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Western educational policies and practices have impacted Taiwanese early
childhood programs. The concept of developmentally appropriate practice has become
part of the educational program for young children in Taiwan. This research study was
completed to: (a) describe Taiwanese parents’ beliefs about developmentally appropriate
practice (DAP) in early childhood programs; (b) examine group differences between
fathers’ and mothers’ beliefs about DAP; (c) investigate group differences between
parents of different socioeconomic statuses beliefs about DAP; (d) explore group
differences between parents’ beliefs about DAP when their children attend different types
of schools (public and private); and (e) identify salient factors related to the variability of
developmentally appropriate beliefs of Taiwanese parents.

Three hundred seventy-nine matched Taiwanese parent pairs (mothers and fathers)
participated in this survey research study. All parents had at least one child between the
ages of 3 and 6 years. Four hundred forty-eight children attended public schools, and 415
attended private schools. The Teacher Beliefs Questionnaire was modified and used to
collect data in this study.

Findings showed: (a) fathers’ and mothers’ beliefs about DAP are significantly
correlated; (b) fathers” and mothers’ socioeconomic statuses are significantly correlated

with their developmentally inappropriate practice beliefs; and (c) parents’ socioeconomic



status was a significant predictor of their DAP belief scores and family, culture, and
inclusion belief scores.

Future studies are needed to determine the effectiveness and appropriateness of
the Teacher Beliefs Questionnaire with Taiwanese parents. Including parent’s age, child’s
gender, child’s birth order, residential region, and number of children as variables in
future research studies may explain variations in parents’ DAP beliefs. Employing
qualitative methods, such as classroom observations, case studies, and interviews may be
used to verify these findings.

The Taiwanese Ministries of Education and Interior may find this study’s results
useful in creating policies and best practices related to the education of young children.

Teachers may use these results to guide their work with parents.
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CHAPTER I
INTRODUCTION
Background

Taiwanese early childhood professionals and educators have discussed the
importance of child-centered philosophy for over 30 years (Lin & Tasi, 1996). Many
teachers and caregivers working at nursery schools and kindergartens have had
educational courses and information based on child-centered philosophy congruent with
developmentally appropriate styles, techniques, and curricula (Liou, 2006). Taiwanese
teachers are often encouraged to use developmentally appropriate practices in their
classrooms (Chen, 2005). Interestingly, young students’ parents often prefer teachers to
emphasize academics and study skills rather than social and emotional development due
to the importance of academic success among the Taiwanese population (Hsieh, 2004).
As the Taiwan Ministry of Education favors more educational practices similar to the
United States, Taiwanese parents have not embraced this change to date (Ministry of
Education, 2006).

Early childhood education and care is the most rapidly growing segment of the
education system in the past 50 years in Taiwan (McMullen et al., 2005). This growth is
due primarily to the increased percentage of children receiving non-parental care and
preschool education, as a consequence of Taiwan’s industrial transformation. The
Ministry of Education (1999) reported that, in 1950, less than 30 kindergartens were

opened in Taiwan. Since then, the number of young children enrolled in preschools and



kindergartens has increased dramatically (Ministry of Education). In 1997, more than
203,700 children attended preschools in Taiwan (Ministry of Education). This situation
occurred because currently most families are nuclear families lacking relatives who live
nearby to help take care of children when parents are working. Hence, parents demand
more programs to meet child care needs. Private kindergartens are independently
operated, while public kindergartens are affiliated with public primary schools. The
Taiwanese government does not provide financial aid for private nursery schools for
children ages 1 month-to-6 years-old and kindergartens for children ages 3-to-6 years-old.
Public kindergartens and nursery schools implement child-centered curriculum and are
less academically oriented as they must follow the government’s educational policy
(Hsieh, 2004). On the contrary, private kindergartens and nursery schools use a more
teacher-centered and academic curriculum.

In Taiwan, there are two systems responsible for early childhood programs. The
Ministry of Education supervises kindergartens for 4-6 year-old children and the Ministry
of Interior supervises nursery schools for 1 month-6 year-old children. The Ministry of
Education (2006) reported that Taiwan early childhood education and care previously
belonged to a different governmental department. The Ministry of Education favored
merging kindergartens and nursery schools to create a better learning environment. New
policies are being introduced as preschool education is integrated under the Department
of Primary Education in the Ministry of Education (Ministry of Education). In June 2003,
the Ministry of Education formed an executive committee to explore a smooth transition

to those new policies (Ministry of Education). This committee informs local government,



parenting groups, teachers, and representatives about the new policies and obtains
feedback. These policies should be fully implemented in 2009, and new regulations will
be in force.

Beginning in 2004, the Ministry of Education started promoting an education plan
for 5-year-old children from lower-income (U.S. $550 per-month) families in order to
help more children who have been admitted into preschools and to ensure that all children
receive basic care. To lessen family financial burdens, financial support of U.S. $182 per
semester is available for these families. Also, another ancillary education project has its
focus on 5-year-old children in Taiwan's three isles (Ministry of Education, 2006). In
2005, the Ministry of Education expanded the project to include all 5-year-old children
from indigenous families in 54 towns. In 2006, the Ministry of Education changed the
plan to become nationwide and now is applying it to 5-year olds from all low income
families. The plan from 2004 to 2008 has an estimated 80 million U.S. dollar budget.
Numbers of children enrolled in kindergartens have increased over the years (Ministry of
Education). By 2005, a total of 3,351 kindergartens admitted 224,219 children. All of
these efforts have allowed more children to benefit from educational experiences. The
Ministry of Interior (2006) reported the nursery school enrollment to be 324,772 children,
an increase of 31% since 2005.

Confucianism is the most influential educational theory in Taiwan (McMullen et
al., 2005). Chinese traditional culture is very important to the Taiwanese. Confucianism
encourages people to respect hierarchical relationships between individuals so that

teachers teach as well as guide students. Teacher-directed curriculum has had a great



impact on Taiwan’s education system. Students follow teachers' directions. Many
Taiwanese early childhood professionals are currently studying in Western countries and
bringing new educational ideas to influence their pre-service teachers in colleges. The
emphasis on education in traditional Confucian philosophy has deeply influenced
Taiwanese parents’ and teachers’ educational ideas. Taiwanese think education and a
college degree are the most important aspects of an individual’s accomplishments and are
necessary for the individual’s future financial and career success (Lin, 2004).

Lu (1996) reported different points of view from parents and teachers concerning
early childhood education in Taiwan. Lu conducted a research study about the purpose of
kindergartens and daycare centers and the professional functions of teachers and
caregivers in these institutions. The most frequent reason given by parents for enrollment
of their children in kindergarten was to stimulate their children’s growth in intelligence in
the early stages. In the analysis of the professional functions, the findings pointed out that
the parents expected teachers to teach academic-related skills to their children. Hyson,
Hirsh-Pasek, and Rescorla (1990) reported mothers who had higher expectations of
academic achievement for their children preferred that their children attend less
developmentally appropriate programs which emphasize formal-schooling skills, such as
direct-teaching strategies and pencil-paper activities. Many parents believe basic skills,
such as knowing the letters of the alphabet and being able to count to 20, are more
essential than social skills for success in school (Lin, 2004).

Early childhood professionals consider a child-centered curriculum the most

beneficial to young children, and this continues to be the current best practice in early



childhood programs in the U.S. (Van Horn, Karlin, Aldridge, & Snyder, 2005;
Bredekamp, & Copple, 1997). The philosophy of developmentally appropriate practice
(DAP), a child-centered philosophy based primarily on the theories of Dewey, Piaget,
Vygotsky, Erikson, Bronfenbrenner, and Gardener (Bredekamp, & Copple), has received
widespread support as representing best practices in the U.S. The National Association
for the Education of Young Children (NAEYC) published the DAP as a policy statement
in 1987 and then revised it in 1997 (Bredekamp, 1987; Bredekamp & Copple). Early
childhood education scholars disagree regarding DAP philosophy as being appropriate
for every child in the U.S. and critiqued it as not being relevant for all children of all
cultural groups, despite its emphasis on culturally appropriateness (Gestwicki, 1999).
Early childhood professionals still endorsed DAP mostly as best practice in early
childhood programs in the U.S., at this time (Bredekamp & Copple; McMullen, 1999).
Over the past two decades, a sharp division has arisen between American early childhood
education professionals who promoted DAP and parents who desired an approach that
applies extensive use of large group activities, teacher-directed lessons and school-like
materials to preschool teaching (Holloway, Rambaud, Fuller, & Eggers-Pierola, 1995).
Most early childhood professionals think DAP is a non-academic approach.
Developmentally appropriate practice applies academics in a more appropriate way than
traditional instruction. DAP encourages curiosity rather than rote learning, and it creates a
more sound base of knowledge that the child is more likely to retain (Elkind, 1996;

Lubek, 1998).



Although some American parents may support DAP, Joffe (1997) found parents
with less education, who were from ethnic minority backgrounds, were more supportive
of formal, didactic methods than white, middle-class parents. There is also support from
upper-middle-class child care environments for a didactic approach (Joffe). The
challenge is to determine what are parents’ understanding, knowledge, and expectations
for DAP versus other methodologies available.

According to DAP, a teacher views the child as the primary source of the
curriculum. The teacher also observes and offers appropriate materials and activities to
match children’s emerging cognitive, physical/motor, and affective/social development
which is a child-centered approach to instruction. The National Association for the
Education of Young Children (NAEYC) developed the guidelines associated with DAP.

Academics are stressed more than DAP in Taiwan classrooms (Hsue & Aldridge,
1995). Children are sent to prestigious schools to receive the highest quality of education.
Parents are willing to sacrifice to send their children to quality schools as this represents
higher social status. The role parents play in education is important in traditional
Taiwanese culture. Some parents will promote academics above other activities with their
children. DAP guidelines suggest parents focus on the developmental tasks of young
children. Taiwanese parents value higher education and generally expect their children to
attend universities. Because of these values and educational competition, parents in
Taiwan will often provide stronger academic experiences for their young children (Hsue
& Aldridge). Chen and Stevenson’s (1989) study showed Chinese parents believed that in

order to succeed in the future, children have to do well in school, and there must be an



emphasis on learning at home. Kindergarten teachers in Taiwan not only teach young
children how to read and write but they also assign practice lessons to work on at home
because of the expectation of the parents (Lin & Tsai, 1996).

It is important for parents to be involved in the education of their children from
the beginning (Henderson, 1998). A cross-cultural study conducted in Finland, the United
States, and China found that there is a need to involve parents in educational programs to
enhance their knowledge and support of DAP (Hoot, Parmar, Hujala-Huttunen, Cao, &
Chacon, 1996). In the U.S., early childhood education and care professionals endorsed
DAP widely. Other countries have supported DAP on curricular beliefs and practices
(McMullen et al., 2005). Since early childhood professionals introduced DAP into
Taiwan a few years ago, the number of published articles about DAP in Taiwan is limited.
Because of the lack of clarity surrounding the issue of commonality between parents' and
teachers' perspectives of appropriate practices for young children, research addressing
this area is needed. Here is a lack of empirical studies about parents' expectations in
reference to developmentally appropriate classroom practices for young children in
Taiwan.

Statement of the Research Problem

Due to the advancement of information exchanged across the world, Western
cultures have significantly impacted Taiwanese early childhood programs. In the past 15
years, early childhood teachers in Taiwan have introduced to their classrooms the concept
of attending to children’s individual needs, democracy in the classroom, and the

importance of free-play (Lin & Tsai, 1996; McMullen et al., 2005; Roopnarine &



Metindogain, 2006). Consequently, it is necessary for early childhood educational
researchers to conduct research in order to understand the influences of the interplay
between traditional Taiwanese and Western cultures. Confucianism has been the most
influential education theory in Taiwan and conflicts with Western developmental theories.
Moreover, Confucianism not only influences teachers’ educational philosophy but also
parents’ (Hsieh, 2004; Government Information Office, Republic of China, 2000). Since
DAP is based on developmental theories, it is important to know if Taiwanese parents
understand and support DAP in early childhood program.
Purpose of the Study
The purpose of this study is to examine parents’ beliefs about DAP in early
childhood programs that serve children aged 3 through 6 in Taiwan’s public and private
nursery schools and kindergartens.
Research Questions
The researcher investigated the following research questions:
1. To what extent do parents in Taiwan believe DAP is important?
2. What are the differences, if any, between fathers and mothers on their beliefs about
DAP?
3. What are the differences, if any, between parents of high socioeconomic status and low
socioeconomic status on their beliefs about DAP?
4. What are the differences, if any, between parents enrolling their children in public and

private early childhood programs on their beliefs about DAP?



5. To what extent, if any, do parents’ sex, socioeconomic status, and child school
type collectively predict their DAP beliefs?
Significance of the Study
There are many studies related to Taiwanese teachers' beliefs about DAP (Lin,
2004), but only two researchers have investigated Taiwanese parents' beliefs about DAP
(Chang, 2003; Yang, 1997). A measurement of the parents' perception of DAP could be
beneficial in aiding early childhood professionals in building stronger partnerships with
parents. The researcher designed this inquiry to learn more about Taiwanese parents’
beliefs in DAP and how their support DAP related to their sex, socioeconomic status, and
the type of school their children attend.
Definition of Terms
1. Developmentally Appropriate Practice (DAP) is a position statement of the National
Association for the Education of Young Children (NAEYC) (Bredekamp, 1987). It
describes what NAEYC considers to be the best practices in early childhood education.
DAP is a set of assumptions and guidelines for early childhood education programs.
NAEYC developed the guidelines, and published the document, Developmentally
Appropriate Practice in Early Childhood Programs Serving Children from Birth
through Age 8 (Bredekamp, 1987). DAP stresses early education which is both age
appropriate and individually appropriate. While NAEYC is currently reviewing how
culture interfaces with DAP, the original document had very little information regarding

cultural diversity and appropriate practice (Bredekamp, 1987).



