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skills, Q-methodology. on the unimportance of certain academic skills such as reading/writing
awareness and counting, as well as skills related to technology use in
daily life, and art and aesthetics. However, notable dissensus also exists,
particularly in the perceived importance of social-emotional, cognitive,
and motor skills. These findings underscore the necessity for educational
policies to accommodate these varying priorities and suggest the
importance of professional development initiatives to align these
perspectives. In this context, educational programs should consider
incorporating a balanced approach that addresses the needs and values of
parents, teachers, and school administrators. Professional development
opportunities for teachers could focus on aligning perspectives across
groups, ensuring that teachers and school administrators are well-
equipped to support children's development across a range of domains,
including the often-undervalued areas.

Introduction

The preschool years are crucial for a child's development, marked by essential
cognitive, emotional, social, and physical changes that lay the foundation for lifelong skills
(Shuey & Kankaras, 2018). Investments in this period bring significant societal and individual
benefits, supporting the developmental potential of young children (Heckman & Masterov,
2007). Recent studies in early childhood education have shown the positive effects of
educational activities on cognitive (Ozbey & Koycegiz, 2020), socio-emotional (Camara-
Martinez, Ruiz-Ariza, Suarez-Manzano, Cruz-Cantero & Martinez-Lopez, 2023), and
physical development (Zeng, Ayyub, Sun, Wen, Xiang, & Gao, 2017). Consequently, early
childhood education and developmental skills have become key focuses in many countries'
educational policies (Organisation for Economic Co-operation and Development [OECD],
2020). Specifically, early developmental skills are a central concern for stakeholders in
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preschool education, including parents, teachers, and school administrators (Go6l-Giiven,
2014; Sackes, 2013; Scopelliti & Musatti, 2013). In this line, this study examines the beliefs
of preschool education stakeholders regarding early developmental skills.

Early developmental skills

From birth, children enter a rapid developmental phase that introduces various needs.
Addressing these needs enhances children's future achievements (Britto, Lye, Proulx,
Yousafzai, Matthews, Vaivada & MacMillan, 2017; Hoddinott, 2008). Supporting children’s
development, especially in early childhood, is central to all educational and developmental
theories (Daniels & Shumow, 2003). Early childhood education curricula are designed to
foster children's developmental skills and meet their needs. These skills are defined as
outcomes, goals (e.g., Lpfo, 2010; Ministry of Education, Culture, Sports, Science and
Technology [MoECSST], 2018; Ministry of National Education [MoNE], 2013), or standards
(e.g., Massachusetts Department of Education [MDoE], 2005). Ultimately, children's
developmental skills shape the activities, educational environments, materials, and assessment
practices in early childhood education (Bredekamp & Copple, 2006; Daniels & Shumow,
2003). Educational efforts categorize early developmental skills into cognitive, language,
social, emotional, and motor domains, a classification supported by research (Abry, Latham,
Bassok, & LoCasale-Crouch, 2015; Hollingsworth & Winter, 2013; Kernan & Hayes, 1999;
Kowalski, Brown, & Pretti-Frontczak, 2005). Although specific skills may vary across
curricula, there is a strong international consensus on their importance (Daniels & Shumow,
2003; Sagkes, 2013).

Several studies on early developmental skills have involved some actors in preschool
education. In this line, research on teachers' perspectives is particularly well-documented. For
example, Kowalski, Pretti-Frontczak and Johnson, (2001) examined preschool teachers'
beliefs about 54 developmental skills, highlighting a significant emphasis on social-emotional
skills. Subsequently, Kowalski et al. (2005) employed a newly designed Likert scale-based
assessment tool to examine changes in teachers' beliefs about developmental skills throughout
time. Their findings suggest that the use of formal assessment instruments can lead to a shift
in teachers' beliefs about which skills are important for children to develop. In a separate
study involving 32 survey participants, who rated items on a scale from 1 (not at all
important) to 5, and 14 focus-group participants, Hollingsworth and Winter (2013) found that
teachers prioritized social-emotional skills over math, literacy, and language skills. Using
self-reported data on preschool and kindergarten teachers' ideas about the key early school
skills, Abry et al. (2015) discovered that misalignment was most evident in teachers'
judgments of the importance of academic competence. Furthermore, they revealed that
misaligned beliefs had a negative impact on children's school adjustment. Some research has
also examined both teachers' and parents' perspectives. For instance, a study conducted by
Kernan and Hayes (1999) which focused on the expectations of parents and teachers
regarding the development of young children, indicated that although there are some areas of
consensus, notable differences in expectations also persist. Aligned with a somewhat similar
research aim, Sackes (2013) found a high level of consensus between teachers and parents
regarding early developmental skills, except for psychomotor skills. In another study, Gol-
Giiven (2014) stressed the value of a collaborative approach between parents and teachers in
improving the quality and efficacy of early childhood education and care. Although these
studies have made significant contributions to the existing body of literature in early
childhood education, they have yet to examine the beliefs of all key stakeholders in preschool
education concerning early developmental skills, as well as the areas of consensus and
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dissensus among their perspectives. To the best of my knowledge, there is also a marked
paucity of studies in the early childhood education literature that investigate the areas of
consensus and dissensus among key stakeholders' beliefs and perspectives regarding early
developmental skills. Furthermore, such research has been particularly scarce in recent years.
In this line, the present study seeks to address this gap by employing the stakeholders' belief
framework to understand their perspectives better.

Theoretical framework: Stakeholders’ belief

Stakeholder Theory has brought about a profound paradigm shift in business
management by asserting that organizations should transcend the sole objective of profit
maximization and actively embrace social responsibilities. This theory, introduced by
Freeman (1984), emphasizes the importance of considering the diverse interests and needs of
all individuals or groups that have a stake in an organization’s activities and outcomes. In the
contemporary landscape, characterized by the growing prominence of globalization and
sustainability, stakeholder theory has emerged as a pivotal framework for businesses.
Freeman (1984) offered a foundational definition of the stakeholder concept, underscoring the
necessity for organizations to balance and address the interests of all relevant stakeholders.
Within this framework, stakeholders are conceptualized as individuals, groups, or institutions
that are either influenced by an organization’s activities or possess the capacity to influence
its operations. The overarching aim is to cultivate meaningful relationships with stakeholders,
gain insights into their expectations and beliefs, and advance organizational development
through strategies that align with these perspectives (Donaldson & Preston, 1995; Freeman,
1984; Jones & Wicks, 2018). A fundamental premise shared across various perspectives
within stakeholder theory is that stakeholders play a critical role in corporate activities, and
their expectations should be addressed, albeit to varying degrees. Organizations that
acknowledge this principle can enhance their long-term sustainability by fostering structured
and strategic relationships with stakeholders, thereby mitigating potential risks and avoiding
failure (Freeman, 1984). It should be noted that stakeholders' decision-making processes are
influenced not only by their external roles or institutional responsibilities but also by their
deeply held beliefs. Belief Theories posit that individual behavior is driven by beliefs are the
mental representations or understandings that people hold about various phenomena (Fishbein
& Ajzen, 1975). Individuals tend to reinforce and reshape their beliefs through social
interactions and observational learning. In this regard, social norms and group identities play
a pivotal role in shaping individuals' belief systems (Bandura, 1986; Tajfel, 1981). The
formation and evolution of beliefs are influenced by the interplay of cognitive structures,
social learning processes, and cultural transmissions, collectively exerting a profound impact
on guiding individual behavior (Rokeach, 1968; Tajfel, 1981).

