deconstruc-ng views of teaching and learning as separate 

constructs, and the reasons behind their pedagogical beliefs. The compara-ve data indicates that 

while ECEC teachers in both countries share similar prac-ces, understandings, and beliefs on 

inten-onal teaching, Aotearoa NZ ‘s dis-nct cultural-historical context offers an addi-onal 

dimension to understanding this construct. This chapter outlines possible implica-ons for prac-ce 

for ECEC teachers in both countries, recognises the delimita-ons and limita-ons of the study, 

offers a final researcher reflec-on and sugges-ons for future research. 
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6.2 ImplicaIons for pracIce  

Inten-onal teaching improves learning outcomes for children. To foster and promote inten-onal 

teaching in early childhood educa-onal seWngs, teachers need to be aware of their posi-on in 

children’s learning and understand how to ac-vely support children’s learning through specific, 

inten-onal teaching strategies. Teachers need to have a robust understanding of their pedagogical 

beliefs and how these influence their prac-ce. Understanding inten-onal teaching strategies, 

embracing inten-onality as an overarching theme, and being able to ar-culate these prac-ces will 

support teachers, leaders and policy makers to have stronger pedagogical prac-ce that ul-mately 

improves learning outcomes for young children.  

 

6.2.1 PracIcal recommendaIons for teachers  

• Undertake reflec-ve prac-ces to prompt meaningful delibera-on of teaching moments and 

observa-ons. Reflec-ve prac-ce helps teachers develop their pedagogical thinking on how 

to best interact and support children’s learning. Cherrington and Loveridge (2014) 

recommend using a community of prac-ce approach to prompt these reflec-ons. Evidence-

based research demonstrates how collec-ve reflec-on amongst ECEC teachers can improve 

prac-ce and develop Teachers’ inten-onality (Cherrington & Loveridge, 2014; Duley, 2016).  

• Embrace an overarching theme of inten-onality within a child-centred approach; viewing 

both teachers and children as inten-onal contributors to the learning environment.  

• Use curriculum frameworks as ac-ve, working documents. Use the suppor-ng documents 

to prompt reflec-on, provide ideas, and elicit best prac-ce.  

• Engage in professional learning opportuni-es to deepen knowledge and understanding of 

the pedagogical and theore-cal influences on teachers’ beliefs.  

• Engage in professional learning opportuni-es on inten-onal teaching prac-ces to improve 

understanding and ar-cula-on on how to best support learning in ECEC.  

 

6.2.2 PracIcal recommendaIons for ECEC Leaders  

• Adhere to curriculum requirements and underpinning principles to promote Teachers’ 

ac-ve posi-on in children’s learning; suppor-ng the reconceptualiza-on of teachers in 

ECEC. 
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• Provide teachers with adequate -me to engage in planning and provisioning of the 

environment so they can adequately implement inten-onal prac-ces. 

• Ensure adequate staffing is a priority. This will enable teachers the -me needed to engage 

in rich, meaningful learning with children. 

• Facilitate internal evalua-ons using a community of prac-ce approach. Engaging in 

collabora-ve ac-on research (CAR) opportuni-es could provide a suitable avenue. Duley 

(2016) demonstrates using CAR is an effec-ve method in suppor-ng teachers to shim their 

beliefs and become more inten-onal in their prac-ce.  

 

6.2.3 PracIcal recommendaIons for policy makers  

• Increase the requirement for qualified staff in ECEC seWngs. Research con-nues to 

demonstrate the correla-on between teacher qualifica-ons and quality educa-on (Meade, 

2013; Sylva, et al., 2004). Increasing the number of qualified staff will increase learning 

outcomes for children by teachers who are skilled in their inten-onal prac-ce. 

• Oversee the implementa-on of inten-onal teaching being taught to student teachers in 

their ini-al teacher educa-on.  

• Increase funding of specifically designed professional learning opportuni-es to develop 

Teachers’ pedagogical understanding, knowledge and skills enabling inten-onal teaching to 

be a fundamental prac-ce for ECEC.  

• Review and improve ra-o sizes for ECEC seWngs in both England and Aotearoa NZ. This will 

enable teachers to engage in more meaningful, rich learning opportuni-es for children to 

extend and develop learning outcomes, thus improving quality of ECEC.  