2. Developmentally Inappropriate Practice (DIP): Refers to teacher-centered teaching.
Children are taught through lectures, drill-and-practices, and workbooks and
worksheet activities, have few hands-on learning opportunities, and are punished for
unacceptable behaviors (Charlesworth, 1998).

3. Parents’ beliefs: refers to respondents’ expressed value or attitude of the importance
of developmentally appropriate practice.

4. DAP: The acronym for developmentally appropriate practices.

5. DIP: The acronym for developmentally inappropriate practices.

6. Early childhood program: Childhood program includes both school, and kindergarten.

7. Kindergarten in Taiwan: The term represents the early childhood education program
that serves children, ages 4-to-6. Kindergarten is an educational institution which
emphasizes education (Taiwanese Ministry of Education, 2005).

8. Nursery school in Taiwan: The term represents the early childhood education
program that serves children, ages Imoth-to-6 year. Nursery school is a child care
institution which emphasizes care (Taiwanese Ministry of Interior, 2005).

9. Socioeconomic status in Taiwan: According to Hollingshead’s two-factor index of

social position and the condition in Taiwan, the occupation index multiplied by 7 and
education index multiplied by 4 are combined to get the socioeconomic status indices
(Hollingshead, 1957).

10. Social position: The position of an individual in a given society and culture. A given

position may belong to many individuals. Social position influences social status.

Social positions an individual may hold fall into the categories of occupation.

10



11.

12.

13.

14.

Education index: According to the school system, the education index is divided into
five ranks; uneducated, graduated from elementary school, graduated from middle
school, high school or vocational school, graduated from a university or college,
graduated from graduate school (Hollingshead, 1957).
Occupation index: According to the classification of Hollingshead, and the
occupational condition in Taiwan, the occupation index is divided into five ranks;
Semi-technical and non-technical workers: such as housewife, vendor, fisherman,
seaman, waiter, servant, or unemployed. Technical worker: such as electrician,
salesman, driver, tailor, beauty-specialist, barber, chef, or postman. Semi-professional
worker and public servant: such as technician, cashier, general public servant,
policeman, elementary school teacher, or low-level official. Professional and official:
such as accountant, judge, lawyer, engineer, secondary school teacher, middle-level
administrator, principal, and owner or manager of company. High-level professional
and administrator: such as doctor, legislator, congressperson, college professor,
military general, or president of a large enterprise (Hollingshead, 1957).
Socioeconomic Rank: in Taiwan, according to Hollingshead (1957), includes the
two- factor index of social position and the condition in Taiwan; the occupation
index multiplied by 7 and education index multiplied by 4 are combined to obtain a
socioeconomic status score. Scores 11-18 are coded as a rank of I, 19-29 as II,
3040 as III, 41-51 as IV, and 52-55 as V.
High SES: Individuals who had socioeconomic status scores greater than 40 were

coded as high SES in the present sample.
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15. Low SES: Individuals who had socioeconomic status scores less than or equal to 40

were coded as low SES in the present sample.
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CHAPTER 1T
REVIEW OF LITERATURE
This review concentrates on Confucianism and Taiwanese education, early
childhood education in Taiwan, theoretical framework of early childhood development,
developmentally appropriate practice, effects of developmentally appropriate practice
(DAP), Taiwanese culture and developmentally appropriate practices, and parents’
attitudes and beliefs about DAP.
Confucianism and Taiwanese Education
Confucius lived in China around 500 B.C.E. The traditional cultural values and
contexts of Taiwan are represented by Confucianism. Confucianism is centered around a
social hierarchy in which people of lower status, such as employees, are expected to
respect and obey those of a higher status, such as their employers (Chen, 1999). This
hierarchical system has been applied by the Taiwanese to their educational system. As
such, teachers wield the highest power and authority. Students are expected to never
challenge their teachers, but rather show them obedience and respect. Another aspect of
Confucianism is that the interests of the group are always ranked higher than those of the
individual. Taiwanese often sacrifice personal interests in order to enable harmony in the
larger group or society at large (Lin, 2004). In this context, individuals are commonly
viewed as a member of the larger society or group; thus, a child is a part of a family, and
a student is a part of a class. In traditional early childhood education in Taiwan, teachers

simply expect that good children will naturally follow all the group activities, including
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eating, singing, playing, and going to the toilet. Confucianism also highly values
education, and in Taiwan academic achievement is considered a faithful indicator of
personal social achievement.

Taiwanese parents view early childhood education as a preparation for
elementary education. Most private preschools or kindergartens give children worksheets
to do every day. Traditional children are under elders’ teaching and supervision and are
inferior especially to parents. Children need to accept parents’ orders without questioning.
At school, students must always follow the teacher’s direction in learning (Lin & Tsai,
1996).

With traditional Confucianism’s emphasis on education, academic achievement
became essential for gaining higher social status for Taiwanese people. Teachers mostly
give lectures to Taiwanese students for their learning and also expect students to
memorize content. Early childhood professionals have criticized such methods for
neglecting problem solving skills and creativity, perhaps a natural result of how students
are assessed, mostly through written exams, not through the development of creative
solutions to practical problem (Chen, 2002).

The research indicated the view of tradition was reflected in the education of
young children in earlier years. Parents and teachers used a Confucian material called
Three Word Canons, and they believed children should recite the materials even if they
did not understand the meaning. Mechanical memorizing (e.g., flashcards, workbooks,
and ditto sheets) became the traditional method of teaching and learning. Taiwanese

parents and teachers expected young children to recite stories and poems. Traditional
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education values have influenced children’s learning. Taiwanese parents and teachers
believe it is an honor to possess a great deal of knowledge, and thus stress knowledge,
teaching, and learning (Lin & Tsai, 1996).
Early Childhood Education in Taiwan

Taiwan has experienced rapid economic growth since 1950 (Pan, 1992).
Taiwanese average income increased per year from US$137 to US$2486 from 1950-1980.
Taiwanese society began demanding more early childhood programs to meet the parents’
needs because increasingly both parents worked, and extended family care was not
available. Two different systems of early childhood programs exist in Taiwan, including
kindergartens and nursery schools. According to Barclay’s (1989) study, Confucianism’s
and Chinese culture’s emphasis on hierarchical human relationships specify that young
children always obey their teachers and caregivers in early childhood classrooms. Young
children always need to follow the teacher’s direction rather than making choices or
learning and playing initially. Taiwanese early childhood teachers or caregivers believe
environment and children’s efforts are more influential to children’s learning and
achievement than children’s personality and developmentally appropriate practice.
Teachers or caregivers think children’s success in academics is most important so
children need to make an effort to succeed in school. Parents like to push teachers to give
academic lessons or activities in preschools and kindergartens because they believe their
children will develop their cognition faster with early formal academic learning at

schools (Lin & Tsai, 1996).
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Due to the many Taiwanese early childhood professionals who have studied in the
United States, the Western culture has influenced early childhood programs. All teachers
and caregivers working at nursery schools and kindergartens have studied educational
courses based on child-centered philosophy congruent with developmentally appropriate
style, techniques, and curricula. Academic-oriented curriculum in early childhood
programs still prevails in Taiwan because of the parents’ high expectations for their
children. The differences between Western culture and the Taiwanese culture have been
subject to considerable debate in Taiwan for a long time (Lin, 2004).

Many cultures have influenced Taiwan’s early childhood education programs.
Montessori curriculum is among the popular programs in Taiwan (Lin & Tsai, 1996).
Other curricula plans, such as the unit plan, theme unit, open education, and discovery
education, are also well-known curricula plans in early childhood programs. Recently,
early childhood professionals introduced the project approach to Taiwan and adapted it
for implementation into laboratory schools. The National Association for the Education
of Young Children (NAEYC) published the guidelines for developmentally appropriate
practice (DAP), and Taiwanese early childhood professionals translated DAP into
Chinese for early childhood professionals as a reference for establishing theoretical and
appropriate practices for young children. Although early childhood professionals have
introduced new methods, and Taiwanese government supported DAP being implemented
in early childhood classrooms, the traditional Confucius philosophy of education rooted

in Taiwan’s education remains strong (Huntsinger, Jose, Liaw, & Ching, 1997; Lin,
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Gorrell, & Taylor, 2002; Lin & Tsai, 1996). The Taiwanese government has already
developed standards for early childhood programs (Lin, 2004).

Parents play an important role in early childhood education because early
childhood education in Taiwan is non-compulsory. Most programs, whether kindergarten
or nursery school, tend to be full-day services. Also, private schools are dominant,
although public programs are increasing (Barclay, 1989; Lin & Tsai, 1996; Pan, 1992).
Taiwanese organized and ran private kindergartens and nursery schools like businesses
and depended on parents’ monetary support. The government does not give private
nursery schools and kindergartens financial aid (The Ministry of Education, 2006). Public
kindergartens and nursery schools follow child-centered curriculums and are less
academically oriented, but private kindergartens and nursery schools used teacher-
centered curriculum and more academic approaches.

Theoretical Framework of Early Childhood Development

Developmentally Appropriate Practice (DAP) is based on concepts from John
Dewey, known as one of the progressive educational reformers in America, and the
developmental theories of Jean Piaget, a Swiss genetic epistemologist; Erik Erikson, a
German-American psychoanalyst; Lev Vygotsky, a Russian developmental psychologist;
Bowlby, a British psychoanalyst; Bronfenbrenner, an American human ecologist; and
Gardner, an American developmental psychologist. DAP, thus, combines constructivist,
psychoanalytic, ecologist, contextualist, and multiple intelligences views of development

(Bredekamp & Copple, 1997).
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Dewey

John Dewey’s notions of progressive education reflected a belief that children
should learn the value of community and democracy through their daily classroom lives,
and promoted what became known as the Progressive Movement which enhanced free
play, child-centered discovery learning, and flexible schedules (Osborn, 1991). Dewey’s
philosophy offered the early childhood educators an openness of thinking and teaching,
one that would permit the flexibility required to meet the needs of children from diverse
communities and cultures as well as the needs of a developing democracy (Roopanarine
& Johnson, 2005).

Dewey believed children were active learners and should learn directly from
social and real life (Dewey, 1916). Young children had opportunities to engage in daily
living activities in Dewey’s lab-school.

Piaget

Jean Piaget provided a theoretical foundation for understanding of stages of
cognitive development including four stages of cognitive development, two of which
occur from birth through age 5. The sensorimotor stage encompasses children from birth
to age 2. The pre-operational stage takes children from age 2 up to 5-7 years. Piaget
believed all children are active learners who explore from their environment. Children
need to act on things to learn, and need to have concrete interactions (Crain, 2004).

Jean Piaget had a most profound effect on DAP. His theory of intellectual
development is foundational to NAEYC’s position of DAP for young children (Gestwicki,

1999).
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Piaget’s theory of child development suggested an interactionist or constructivist
approach to learning, assuming that children actively participate in the construction of
their own knowledge (Crain, 2004). Piaget believed children construct knowledge from
within the individual in interaction with the environment. Play and the arts have an
important function in children’s construction of knowledge (Piaget, 1923/1959). Piaget
advocated two processes, assimilation and accommodation, in which the child must form
mental schemata that represent the way in which children organize and retain their
knowledge. Assimilation means taking in, as in eating or digestion. For example, a baby
might try to assimilate an object by grasping it. Some objects do not quite fit into existing
structures, so a baby must make accommodations in his/her structures. For example, a
baby girl might find that she can grasp a block only by first removing an obstacle.
Through such accommodations, infants begin constructing increasingly efficient and
elaborate means for dealing with their world. Piaget believed every child goes through
the same sequence of cognitive development although the rate of the development varies
among children because of the learning environment (Piaget, 1966/1969).

Piaget rejected the view that a child’s learning occurred through the process of
stimulus-response or copying of reality. Piaget’s theory suggests an active role for early
childhood education. Teachers should avoid telling children what they must know, either
directly or indirectly. Rather, teachers should plan activities that provide children with the
opportunity to think about activities related to manipulating concrete materials and to

generate conceptual skills. Teachers also must raise questions, creating a degree of
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cognitive conflict, and propose issues that compel children to think in more mature ways
(Crain, 2004).
Vygotsky

Vygotsky’s concept of cognitive development is another well-known theory
that has influenced the field of child development. He asserted that inner development
and environmental forces are both important for learning (Crain, 2004). Three central
concepts of his theory are (1) culture as a mediator of cognitive structuring, (2)
movement from intermental to intramental, and (3) a phenomena called the Zone of
Proximal Development (ZPD). The ZPD has stimulated much more interest in the
teaching process itself--how adults can help a child solve problems or use strategies that
are initially beyond the child’s independent abilities (Miller, 2002). The adult at first
provides some good ideas to assist the child’s learning but reduce the number of them
when the child becomes more involved in the activity. The assistance is like a temporary
scaffold that comes down when construction is finished. Scaffolding has also been used
to teach mathematics, to encourage make-believe play, and to help children with many
other activities (Berk & Winsler, 1995).

Therefore, Vygotsky stressed the relations between people and the cultural
context in which they interact with shared experiences (Berk & Winsler, 1995).
According to Vygotsky, language is the most important psychological tool. It frees
people from their immediate perceptual experience and allows them to represent the
unseen, the past, and the future. Although language is a primary device for social

communication with others, this social tool also goes into the mental underground.
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Humans use speech as a tool to connect with their social environments. Children’s
language development serves as communication of needs and social functions. Vygotsky
asserted that children internalized their language to enhance higher thinking skills and
asserted that when the child reached the stage of concrete operations, they did not need to
depend on language as heavily (Vygotsky, 1934/1986).