When extended to educational institutions, this theory posits that schools are not self-
contained systems limited to interactions between students and teachers. Rather, they operate
as interconnected and dynamic organizations that engage with a wide array of stakeholders,
including parents, school administrators, educators, students, local authorities, and non-
governmental organizations (Khadija, 2022). Building upon this foundation, a substantial
body of research has investigated stakeholders' roles, influences, and significance in education
(Catherine & Andal 2024; lyer, 2024; Peng, Alias & Mansor, 2024). Stakeholders have also
emerged as a significant area of inquiry within early education literature (D’Amico, Fan,
Linder, Pawloski & White, 2023; Fung & Cheng, 2012; Hadley, Harrison, Lavina, Barblett,
Irvine, Bobongie-Harris & Cartmel, 2024; Hawkinson & Davis Tribble, 2019; Ho & Lam,
2014). In the preliminary phase of the stakeholder management process, the identification of
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stakeholders is a fundamental and essential step (Donaldson & Preston, 1995; Freeman, 1984;
Jones & Wicks, 2018). Accordingly, this study designates parents, teachers, and
administrators as key stakeholders in preschool education based on the following criteria:
First, the theoretical framework emphasizes that primary actors within an institution are
fundamental stakeholders (Bryson, 2004; Donaldson & Preston, 1995; Freeman, 1984; Jones
& Wicks, 2018). Second, extensive prior research on early education has consistently
highlighted the central roles of parents, teachers, and administrators as key stakeholders
(D’Amico, et al., 2023; Fung & Cheng, 2012; Hadley et al., 2024; Hawkinson & Davis
Tribble, 2019; Ho & Lam, 2014). Third, these groups are recognized for their substantial
direct and indirect influence on children's learning processes and educational practices,
further underscoring their relevance within this context (Ata-Aktirk & Demircan, 2021;
Colmer, Waniganayake, & Field, 2019; Ergiil, Karaman, Akoglu, Tufan, Dolunay Sarica, &
Bahap Kudret, 2014; Ganon-Shilon & Schechter, 2019; Lieber et al., 2009; Murray, 2021,
Tamis-LeMonda, 2019).

Examining the beliefs of stakeholders with diverse roles in preschool education regarding
early developmental skills represents a critical endeavor for advancing early childhood
education. This is predicated on the assumption that stakeholders' roles, shaped by the socio-
cultural contexts in which they operate, influence their values, educational perspectives, and
beliefs about developmental skills. The variability in roles across different environments is
expected to yield a rich diversity of beliefs. Identifying both the consensus and dissensus
within this diversity offers valuable insights for informing and enhancing early childhood
education practices. Moreover, integrating diverse viewpoints enhances the validity and
reliability of research findings (Vogl, Schmidt, & Zartler, 2019). The Q-methodology
employed in this study is particularly suited to this exploration, as it captures subjective
viewpoints and allows for the identification of patterns of consensus and dissensus across
these diverse stakeholder groups. This methodological approach, grounded in stakeholders'
belief theory, offers a comprehensive framework for examining stakeholders' beliefs about
developmental skills, as well as identifying areas of consensus and dissensus among these
beliefs. Such insights are expected to contribute meaningfully to the design and
implementation of more effective and responsive early childhood education systems.

Purpose of study

This study aimed to explore the beliefs of key stakeholders regarding early
developmental skills in preschool education and to examine areas of consensus and dissensus
among these stakeholders. Despite the extensive body of literature addressing early
developmental skills, prior research has predominantly focused on teachers and parents
leaving a critical gap in understanding how beliefs align or diverge across different
stakeholders. Given the profound influence that parents, teachers, and administrators exert-
both directly and indirectly-on children's learning processes and educational practices, this
study seeks to address this gap by adopting a comprehensive approach rooted in stakeholder
theory. Stakeholder Theory provides a robust framework for analyzing the interconnected
roles and expectations of these groups, emphasizing the need to balance diverse perspectives
in shaping responsive and effective early childhood education systems. The significance of
this study lies in its potential to inform educational practices, curriculum development, and
policy formulation by identifying shared priorities and conflicting views, thereby fostering
collaborative approaches to early childhood education. The following research questions
guide this inquiry:

(1) How do teachers evaluate the importance of early developmental skills?
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(2) How do parents evaluate the importance of early developmental skills?
(3) How do school administrators evaluate the importance of early developmental
skills?

By addressing these questions, this study may generate meaningful insights into stakeholder
perspectives, ultimately contributing to the development of more inclusive and effective early
childhood education systems.

Method

In this study, Q-methodology, an exploratory research design, was employed.
Developed by Stephenson (1953), this method aims to uncover participants’ subjective
viewpoints on any given topic. Because it identifies the extent to which participants' values,
ideas, or beliefs converge or diverge, Q-methodology has the potential to lead researchers to
more analytically distinct findings (McKeown, 2001; Watts & Stenner, 2005). This
characteristic makes Q-methodology particularly well-suited for addressing the core research
question of the present study. Furthermore, Q-methodology is often referred to as a hybrid
research design because it combines quantitative analysis techniques (such as factor analysis)
during the analytical phase and aligns closely with qualitative methods during data collection.

Participants

In Q-method research, similar to qualitative studies, a high number of participants is
not required. Accordingly, this study employed purposeful sampling, specifically criterion
sampling, to select participants who could provide diverse perspectives on early
developmental skills. To ensure a shared educational context, each participating school
administrator’s institution was represented by both teachers and parents, meaning that the
teachers and parents included in the study were selected from the same schools as the
administrators. All teachers were female, with ages ranging from 30 to 52 (M = 40.18, SD =
5.86), and their teaching experience ranged from 8 to 31 years (M = 15.36, SD = 5.11).
Among the parents, 91.3% were mothers (n = 21) and 8.7% were fathers (n = 2), with ages
ranging from 29 to 53 (M = 37.04, SD = 5.54). In this study, the school administrators
(principals and vice principals) comprised 50% women (n = 10) and 50% men (n = 10), with
ages ranging from 31 to 52 (M = 39.93, SD = 5.67) and managerial experience ranging from 1
to 22 years (M = 9.20, SD = 6.22). It should be noted that in the factor analysis phase of the
Q-methodology, the analysis software may exclude some participants from being associated
with any factor, potentially reducing the number of participants in the final analysis.
Therefore, discrepancies between the number of participants in this section and the number of
individuals associated with each factor may arise due to this reason.

Q sort design

This study aimed to identify the beliefs of teachers, parents, and administrators
regarding developmental skills. To achieve this, 34 skill statements were developed across
five developmental domains (cognitive, language, social, emotional, motor, and self-care)
based on literature recommendations for determining Q-statements (Abry et al., 2015;
Hollingsworth & Winter, 2013; Kernan & Hayes, 1999; Kowalski et al., 2005; Lpfo, 2010;
MoOECSST, 2018; MoNE, 2013). In Q-method research, these statements are referred to as the
Q-set. Initially, to assess the clarity and appropriateness of the statements for preschool
children, two experts with a doctorate in early childhood education evaluated them using a
pre-evaluation index (considering clarity, importance for children, and representation of the
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relevant developmental domain). Revisions were made based on feedback, and a pilot study
was conducted with five teachers and five parents to evaluate the feasibility of the data
collection method and to identify potential issues. Feedback from this phase indicated that the
main study could proceed. Additionally, the Q-diagram is crucial for capturing participants'
subjectivity by having them rank the Q-statements (Watts & Stenner, 2005). In this study, the
diagram was designed to rate participants' beliefs about the 34 Q-statements on a scale from -
4 (extremely unimportant for preschool-aged children) to +4 (extremely important for
preschool-aged children) (see Figure 1). Participants could place two Q-statements at +4,
three at +3, four at +2, five at +1, six at O, five at -1, four at -2, three at -3, and two at -4. This
method naturally ensures a normal distribution. Since this method is based on a forced-choice
measurement approach, a specific number of statements must be placed in the designated
boxes on the diagram. According to Brown and Ungs (1970), a participant in a Q-method
study must make 2N(N-1) choices. In the present study, with 34 statements, the total number
of choices, considering that each choice influences all others, is 561. This approach provides a
more comprehensive understanding of participants' beliefs about developmental skills.