• Fund research which examines the pressures and implica-ons of schoolifica-on on ECEC 

and its unique child-centred pedagogy.  

 

6.3 LimitaIons, delimitaIons and strengths of the study 

It is important to note that this is a small-scale study and operated within an interpre-vist research 

design. Therefore, the views expressed in this study may not be indica-ve of the views of all ECEC 

teachers in England and Aotearoa. As only 11 par-cipants from England, and 16 from Aotearoa NZ 

par-cipated in this study, no generalisa-ons on Teachers’ perspec-ves, beliefs and use of 
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inten-onal teaching can be made. However, the views presented in this study offer valuable insight 

into inten-onal teaching that should be considered.  

 
Despite efforts to increase the sample size, the study was limited due to a lack of respondents in 

the ques-onnaire. A larger sample size could have allowed for a more in-depth examina-on of the 

findings. While the ques-onnaire was designed to allow par-cipants to respond anonymously, a 

second phase of data collec-on would have supported the validity of the research. Having 

conversa-ons through the method of a focus group interview would have provided opportuni-es 

to further probe par-cipant's responses to gain a deeper understanding of their perspec-ves, 

beliefs, and use of inten-onal teaching. 

 

During the thema-c analysis, reflec-on was a key tool to limit researcher bias. During this process, 

a delimita-on of the study was presented in reflec-ng on the ques-ons used in the ques-onnaire. 

Because of the large variety of ECEC seWngs in England, specifically with recep-on classrooms in 

school seWngs, par-cipants from England should have been asked to define the context of their 

ECEC environment. While teachers in recep-on classes in England follow the EYFS Framework 

(2021), their pedagogy and classroom management may be influenced by the primary school’s 

leadership and expecta-ons.  

 

This study aimed to fill an iden-fied gap in the research. A strength of this research is that it is the 

first study that has explored Teachers’ percep-ons, beliefs and use of inten-onal teaching through 

a compara-ve lens between teachers in England and Aotearoa NZ. A par-cular strength of this 

research was the unique posi-on of the researcher. The researcher’s background in ECEC was 

predominantly in Aotearoa NZ. During this research project, the researcher began teaching in 

England as a recep-on class teacher. Having experienced early childhood educa-on in both 

countries gave the researcher a unique perspec-ve on inten-onal teaching in different contexts. 

These experiences prompted con-nuous reflec-on as a teacher and as a researcher. Throughout 

the research project, the researcher used reflec-ve prac-ces to reduce poten-al bias and cri-cally 

analyse findings through a unique interpre-vist lens.  
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6.4 SuggesIons for future research   

Recent research has con-nued to inves-gate Teachers’ beliefs and how these influence Teachers’ 

prac-ce. This research study iden-fied teachers’ pedagogical beliefs and theories are not 

necessarily aligned in their prac-ce. Suppor-ng teachers to understand how their beliefs impact 

their prac-ce can increase pedagogical knowledge, understanding and prac-ce. Therefore, further 

research could undertake a CAR project to inves-gate how teachers’ beliefs and theories on 

children’s learning align with their inten-onal teaching prac-ce. Using the CAR approach, teachers 

can be engaged in the research and use it as a professional learning opportunity to observe, view, 

analyse and evaluate their pedagogical beliefs, theories and prac-ce in more inten-onal ways.  

 

Because this study gathered data through a wriEen ques-onnaire, it is suggested further research 

adopts methodology which explores inten-onal teaching through observa-onal prac-ce. This 

would provide an opportunity to examine how teachers’ pedagogical beliefs are enacted within 

their daily, inten-onal prac-ce. Furthermore, it could explore the enactment of curriculum 

frameworks in guiding and suppor-ng inten-onal teaching to achieve desired learning goals.  

 

6.5 Researcher reflecIons 

Learning about Teachers’ perspec-ves, beliefs and use of inten-onal teaching has provided me 

with insight into the complex factors that guide and inhibit Teachers’ prac-ce. This research project 

has been an invaluable journey which has given me a founda-on to grow upon as a researcher. 

Engaging in the literature, data, conversa-ons with my supervisors, and reflec-ve processes has 

supported my own teaching prac-ce. Learning how curriculum, beliefs, and theory shapes teachers 

inten-onal teaching has encouraged me to reflect on my own prac-ce; guiding me in becoming a 

more inten-onal prac--oner with the children I teach.  