Erikson

Erikson theorized the psychosocial stages of early childhood. The first three
stages, which occur during the first 5 to 6 years are: 1) trust vs. mistrust, 2) autonomy vs.
shame and doubt, and 3) initiative vs. guilt (Erikson, 1982). Children first need to feel
safe and secure as they explore their learning environment. The sense of trust children
acquire begins shortly after birth. At about 2 years, children begin to develop a sense of
their own autonomy, which is Erikson’s second stage. Teachers and parents of toddlers
are familiar with No and Mine stages as toddlers begin to develop a sense of autonomy.
At about 4 or 5 years of age, children develop a sense of initiative when provided with
opportunities to work independently, express their creativity, and learn to solve problems
(Erikson, 1950).

Erikson contributed to three methods for studying development: direct
observation of children, cross-cultural comparisons, and psychobiography. His forays
into cultural anthropology pointed out the inherent limitations of basic Freudian theory
(Crain, 2004). A child will most likely develop a positive ego identity encompassing trust,

autonomy, initiative, and industry if they are accepted in a positive manner by society at
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large. If the needs of the child are ignored and unaccepted, the child could develop an ego
identity reflective of mistrust, shame, guilt, and inferiority.

Psychosocial Stage 1-Trust vs. Mistrust. Erikson’s theory asserted the most
fundamental in life is this first stage. This stage occurs between birth and one year of age.
(Thomas, 2002). An infant develops a sense of how reliable people and objects are in
their world. They need to develop the right balance between trust and mistrust. If the
scales are weighted on the side of trust, children develop the belief that their needs and
desires may be obtained. If mistrust predominates, children will have trouble forming
close relationships.

Psychosocial Stage 2-Autonomy vs. Shame and Doubt. This second stage is
stressed on children developing a greater sense of personal control. This stage takes place
during early childhood (Thomas, 2002). Children need to strike the right balance between
autonomy and self-control. Children need to learn what they can do, what is safe to do,
what they should do, and what kind of guidance they still need from their parents.
Children learn to make their own choices and decisions, to exercise their self-restraint,
and to follow their own interests. Fear of losing self control may inhibit their self-
expression and cause them to doubt themselves, be ashamed, and experience a loss of
self-esteem.

Psychosocial Stage 3-Initiative vs. Guilt. This stage takes place during the
preschool years. The conflict between a sense of purpose allows a child to plan and carry
out activities, and the moral reservations a child may have about such plans (Crain, 2004).

This stage allows the child to try new things and test new powers. Children learn how to
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control and resolve conflicts and have the ability to pursue goals. This stage is most fully
developed if there is too much guilt or fear of punishment.
Bowlby

Bowlby is notable for his work in child development, pioneering interest in the
attachment theory, and concepts built from ethology and developmental psychology.
Throughout most of human history, humans searched for foods, and often risked being
attacked by larger predators. When threatened, humans cooperated to protect their sick
and young; to gain this protection, children needed to stay close to the adults. Thus,
children used signals to develop attachment behaviors to have close relationships with
caretakers. The two obvious signals are crying and smiling, which an infant uses. When
hungry, an infant seeks a caregiver’s immediate attention. When an infant smiles, parents
feel love for the infant and enjoy being close. An infant creates attachment behaviors by
crying and smiling (Bowlby, 1988).

Bowlby assumed the quality of care that infants receive will affect the nature of
and impact their attachment behaviors. With responsive and sensitive care, infants come
to see their primary attachment figure as a source of security, and develop a secure base
from which to explore their world (Miller, 2002).

Bronfenbrenner

Bronfenbrenner was known for developing his Ecological Systems. He
characterized the many levels of environment that influence a person’s development.

He delineated five types of nested systems including : 1) microsystem (patterns of

activities roles and interpersonal relations affected), for example, infants interact
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primarily with family members; 2) mesosytem (which is two microsystems in interaction),
for example, a child’s interactions with teachers affect interactions with parents; 3)
exosystem (external environments which indirectly influence development), for example,
a teacher’s family life will influence the teacher and thereby the child; 4) macrosystem
(the larger socio-cultural context), for example, cultural attitudes and laws regarding the
education of gifted students influence the operation of a school and therefore a child’s
interaction with teachers; and 5) chronosystem (the evolution of the external systems over
time), for example, as a child gets older, he or she will be more interested in learning
because he/she encountered a good teacher or he/she knows how to learn better by his
experiences (Bronfenbrenner, 1979).
Gardner
Gardner (1999), notable for multiple intelligences, has had a profound impact on
thinking and practices in education which described eight types of intelligence:
(1) Linguistic intelligence includes verbal comprehension, syntax, semantics, and
written and oral expression; (2) logical-mathematical intelligence includes
inductive, and deductive reasoning, and computing; (3) musical intelligence
involves pitch discrimination, sensitivity to thythm, timbre, the ability to perform
them in music and music composition; (4) bodily-kinesthetic intelligence entails
the potential of using one's whole body or parts of the body to perform a task or
fashion a product; (5) spatial intelligence which involves the potential to
recognize and use patterns of wide space and more confined areas; (6)

interpersonal intelligence is concerned with the capacity to understand the

24



intentions, motivations and desires of other people; (7) intrapersonal intelligence

includes the capacity to understand the actions and motivations of others and to

act sensibly and productively based on that knowledge; and (8) naturalist

intelligence enables human beings to recognize, categorize, and draw upon certain

features of their environment. (p. 41)

Developmentally Appropriate Practice

After the 1957 Russian launching of Sputnik, some Americans were critical of
John Dewey’s ideas and progressive education. The American public was in the mood for
effective academic solutions, and education began to focus on academically oriented
programs. Moreover, during the 1980s, Japan’s economic success resulted in American
education’s return to the basic, including drill and memorization (Goffin & Wilson, 2001).
At the time, many young children received rote learning and whole group instruction in
early childhood classrooms. Teachers emphasized narrowly-defined academic skills
when the early childhood professionals supported more active learning approaches based
on a broader interpretation of children’s educational needs and abilities. Children can
learn on their own paces or learn by themselves. Early childhood professionals were
concerned about testing, placement, and retention practices for young children (Isenberg
& Jalongo, 2003). Teachers imposed next-grade expectations on earlier grades regardless
of children’s current interests, needs, and competencies as these trends especially
prevailed in kindergartens and primary grades. However, concern about appropriate
practices also applied across early childhood education. Increasing numbers of infants

and toddlers were being served in group-care settings where expectations and practices
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more appropriate for older children were too often imposed on younger ones. On the
basis of these concerns, the National Association for Education of Young

Children (NAEYC) assumed a leadership role in adopting guidelines for developmentally
appropriate practice (DAP).

Bredekamp (1987) edited a historically significant document with the publication
of Developmentally Appropriate Practice in Early Childhood Programs (DAP)--serving
children from birth through age 8. Revised in 1997, this publication provides specific
information teachers and administrators need to understand the constructs of DAP and
implement it in a practical way. Bredekamp defined DAP within 2 dimensions: age-
appropriateness and individual appropriateness, and gave three guidelines for measuring
activities: child-initiated, child-directed, and teacher-supported.

NAEYC designed the concept of DAP to refer to programs based on knowledge
about how children develop and learn (Bredkamp & Copple, 1997). DAP focuses on the
whole child despite gender, culture, disabilities, and other factors. Teachers need to
implement curriculum in classrooms to meet both group and individual children’s needs
and learning styles (Hart, Burts, & Charleswoth, 1997). The environment should promote
children’s interactions with content, materials, and activities. Early childhood teachers
should coordinate content, materials, and activities with each child’s level of
development and learning style (Isenberg & Jalong, 2003). The second edition of the
guidelines added social and cultural aspect of the children as a core dimension of DAP.

DAP guidelines included three dimensions of appropriateness for professionals to make
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decisions about their practices with young children: age appropriateness, individual
appropriateness, and appropriateness for the cultural and social context of the child.

The dimension of age appropriateness refers to the developmental and functioning
age of the child. Human development indicated universal, and predictable, sequences of
growth and change as children develop physically, emotionally, socially, and cognitively
during the first 8 years of life (Bredkamp & Copple, 1997). Children of the same
chronological age present a wide range of developmental-age functions within each of
four areas (Crain, 2004). Knowledge of the typical child’s age-related development
provides a framework for practices for content activities, materials, interactions, or
experiences related to the child developmental age so she or he can achieve, maintain
interest, and feel safe with various challenges (Miller, 2002).

The dimension of individual appropriateness means each child is unique including
personal characteristics, timing of growth, family background, former experiences, and
learning styles (Lin, 2004). Awareness of each child’s strengths, interests, and needs in
the group provides guidelines for adult-child interactions and for a curriculum that
includes materials, ideas, and an environment that helps each individual child’s ability
emerge while providing experiences to facilitate and challenge each child’s continued
growth.

Cultural and social contact appropriateness means that the social and cultural
environment should be familiar to the child (Bredkamp & Copple, 1997). Perceptions of

various social and cultural differences help to establish respectful perspectives which are

27



essential for professionals to ensure that activities, materials, ideas, and experiences for
children are meaningful, and relative to children and their families.

In contrast to DAP, developmentally inappropriate practice (DIP) is defined as
children’s learning activities that involve formal, direct-instruction, whole group lecture,
workbooks, and rote-drill practice activities within an inflexible time schedule
(Charlesworth, Hart, Burts, Mosely, & Fleege, 1993). The DIP curriculum involves
traditional content areas including math, science, and social studies, in which each
subject is taught without integration. The context of this curriculum does not relate to
children’s daily experiences; the materials are not meaningful to children; and there is
little opportunity for hands-on activities (Hsieh, 2004).

DAP views each child as a learner with developing mental abilities but varying
rates of development difference among children (Bredekamp, 1987; Bredekamp &
Copple, 1997). From this view, the DAP curriculum matches activities to the learner’s
level of development. Psychometric educational philosophy views the learner as having
measurable abilities that are quantifiable according to age. Elkind (1989) has criticized
this philosophy because it assumes all children should receive the same curriculum
because each child in the same age group should have equal ability. Regarding the
learning process, DAP promotes interactions with materials that can stimulate child
development so that he or she learns to solve problems. In contrast, the psychometric
philosophical approach focuses on particular sets of learning principles and skills, such as
decoding and intermittent reinforcement. According to DAP, learning is a process of

constructing knowledge, but with the psychometric philosophical approach, knowledge is
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an outcome that can be measured and acquired independently through the learning
process (Elkind).

Developmentally appropriate practice (DAP) refers not to a curriculum, but rather
to a distinct philosophy for achieving the standard educational goal of producing creative
and critical thinkers (Galen, 1994). If educational philosophies are viewed on a spectrum,
traditional education on the one hand—which emphasizes teacher direction and
academics—and DAP on the other, would be located on either end of the spectrum
focusing on child-centered activities. Actual classroom implementation of these differing
philosophies always falls somewhere between these two poles.

Philosophical differences between traditional education and DAP have been
identified by Elkind (1989). He focuses his evaluation around four conceptual differences.
First, DAP philosophy sees learners primarily in terms of their developing abilities,
whereas traditional education focuses on learners’ existing abilities, which are both
quantifiable and measurable. Second, DAP stresses that learning as an integration of both
process and content, while traditional education conceptualizes learning as discrete skill
acquisition. The third difference focuses on understanding and knowledge. For DAP,
knowledge is understood as an interaction between environment and the learner’s mind
(Isenberg & Jalongo, 2003). For traditional education, however, knowledge is viewed as
something external to the learner which the learner can acquire. The acquisition process
is distinct from knowledge. Acquired knowledge can be measured objectively and is
considered distinct also from the learner. A final difference between DAP and traditional

education involves the strategy for achieving the aim of producing creative and critical
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thinkers. DAP proponents focus on giving children experiences which require creative
and critical thinking, and allowing children to explore and follow their interests as they
engage in such experiences. Traditional education, on the other hand, emphasizes the role
of the teacher in guiding children’s development through a broad knowledge base which
provides critical thinking tools which children will use later in life (Lin, 2004).

There are a number of tensions around DAP curriculum. Although there is an
emerging emphasis on curriculum integration, at the same time, paradoxically, there are,
federal and state pressures on preschool, kindergarten, and primary grade programs for
accountability and for standards-based reform (Seefeldt, 2005). Teachers use many tests
and more standardized and subject-centered curricula in reading and mathematics. No
Child Left Behind was signed into law on January 8, 2002. Now, the national K-12
standards and standardized assessment-driven education movements have begun directly
influencing educators who work with children before they enter kindergarten. Many
states have already developed standards for preschool or pre-kindergarten levels (Hyun,
2003). In 2002, the nation’s leading organization, the National Association for the
Education of Young Children (NAEYC) approved “Early Learning Standards: Creating
the Conditions for Success,” which is designed to align with K-12 standards (Roopnaire
& Johnston, 2005).

Effects of Developmentally Appropriate Practice

Advocates of DAP claim that this method of results in enhanced child

development and greater learning (Van Horn, Karlin, Ramey, Aldridge, & Snyder, 2005).

A growing body of multi-faceted research supports these claims.
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One area of research has focused on children’s social-emotional and cognitive
development. Hyson, Hirsch-Pasek, and Rescorla (1990) found that preschool children
had lower levels of test anxiety when enrolled in child-centered programs rather than
traditional academic programs. Similarly, Burts et al. (1990) found that children in
classrooms not utilizing DAP experienced more stress throughout the day, particularly
during group times and workbook activities.