Data collecting procedure

The data collection process for this study involved four steps. First, each
developmental skill in the Q-set was written on a separate card, and the Q-diagram was
prepared. Second, participants were informed about the study. During face-to-face interviews
in a quiet school setting, participants were presented with the Q-statements and Q-diagram.
They were asked, “What do you think is the level of importance of these skills for preschool-
aged children?” and asked to categorize the skills into important (14 statements), unimportant
(14 statements), and neutral (6 statements). Participants could review and modify their
classifications. The interviewer emphasized that there was no correct classification and that
the task should reflect each participant’s subjective views. Third, participants ranked the
important and unimportant Q-statements in detail, from +4 (extremely important) to +1
(slightly important) and from -4 (extremely unimportant) to -1 (slightly unimportant). Finally,
the participants reviewed their rankings and made any necessary changes. The interviewer
recorded the Q-statements assigned to the diagram. Data were collected from April to June
2022.

extremely Neutral extremely
unimportant important

-4 +3 -2 -1 0 +1 +2 | 3 +4

Figure 1. Q diagram
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Data analysis

Participants' subjective Q-sorts were analyzed using the KADEK analysis program.
Participants' ratings were entered into the program, which then established correlations
between each Q-sort. This process generated an intercorrelation matrix, which was
subsequently subjected to factor analysis using the principal component analysis method.
Varimax rotation was performed to enhance the explanation of variance and minimize the
number of factors introduced. In determining the number of factors, the Kaiser-Guttman
criterion, which states that all extracted factors should have an eigenvalue greater than 1.00
(Guttman, 1954), was taken into consideration, along with the criterion that each factor should
have at least two significant factor loadings. Additionally, the theoretical meaningfulness of
the factors was a critical consideration in determining the number of factors (Watts &
Stenner, 2005).

Ethical consideration

For this study, official permissions for data collection were first obtained from the
Education Commission of the Ministry of National Education. Additionally, ethical approval
was secured from the Scientific Research Ethics Committee of a state university. Finally,
before data collection, participants were informed about the study, and they signed a consent
form confirming their voluntary participation and assuring them that their information would
not be shared publicly.

Findings

In this study, a two-factor solution emerged for parents, explaining 42% of the
variance. Based on this factor solution, two perspectives were identified: a focus on social-
emotional skills (1) and a focus on self-care and health skills (2). For teachers, a three-factor
solution explaining 57% of the variance was identified. These factors were: a focus on social-
emotional skills (1), a focus on both social-emotional and cognitive skills (2), and a focus on
motor and cognitive skills (3). Finally, for administrators, a three-factor solution explaining
56% of the variance emerged, comprising perspectives focused on emotional-cognitive skills
(1), motor-social-language skills (2), and a combination of social-emotional, self-care, and
health skills (3). The distinguishing statements for each participant group's perspectives will
be highlighted below. Table 1 presents the factor scores for each participant group.
Additionally, the distinguishing statements and their sorting scores for each participant
group’s perspectives are provided in the supplementary materials.

Table 1: The factor scores for each participant groups

Participant Factors N Eigenvalues % explained variance Cumulatlve_% explained
groups variance
F1 14 8,61 39 39
Teachers F2 5 2,09 10 49
F3 3 1,69 8 57
F1 7 7,14 36 36
Administrators F2 4 2,17 11 47
F3 8 1,75 9 56
Parents F1 15 7,24 31 31
F2 8 2,45 11 42
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Parents’ perspectives

The first perspective, which prioritizes social-emotional skills, accounted for 31% of
the variance. This perspective included 15 parents. Participants within this perspective rated
the skills of fulfilling his/her responsibilities and improving his/her sense of self-confidence
as extremely important for children (4), and they rated the skills of protecting his/her own and
others' rights, expressing positive/negative emotions related to an event or situation, and
understanding others' emotions in relation to an event or situation as important (3).
Conversely, participants in this perspective considered recognizing geometric shapes and
performing simple addition and subtraction as extremely unimportant (-4). They also rated
counting to 20 or more, moving to music and rhythm, and observing objects or events as
unimportant (-3).

The second perspective, oriented towards self-care and health skills, included 8 parents and
explained 11% of the variance. Participants aligned with this perspective rated skills such as
maintaining a balanced and adequate diet and following hygiene rules for the body as
extremely important for children (4). They also rated acquiring safe and healthy living skills
and using necessary tools and equipment for daily life as important (3). However, these
participants considered moving to music and rhythm and understanding the importance of art
and aesthetics as extremely unimportant (-4), while using technology appropriately in daily
life and questioning basic physical, chemical, and biological phenomena in the world they
live in were rated as unimportant (-3).

Consensus and dissensus statements in the parents’ perspectives

Among participants in both perspectives, skills such as demonstrating literacy
awareness and coordinating and controlling the body were rated as somewhat unimportant (-
1), while protecting living environments was rated as somewhat important (2). Additionally,
the skill to use technology appropriately in daily life and to question basic physical, chemical,
and biological phenomena in their world was rated as somewhat unimportant (-2) by the first
perspective and unimportant (-3) by the second perspective. Similarly, the skill of counting to
20 or more was considered unimportant (-3) by the first perspective and somewhat
unimportant (-2) by the second perspective, indicating a consensus between the two
perspectives. Nevertheless, there is a noticeable lack of consensus regarding certain key
statements. In particular, the skills of performing simple addition and subtraction, working
with peers in collaboration, and understanding others' emotions related to an event or situation
revealed significant dissensus between the perspectives.

Table 2. Consensus and dissensus statements among the parents’ perspectives

Consensus statements P1 P2 Dissensus statements P1 P2

Performing simple addition and
. 41
subtraction
Coordinating and controlling the body -1 -1 Working with peers in collaboration 2 -3
Understanding  others'  emotions
-2
related to an event

Demonstrating literacy awareness 101

Protecting living environments and the nature 2 2

Questioning basic physical, chemical, and
biological phenomena

Using technology appropriately in daily life 2 -3
Counting to 20 or more -3 -2
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Teachers’ perspectives

The first perspective among teachers, which accounts for 39% of the variance,
includes 14 participants who rated the skill to fulfil his/her responsibilities as the most
important skill (4). They also considered the skills of expressing positive/negative emotions
about an event or situation and protecting his/her own and others' rights as important (3).
However, participants in this group rated the skill to use technology appropriately in daily life
as extremely unimportant (-4) and understanding the importance of art and aesthetics as
unimportant (-3).

The second perspective, explaining 10% of the variance, included 5 teachers. These teachers
rated the skills of respecting cultural and individual differences as extremely important (4)
and establishing cause-and-effect relationship between events as important (3). However, they
considered the skills to recognize geometric shapes and to use technology appropriately in
daily life as extremely unimportant (-4) and the skill to express oneself verbally in front of a
group as unimportant (-3).

The third perspective, involving 3 teachers, explained 8% of the variance. Participants in this
perspective rated the improvement of gross motor skills and recognizing geometric shapes as
somewhat important (2) and solving problem situations as slightly important (1). In contrast,
these teachers rated understanding the importance of art and aesthetics as extremely
unimportant (-4).

Consensus and dissensus statements in the teachers’ perspectives

Among the teachers' perspectives, there was consensus on the skills of demonstrating
literacy awareness, maintaining a balanced and adequate diet, adhering to body hygiene rules,
and counting to 20 or more. Both the first and second perspectives rated literacy awareness as
somewhat unimportant (-2), while participants in the third perspective rated it as unimportant
(-3). The skill of maintaining a balanced and adequate diet was rated as neutral (0) by the first
and third perspectives, while the second perspective rated it as somewhat unimportant (-1).
Participants in the first and second perspectives were neutral about adhering to body hygiene
rules, while those in the third perspective rated it as slightly unimportant (-1). Additionally,
counting to 20 or more was rated as unimportant (-3) by participants in the first and second
perspectives, and as extremely unimportant (-4) by teachers in the third perspective. In
contrast, there was no consensus among the perspectives on the skills of improving his/her
sense of self-confidence, recognizing geometric shapes, establishing cause-and-effect
relationship between events, and questioning basic physical, chemical, and biological
phenomena in the world they live in.

Table 3. Consensus and dissensus statements among the teachers’ perspectives

Consensus statements P1 P2 P3 Dissensus statements P1 P2 P3
Demonstrating literacy awareness Improving his/her sense of
-2 -2 -3 . 4 -1 4
self-confidence
Maintaining a balanced and Recognizing geometric
; 0 -1 0 -2 -4 2
adequate diet shapes
Adhering to body hygiene rules Establishing cause-and-
0 0 -1 effect relationship between 1 3 -2
events
Counting to 20 or more Questioning basic physical,
-3 -3 -4 chemical, and biological -4 1 -3
phenomena
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Administrators’ perspectives

The first perspective, which prioritizes emotional-cognitive skills and includes 7
administrators, explained 36% of the variance. The administrators in this perspective rated the
skill to express positive or negative emotions about an event or situation as extremely
important (4). They considered the skills of solving problems and establishing cause-and-
effect relationships between events as somewhat important (2). Conversely, they rated the
skill to perform simple addition and subtraction as extremely unimportant (-4) and the skill to
use necessary tools and equipment for daily life as unimportant (-3).