 

My hope for this study is to amplify the importance of the teacher in ECEC. It has given me a deep 

understanding of how teachers can support learning whilst s-ll advoca-ng for play-based 

pedagogy where children are ac-ve, contribu-ng leaders of their learning environment. 

Throughout this journey, my pride for the unique cultural-historical context of Aotearoa has grown 

alongside my developing understanding and respect for the early year’s context in England. My 

hope for this research is to inspire other teachers to be competent, confident prac--oners, 
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inten-onally guiding children to achieve their goals in culturally responsive , play-based learning 

environments.  

 

“Inten-onal teaching is a taonga. It is a vital component for our children, whanau and learning 

community. It is where we can live the art of teaching and truly make a difference to our akonga.” 

 

(Par-cipant 26 – Aotearoa NZ) 
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Appendices 
Appendix 1: QuesIonnaire 
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Appendix 2: Blurb for social media 

 
 
Kia ora, 

 

Have you heard of the term ‘intentional teaching’?  

Are you interested in sharing your views and ideas on intentional teaching? 

 

I am researching intentional teaching to complete my Master of Education (Early Years) 

at Massey University, New Zealand. Specifically, I am focusing on understanding 

teachers’ perspectives, beliefs, and use of intentional teaching to support young 

children’s learning in early childhood education and care (ECEC).  

This comparative study is open to anyone working in ECEC (with children aged 3-5 years 

old) who is a resident in either Aotearoa New Zealand or England. 

 

If you would like to share your perspectives, beliefs, and experience, then please click 

the link below, which will take you to the questionnaire. It should take approximately 25 

– 30 minutes. 

 

All responses are anonymous.  

 

Thank you. Your support and participation are valuable and appreciated.  

 
 
 
 
 
(The screenshot of Facebook post has not been used as it iden-fied possible par-cipants iden--es 
in the ‘likes’ sec-on) 
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Appendix 3: InvitaIon to ECEC organisaIons 

 

 
 
 
 

 
 
 

Teachers' perspectives, beliefs, and use of intentional teaching to support 
young children's learning in early childhood education and care (ECEC) 

 
Request for Kindergarten teacher participants 

 
Hello, 
 
My name is Kirsten Bassett. I am currently completing a Master of Education with Massey 
University. I am undertaking a research project that explores teachers’ perspectives, beliefs, 
and use of intentional teaching to support young children’s learning in ECEC. This study 
follows an exploratory comparative approach and seeks data from participants in both 
Aotearoa New Zealand England. The questionnaire is open to anyone working with children 
in ECEC, not just qualified teachers.  
 
Intentional teaching can be defined as the deliberate, thoughtful, and purposeful actions 
teachers enact to support and extend children's learning. Using their professional expertise 
and knowledge, intentional teachers can recognise opportunities for learning in various 
learning contexts and act with intended and specific learning outcomes or goals for children.  
The purpose of this qualitative study is to develop an understanding of how intentional 
teaching practices support children’s learning from a teacher's lens.  
 
I would like to send an email invitation to all teachers in your Kindergarten Association to 
participate in my research. I am requesting your permission to contact your teachers by e-
mail. The email invite will provide a link to an anonymous survey, and the teachers are under 
no obligation to accept the invitation. If the teachers do decide to participate, the completion 
of the questionnaire will imply consent.  
 
The survey will ask teachers questions about their understanding of intentional teaching and 
how this is used within their own practice. The survey does not collect any identifying data 
and responses are completely anonymous. It is not expected that participants will experience 
any discomfort or harm whilst undertaking this survey. However, teachers will be invited to 
contact my supervisors should they have any questions or concerns.  
 
This online survey is expected to take approximately 25 minutes to complete. The data 
collected for this research will only be used for the completion of this thesis and any resulting 
publications of this work. The data will be stored in a secure and confidential place for five 
years before being disposed of.  
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Appendix 4: Ethics Approval  

 

 
 
 

From:
To:

Cc:
Date:

[HE007] - Human Ethics Notification - 4000026317

humanethics@massey.ac.nz
KirstenLeighBassett.Bassett.1@uni.massey.ac.nz , K.M.Aspden@massey.ac.nz ,
P.Isom@massey.ac.nz
humanethics@massey.ac.nz
Tue, 16 Aug 2022, 22:20

Kia ora,

Link to the application
HoU Review Group

Ethics Notification Number: 4000026317
Title: Teacher's perspectives, beliefs and use of intentional teaching in early childhood education

Thank you for your notification which you have assessed as low risk. 