Another area of research has focused on the development of children’s creativity.
In Hyson, Hirsch-Pasek, and Rescorla’s (1990) study, children increased creative
development when teachers allowed children greater freedom in initiating their activities
in classrooms. Children scored higher on measures of creativity in more traditional, and
academically-oriented, classrooms as cognitive development was analyzed, particularly
in terms of creativity without their cognitive competence, and traditional measures of
achievement.

In terms of language development, studies (Marcon, 1999) have also shown an
advantage to child-initiated, developmentally appropriate educational programs when
compared with academically-focused ones. Marcon (1992) found that public school
preschool programs which used child-initiated learning environments produced children
with better verbal skills, as indicated on their progress reports. Similarly, Dunn, Beach, &
Kontos (1994) found that programs with higher quality literacy environments and with
more developmentally appropriate activities produced children with greater receptive
language abilities. Finally, in terms of children’s confidence in their own cognitive skills,

some studies found that young children were more confident when learning in
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developmentally appropriate programs. The children in these studies who were in child-
initiated programs more positively described their cognitive competence than those in
academically-oriented ones (Mantzicopoulos, Neuharth-Pritchett, & Morelock, 1994;
Stipek, Feiler, Daniel, & Milbum, 1995).

If the school used achievement tests and report cards, it was difficult to compare
whether DAP, child-centered programs, or traditional programs were superior. Sherman
and Mueller’s study (1996) indicated that children attending developmentally appropriate
kindergarten through second grade programs performed better on reading and
mathematics achievement tests than those in traditional classrooms. Similarly, Marcon’s
study (1999) found that children’s math and science performance was better in child-
initiated classrooms. On the other hand, Hyson, Hirsh-Pasek, and Rescorla (1990)
observed no substantial difference in mathematics performance for preschool children in
these various types of classrooms.

A few studies have looked at longer-term effects of DAP on children’s learning.
These studies suggest that DAP leads to better learning later on. For example, Frede &
Barnett (1992) found that children who attended highly developmentally appropriate
preschool programs did well academically in their first grade performance. Likewise, a
study by Burts et al. (1993), involving children of low socioeconomic status showed that
children who attended highly developmentally appropriate kindergartens out-performed
those who attended kindergartens where the programs were not as appropriate. Given the
fact that children’s current classrooms inevitably also affect their performance, these are

encouraging findings. Furthermore, such differences between children in more

32



appropriate or less appropriate classrooms which are observed even a year or more later
indicate the importance of children’s earliest years of learning.

Although the above research suggests the superiority of DAP over traditional
programs, DAP is clearly not the norm in all early childhood programs (Dunn & Kontos,
1997). Furthermore, even though a growing number of educators endorse DAP, they
often have a difficult time in implementing it into their classrooms. Here, professional
preparation is necessary, and it can be quite effective in helping teachers to implement
DAP. Not only do teachers need help from early childhood professionals, but the
professionals themselves need training in how to give support and assistance teachers
need and desire. In addition, teachers need to be taught how best to help parents
understand DAP and the benefits DAP offers for children.

To summarize, as a whole, research favors DAP over traditional educational
philosophy and instructional methods for young children. In general, the research
indicates that child-centered programs are associated with higher levels of children’s
cognitive functioning. When these results on cognitive functioning are combined with the
results showing that lower stress levels and higher motivation are also associated with
DAP classrooms, then a strong case can be made for DAP. However, at times, academic
classrooms can result in higher achievement levels for young children (Gestwicki, 1999).
Since cognitive achievement has generally been shown to be at least equal in DAP
classrooms when compared with traditional ones, it would seem prudent to explore ways
in which the cognitive benefits of DAP can be effectively communicated with parents

(Stone & Litcher-Kelly, 2006).
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Some early childhood professionals do not support DAP, and some researchers
have criticized DAP for its weaknesses. In some cases, researchers have reported either
no effects of DAP with preschool children or negative effects as compared to DIP
classrooms (Van Horn, Karlin, Ramey, Aldridge, & Snyder, 2005). Stipek, Feiler,
Daniels, and Milburn's study (1995) reported that children in didactic (DIP) classrooms
demonstrated higher gains in reading than children in child-initiated (DAP) classrooms
along with no differences found in their math achievement. Another study reported that
students in high basic skills classes scored higher on tests of math and reading than
students in low basic skills classes; a year later, their scores continued to be higher in
reading but not in math (Stipek et al., 1998). Cognitive and physical competence and
maternal acceptance were not related to DAP instructional practices, and the children in
this study's DAP classrooms exhibited more stress behaviors when at work centers and
during transition times (Jambunathan, Burts, &L Pierce, 1999).

Taiwanese Culture and Developmentally Appropriate Practice

The focus on the individual, so prevalent in DAP, comes from the influence of the
progressive educational reformer Dewey, and developmental theories of six Western
scholars, in particular, Piaget, a Swiss genetic epistemologist, Erikson, a German-
American psychologist, Vygotsky, a Russian developmental psychologist, Bowlby, a
British psychoanalyst, Bronfenbrenner, an American human ecologist, and Gardner, an
American developmental psychologist.

The Taiwanese view of child development is more prescriptive in nature. While

DAP relies on descriptive theories of child development, the Taiwanese culture is based
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on Confucian traditions, prescribing what children should become (Thomas, 2002).
Specifically, society expected children to take the adult's lead. Respect for elders has
priority over such goals as the development of autonomy described in DAP. Most
children were taught not to challenge a teacher’s authority. Student just learned from the
teacher’s teaching, followed their teacher’s direction, and rarely asked questions. DAP
guidelines encourage teachers to act as facilitators, assisting children in developing skills
at their own ability levels. However, in Taiwan, teachers are less concerned with
children's abilities and instead focus on children's intentions. Teachers always provided
extra assistance for those children who showed an intensive interest in their efforts to
learn (Hsue, & Aldridge, 1995). Taiwanese teachers push students for academic success.
Usually, in class, teachers will pay the most attention to the students who show the
strongest intention to learn (Hsieh, 2004).

By comparing and contrasting the essence of DAP and traditional Taiwanese
culture, each educational philosophy expresses itself in unique educational practices
(Hsue & Aldridge, 1995). Looked at from the opposite direction, DAP, for example, is
rooted in Western theories of child development. Mainstream educational practices in
Taiwan, however, are based on Confucianism, the core of traditional Taiwanese culture.
In general terms, DAP is based on values of equity and justice, whereas traditional
Taiwanese culture emphasizes values of tolerance, benevolence, and consideration. In
terms of learning strategies, DAP focuses on children’s abilities, developmental levels,
play, and successful learning experiences. Traditional Taiwanese culture, on the other

hand, stresses children’s learning intentions, academic efforts and practices, and the

35



balance between successful and unsuccessful experiences (Barclay, 1989). Further
differences include the fact that while DAP programs ideally require a large learning area
in which the children can function, Taiwanese children routinely share a very limited
learning space with their peers. Finally, for DAP, teachers are viewed as facilitators,
whereas Taiwanese teachers are models of moral behavior. While the differences
between these two systems are clearly evident, early childhood education in Taiwan has
gradually been changing and becoming more westernized (Lin, 2004). This fact is due to
the increasing influence of Western educational views and also Taiwan’s changing social
structure, including the growth of the economy, changes in family size, and technological
advancements (Hsieh, 2004).
Parent Attitudes and Beliefs

Knutsen-Lindauer and Harris (1989) found parents were more likely than teachers
to expect pre-kindergarten children to acquire formal and academic skills. To satisfy the
demands of the parents for excellence in reading, writing, arithmetic, many private
kindergarten programs follow a more traditional approach in both curricula development
and teaching methods rather than following an approach more in keeping with the latest
findings in child development and early childhood education research.

Knustsen-Lindauer and Harris (1981) compared parental and teacher attitudes.
Their findings indicated a disagreement about academic skills. At the kindergarten level,
teachers favored independence and curiosity in children, whereas parents placed greater

emphasis on acquiring academic skills. In more recent research, Knutsen-Linderauer and
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Harris (1989) found parents were more likely than teachers to expect pre-kindergarten
children to acquire formal academic skills.

Many parents enter into a child care environment when their children are very
young and find that, in infant/toddler years, their focus regarding program quality and
content changes over the years of their children’s growth and development (Joffe, 1997).
Parents who are looking for infant/toddler care are often more concerned with group size,
teacher-child ratio, and how much one-on-one attention their children will receive in a
group care experience (Moshier, 1997). Parents who choose an NAEY C-accredited
program for infants and toddlers might be searching for a program that they know has a
higher standard of care based on program accreditation.

Research showed upper socioeconomic status parents reported a good
understanding of DAP (Grebe, 1998). Many parents required teachers to use worksheet,
lined paper, and graded assignments for kindergarten because parents wanted concrete
evidence that their children were learning at school (Roopnarine & Metindogan, 2006).

Two studies (Mueller, 1996; Powell, 1995) have shown parents from minority
backgrounds and with less formal education are even more supportive of formal didactic
methods of education for young children. The Minnesota State Department of Children,
Families and Learning surveyed 700 families and found that lower-income families
demonstrated decreased knowledge levels in regard to age-appropriate expectations when
compared to upper or middle-income parents (Mueller, 1996).

One potential barrier to parent-teacher collaboration is evidenced by professionals

adhering to DAP principles may be at odds with many family members’ images of what
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are considered appropriate settings and priorities for young children (Powell, 1995). Past
research has shown parents as a group were more likely to rate intellectual goals as
relatively more important than teachers rated the same practices, and parents rated social
skills at a lower degree of importance than teachers rated the social skills (Kean, 1980).
Additional research has reported parents tend to want teachers with more formal
authoritarian teaching styles that focused on cognitive-oriented methods and teacher-
directed instruction (Hill, 1984), and there is some evidence that parents seek out
programs that mesh with the family’s educational philosophy (Hyson, Hirsh-Pasek, &
Rescorla, 1990). When past research has explored differences within parents’ beliefs
about educational practices, the reports indicated that although some parents hold views
that are compatible with DAP, it is believed many parents have views of early childhood
education practices that are considered DIP (Holloway, Rambaud, Fuller, & Eggers-
Pierola, 1995). It is thought that this variance in parental beliefs may be associated with
socioeconomic status, with lower SES correlated to more authoritarian practices (Miller,
1988). Knudsen-Lindauer and Harris (1989) found mothers and fathers consider counting,
reading, and writing to be more important skills for children for kindergarten readiness
than teachers.

The increase of academic demands in early childhood education caused another
consequence: the increasing use of developmental screening tests, readiness tests, and
other standardized tests to measure children’s learning achievement (Isenberg, 2003).
Elkind (1993) argued the inappropriateness in using readiness tests to identify the

problem in the child instead of on the match between a child and a school program. The
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testing of young children has come under attack because of the dangers of labeling
children at an early age and using test scores for determining the placement of children in
early childhood programs. The change to more academic emphasis of curriculum also led
to many problems in the primary grades and especially kindergarten. Children as young
as 5 and 6 are demonstrating signs of stress and increased aggression at a growing rate
(Burt, Hart, Charlesworth, & Kirk, 1990).

The research shows most parents agreed with NAEYC guidelines, but they still
had some opinions that were not congruent with the NAEYC guidelines (Seefeldt, 2005).
For example, in curriculum goals, parents expressed support of the use of workbooks,
ditto sheets, flashcards, drill and practice and isolated skill development that are
determined inappropriate for 5-year-olds by the NAEYC (Seefeldt). In relations between
home and school, parents disagreed with the NAEYC guideline that teachers are
responsible for establishing and maintaining frequent contacts with families and wrote
comments on the survey instrument indicating that parents, too, share this responsibility
(Huffman & Speer, 2000). In evaluation of children, parents did not agree with NAEYC
position that reliable, valid instruments for use with young children are extremely rare
and feel that curriculum decisions should be determined by the performance of children
on standardized tests (Hayes, 1992). Heaston (1991) indicated the effect of educational
background on parent perceptions of a developmentally appropriate curriculum was
found to be significant. Parents with some college experience rated developmentally

appropriate goals, teaching strategies, learning activities, and assessment methods as
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more important than did parents with an education background equivalent to or less than
a high school degree.

Parents’ beliefs regarding their understanding of their children’s cognitive
development is reflected in their child-rearing attitudes (McGillicuddy-DeLsi, 1985).
Research also indicated the parental beliefs not only are reflected in their child-rearing
practices but also influence parents’ interactions with children and affect the outcomes. It
was found that parents who spend more time with their children hold more positive
beliefs about child-rearing theory and child-centered outcomes than do parents who
spend less time with their children (Laosa, 1982).

Research on parents’ beliefs about appropriate practices in early childhood
programs indicated low-income and minority parents emphasized school-related skills
more than teachers (Holloway, Rambaud, Fuller, & Eggers-Pierola, 1995). It appears that
parents of young children were more concerned than teachers about teaching children
about academic curricula and less concerned about promoting personality and social
development. Holloway and colleagues (1995) found low-income mothers did not view
play as a context for learning, although they did perceive it as appropriate for enhancing
emotional and physical development.

Hyson, Hirsh-Pasek, and Rescoria (1990) found only one-third of middle-and
upper-middle-class mothers endorsed early, formal academic instruction. According to
one study (Stipek et al., 1995), parents with less education more strongly endorse didactic
methods of instruction for young children than parents with higher education. Two

studies have shown parents select early childhood programs that are consistent with their
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educational beliefs. In other words, parents who endorse teacher-directed, didactic
approaches tend to chose academic early childhood programs for their children. Thus,
parents seem to exhibit congruence between their own beliefs and behaviors (Grebe,
1998).

While many parents may have attitudes consistent with DAP, research shows that
developmentally inappropriate views continue to inform the education decision-making
process for a large portion of parents with preschool children (Holloway et al., 1995).
Some evidence suggests that instructing parents in the fundamentals of child
development and DAP would be valuable (Harris & Larsen, 1989; Martin, Frede, &
Sorrell, 1995).