The second perspective, which focuses on a mix of skills and includes 4 participants,
accounted for 11% of the variance. The administrators in this perspective rated skills across
motor, social, and language domains as important. They considered the improvement of fine
motor skills as extremely important (4), and the skills to use their native language fluently and
to work with peers in collaboration as important (3). However, these participants rated
understanding the importance of art and aesthetics and maintaining a balanced and adequate
diet as extremely unimportant (-4).

The final perspective, which explained 9% of the variance, included 8 administrators. They
rated acquiring safe and healthy living skills and maintaining a balanced and adequate diet as
extremely important (4). They also considered learning social values and norms and
improving his/her sense of self-confidence as important (3). However, they rated the skill of
understanding the importance of art and aesthetics as unimportant (-3).

Consensus and dissensus statements in the administrators’ perspectives

Among the school administrators, there was consensus on the skills of protecting
his/her own and others' rights, improving his/her sense of self-confidence, demonstrating
literacy awareness, and counting to 20 or more, as they gave similar ratings to these skills.
Both the first and second perspectives rated the skill of protecting his/her own and others'
rights as somewhat important, while the third perspective rated it as important. The skill of
improving his/her sense of self-confidence was rated as extremely important by both the first
and second perspectives, and as important by the third perspective. Demonstrating literacy
awareness was rated as somewhat unimportant by the first and third perspectives, and as
slightly unimportant by the second perspective, forming a consensus. Similarly, the skill of
counting to 20 or more was rated as unimportant by the first and third perspectives and as
somewhat unimportant by the second perspective. However, there was dissensus among the
administrators' perspectives regarding the skills of maintaining a balanced and adequate diet,
learning social values and norms, improving fine motor skills, and using the native language
fluently.

Table 4. Consensus and dissensus statements among the administrators’ perspectives

Consensus statements P1 P2 P3 Dissensus statements P1 P2 P3

Protecting his/her own and others' Maintaining a balanced
. 2 2 3 - 0 -4 4
rights and adequate diet
Improving his/her sense of self- Learning social values and

. 4 4 3 1 -2 3
confidence norms
Demonstrating literacy awareness 2 1 2 lrlzﬂ;ovmg fine  motor 1 4 0
Counting to 20 or more 2 3 3 Using the native language 1 3 1

fluently

Using technology appropriately in 3 3 2

daily life
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Discussion

The present study aims to identify the beliefs of key stakeholders in preschool
education using the Q-method to capture strong consensuses based on subjective beliefs. The
study offers a substantial contribution to the field by incorporating key stakeholders into an
investigation aimed at understanding beliefs about early developmental skills. Furthermore,
the methodological approach employed in this research has successfully provided a nuanced
understanding of their views instead of overlooking the different perspectives of the
participants as observed in previous studies. An additional strength of this study lies in its
ability to identify both consensus and dissensus within and across stakeholder groups. In these
respects, the current research advances beyond prior studies, enriching the early childhood
education literature by synthesizing insights from the diversity of beliefs through Q
methodological approach. The discussion is organized around four main themes: parents'
perspectives, teachers' perspectives, administrators' perspectives, and areas of consensus and
dissensus among stakeholders.

Parents' perspectives

By uncovering that parents hold beliefs from two perspectives, the present study
extended previous research (Gol-Giiven, 2014; Kernan & Hayes, 1999; Sagkes, 2013).
Consistent with previous research (Hewitt & Maloney, 2000; Yalman & Oztabak, 2024),
parents in the first perspective prioritize social-emotional skills. They generally view
academic skills within cognitive development as less important. However, some studies
indicate that parents value both cognitive and social-emotional skills (Sagkes, 2013; Scopelliti
& Musatti, 2013). This discrepancy may be due to the rate-forced methodology used in the
present study. By highlighting that parents prioritize social-emotional over cognitive skills,
the current findings have advanced the clarity and understanding of parents' beliefs regarding
developmental skills. Parents' prioritization of social-emotional skills, as highlighted in
previous studies (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Taylor, Oberle,
Durlak, & Weissberg, 2017), likely reflects their belief in the substantial influence of these
skills on children's daily experiences and long-term academic success. Additionally, parents
may see social-emotional skills as more crucial due to the lack of environments that nurture
these skills in today's society.

Consistent with previous studies (Foot, Howe, Cheyne, Terras & Rattray, 2000; G61-Giiven,
2014; Sacgkes, 2013), the current research shows that parents view self-care skills as highly
important. They tend to rate cognitive skills and those related to art and aesthetics as less
important. This prioritization makes sense because self-care skills are considered more
fundamental in the hierarchy of needs than skills like art, aesthetics, and inquiry (Desmet &
Fokkinga, 2020; Maslow, Frager, Fadiman, McReynolds, & Cox, 1970). Thus, parents
focusing on self-care skills may naturally view cognitive and art-related skills as less critical.
Additionally, concerns about the increasing screen time for children and its potential negative
effects (Geng, 2014; Koran, Berkmen, & Adalier, 2022; Mustafaoglu, Zirek, Yasaci, &
Ozdingler, 2018) may lead parents to devalue technology-related skills. Overall, this study
suggests that parents prioritize skills that are essential for daily life and fundamental needs
over academic and aesthetic skills.

Teachers' perspectives

This study also demonstrated that teachers hold diverse beliefs encompassing multiple
perspectives on early developmental skills, thereby providing further clarification and
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extending the findings of prior research (Abry et al., 2015; Hollingsworth & Winter, 2013;
Kowalski et al., 2001; Kowalski et al., 2005). Consistent with previous research highlighting
the importance of social-emotional development (Hollingsworth & Winter, 2013; Kowalski et
al., 2001), teachers in the first perspective valued social-emotional skills but rated technology-
related skills and those associated with art and aesthetics as unimportant. While the National
Association for the Education of Young Children (NAEYC, 2012) emphasizes the importance
of developmentally appropriate technology activities, teachers in this study did not align with
these recommendations. Like parents, teachers may view technology skills as less important
due to concerns about children's increasing screen time. Some scholars argue that technology
use in early childhood can be harmful or ineffective (Cordes & Miller, 2000; Haugland,
2000). Effective technology use also requires proper classroom resources and sufficient
teacher knowledge and skills (Blackwell, 2015; Chen & Chang, 2006; lhmeideh, 2009;
Nikolopoulou & Gialamas, 2015), which may be lacking. Teachers' low valuation of art and
aesthetics could reflect beliefs similar to those held by parents. Interestingly, although
teachers reportedly engage in art activities frequently (Ozkan & Girgin, 2014; Soydan, 2019),
they still rated these skills as unimportant in this study, suggesting a possible discrepancy
between beliefs and practices. Future research should explore teachers' beliefs about these
skills, their implementation frequency, and reasons for any discrepancies.

Teachers in the second perspective valued social and cognitive skills more but still rated a
specific cognitive and language skill as unimportant. The cognitive skill viewed as
unimportant was more academic: "recognizing geometric shapes.” In contrast, a few teachers
in the third perspective considered recognizing geometric shapes important. This study thus
identified discrepancies between teacher groups. Furthermore, teachers in the third
perspective, unlike others, valued both recognizing geometric shapes and developing gross
motor skills. These findings highlight a dissensus among teachers regarding cognitive skills,
likely due to varying perceptions of their educational roles. This interpretation aligns with
Abry et al. (2015), who also linked such discrepancies to differing educational responsibilities
among teachers.

Administrators’ perspectives

The findings showed that administrators hold three distinct belief perspectives on
developmental skills. Those in the first perspective prioritized emotional and cognitive skills
while deeming a particular cognitive and self-care skill as unimportant. Administrators in the
second perspective took a broader approach, valuing motor, language, and social skills more,
and, like some parents and teachers, rated art and aesthetic skills as unimportant. Those in the
third perspective emphasized self-care, social, and emotional skills but also rated art and
aesthetic skills as unimportant. Notably, administrators adopted a more holistic view, valuing
skills across various domains. However, there was dissensus about the importance of self-care
skills between the second and third perspectives. While it is expected that parents prioritize
self-care due to their "parenting role," it was surprising that some administrators also rated
these skills as extremely important. This inconsistency might be linked to the educational
values they prioritize and the contexts of their respective schools. Overall, the study suggests
that administrators tend to take a holistic view of developmental skills, though significant
differences in opinion remain among them.