Your project has been recorded in our database for inclusion in the Annual Report of the Massey
University Human Ethics Committee. 

The low risk notification for this project is valid for a maximum of three years. 

Please notify me if situations subsequently occur which cause you to reconsider your initial
ethical analysis that it is safe to proceed without approval by one of the University’s Human
Ethics Committees.

Please note that travel undertaken by students must be approved by the supervisor and the
relevant Pro Vice-Chancellor and be in accordance with the Policy and Procedures for Course-
Related Student Travel Overseas. In addition, the supervisor must advise the University's
Insurance Officer.

A reminder to include the following statement on all public documents:

"This project has been evaluated by peer review and judged to be low risk. Consequently, it has
not been reviewed by one of the University's Human Ethics Committees. The researcher(s)
named in this document are responsible for the ethical conduct of this research.

If you have any concerns about the conduct of this research that you want to raise with someone
other than the researcher(s), please contact Professor Craig Johnson, Director (Research
Ethics), email humanethics@massey.ac.nz."

Please note that if a sponsoring organisation, funding authority or a journal in which you wish to

1 / 2
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Appendix 5: Likert-scale of Teachers’ agreement to pedagogical statements 

 
Statement Strongly 

disagree 
Disagree Neutral  Agree Strongly Agree 

 ANZ ENGLAND ANZ ENGLAND ANZ ENGLAND ANZ ENGLAND ANZ ENGLAND 
Adult-initiated learning 
experiences are an 
important component of 
and ECEC setting  

6.25% 9.09% 18.75% 9.09% 25.00% 9.09% 50.00% 63.64% 0.00% 9.09% 

 
ECEC should be completely 
child led  

0.00% 9.09% 43.75% 63.64% 18.75% 9.09% 25.00% 0.00% 12.50% 18.18% 

 
I regularly plan the specific 
strategies I will use to 
support children’s learning  

0.00% 9.09% 6.25% 9.09% 0.00% 18.18% 75.00% 36.36% 18.75% 27.27% 

 
Up-to-date research 
informs how I teach young 
children 

0.00% 9.09% 0.00% 909% 18.75% 45.5% 68.75% 9.09% 12.5% 27.27% 

 
I believe intentional 
teaching can sit within 
play-based pedagogy  

0.00% 0.00% 0.00% 0.00% 18.75% 18.18% 37.50% 54.55% 43.75% 27.27% 

 
Teaching and play are 
sperate constructs  

18.75% 36.36% 56.25% 54.55% 12.50% 9.09% 6.25% 0.00% 6.25% 0.00% 

 
Intentional teaching can 
occur during  
children’s free play  

0.00% 9.09% 0.00% 0.00% 12.50% 0.00% 43.75% 54.55% 43.75% 36.36% 

 
Close relationships with 
children are  
crucial for intentional 
teaching to occur  

0.00% 0.00% 0.00% 0.00% 12.50% 0.00% 18.75 54.55% 68.75% 36.36% 

 
As a teacher, it is my 
responsibility to introduce 
new concepts to children  

0.00% 0.00% 6.25% 27.27% 18.75% 9.09% 56.25% 45.45% 18.75% 18.18% 

 
Intentional teaching aligns 
with a child-centred 
philosophy 

0.00% 0.00% 12.50% 18.18% 12.50% 18.18% 50.00% 54.55% 25.00% 9.09% 

 
I would define myself as 
an intentional teacher  

0.00% 9.09% 12.50% 0.00% 12.50% 36.36% 56.25% 36.36% 18.75% 18.18% 

 
I have a good 
understanding of 
intentional teaching  

0.00% 0.00% 0.00% 18.18% 6.25% 9.09% 75.00% 54.55% 18.75% 18.18% 

 
Intentional teaching is 
an important 
pedagogical practice in 
ECEC  

0.00% 0.00% 6.25% 9.09% 18.75% 27.27% 37.50% 18.18% 37.50% 45.45% 
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Appendix 6: Frequency of intenIonal teaching strategies used  
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Appendix 7: How valuable teachers find intenIonal teaching strategies  

 

 