Parent Attitudes and Beliefs in Taiwan

A review of research of Taiwanese parental attitudes and beliefs about DAP
shows a limited amount of literature in this area. A study indicated parental pressure and
inadequate space in private early childhood programs both contribute to a curriculum that
is not appropriate for young children in Taiwan (Chen, 1988). Taiwanese parents tend to
set high standards and have high expectations for their children (Lin, 2004). Research
showed parents’ high expectations have strongly influenced children’s academic
performances (Henderson, 1988; Vollmer, 1986).

Most Taiwanese parents still believe an early start for learning academic skills
increases chances for future success (Hsieh, 2004). Huntsinger, Jose, and Larson (1998)
reported Chinese-American parents preferred to teach their preschool and kindergarten

children by formal teaching methods. In addition, Chen (2005) pointed out that
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Taiwanese parents with high expectations established their standards and made a greater
requirement of their children at an early age which fostered high academic achievement.
Parents were happy to see their children starting out with an advantage (Lin & Tsai,
1996). Therefore, parents have encouraged their children to focus on study and hard work.
The purpose of this encouragement is to motivate their children to be successful,
particularly in school. They communicated their beliefs about the relationship between
education and success in life, especially emphasizing on the negative consequences of a
weak education (Chao, 1996).

Formal instruction in academic skills is common in early childhood programs in
the United States as well as in Taiwan. Instructional methods typically include
workbooks, worksheets, and teacher-directed lessons. Parents expected young children to
master specifics of skills, including rote counting one-to-ten, discrimination of beginning
sounds, and the recognition of letters and numbers (Morado, 1987).

Several cross-cultural studies have focused on immigrant Chinese parents’
methods of child rearing, parenting styles, attitudes toward child development, and
academic achievement. Some studies have shown Chinese-American parents tended to
exhibit an authoritarian parenting style (Chao, 1994). Parents value education and have
high expectations for schooling success (Chao, 1996). Also, parents believed outstanding
performance in children’s academic achievement would bring honor to the family. In
reviewing child-rearing practices, Taiwanese parents are more involved in their
children’s schooling and at home experiences (Huntsinger, Jose, Huntsinger, & Liaw,

2000).
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Following the Confucian principle, a learned man is a good man, Taiwanese
parents have a high expectation for their children’s education. The golden tenetundergirds
most parents’ attitudes toward their children’s education (Feng, 1994). Taiwanese assume
and insist that all students should achieve a certain level of education. Stevenson, Lee,
Chen, Kato, and Londo (1994) found that most Taiwanese parents believe that while
having devoted teachers and supportive parents is certainly important, by far the most
important key to academic success lies in the hard work of the students themselves.
Morris’ (1996) research affirmed this notion as it indicated that the majority of
Taiwanese believed that all students can succeed with hard work. With such an attitude,
Taiwanese parents routinely encourage their children to work hard—as that surely it is
the key to success in Taiwan’s intensely competitive educational environment (Ho &
Crookall, 1995). Taiwanese parents are also more likely to favor traditional, Confucius-
based teaching (Yang, 1997). They believed in some developmentally inappropriate
practices. Different from the previous study, both Taiwanese parents and teachers
believed in DAP for young children in early childhood classrooms (Chang, 2003).

Higher SES mothers more often placed their children in private schools than
public schools in Taiwan. Lower SES parents chose public schools for their children
because tuition was less expensive than private schools rather than because parents

agreed with public schools’ child-centered curriculum (Chen, 2005; Liou, 2006).
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CHAPTER III
METHODOLGY

This chapter reflects the procedures employed to examine Taiwanese parents’
beliefs about developmentally appropriate practice (DAP) in early childhood programs
for children ages 3-to-6 year-old in private and public nursery schools and kindergartens.
The primary objectives of this research were to help early childhood professionals, early
childhood educators, and government obtain a better understanding of Taiwanese
parents’ beliefs about DAP. The results are useful in creating policies and best practices
related to the education of young children. Teachers may use these results to guide their
work with parents. The chapter includes the following sections: (a) Participants; (b)
Instrumentation; (c) Collection of Data; and (d) Data Analysis

Participants

The participants in this research were 600 pared parents of 3-to-6 year-old
children enrolled at public and private nursery schools and kindergartens in Taiwan.
Kindergartens and preschools were referred to the researcher by friends. The researcher
distributed questionnaires to 30 schools. Eight hundred (66.6%) paired parents (mothers
and fathers) returned the questionnaires to become the sample for this research. For
survey research, the return rate of over 60% is sound (Babbie, 2004). However including

the missing data, the sample size of this study was 758 paired parents (63%).
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Instrumentation

The researcher translated and adjusted an instrument, Teachers Beliefs Scale
(TBS) (Burts et al., 2000), to collect information from teachers regarding beliefs about
DAP in early childhood programs. Kim (2005) stated the TBS has three factors:
Developmentally Appropriate Practices Beliefs (DAPB) with 17 items (items 3, 4, 5, 8, 9,
12,13, 16, 18, 21, 22, 23, 25, 26, 28, 29, and 33); Beliefs on Developmentally
Inappropriate Beliefs (DIPB) with 15 items (items 2, 7, 10, 11, 14, 15, 17, 19, 20, 24, 31,
29, 40, 41, and 42); and attitudes about Family, Culture, and Inclusion (FCI) with 9 items
(items 6, 27, 30, 32, 34, 35, 36, 37, and 38). In Kim’s sample of 375 U. S. teachers, the
internal consistency reliability coefficients in Cronbach alpha of these three factors
were .85, .82, and .81. The same factorial structure was used in the present study. Kim
reported item 43 did not load on any factor; therefore, it was excluded in the present
study as well. The researcher also consulted with Dr. Hoot, who devised another
instrument to examine beliefs about DAP (personal communication, September 25, 2006).
He recommended that the researcher contact Dr. Charlesworth. The researcher consulted
with Dr. Charlesworth, one of the authors who devised the Teacher Beliefs Scale (1993)
(personal communication, September 25, 2006). Dr. Charlesworth thought the scale
would work for parents. The researcher also consulted with Drs. Burts and Buchanan,
two of the authors who revised the TBS (2005) (personal communication, October 25,
2006). Both of them thought it would be appropriate for parents, too. The researcher
confirmed with Dr. Kim who examined the TBS (2005) (personal communication,

October 30, 2006). The content of the Parent Beliefs Scale (PBS) is based on position
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statements regarding DAP and DIP which the National Association for the Education of
Young Children (NAEYC) (Bredekamp & Copple, 1997) established.

The parents’ questionnaire for this study contained two sections. In the first
section, respondents provided demographic information including questions about
parent’s marriage, sex, highest level of education completed, occupation, and children’s
background. The second section consisted of a 43-item Parent Beliefs Scale (PBS). There
were 43 items on the PBS (one ranking question, 27 items of DAPB, and 15 items of
DIPB). The first question asked parents to rate the relative importance of six influences
(parents, school system policy, principal/director, teacher, state regulations, and other
teachers) on their children. The remaining 42 questions of the PBS examined parents’
beliefs about early childhood education programs. Each item was rated using a five-point
Likert-type scale with the following choices: (1) Not important at all, (2) Not important,
(3) Fairly important, (4) Very Important, and (5) Extremely important.

The researcher developed the demographic survey part. It included parents’ sex,
educational level, and occupation. In quantifying the social economic status (SES), the
socioeconomic status investigation in the study is based on Hollingshead’s (1957) two-
factor index of social position. The socioeconomic status index divided parents’
occupational level and educational level into five ranks. The occupation index multiplied
by 7 and the education index multiplied by 4 are combined to get the socioeconomic
status indices. A parent’s highest education or job level in a family was used to compute
the family SES. The occupation index, education index, and socioeconomic status index

are described as follows:
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According to the classification of Hollingshead (1957), and the occupational

condition in Taiwan, the occupation index is divided into five ranks:

1

Semi-technical and non-technical workers: such as housewife, vendor,
fisherman, seaman, waiter, servant or unemployed.

Technical worker: such as electrician, salesman, driver, tailor, beauty-
specialist, barber, chef, or postman.

Semi-professional worker and public servant: such as technician, cashier,
general public servant, policeman, elementary school teacher, or low-level
official.

Professional and official: such as accountant, judge, lawyer, engineer,
secondary school teacher, middle-level administrator, principal, and owner
or manager of company.

High-level professional and administrator: such as doctor, legislator,
congressperson, college professor, military general, or president of a large

enterprise.

According to the classification of Hollingshead, and the educational condition in

Taiwan, the education index is divided into five ranks:

1

2

Uneducated.

Graduated from elementary school.

Graduated from middle school, high school or vocational high school.
Graduated from a university or college.

Graduated from graduate school.
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In Taiwan, according to Hollingshead (1957), includes the two-factor index of

social position and the condition in Taiwan; the occupation index multiplied by 7 and

education index multiplied by 4 are combined to obtain a socioeconomic status indices.

The socioeconomic statuses are divided into 5 ranks. The method for determining the

socioeconomic status is shown in Table 1. For the purposes of analyses in the present

sample, participants were divided as low and high SES based on having a score below or

equal to 40 or greater than 40.

Table 1

Socioeconomic Status Table

Occupation  Occupation Education  Education  SES SES

rank index rank index indices rank

I 1 I 1 1x7+1x4= [(11-18) *
I 2 I 2 2x7+2x4= II (19-29) *
I 3 I 3 3x7+3x4= T (30-40) **
v 4 v 4 4x7+4x4= IV (41-51) **
\% 5 \% 5 5x7+5x4= V (52-55) **

Note: SES = Socioeconomic Status
* =Low SES

** = High SES

Hollingshead (1957)
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Translation of the Questionnaires

Because the participants were all Taiwanese, the investigator translated the
Parents Beliefs Questionnaire into Chinese in order to use it for this research. The
translation rules of Bracken and Fouad (1987) were followed. Some words of the
Chinese version were revised to adjust to the culture of Taiwan. In consultation with
Taiwanese early childhood professionals, the researcher resolved all disagreements with
completion of a back-translation. The researcher pilot tested the instrument with 10
Taiwanese parents who were not part of the sample. Their knowledge about Taiwanese
early childhood program improved the content validity of the Chinese version survey.
They also provided some suggestions for adjusting to the instrument.

Collection of Data

The University of North Texas Internal Review Board approved this study for the
protection of human subjects. Kindergartens and preschools were referred to the
researcher by friends. The researcher visited 30 schools and received permission from all
of them to distribute the questionnaires to parents. Parents received the questionnaires in
one envelope: a blue-colored one for fathers and a pink one for mothers. Parents were
asked to complete the questionnaires independently. Children delivered the envelopes to
their parents and returned completed envelopes to their teachers. The researcher collected
the questionnaires from the teachers.

Assumptions
A panel of experts examined the validity and assumed appropriateness of the

instrument. Both were assumed to be acceptable. The instrument's internal consistency
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reliability coefficients in Cronbach's alpha and the inter-factor correlations provided
support of the construct validity and reliability of the instrument with the sample.
Basically, this study relied on the following major assumptions: (a) the questionnaire
translated to Chinese from English through the forward-and-backward translation process
retained conceptual validity; (b) the questionnaire had acceptable construct validity with
this sample; (c) parents could understand and answer the questions on the questionnaires
regarding their beliefs about early childhood education program; and (d) each participant
answered the questionnaire independently.
Data Screening
The researcher analyzed the data using the statistical software SPSS for Windows.
Participants were removed from analyses if they did not complete more than 50% of the
survey or did not have a match (i.e. mothers without matching fathers). The final sample
contained 379 usable pairs of mothers and fathers.
Data Analysis Strategies
The unit of the analysis for this study was parents who had a child aged 3-to-6
years attending a nursery school or kindergarten program. The researcher used
descriptive statistics to explore research question one. Question two was analyzed using
paired t-tests. Questions 3 and 4 were analyzed using a repeated measures MANOVA to
examine the relationships between parents’ SES and the parents’ beliefs about DAP. Also,
differences in the parents’ beliefs about DAP in early childhood programs and children’s

enrollments into public and private programs were explained. A multiple regression of
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analyses was used to predict what factors are more important relative to parents' beliefs

about DAP in question 5.
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CHAPTER 1V
RESULTS
This chapter presents the findings of parents’ beliefs about developmentally
appropriate practice (DAP) in early childhood programs for children ages 3-to-6 years in
private and public nursery school and kindergarten levels in Taiwan. The following
sections are included: (a) Demographics; (b) Psychometric Properties; and (c) Primary
Analysis.
Demographics
The current study included 379 matched parent pairs. As shown in Table 2, the
average socioeconomic status (SES) for mothers was 32.88 (SD = 9.68) and ranged from
15 to 58. The average SES for fathers was higher at 37.69 (SD = 9.12) and ranged from
19 to 55. The education level for mothers was, (M = 14.39, SD = 2.55) and fathers (M =
15.12, SD = 3.17). A majority of participants indicated that they had at least a college
education (59.9%), and just over 30% reported that their highest education level was
middle school, high school, or vocational high school (31.4%; see Table 3). Some, 8.4%,
indicated that they had completed graduate school, and 0.3% reported that their highest
education level was elementary school. In terms of occupation, the majority of
respondents were either semi-professional workers and public servants (43%) or semi-
technical and non-technical workers (29%). Smaller proportions of the respondents

indicated that they were professional and official workers (13.2%), technical workers
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(10.3%), high-level professionals and administrators (3.7%) or 0.8% held other

occupations.