Stakeholders’ consensus and dissensus

This section will discuss the consensus among stakeholders, followed by a synthesis
of both consensus and dissensus among their perspectives and this will enable the formulation
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of robust inferences. The findings revealed strong consensus on the insignificance of skills
like “demonstrating literacy awareness” and “counting to 20 or more.” These findings align
with previous research, which highlights the perceived insignificance of academic skills
(Abry et al., 2015; Hollingsworth & Winter, 2013). Additionally, both parents and
administrators commonly view “using technology appropriately in daily life” as unimportant.
The findings also indicate partial consensus among specific perspectives. For example, both
parents' first perspective and teachers' second perspective agree on the importance of social-
emotional skills, and some administrators share this belief. There is also a strong consensus
between parents' second perspective and administrators' third perspective on the importance
of self-care skills. Another significant finding is the shared belief across various perspectives
that art and aesthetics are unimportant, noted in parents' first perspective, teachers' first and
third perspectives, and administrators' second and third perspectives. Technology use was also
deemed unimportant by parents and teachers' first and third perspective. Notably, the
strongest alignment of beliefs was between parents and administrators, although there are
shared beliefs among parents, teachers, and administrators. The most striking shared belief is
the perceived unimportance of technology use in daily life and art and aesthetics. This is
surprising given the importance of technology in today's world and initiatives like STEM
promoting these skills. Stakeholders' beliefs are influenced by their roles and perceived
identities (Bandura, 1986; Freeman, 1984; Tajfel, 1981). Viewed through this lens, the roles
of parents and teachers in child education and care may have shaped beliefs rooted in
concerns about the potential adverse effects of excessive technology exposure on children's
development. In addition to areas of consensus, there is also dissensus among parents,
teachers, and administrators. A significant dissensus involves self-care skills, with teachers
and second-perspective administrators rating these skills as highly important, unlike parents in
the same perspective. Another dissensus lies within teachers' perspectives, who value certain
cognitive skills more than parents and administrators. However, the dissensus on cognitive
skills is less marked between teachers and administrators. Teachers and administrators also
diverge from parents by emphasizing the importance of motor skills. Notably, a language skill
was prioritized in only one of the administrators’ perspectives, marking a clear departure from
the patterns observed in the other groups. These findings highlight dissensus among group
perspectives. To address concerns about technology, there is a need for awareness programs
on developmentally appropriate technology use in early childhood, which could alleviate
concerns. Stakeholders should also be educated on the significance of art and aesthetics for
children's healthy development. A lack of sensitivity in these areas could narrow the
implementation of art activities in classrooms, potentially limiting children's aesthetic
development, as seen in previous studies (Ozkan & Girgin, 2014).

Conclusions and implications

This study provides a detailed understanding of early childhood developmental skills
using the Q-method and a triangulated perspective approach. The findings suggest that while
there is some consensus among these stakeholder groups, particularly regarding the perceived
unimportance of certain academic skills such as reading/writing awareness and counting, as
well as the use of technology in daily life and art and aesthetic skills, significant dissensus
also exists. Parents emphasize the importance of social-emotional and self-care skills, while
teachers show more variability, with certain groups valuing cognitive and motor skills highly.
Administrators display a more heterogeneous outlook, with a notable emphasis on emotional,
social, motor, and language skills.

The implications of this study are multifaceted. First, the findings highlight the need for
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educational policies to account for the differing priorities and beliefs of these key
stakeholders. Educational programs should consider incorporating a balanced approach that
addresses the needs and values of parents, teachers, and administrators. Second, professional
development opportunities for teachers could focus on aligning perspectives across groups,
ensuring that teachers and administrators are well-equipped to support children's development
across a range of domains, including the often-undervalued areas. Third, the dissensus
revealed by the study may also indicate a lack of complete communication among the
participant groups. Such a communication gap can lead to insufficient collaboration, thereby
negatively affecting the effectiveness of early childhood education. This is particularly
concerning because the participant groups in this study are integral components of the
educational process (Aktiirk & Demircan, 2021; Colmer et al., 2019; Ergiil et al., 2014;
Ganon-Shilon & Schechter, 2019; Murray, 2021). In this context, it is crucial to develop
common educational policies through the active participation of early childhood education
stakeholders. Family involvement initiatives should be conducted more effectively.
Furthermore, parents should be encouraged to participate in school policy-making meetings.
By fostering strong consensus around children’s developmental skills and strengthening
collaboration between school and home, children's development can be more robustly
supported.

Limitations

Despite the valuable insights generated by this study, several limitations must be
acknowledged. The use of Q-methodology, while effective in capturing subjective beliefs and
identifying distinct perspectives, is inherently limited by the sample size and the subjective
interpretations of participants' statements. The study’s reliance on a small, localized sample of
parents, teachers, and administrators may restrict the generalizability of the findings to
broader populations. Larger studies incorporating diverse participant groups from various
backgrounds and contexts could provide a more comprehensive understanding of stakeholder
beliefs about early childhood developmental skills. Another limitation is that while Q-
methodology is well-suited for revealing patterns of consensus and dissensus, it does not offer
deep insights into the underlying causes or contextual factors influencing these beliefs.
Qualitative follow-up interviews or mixed-method approaches could further elucidate the
reasons behind the perspectives revealed in this study. Additionally, the absence of
longitudinal data limits the ability to understand how these beliefs may evolve over time as
educational policies, classroom dynamics, or societal values shift. Lastly, the study focused
primarily on beliefs surrounding early childhood developmental skills, without examining
how these beliefs translate into actual practice. Future research should explore the alignment
between stakeholders' stated beliefs and their practical implementation in educational settings,
which could yield deeper insights into the impact of these belief systems on children’s
developmental outcomes.

References

Abry, T., Latham, S., Bassok, D., & LoCasale-Crouch, J. (2015). Preschool and kindergarten
teachers’ beliefs about early school competencies: Misalignment matters for
kindergarten adjustment. Early Childhood Research Quarterly, 31(2), 78-88.
10.1016/j.ecresq.2015.01.001

Ata-Aktiirk, A., & Demircan, H. O. (2021). Supporting preschool children’s STEM learning
with parent-involved early engineering education. Early Childhood Education
Journal, 49(4), 607-621. 10.1007/s10643-020-01100-1

d""-i.ﬁr,

£ ;

Participatory Educational Research (PER) ‘@K
1.%. Ve

Acaeri

-167-


https://doi.org/10.1016/j.ecresq.2015.01.001

Understanding preschool stakeholders' beliefs about early developmental skills: A Q-method study H. Dilek

Bandura A. (1986). Social foundations of thought and action: a social cognitive theory.
Englewood Cliffs, NJ: PrenticeHall

Blackwell, C. K. (2015). Technology use in early childhood education: investigating teacher
access and attitudes toward technology and the effect of iPads on student achievement
(Unpublished doctoral dissertation). University of Northwestern, Evanston, IL, USA.

Bredekamp, S. & Copple, C. (2006). Developmentally appropriate practice in early
childhood programs. National Association for the Education of Young Children.

Britto, P. R., Lye, S. J.,, Proulx, K., Yousafzai, A. K., Matthews, S. G., Vaivada, T., &
MacMillan, H. (2017). Nurturing care: promoting early childhood development. The
Lancet, 389(10064), 91-102.

Brown, S. R., & Ungs, T. D. (1970). Representativeness and the study of political behavior:
An application of technique to reactions to the Kent state incident. Social Science
Quarterly, 51(3), 514-526.

Bryson, J. M. (2004). What to do when stakeholders matter: stakeholder identification and
analysis techniques. Public management review, 6(1), 21-53.

Catherine, J. Del Rosario., Edilberto Andal, E. (2024). Stakeholders’ involvement and
organizational support for teacher’s job satisfaction and performance. International
Journal of Applied Science and Research, 7(4),325-332. 10.56293/ijasr.2024.6027

Camara-Martinez, A., Ruiz-Ariza, A., Suarez-Manzano, S., Cruz-Cantero, R. M., & Martinez-
Lopez, E. J. (2023). Effect of an integrated active lessons programme through playful
maths games on self-concept, self-esteem and social skills in preschool
children. Behavioral Sciences, 13(3), 260.

Chen, J.-Q., & Chang, C. (2006). Using computers in early childhood classrooms teachers’
attitudes, skills and practices. Journal of Early Childhood Research, 4(2), 169-188.

Colmer, K., Waniganayake, M., & Field, L. (2019). Implementing curriculum reform:
Insights into how Australian early childhood directors view professional development
and learning. In The Professional Development of Early Years Educators (pp. 45-63).
Routledge.

Cordes, C., & Miller, E. (Eds.). (2000). Fool’s gold: a critical look at computers in
childhood. Alliance for Childhood.

D’Amico, L. K., Fan, X., Linder, S., Pawloski, T., & White, K. M. (2023). Examining early
childhood education through the lens of stakeholders: A statewide needs
assessment. Journal of Early Childhood Research, 21(3), 273-287.

Daniels, D. H., & Shumow, L. (2003). Child development and classroom teaching: A review
of the literature and implications for educating teachers. Journal of applied
developmental psychology, 23(5), 495-526. 10.1016/S0193-3973(02)00139-9

Desmet, P., & Fokkinga, S. (2020). Beyond Maslow’s pyramid: Introducing a typology of
thirteen fundamental needs for human-centered design. Multimodal Technologies and
Interaction, 4(3), 38. doi.org/10.3390/mti4030038

Donaldson, T., & Preston, L. E. (1995). The stakeholder theory of the corporation: Concepts,
evidence, and implications. Academy of management Review, 20(1), 65-91.

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K.
G. (2011). The impact of enhancing students’ social and emotional learning: A meta-
analysis of school-based universal interventions. Child Development, 82(1), 405-432.
doi.org/10.1111/j.1467-8624.2010.01564.x

Ergiil, C., Karaman, G., Akoglu, G., Tufan, M., Dolunay Sarica, A., & Bahap Kudret, Z.
(2014). Early childhood teachers’ knowledge and classroom practices on early
literacy. Elementary Education Online13(4). 10.17051/i0.2014.71858

Fishbein, M., & Ajzen, I. (1975). Belief, attitude, intention, and behavior. Wiley.

s,

S0
@‘i Participatory Educational Research (PER)
1.“' </
Acadel?*

-168-


https://doi.org/10.1016/S0193-3973(02)00139-9
https://doi.org/10.3390/mti4030038
https://doi.org/10.1111/j.1467-8624.2010.01564.x

Participatory Educational Research (PER), 12(3); 154-175, 1 May 2025

Foot, H., Howe, C., Cheyne, B., Terras, M., & Rattray, C. (2000). Pre-school Education:
Parents’ preferences, knowledge and expectations. International Journal of Early
Years Education, 8(3), 189-204. 10.1080/09669760050156730.

Freeman, R. E. (1984). Strategic management: A stakeholder approach. Pitman, Boston,
276s.

Fung, C. K. H., & Cheng, D. P. W. (2012). Consensus or dissensus? Stakeholders’ views on
the role of play in learning. Early Years, 32(1), 17-33.

Ganon-Shilon, S., & Schechter, C. (2019). School principals’ sense-making of their
leadership role during reform implementation. International Journal of Leadership in
Education, 22(3), 279-300. 10.1080/13603124.2018.1450996

Geng, Z. (2014). Parents’ perceptions about the mobile technology use of preschool aged
children. Procedia-Social and Behavioral Sciences, 146, 55-60.
10.1016/j.sbspro.2014.08.086

Go6l-Giliven, M. (2014). Back to basics: what do parents and teachers expect of early
childhood education and care?. Bogazici University Journal of Education, 31(1), 19-
43,

Guttman, L. (1954). Some necessary conditions for common factor analysis. Psychometrika,
19,149-161.10.1007/BF02289162

Hadley, F., Harrison, L. J., Lavina, L., Barblett, L., Irvine, S., Bobongie-Harris, F., &
Cartmel, J. (2024). Engaging stakeholders to inform policy developments in early
childhood education and outside school hours care. In Frontiers in Education (Vol. 8,
p. 1212952). Frontiers Media SA.

Haugland, S. W. (2000). Early childhood classrooms in the 21st century: using computers to
maximize learning. Young Children, 55(1), 12-18.

Hawkinson, L. E., & Davis Tribble, B. L. (2019). Implementation of an early care and
education partnership: Perspectives of diverse stakeholders. Early Education and
Development, 30(8), 1009-1028.

Heckman, J. J., & Masterov, D. V. (2007). The productivity argument for investing in young
children. Review of Agricultural Economics, 29(3), 446-493. 10.1111/}.1467-
9353.2007.00359.x.

Hewitt, B., & Maloney, C. (2000). Malaysian parents' ideal and actual perceptions of pre-
school education. International Journal of Early Years Education, 8(1), 83-92.

Ho, D., & Lam, H. (2014). A study of male participation in early childhood education:
Perspectives of school stakeholders. International Journal of Educational
Management, 28(5), 498-5009.

Hoddinott, J., Maluccio, J. A., Behrman, J. R., Flores, R., & Martorell, R. (2008). Effect of a
nutrition intervention during early childhood on economic productivity in Guatemalan
adults. The Lancet, 371(9610), 411-416.

Hollingsworth, H. L., & Winter, M. K. (2013). Teacher beliefs and practices relating to
development in preschool: Importance placed on social-emotional behaviours and
skills. Early Child Development and Care, 183(12), 1758-1781.
10.1080/03004430.2012.759567

Ihmeideh, F. M. (2009). Barriers to the use of technology in Jordanian pre-school settings.
Technology, Pedagogy and Education, 18(3), 325-341.

lyer, S. S. (2024). The changing stakeholder roles, responsibilities, and expectations in
sustainable modern education. Journal of App Eng Education, 1(1), 01-18.

Jones, T. M., & Wicks, N. C. (2018). Convergent stakeholder theory. In Business Ethics and
Strategy, Volumes | and Il (pp. 361-376). Routledge.

Kernan, M., & Hayes, N. (1999). Parent and teacher expectations of 4-year-olds in
Ireland. Early Years, 19(2), 26-37. 10.1080/0957514990190204

d""-i.ﬁr,

£ ;

Participatory Educational Research (PER) ‘@K
1.%. Ve

Acaeri

-169-


https://doi.org/10.1016/j.sbspro.2014.08.086
https://doi.org/10.1080/0957514990190204

Understanding preschool stakeholders' beliefs about early developmental skills: A Q-method study H. Dilek

Khadija, H. (2022). Stakeholders in education. The Annals of the University of Oradea.
Economic Sciences, 31, 425-435.

Koran, N., Berkmen, B., & Adalier, A. (2022). Mobile technology usage in early childhood:
Pre-COVID-19 and the national lockdown period in North Cyprus. Education and
Information Technologies, 27(1), 321-346. doi.org/10.1007/s10639-021-10658-1

Kowalski, K., Pretti-Frontczak, K., & Johnson, L. (2001). Preschool teachers' beliefs
concerning the importance of various developmental skills and abilities. Journal of
Research in Childhood Education, 16(1), 5-14. 10.1080/02568540109594970

Kowalski, K., Brown, R. D., & Pretti-Frontczak, K. (2005). The effects of using formal
assessment on preschool teachers’ beliefs about the importance of various
developmental skills and abilities. Contemporary Educational Psychology, 30(1), 23-
42.10.1016/j.cedpsych.2004.05.001

Lieber, J., Butera, G., Hanson, M., Palmer, S., Horn, E., Czaja, C. Diamond, K, Goodman-
Jansen, G., Daniels, J., Gupta, S. & Odom, S. (2009). Factors that influence the
implementation of a new preschool curriculum: Implications for professional
development. Early Education and Development, 20(3), 456-481.
10.1080/10409280802506166

Lpfo, (2010). Curriculum for preschool. Stockholm.