Table 2

Descriptives on SES, Age, and Education Level of Mother and Father

n Mean SD Min Max
SES
Mother 379 32.88 9.68 15 58
Father 379 37.69 9.12 19 55
Age
Mother 376 35.26 4.24 24 46
Father 378 37.76 4.71 20 51
Education Level
Mother 379 14.39 2.55 6 26
Father 379 15.12 3.17 6 30

Child Information

The majority of respondents reported that they had two children (62.3%),
approximately one-quarter reported that they had one child (25.9%), and 11.9% had three
children (See Table 4). As shown in Table 5, the average age of the first child was
approximately 7 years (M = 6.92, SD = 2.61); the average age of the second child was
approximately 5 years (M = 4.89, SD = 2.61); and the average age of the third child was

about 5 years (M = 4.70, SD = 2.02). Slightly more than half of the respondents reported
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having attended a public school (55.7%), and slightly less than half of the respondents
reported a private school (44.3%). Most of the respondents reported an SES rank of 3
(38.8%) or 4 (38%), with less than 20% reporting an SES rank of 2 (19.3%) and only 4%
reporting an SES rank of 5. Just over half of the respondents were classified as having a

low SES (58%), and 42% were classified as having a high SES.

Table 3
Frequency and Percentages of Highest Education Completed, Occupation

Between Mother and Father

Mothers Fathers
n %o n %
Education
Elementary 1 3 1 3
Middle, high, or vocational high hchools 119 314 96 25.3
University or college 227 59.9 207 54.6
Graduate school 32 8.4 75 19.8
Occupation
Semi-technical and non-technical workers 110 29.0 26 6.9
Technical worker 39 10.3 79 20.8
Semi-professional worker and public servant 163 43.0 123 32.5
Professional and official 50 13.2 120 31.7
High-level professional and administrator 14 3.7 31 8.2
Other 3 .8 0 .0

Note: Frequencies not adding to 379 and percents not totaling 100% reflect missing data.
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Table 4
Frequencies and Percentages of Family Variables —Number of Children, School Type,

Family Type, SES Rank, and Low/High SES

n %

Number of children

1 98 259

2 236 62.3

3 45 11.8
School type

Public 209 55.7

Private 168 44.3
SES index score

I _ _

I 73 19.3

III 147 38.7

v 144 38.0

A% 15 4.0
Low high SES index

Low SES 220 58.0

High SES 159 42.0

Note: Frequencies not adding to 379 and percents not totaling 100% reflect missing data.
SES = Socioeconomic status
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Table 5

Descriptives of Child’s Age

n Mean SD
Age of first child 369 6.92 2.61
Age of second child 265 4.89 2.61
Age of third child 40 4.70 2.02

Participants were asked to rank the amount of influence they believed parents,
school system policy, principal/director, themselves, state regulations, and teachers had
on the way teachers plan and implement instruction after considering children’s needs.

As shown in Table 6, teacher (30.7%), and parents were the most commonly chosen first
choice (27.2%) of influences of implementing teacher’s instruction, followed by school
system policy (17.0%). Second place influences were teachers (31.3%) and school system
policy (23.2%). Third place influences were the principal/director (32.2%) and the school
system policy (25.6%). Fourth place influences were also the principal/director (20.6%)
and school system policy (18.9%). Fifth place influences were state regulations (25.8%)
and teachers (22.4%). Sixth place influences were also state regulations (32.6%) and

teachers (47.0%).
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Table 6

Frequencies and Percentages of Ranking of Influences

First Second Third Fourth Fifth Sixth

n % n % n % n % n %9 n %

Parents 101 272 57 154 50 135 69 186 58 156 36 9.7

School system

policy 63 170 86 232 95 256 70 189 49 132 8 22
Principal/

Director 38 103 69 18.7 119 322 76 206 51 138 16 4.3
Teacher 114 30.7 116 313 51 13.7 54 146 26 70 10 2.7
State

regulations 54 147 31 84 21 57 47 128 95 258 120 32.6

Otherteachers 13 35 19 51 35 95 46 124 83 224 174 47.0

Psychometric Properties

As part of the survey, respondents were asked to indicate the level of importance
of various education statements using a Likert scale from 1 (not at all important) to 5
(extremely important). These items were grouped into three different scales:
developmentally appropriate practice beliefs (DAPB), developmentally inappropriate
practice beliefs (DIPB), and family, culture, and inclusion beliefs (FCI). Reliability
analysis was conducted on the items that measured DAPB (17 items), DIPB (15 items),
and FCI (9 items). All three scales were determined to have strong reliability based on

Cronbach’s alpha, which ranged from 0.81 to 0.87 (see Table 7). The lowest alpha scores
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were for the mothers’ scores of DAPB (alpha = 0.81), and FCI (alpha = 0.81), and the
fathers’ scores of FCI (alpha = 0.81). The fathers’ scores for DAPB (alpha = 0.85) and
DIPB (alpha = 0.86) demonstrated slightly stronger reliability. The largest alpha level

was for the mothers’ scores of DAPB (alpha = 0.87).

Table 7

Reliability Scores for DAPB, DIPB, and FCI

Number of
N items Mother Father
DAPB 379 17 81 .85
DIPB 379 15 87 .86
FCI 379 9 81 81

Note: DAPB = Developmentally Appropriate Practice Beliefs, DIPB = Developmentally
Inappropriate Practice Beliefs, FCI = Family, Culture, and Inclusion Beliefs.

The parent means for the three factors, including DAPB, DIPB, and FCI, are
displayed in Table 8. The means between parents were fairly similar; however, there
were some differences between the three factor scores. The means for DAPB were the
highest (Myoiher = 4.05, Myumer = 4.02) and the means for DIPB were the lowest (M ommer =
3.09, Myumner = 3.20). The ranges for DAPB, DIPB, and FCI indicated that variability

existed in participants’ beliefs.
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Table 8

Descriptives of Mother and Father Factor Scores for DAPB, DIPB, and FCI

n Mean SD Min Max

DAPB

Mother 373 4.05 45 2.65 4.94

Father 373 4.02 A7 2.24 5.00
DIPB

Mother 373 3.09 .64 1.60 4.73

Father 373 4.02 .63 1.00 5.00
FCI

Mother 373 3.88 .58 2.22 5.00

Father 373 3.84 .57 2.11 5.00

Note: Means with a sample size less than 379 reflect missing data. DAPB =
Developmentally Appropriate Practice Beliefs, DIPB = Developmentally Inappropriate
Practice Beliefs, FCI = Family, Culture, and Inclusion Beliefs.

The mother and father means for the individual items included in the DAPB
section of the question mean are presented in Table 9. All of the items were rated, on
average, as at least fairly important (all means > 3.00) by all parents. The greatest overall
means for both mothers and fathers were regarding “teacher-child interactions to help
develop children’s self-esteem and positive feelings toward learning,” which was rated as
very important (M omer = 4.61, Myuyner = 4.54). Again, the range and standard deviation for
each of the belief items was wide for both mothers and fathers indicating that variability

existed in participants’ beliefs on the DAPB items.
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Table 9

Descriptives of Items Included in DAPB Items by Mother and Father Respondents

DAPB Items n Mean SD Min  Max
3. To plan and evaluate the curriculum, teacher observation ...

Mother 373 4.32 71 2 5

Father 373 4.25 73 2 5
4. Ttis for activities to be responsive to individual children's interests.

Mother 371 3.93 90 1 5

Father 374 3.98 90 1 5
5. .... responsive to individual differences in children's levels of development.

Mother 371 4.04 .89 1 5

Father 375 4.04 .86 2 5
8. ... teacher-child interactions to help develop children's self esteem ....

Mother 373 4.61 .66 1 5

Father 372 4.54 .63 2 5
9. ... teachers to provide opportunities for children to select many of their own activities.

Mother 373 4.09 .82 2 5

Father 374 3.99 .89 1 5
12. ... teacher to provide a variety of learning areas with concrete materials ....

Mother 373 4.18 .89 1 5

Father 373 4.02 .83 2 5
13. ... children to create their own learning activities ....

Mother 373 4.39 7 2 5

Father 374 4.33 79 1 5
16. A structured reading or pre-reading program is for age 3-6 years-old children.

Mother 372 4.17 .89 1 5

Father 374 4.09 92 1 5
18. ... teacher ...facilitating children's involvement with materials, activities, and peers.

Mother 372 4.59 .64 2 5

Father 373 4.51 .69 1 5

Note: Means with a sample size less than 379 reflect missing data.
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Table 9, continued

Descriptives of Items Included in DAPB Items by Mother and Father Respondents

DAPB Items n Mean SD Min Max

21. ...teachers develop an individualized behavior plan for ...severe behavior problems.
Mother 373 4.14 .87 1 5
Father 374 4.06 .80 2 5

22. ... teachers to allocate ... time for children to engage in play and projects.

Mother 372 3.78 90 1 5

Father 373 3.81 .86 1 5
23. Itis for children to write by inventing their own vocabulary.

Mother 372 3.37 1.20 1 5

Father 374 3.63 1.08 1 5
25. ...teachers to read stories daily to children, individually and/or on a group basis.

Mother 373 3.82 .96 1 5

Father 374 3.64 91 2 5
26. ... children to dictate stories to their teacher.

Mother 372 3.68 .89 1 5

Father 372 3.67 .89 1 5

28. ... children to see and use functional print ...and environmental print ....
Mother 371 3.68 1.05 1 5
Father 374 3.76 94 1 5

29. ... provide many daily opportunities for children to developing social ... with peers
in the classroom.

Mother 373 4.53 .67 2 5

Father 373 4.42 72 2 5
33. ... teachers to use strategies ... to be used to help guide children's behavior.

Mother 369 3.48 1.13 1 5

Father 374 3.59 1.09 1 5

Note: Means with a sample size less than 379 reflect missing data.
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Parents’ mean responses for the individual items included in the DIPB questions
are presented in Table 10. The greatest overall means for both mothers and fathers were
regarding “Itis _____ that outdoor time have planned activities.” which was rated as very
important (M oiher = 4.17, Myayner = 4.07). Again, the range and standard deviation for
each of the belief items was wide for both mothers and fathers indicating that variability
existed in participants’ beliefs on the DIPB items.

The parent’s mean responses for the individual items included in the FCI
questions are presented in Table 11. Each of these nine items was rated by both parents as
at least fairly important (all means > 3.00). The most important item, as rated by both
mothers and fathers, was for teachers to establish a collaborative partnership/relationship
with parents of all children, including parents of children with special needs and from
different cultural groups (Mnomer = 4.36, Mpumer = 4.24). A second very important item
was that teachers engage in on-going professional development in early childhood
education, which was rated as very important by both mothers (M = 4.30) and fathers (M
=4.20). Again, the range and standard deviation for each of the belief items was wide for
both mothers and fathers, indicating that variability existed in participants’ beliefs on the

DIPB items.
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Table 10

Descriptives of Items Included in DIPB Items by Mother and Father Respondents

DIPB Items n Mean SD Min Max
2. As an evaluation of children's progress, readiness or achievement tests are .
Mother 373 3.76 97 1 5
Father 373 3.71 1.06 1 5
7. ... curriculum area be taught as separate subjects ... at separate times like elementary .
Mother 373 3.16 1.09 1 5
Father 372 3.28 1.08 1 5
10. It is to use the same approach for reading and writing instruction.
Mother 371 2.73 1.11 1 5
Father 372 2.83 1.07 1 5
11. Instruction in letter and word recognition is in preschool.
Mother 373 3.35 1.15 1 5
Father 372 3.37 1.18 1 5
14. It is for children to work individually at desks or tables most of the time.
Mother 373 3.13 1.05 1 5
Father 374 3.05 95 1 5
15. Workbooks are in children's classroom.
Mother 372 291 1.13 1 5
Father 371 2.99 1.09 1 5
17. ... teacher to talk to whole group and for children to do same things at same time.
Mother 370 3.83 97 1 5
Father 374 3.94 .94 1 5
19. ... teachers to use treats, stickers, and/or stars to get children to do activities ....
Mother 373 3.26 1.08 1 5
Father 372 3.40 1.09 1 5

Note: Means with a sample size less than 379 reflect missing data.
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Table 10, continued

Descriptives of Items included in DIPB Items by Mother and Father Respondents

DIPB
n Mean SD Min Max

20...teachers to regularly use punishments and/or reprimands when children aren't
participating.

Mother 370 1.87 95 1 5

Father 372 220 1.15 1 5
24. Itis for children to color within pre-drawn forms.

Mother 371 279  1.07 1 5

Father 373 321 1.05 1 5
31. Itis that outdoor time have planned activities.

Mother 372 4.17 .87 1 5

Father 374 4.07 .83 1 5
39.Itis that teachers maintain a quiet environment.

Mother 373 329  1.05 1 5

Father 373 337  1.07 1 5
40. It is that teachers provide the same curriculum and environment for each group
of children that comes through the program.

Mother 372 298  1.20 1 5

Father 373 320 1.09 1 5
41. Itis for teachers to focus on teaching children isolated skills by using repetition
and recitation (e.g., reciting poems).

Mother 371 3.15 1.20 1 5

Father 374 320 1.24 1 5
42. It is for teachers to follow a prescribed curriculum plan without being distracted
by children's interests or current circumstances.