Maslow, A. H., Frager, R., Fadiman, J., McReynolds, C., & Cox, R. (1970). Motivation and
personality (Vol. 2). https://doi.org/10.1037/h0038815

Massachusetts Department of Education (MDoE, 2005). Early childhood program standards
for three and four year olds. Massachusetts Board of Education.

McKeown, B. (2001). Technical research note: Loss of meaning in Likert scaling: A note on
the Q methodological alternative. Operant Subjectivity, 24(4), 201-206.

Ministry of Education, Culture, Sports, Science and Technology (MoECSST, 2018). The
national curriculum standard for kindergartens. Japan.

Ministry of National Education (MoNE, 2013). Preschool education curriculum (for children
36-72 months old). MEB. Tiirkiye.

Murray, J. (2021). Informal early childhood education: the influences of parents and home on
young children’s learning. International Journal of Early Years Education, 29(2), 117-
123. 10.1080/09669760.2021.1928966

Mustafaoglu, R., Zirek, E., Yasaci, Z., & Ozdingler, A. R. (2018). The negative effects of
digital technology usage on children’s development and health. Addicta: The Turkish
Journal on Addictions, 5(2), 13-21.

National Association for the Education of Young Children (NAEYC) & Fred Rogers Center.
(2012). Technology and interactive media as tools in early childhood programs
serving children from birth through age. Retrieved from:
http://www.naeyc.org/files/naeyc/file/positions/PS_technology WEB2.pdf.

Nikolopoulou, K., & Gialamas, V. (2015). Barriers to the integration of computers in early
childhood settings: Teachers’ perceptions. Education and Information Technologies,
20(2), 285-301.

Organisation for Economic Co-operation and Development (OECD, 2020). Early childhood
education: Equity, quality, and transitions. Report for the G20 education working
group. Retrieved from https://www.oecd.org/education/school/early-childhood-
education-equity-quality-transitions-G20.pdf. (Accessed 15 November 2023).

Ozbey, S., & Koycegiz, M. (2020). A study on the effect of the social skill education on the
academic  self-respect and problem-solving skills of the pre-school
children. International e-Journal of Educational Studies, 4(8), 176-189.

Ozkan, B., & Girgin, F. (2014). Evaluation of virtual art activity applications by preschool
teachers. Ejovoc (Electronic Journal of Vocational Colleges), 4(4), 79-85.

Participatory Educational Research (PER)

-170-


https://doi.org/10.1080/02568540109594970
https://doi.org/10.1016/j.cedpsych.2004.05.001
https://doi.org/10.1080/10409280802506166
https://doi.org/10.1037/h0038815
https://doi.org/10.1080/09669760.2021.1928966
http://www.naeyc.org/files/naeyc/file/positions/PS_technology_WEB2.pdf

Participatory Educational Research (PER), 12(3); 154-175, 1 May 2025

Peng, Y., Alias, B. S., & Mansor, A. N. (2024). Application of stakeholder theory in
education management:. a comprehensive  systematic literature  review
(SLR). International Journal of Learning, Teaching and Educational Research, 23(6),
1-31.

Rokeach, M. (1972). Beliefs, attitudes and values. Jossey-Bass.

Sackes, M. (2013). Priorities for developmental areas in early childhood education: a
comparison of parents’ and teachers’ priorities. Educational Sciences: Theory &
Practice, 13(3), 1684-1690

Scopelliti, M., & Musatti, T. (2013). Parents’ view of childcare quality: Values, evaluations,
and satisfaction. Journal of Child and Family Studies, 22, 1025-1038.
10.1007/s10826-012-9664-3.

Shuey, E. and M. Kankaras (2018), “The power and promise of early learning”, OECD
education  working  papers, no. 186, OECD  publishing, Paris.
http://dx.doi.org/10.1787/f9b2e53f-en

Soydan, S. B. (2019). The analysis of activity plans of pre-school education in terms of kinds
of activity and ways of practices (individual — small / large group). Kastamonu
Education Journal, 27(3), 1081-1092. 10.24106/kefdergi.2585

Stephenson, W. (1953). The Study of behavior: Q-technique and its methodology. University
of Chicago Press.

Tajfel, H. (1981). Human groups and social categories. Cambridge University Press.

Tamis-LeMonda, C. S., Luo, R., McFadden, K. E., Bandel, E. T., & Vallotton, C. (2019).
Early home learning environment predicts children’s 5th grade academic
skills. Applied Developmental Science, 23(2), 153-169.
10.1080/10888691.2017.1345634

Taylor, R. D., Oberle, E., Durlak, J. A., & Weissberg, R. P. (2017). Promoting positive youth
development through school-based social and emotional learning interventions: A
meta-analysis of follow-up effects. Child development, 88(4), 1156-1171.
doi.org/10.1111/cdev.12864

Vogl, S., Schmidt, E. M., & Zartler, U. (2019). Triangulating perspectives: ontology and
epistemology in  the analysis of qualitative  multiple  perspective
interviews. International Journal of Social Research Methodology, 22(6), 611-624.
10.1080/13645579.2019.1630901

Watts, S. & Stenner, P. (2005). Doing Q methodology: theory, method and interpretation.
Qualitative Research in Psychology, 2(1), 67-91. 10.1191/1478088705gp0220a

Yalman, P. D., & Oztabak, M. U. (2024). Analysis of parents' opinions and expectations
about preschool education. Journal of Hasan Ali Yiicel Faculty of Education, 21(1).
81-88.

Zeng, N., Ayyub, M., Sun, H., Wen, X., Xiang, P., & Gao, Z. (2017). Effects of physical
activity on motor skills and cognitive development in early childhood: a systematic
review. BioMed research international, 1-13. 10.1155/2017/2760716

v\""-i.i‘r,

£ ;

Participatory Educational Research (PER) ‘@‘
1.%. Ve

Acaeri

-171-


http://dx.doi.org/10.1787/f9b2e53f-en
https://doi.org/10.1080/10888691.2017.1345634
https://doi.org/10.1111/cdev.12864
https://doi.org/10.1155/2017/2760716

Understanding preschool stakeholders' beliefs about early developmental skills: A Q-method study H. Dilek

Declaration

Ethics statements: Ethical research conduct has been met through voluntary basis of
participation and anonymity of the participants.

Conflict of interest: The author declares that there are no competing interests upon the
publication of this research.

Data availability: Data are available upon requests.

Supplementary Material
Table S1. Early developmental skills

Social-emotional skills

SES-1: Expressing positive/negative emotions related to an event or situation

SES-2: Understanding others' emotions related to an event or situation

SES-3: Protecting his/her own and others' rights

SES-4: Respecting cultural and individual differences

SES-5: Fulfilling his/her responsibilities

SES-6: Understanding the importance of art and aesthetics

SES-7: Learning social values and rules

SES-8: Working with peers in collaboration

SES-9: Improving his/her sense of self-confidence

Language skills

LS-1: Expressing what is heard/seen through various means (verbal, drawing, music, etc.)

LS-2: Demonstrating reading/writing awareness

(Examples of reading awareness: imitating reading, explaining the importance of reading in daily life, asking
an adult to read a book, etc.)

(Examples of writing awareness: pointing out written texts around them, showing punctuation marks in
written materials, indicating the direction of writing, dictating their feelings and thoughts to an adult,
explaining the importance of writing in daily life, etc.)