Mother 373 203 1.08 1 5

Father 374 226 1.12 1 5

Note: Means with a sample size less than 379 reflect missing data.
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Table 11

Descriptives of Individual Items in FCI Items by Mother and Father Respondents

FCI Items n Mean SD Min  Max
6. Itis for activities to be responsive to the cultural diversity of students.
Mother 371 3.49 92 1 5
Father 373 3.43 98 1 5
27. ... engage in on-going professional development in early childhood education ....
Mother 372 4.30 .82 2 5
Father 374 4.20 .87 1 5
30. .. materials in classroom include people of different races, ages, abilities and genders
Mother 373 4.12 .89 2 5
Father 373 3.98 .93 1 5
32. ... parents/guardians to be involved in ways that are comfortable for them.
Mother 372 3.36 1.00 1 5
Father 372 3.35 .94 1 5
34.... integrate each child's home culture and language into curriculum throughout year.
Mother 372 3.31 95 1 5
Father 373 341 98 1 5
35. ... incorporate parent's knowledge about their children for assessment, evaluation...
Mother 372 4.03 92 1 5
Father 374 4.02 81 1 5
36. ... establish a collaborative partnership/relationship with parents of all children...
Mother 372 4.36 .79 1 5
Father 374 4.24 74 2 5
37. ... classroom teacher to modify, ... learning experiences for child with special needs
Mother 373 4.01 .84 2 5
Father 374 3.99 .84 1 5
38. ... services be provided to children with special needs in the regular classroom ...
Mother 371 3.89 91 1 5
Father 374 3.92 .83 2 5

Note: Means with a sample size less than 379 reflect missing data.
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Parent Factor Scores

Pearson’s product moment correlations were conducted to examine the
relationship between parents’ responses to DAPB, DIPB, and FCI questions (see Table
12). All but two of the relationships were significant. Mothers’ DAPB were positively
correlated with fathers’ DAPB, r (367) =.379, p < .001; fathers’ DIPB, r (367) =.180, p
<.001, and fathers’ FCI, r (367) = .270, p < .001. Mothers’ DIPB were positively
correlated with fathers’ DAPB, r (367) = .143, p < .01 and fathers’ DIPB, r (367) = .567,
p < .001; finally, mothers’ FCI were positively correlated with fathers” DAPB, r (367)

=.254, p <.001 and fathers’ FCI, r (367) = .259, p < .001.

Table 12

Pearson’s Product Moment Correlations Between the Mothers’ and Fathers’ Beliefs

Father
Mother DAPB DIPB FCI
DAPB 379%* 180%*%* 270%%*
DIPB 143% S97** 057
FCI 254%* 101 259%*

Note: * p < 0.01; ** p <0.001.
DAPB = Developmentally Appropriate Practice Beliefs, DIPB = Developmentally
Inappropriate Practice Beliefs, FCI = Family, Culture, and Inclusion Beliefs.
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Primary Analysis

The primary analysis sought to determine the relationships between mothers’ and
fathers’ scores on DAPB, DIPB, and FCI. Therefore, a series of analyses were conducted,
including correlation analysis and paired t-tests, in order to model the similarities and
differences between parent scores. In addition, a series of repeated measure MANOV As
was conducted to determine the relative impact of parent gender, school type, and SES on
the scores. These analyses also helped to determine if there were differences between the
three different beliefs. Finally, a series of multiple regression models was conducted to
model the predictive nature of various items on the factor scores for DAPB, DIPB, and
FCIL

Paired t-tests were conducted on the three beliefs to compare mothers’ and
fathers’ scores (see Table 13). The test comparing parents on DAPB failed to reveal a
significant difference for mother and father ratings, ¢ (369) = 1.10, p = .237. Similarly,
there were no significant differences between parents on FCI ratings, ¢ (369) = 1.04,

p =.298. There were, however, significant differences between parents’ DIPB ratings,
1 (369) =-3.76, p < .001. Fathers rated DIPB as more important (M = 3.20) than mothers
(M =3.10).

Pearson’s product moment correlations were conducted to examine the
relationships between ratings of DAPB, DIPB, and FCI with mother SES and father SES
(see Table 14). There were significant negative correlations between mother SES and
DIPB as rated by mothers, r (371) = -.248, p < .001 and DIPB as rated by fathers, r (371)

=-.144, p < .001. In addition, there were significant negative correlations between
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fathers’ SES and DIPB as rated by mothers, r (371) =-.374, p < .001 and DIPB as rated
by fathers, r (371) =-.320, p < .001. These findings indicate that higher parents’ SES was

associated with lower scores on DIPB as rated by both parents.

Table 13

Paired t-test of Mother and Father Scores on DAPB, DIPB, and FCI

N Mean SD t p
DAPB 1.10 273
Mother 369 4.05 45
Father 369 4.02 A48
DIPB -3.76 <.001
Mother 369 3.10 .64
Father 369 3.20 .63
FCI 1.04 298
Mother 369 3.88 .58
Father 369 3.84 57

Note: Means with a sample size less than 379 reflect missing data. DAPB =
Developmentally Appropriate Practice Beliefs, DIPB = Developmentally Inappropriate
Practice Beliefs, FCI = Family, Culture, and Inclusion Beliefs.

There was also a significant positive correlation between mothers’ SES and
mothers’” FCI, r (371) = .136, p < .001. Similarly, there was a significant positive
correlation between fathers’ SES and mothers’ FCI, r (371) = .148, p < .001. These

findings indicate that higher parent SES was associated with higher FCI scores as rated

by mothers. Finally, there was also a significant relationship between fathers’ SES and
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DAPB as rated by mothers, r (371) =.140, p < .001, indicating that higher fathers’ SES

was associated with higher DAPB scores as rated by mothers (See Table 14).

Table 14

Pearson’s Product Moment Correlations Between SES and the Factor Scores by Mothers

and Fathers
Mother SES Father SES

DAPB

Mother 0.060 0.140%*

Father -0.007 0.074
DIPB

Mother -0.248%** -0.374%*

Father -0.144%* -0.320%*
FCI

Mother 0.136%* 0.148**

Father 0.016 0.021

Note: ** p <0.001. DAPB = Developmentally Appropriate Practice Beliefs, DIPB =

Developmentally Inappropriate Practice Beliefs, FCI = Family, Culture, and Inclusion
Beliefs.

Socioeconomic Status

A measure (DAPB vs. DIPB vs. FCI) x parent (father vs. mother) x SES (low vs.
high) repeated measures MANOVA was conducted on the beliefs scores. Means and
standard deviations are displayed in Table 15. There was a significant main effect for

SES, F (1, 367) =5.01, p < .05. Across the three beliefs, participants with low SES scores
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(M =3.72) were significantly higher than participants with high SES scores (M = 3.63).
The results also revealed a significant within subjects main effect for measure, F (1.42,
519.93) =746.91, p < .001. Pairwise comparisons revealed that participants’ scores for
DAPB (M = 4.04) were significantly higher than scores for DIPB (M = 3.12) and FCI (M

= 3.80).

Table 15

Descriptives of Factor Scores by Mother and Father and Low Versus High SES

Low SES High SES
Mean SD Mean SD

DAPB

Mother 3.99 47 4.12 42

Father 4.00 .49 4.04 46
DIPB

Mother 3.28 .63 2.83 .55

Father 3.36 .64 2.99 .56
FCI

Mother 3.81 .59 3.97 .55

Father 3.85 .57 3.82 .56

Note: Means are from a measure (DAPB vs. DIPB vs. FCI) x parent (father vs. mother)

x SES (low vs. high) repeated measures MANOVA. Significant main effect for SES,

F (1,367) =5.01, p < .05. Significant main effect for measure, F (1.42, 519.93) = 746.91,
p < .001. Significant interaction effect for measure x SES, F (1.42, 519.93) =61.09, p

< .001. Significant interaction for measure x parent, F (2, 734) = 17.69, p < .001.
Significant three-way interaction for measure x parents x SES, F (1.74, 639.22) =7.96, p
< .01. DAPB = Developmentally Appropriate Practice Beliefs, DIPB = Developmentally
Inappropriate Practice Beliefs, FCI = Family, Culture, and Inclusion Beliefs. High SES=
high socioeconomic status. Low SES= low socioeconomic status.
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There was a significant interaction effect for measure x SES, F (1.42, 519.93) =
61.09, p <.001. Participants’ scores for DAPB were similar for participants with low
SES (M = 4.00) and participants with high SES (M = 4.08). Likewise, participants’ scores
for FCI were similar for participants with low SES (M = 3.83) and participants with high
SES (M =3.89). Scores for DIPB, however, were significantly less than both DAPB and
FCI for both participants with low and high SES. In addition, the DIPB scores for
participants with low SES (M = 3.32) were higher than the DIPB scores for participants
with high SES (M =2.91).

The interaction effect for measure x parent was significant, F' (2, 734) = 17.69, p
< .001. Scores for DAPB were similar for both mothers (M = 4.06) and fathers (M = 4.02).
Similarly, scores for FCI were also similar for both mothers (M = 3.89) and fathers (M =
3.84). Scores for DIPB, however, were lower than the DAPB and FCI scores for both
parents. In addition, DIPB scores for mothers were lower (M = 3.06) than the DIPB
scores for fathers (M = 3.17).

The three-way interaction effect for measure x parents x SES was also significant,
F (1.74,639.22) =7.96, p < .01. Low SES mothers’ scores for DAPB (M = 3.99) were
slightly lower than high SES mothers’ scores for DAPB (M =4.12). A similar pattern
was observed for FCI, where low SES mothers’ FCI scores were slightly lower (M = 3.82)
than high SES mothers’ FCI scores (M = 3.97). DIPB scores for mothers, however, were
lower than both the DAPB and FCI scores. In addition, low SES mothers’ scores for
DIPB were higher (M = 3.28) than high SES mothers’ scores for DIPB (M = 2.83). The

fathers’ scores revealed a somewhat similar pattern across measure and SES. Low SES
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fathers’ scores for DAPB (M = 4.00) were nearly equal to high SES fathers’ scores for
DAPB (M =4.04). A similar pattern was observed for FCI, where low SES fathers’ FCI
scores (M = 3.85) were nearly equal to high SES father FCI scores (M = 3.82). DIPB
scores for fathers, however, were lower than both the DAPB and FCI scores. In addition,
low SES fathers’ scores for DIPB were higher (M = 3.36) than high SES fathers’ scores
for DIPB (M =2.99) (See Table 15).

School Type

A measure (DAPB vs. DIPB vs. FCI) x parents (father vs. mother) x school type
(public vs. private) repeated measures MANOV A was conducted on the belief scores.
The means and standard deviations are presented in Table 16. There was a significant
main effect of school type, F (1, 365) = 4.38, p < .05. Parents with children in public
schools had higher scores (M = 3.72) than parents with children in private schools (M =
3.63). There was also a significant within subjects main effect for measure, F (1.41,
512.88) = 688.33, p < .001. Parents’ scores for DAPB (M = 4.03) were significantly
higher than both scores for DIPB (M = 3.13) and FCI (M = 3.86).

The interaction effect for measure x school type was also significant, F (1.41,
512.88) =36.21, p < .001. Parents’ scores for DAPB were similar for parents with
children in both public (M = 4.03) and parents with children in private schools (M = 4.04).
Parents’ scores for DIPB, however, differed by school type; parents sending children to
public schools had higher scores (M = 3.29) than parents with children in private schools

(M =2.96) (related to DIPB). Finally, scores for FCI were somewhat similar, with
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parents sending children to public schools scoring somewhat lower (M = 3.82) than

parents with children in private schools (M = 3.91) (See Table 16).

Table 16

Descriptives of Factor Scores by Mother and Father and Public Versus Private School

Public Private
N Mean SD N Mean SD

DAPB

Mother 208 4.03 48 159 4.08 42

Father 208 4.04 .50 159 4.00 44
DIPB

Mother 208 3.26 .60 159 2.88 .62

Father 208 3.33 .60 159 3.04 .63
FCI

Mother 208 3.82 .58 159 3.95 .58

Father 208 3.82 .60 159 3.86 .52

Note: Means are from a measure (DAPB vs. DIPB vs. FCI) x parent (father vs. mother) x
school type (public vs. private) repeated measures MANOVA. DAPB = Developmentally
Appropriate Practice Beliefs, DIPB = Developmentally Inappropriate Practice Beliefs,
FCI = Family, Culture, and Inclusion Beliefs. Significant main effect for school type, F
(1, 365) = 4.38, p < .05. Significant main effect for measure, F (1.41, 512.88) = 688.33, p
<.001. Significant interaction effect for measure x school type, F' (1.41, 512.88) = 36.21,
p < .001. Significant interaction for measure x parent, F' (1.73, 632.49) = 15.49, p < .001.
Significant three-way interaction for measure x parents x school type, F' (1.73, 632.49) =
477, p < .05.
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There was a significant interaction effect for belief measures x parents, F' (1.73,
632.49) = 15.49, p < .001. Scores for DAPB were similar for mothers (M = 4.05) and
fathers (M = 4.02). Likewise, scores for FCI were similar for both parents, with fathers
having somewhat lower FCI scores (M = 3.84) compared to mothers (M = 3.88). DIPB
scores, however, were less than the scores for DAPB and FCI. In addition, mothers had
lower scores for DIPB (M = 3.07) than fathers (M = 3.18).

Finally, there was a significant interaction effect for belief measures x parents x
school type, F (1.73, 632.49) =4.77, p < .05. Within public school, group parents’ scores
for DAPB were the highest, and mothers’ scores (M = 4.03) were very similar to father
scores (M =4.04) for DAPB. Similarly, parents sending their children to public schools
did not differ on FCI scores, with mothers (M = 3.82) and fathers (M = 3.82) having the
same FCI scores. Finally, scores for DIPB were lowest among parents sending children to
public schools. Mothers scored lower (M = 3.26) than fathers (M = 3.33) on DIPB.
Among parents sending children to private schools, the scores for DAPB were the highest;
however, there was only a small gap between DAPB scores and FCI scores. Private
school parents also tended to differ a little more in their scores. Mothers within private
schools had slightly higher scores for DAPB (M = 4.08) than fathers within private
schools (M =4.00). In addition, private school mothers had slightly higher FCI scores (M
= 3.95) compared to father FCI scores (M = 3.86). Finally, the scores for DIPB were the
lowest among private school parents’ scores. Mothers had lower scores (M = 2.88) than

fathers (M = 3.04) on DIPB.
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DAPB Scores

A multiple linear regression was conducted to predict DAPB scores among
parents. The predictors included sex, SES rank, and school type (public or private) (see
Table 17). The overall model was significant, F (3, 740) = 3.50, p < .05, and accounted
for 1.4% of the variance. The results indicated that SES rank was a significant predictor
of DAPB scores. Higher SES rank was associated with an increase in DAPB scores (Beta

=.119, p < .01).