LS-3: Establishing effective communication with adults/peers

LS-4: Improving vocabulary

LS-5: Expressing himself/herself in front of a group

LS-6: Using the native language fluently

LS-7: Improving listening skills to obtain information

Cognitive Skills

CS-1: Solving problems

CS-2: Performing simple addition and subtraction

CS-3: Recognizing geometric shapes

CS-4: Using technology appropriately in daily life (phone, computer, tablet, internet, social media, etc.)
CS-5: Counting up to 20 or more

CS-6: Establishing cause-and-effect relationship between events

CS-7: Observing objects or events

CS-8: Questioning basic physical, chemical, and biological phenomena

Motor Skills

MS-1: Coordinating and controlling the body

MS-2: Improving fine motor skills (e.g., using scissors, holding a pencil, stringing beads)

MS-3: Improving gross motor skills (e.g., jumping, running, standing on one foot)

MS-4: Moving to music and rhythm

Self-Care and Health Skills

SCAHS-1: Using necessary tools and equipment for daily life (e.g., toothbrush, comb, towel, toilet paper,
spoon, fork, cleaning cloth, broom)

SCAHS-2: Maintaining a balanced and adequate diet

SCAHS-3: Following hygiene rules related to the body

SCAHS-4: Protecting living spaces and the nature

SCAHS-5: Acquiring safe and healthy living skills (e.g., adequate rest, physical activities, knowing signs of
danger, identifying safe individuals for himself/herself)

SCAHS-6: Improving body awareness (knowing body parts, organs, and gender characteristics)
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This section presents the findings related to distinguished statement of participants
Table S2. Distinguishing statements of parents in the perspective 1

Statements Z-score SOt
value
Improving his/her sense of self-confidence ** 1,78 4
Fulfilling his/her responsibilities ** 1,77 4
Protecting his/her own and others' rights ** 1,75 3
Understanding others' emotions related to an event or situation ** 1,19 3
Expressing positive/negative emotions related to an event or situation ** 1,12 3
Establishing effective communication with adults/peers ** 1,05 2
Expressing himself/herself in front of a group ** 0,8 2
Working with peers in collaboration ** 0,67 2
Maintaining a balanced and adequate diet ** 0,43 1
Following hygiene rules related to the body ** 0,28 1
Establishing cause-and-effect relationship between events ** 0,18 0
Acquiring safe and healthy living skills** 0,15 0
Using necessary tools and equipment for daily life ** -0,12 0
Improving fine motor skills ** -0,2 -1
Improving gross motor skills ** -0,65 -1
Using technology appropriately in daily life ** -0,67 -2
Questioning basic physical, chemical, and biological phenomena ** -0,82 -2
Improving vocabulary ** -0,98 -2
Understanding the importance of art and aesthetics ** -1,06 -2
Observing objects or events ** -1,1 -3
Moving to music and rhythm * -1,44 -3
Counting up to 20 or more ** -1,64 -3
Performing simple addition and subtraction ** -1,79 -4
Recognizing geometric shapes ** -2,06 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
Table S3. Distinguishing statements of parents in the perspective 2
Statements Z-score  2-S0rt
value
Maintaining a balanced and adequate diet ** 1,98 4
Following hygiene rules related to the body ** 1,87 4
Acquiring safe and healthy living skills ** 1,25 3
Using necessary tools and equipment for daily life ** 1,25 3
Fulfilling his/her responsibilities ** 1,13 2
Improving fine motor skills ** 0,82 2
Improving vocabulary ** 0,42 1
Establishing effective communication with adults/peers ** 0,39 1
Protecting his/her own and others' rights ** 0,38 1
Performing simple addition and subtraction ** 0,36 1
Improving body awareness * 0,35 1
Improving his/her sense of self-confidence ** 0,25 0
Improving gross motor skills ** 0,06 0
Expressing himself/herself in front of a group ** -0,18 0
Expressing positive/negative emotions related to an event or situation ** -0,43 -1
Observing objects or events ** -0,5 -2
Counting up to 20 or more ** -0,58 -2
Establishing cause-and-effect relationship between events ** -0,71 -2
Understanding others' emotions related to an event or situation ** -0,9 -2
Using technology appropriately in daily life ** -1,67 -3
Questioning basic physical, chemical, and biological phenomena ** -1,69 -3
Understanding the importance of art and aesthetics ** -1,89 -4
Moving to music and rhythm * -1,98 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
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Table S4. Distinguishing statements of teachers in the perspective 1

Statements Z.score 0Tt
value
Fulfilling his/her responsibilities ** 1,96 4
Expressing positive/negative emotions related to an event or situation ** 1,37 3
Protecting his/her own and others' rights * 1,32 3
Expressing himself/herself in front of a group ** 1,28 3
Respecting cultural and individual differences * 0,62 1
Establishing cause-and-effect relationship between events ** 0,44 1
Improving listening skills to obtain information ** 0,26 0
Using the native language fluently ** -0,49 0
Observing objects or events * -0,57 -1
Improving vocabulary ** -0,64 -1
Improving body awareness ** -0,79 -2
Recognizing geometric shapes ** -1,17 -2
Understanding the importance of art and aesthetics ** -1,31 -3
Using technology appropriately in daily life ** -1,42 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
Table S5. Distinguishing statements of teachers in the perspective 2
Statements Z-score SOt
value
Respecting cultural and individual differences * 1,17 4
Establishing cause-and-effect relationship between events ** 1,16 3
Questioning basic physical, chemical, and biological phenomena ** 0,72 1
Expressing positive/negative emotions related to an event or situation ** 0,58 1
Coordinating and controlling the body * 0,06 0
Improving his/her sense of self-confidence ** -0,33 -1
Understanding the importance of art and aesthetics ** -0,35 -1
Using necessary tools and equipment for daily life * -0,79 -2
Expressing himself/herself in front of a group ** -1,33 -3
Recognizing geometric shapes ** -2,04 -4
Using technology appropriately in daily life ** -2,64 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
Table S6. Distinguishing statements of teachers in the perspective 3
Statements Z-score  2-S0rt
value
Improving gross motor skills ** 0,82 2
Recognizing geometric shapes ** 0,59 2
Solving problems * 0,18 1
Understanding others' emotions related to an event or situation * 0,12 0
Respecting cultural and individual differences * -0,15 0
Learning social values and rules ** -0,39 -1
Using technology appropriately in daily life ** -0,49 -1
Expressing himself/herself in front of a group * -0,55 -1
Expressing positive/negative emotions related to an event or situation ** -0,62 -1
Establishing cause-and-effect relationship between events ** -0,85 -2
Understanding the importance of art and aesthetics ** -2,34 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
Table S7. Distinguishing statements of administrators in the perspective 1
Statements Z-score  2-S0rt
value
Expressing positive/negative emotions related to an event or situation ** 1,65 4
Solving problems * 0,95 2
Establishing cause-and-effect relationship between events ** 0,7 2
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Learning social values and rules ** 0,46 1
Questioning basic physical, chemical, and biological phenomena ** 0,43 1
Maintaining a balanced and adequate diet ** 0,1 0
Coordinating and controlling the body * 0,06 0
Understanding the importance of art and aesthetics ** -0,4 -1
Using the native language fluently ** -0,52 -1
Improving vocabulary * -0,83 -2
Following hygiene rules related to the body ** -0,83 -2
Using necessary tools and equipment for daily life ** -1,3 -3
Performing simple addition and subtraction ** -1,74 -4

* Indicates significance at p<0.05, ** indicates significance at p<0.01.

Table S8. Distinguishing statements of administrators in the perspective 2

Q-sort
Statements Z-score value
Improving fine motor skills ** 1,97 4
Using the native language fluently ** 1,71 3
Working with peers in collaboration * 1,12 3
Improving gross motor skills ** 0,45 1
Fulfilling his/her responsibilities * 0,38 1
Performing simple addition and subtraction ** 0,19 0
B12 Respecting cultural and individual differences ** -0,3 -1
Recognizing geometric shapes ** -0,36 -1
Moving to music and rhythm ** -0,55 -1
Establishing effective communication with adults/peers * -0,77 -2
Protecting living spaces and the nature ** -0,91 -2
Learning social values and rules ** -1,02 -2
Establishing cause-and-effect relationship between events * -1,03 -2
Maintaining a balanced and adequate diet ** -1,61 -4
Understanding the importance of art and aesthetics * -2,3 -4
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
Table S9. Distinguishing statements of administrators in the perspective 3
Statements Z-score S0
value
Acquiring safe and healthy living skills ** 1,74 4
Maintaining a balanced and adequate diet ** 1,44 4
Learning social values and rules ** 1,41 3
Improving his/her sense of self-confidence * 1,32 3
Expressing himself/herself in front of a group ** 0,87 2
Using the native language fluently ** 0,31 1
Understanding others' emotions related to an event or situation ** -0,08 0
Establishing cause-and-effect relationship between events * -0,38 -1
Observing objects or events ** -0,54 -1
Expressing what is heard/seen through various means * -0,55 -1
Performing simple addition and subtraction ** -0,78 -2
Understanding the importance of art and aesthetics * -1,56 -3
* Indicates significance at p<0.05, ** indicates significance at p<0.01.
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