Table 17

Linear Regression Predicting DAPB Scores from Sex, SES Rank, and School Type

Unstandardized
B SE Beta t p
Parent sex 025 .03 027 74 461
SES rank .068 .02 119 3.15 .002
School type .020 .04 022 58 563

Note: F (3, 740) = 3.50, p < .05, R? = .014. SES rank= I, II. IIT, IV, and V. School type=

public/ private.

DIPB Scores
A multiple linear regression was conducted to predict parents’ DIPB scores. The
predictors included gender, SES rank, and school type (see Table 18). The overall model

was significant, F (3, 740) = 46.99, p < .001, and accounted for 16% of the variance. The
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results indicated that gender, SES rank, and school type were all significant predictors of
DIPB scores. Being a mother (vs. father) was associated with a decrease in DIPB scores
(Beta = -.086, p < .05). In addition, public schools were associated with an increase in
DIPB scores (Beta = .194, p < .001). Finally, higher SES rank was associated with a

decrease in DIPB scores (Beta = -.295, p < .001).

Table 18

Linear Regression Predicting DIPB Scores from Sex, SES Rank, and School Type

Unstandardized
B SE Beta t p
Parent sex -.110 .04 -.086 -2.55 011
SES rank -.233 .03 -.295 -8.49 .000
School type .249 .04 194 5.57 .000

Note: F (3, 740) = 46.99, p < .001, R? = .160. SES rank= I, II. III, IV, and V. School

type= public/ private.

FCI Scores

A multiple linear regression was conducted to predict parents’ FCI scores. The
predictors included sex, SES rank, and school type (see Table 19). The overall model was
significant, F (3, 740) = 3.01, p < .05, and accounted for 1.2% of the variance. The results

indicated that SES rank was a significant predictor of parents’ FCI scores. Higher
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parents’ SES rank was associated with higher FCI scores (Beta = .078, p < .05). SES

rank= I, IL. III, IV, and V. School type= public/ private.

Table 19

Linear Regression Predicting FCI Scores from Sex, SES Rank, and School Type

Unstandardized
B SE Beta t p
Parent gender .035 .04 .030 .83 405
SES rank .055 .03 078 2.08 .038
School type -.062 .04 -.054 -1.43 152

Note: F (3, 740) = 3.01, p < .05, R? = .012. SES rank= I, IL. III, IV, and V. School type=

public/ private.

Summary
The purpose of this research was to examine parents’ beliefs about DAP in early
childhood education programs that serve Taiwanese young children. A sample of 379
matched parent (mother and father) pairs was studied. The parents were mostly college
graduates, and slightly more than half (58%) held low socioeconomic status. These
parents for the most part (62%) had two children. Interestingly, 56% of the parents’
children attended public schools. All three of the DAP scales were found to be reliable

with this sample. This study found that mothers and fathers had similar beliefs about
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DAP. Parents’ scores for DAP were similar for those with low SES (M = 4.00) and
parents with high SES (M = 4.08). Parents’ scores for DAPB were similar for parents
with children in public (M = 4.03) as well as private schools (M = 4.04). The DAPB and
FCI scale scores for both mothers and fathers were high with some variability. Mothers’
and fathers’ scores on the DIPB scales were lower and showed even more variability.
Linear regression models were used to predict parents’ DAPB, DIPB, and FCI
scale scores based on their sex, socioeconomic status rank, and their children’s school
type. The results indicated that SES rank was a significant predictor of DAPB scores.
Higher SES rank was associated with an increase in DAPB scores (Beta = .119, p < .01).
The findings with this sample were inclusive and lead to a need for further discussion and

research.
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CHAPTER V
DISCUSSION

The purpose of this study was to examine Taiwanese parents’ beliefs about
developmentally appropriate practice in early childhood programs that serve their
children from 3 through 6 years old in Taiwan’s public and private preschools and
kindergartens. Questionnaires were completed by 758 Taiwanese fathers and mothers
(379 matched parents), all of whom had a least one child enrolled in a public or private
preschool or kindergarten. Findings regarding family SES demonstrated fathers held
stronger beliefs about developmentally inappropriate practices than mothers, especially
for fathers with lower SES.

Summary and Discussion

Taiwanese Parents’ Ideas and Beliefs of DAP

The first research question examined the extent to which parents in Taiwan
reported their beliefs about DAP. Findings from this study indicated fathers and mothers
reported their beliefs of developmentally appropriate practice (DAP) as very important
(4.05 and 4.02) on the same 5-point Likert scale. This finding may be due to recent
introduction of child centered approaches in Taiwan (Hsieh, 2004). This finding was also
consistent with Chang's (2003) study. Fathers and mothers had scored DIPB somewhat
lower (3.20 and 3.09) on the same 5-point Likert scale. Fathers and mothers rated the
value of family, culture, and inclusion (FCI) as fairly important (3.88 and 3.84) on the

same 5-point Likert scale. The findings indicated the multicultural education and
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inclusion are emphasized in the U.S, whereas in Taiwan, the students are more
homogenous in terms of ethnicity (Brok & Levy, 2005). The majority of children, at their
time, are of Taiwan-Chinese ethnicity (Ministry of Education, 2006). The government
has limited implemented educational policies related to cultural diversity and
multicultural education (Chen, 2005). Because parents are rarely faced with a cultural
issue in Taiwan, they value this cultural curriculum as less than DAPB within an early
childhood education program.
Parents’ Beliefs about DAP for Mothers and Fathers

The second research question focused on the differences of the three dimensions
(DAPB, DIPB, and FCI) of the beliefs about DAP between fathers and mothers. For
DIPB (inappropriate beliefs), fathers had higher scores than mothers. This finding may be
due to mothers’ greater involvement in their children’s education than fathers. Mothers
may have more opportunities to learn about child-centered education. Fathers and
mothers did not differ on their beliefs about DAP or FCI, indicating both mothers and
fathers equally recognized these beliefs.
Parents’ Beliefs about DAP and SES

The third question examined the group differences of SES on the three
dimensions of the beliefs about developmentally appropriate practices between parents of
different socioeconomic status: DAPB, DIPB, and FCI. A significant relationship was
found between mothers and fathers on the correlations between socioeconomic status
(SES) rank and the three belief dimensions. The results showed there was weak, positive

relationship between fathers” SES and their beliefs about DAPB. Higher fathers’ SES
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was related to higher DAPB scores for mothers. There were not any significant
correlations for fathers’ SES and fathers’ DAPB scores. These findings indicated that
upper socioeconomic status parents reported a higher beliefs about DAP (Grebe, 1998).
Contrary to DAPB, results showed fathers and mothers had moderate and negative
relationships between their SES and beliefs about DIPB. Higher SES was related to lower
DIPB scores for fathers and mothers. These findings may be due to differences between
the positive dimensions of the DAPB and the negative dimensions of DIPB. Results also
showed a weak, positive relationship between mothers’ SES and their beliefs about FCI.
Again, higher SES was related to higher FCI scores for mothers. There were no
significant correlations between SES and FCI for fathers. This finding about FCI is
consistent with previous findings in this study which showed there were not any
significant correlations for SES and DAPB for fathers. The beliefs of DAPB and FCI are
positively focused on early childhood education. When teachers implement DAPB and
FClI in their classrooms, their children will have positive outcome from their development
and learning. Fathers of different SES may be less involved in their children’s education;
hence, the SES of fathers had little bearing on their beliefs about developmentally
appropriate practices (Liou, 2006).

The findings showed that low SES parents and high SES parents did not differ on
DAPB. Parents with lower SES had higher DIPB scores than those with higher SES.
These results may reflect that lower SES parents were more supportive of formal didactic
methods of education for young children (Mueller, 1996; Powell, 1989). Low and high

SES mothers and fathers did not differ on FCI. For low SES, mothers and fathers did not
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differ on DAPB or FCI. An interaction effect was found. Lower SES fathers had higher
DIPB scores than lower SES mothers. For those with higher SES, mothers scored higher
than fathers on DAPB and FCI. Higher SES fathers scored higher than high SES mothers
on DIPB. This may be due to mothers having greater involvement in their children’s
education than fathers (Chen, 2005).
Parents’ Beliefs About DAP and School Type

The fourth question examined if there were any differences between the three
dimensions of DAP beliefs among parents with children enrolled in private or public
early childhood programs. The findings showed public and private school parents did not
differ on DAPB or FCI. Public school parents had higher DIPB scores than private school
parents. Mothers with children in public schools had higher DIPB scores than mothers
with children in private schools. Mothers with children in public schools had lower FCI
scores than mothers with children in private schools.
Parents’ Sex, SES, and Child School Type

The fifth question explored to what extent do parents’ sex, socioeconomic status,
and children’s school type collectively predict parents’ DAP beliefs. The findings from
this study showed these variables accounted for only 1% of variance for DAPB. The
effect size was small, and the only significant individual predictor was SES. Increased
SES predicted increased DAPB. For DIPB, these variables accounted for 16% of the
variance, and the effect size was moderate. Gender was a significant contributor of DIPB
scores. Mothers (compared to fathers) predicted decreased DIPB scores. Increased SES

predicted decreased DIPB scores. Public school versus private school attendance was also
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a significant contributor in DIPB scores. Public school attendance (compared to private
school) predicted increased DIPB scores. For FCI, these variables accounted for 1% of
variance for FCI, and the effect size was small. The only significant individual predictor
was parents’ SES. Increased parents’ SES predicted increased FCI scores. Other studies
supported SES as an important factor or predictor for parents’ beliefs or expectations
about their children’s education (Chen, 2005; Harding, 2006; Liou, 2006; Mueller, 1996;
Yamamoto, Holloway, & Suzuki, 2006). Economic, education, and vocational
background also appeared to influence parental beliefs in DAP in early education
programs.
Contributions and Limitations

Despite the Taiwanese government’s efforts and those of early education
professionals to support developmentally appropriate beliefs and practices, this study of
parents’ DAP beliefs demonstrates limited impacts. This study provided some data to the
field on different dimensions of DAPB/DIPB among a select group of Taiwanese parents.
This study compared group differences between parents on the three dimensions of DAP.
Demographic variables predicting parents” DAPB and DIPB were explored in this study.
This study partially validated the psychometric properties of the parents’ beliefs survey in
Taiwanese culture.

The findings of the present study should be considered in light of the following
limitations. A convenience sample was used for this study, and the generalizability of the
findings is limited. The translated and modified questionnaire evidenced psychometric

challenges among this Taiwan sample. Due to limited sample size, the researcher did not
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conduct confirmatory factor analysis (CFA) and exploratory factor analysis (EFA) to
validate the factor structure of the instrument (Hair, Black, Babin, Anderson, & Tatham,
2006), and this serves as a study limitation. The researcher did not monitor participants’
answering of the questionnaire, which may have resulted in lower quality answers. The
self-reported nature of this questionnaire may have threatened its ecological validity
(Stone & Litcher-Kelly, 2006).

Future Research

The following recommendations are provided for further study. A redesign of the
survey instrument, which to include additional variables that may contribute to beliefs
about DAP would be beneficial. Also, carefully analyzing the validity and reliability of
this instrument is important if it is to be used with parents. Administering multiple and
mixed methods to explore and validate the various questions within the questionnaire is
needed.

The researcher used a questionnaire of DAP belief for teachers found in a study
by Kim (2005). Further study of the psychometric properties and the survey structure are
needed as they relate to both male and female parents. Exploration of ways to enhance
the validity and reliability of the questionnaire is needed to improve the quality of the
data. To reflect the uniqueness of Taiwan’s educational culture, indigenous instrument
for a Taiwanese sample is needed for future studies.

Further research is needed about other parental characteristics, such as parent’s
age, children’s sex, children’s birth order, number of siblings, and residential region and

how these characteristics may impact parents’ beliefs about DAP in early childhood
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education (Lin, 2004). Additionally, it would be very interesting to study single parent
families and those who have a parent who has immigrated to Taiwan.

Finally, further research may employ qualitative methods to collect the data, such
as classroom observations, case studies, and interviews, all which would complement a
self-report survey method. Also the researcher could use triangulation and mixed
methods data analyses to enhance the understanding of parents’ DAPB (Creswell, 2003).

Implications

The findings of this study include research, practice, policy, and culture
implications as they relate to early childhood education. The discussion will focus on
ways to expand research, improve practice, consider policies, and be inclusive of various
cultural aspects in research, practice and policy.
Research Implications

Fathers and mothers did not differ in their beliefs about DAP, indicating both
similarities with paired parents. Fathers had higher beliefs about DIPB. The findings
demonstrated that high SES parents and low SES parents did not differ on their beliefs
about DAP. The findings indicated parents who sent their children to public or private
schools did not differ on DAPB. These findings are not fully explained through this study;
further investigation is needed. Changing educational values, educational policies, and
parental involvement in education may contribute to these findings about parents’ beliefs
towards DAP (Yamamoto, Holloway, & Suzuki, 2006). The multiple regression analyses
on predicting different dimensions of DAPB and DIPB in this study also need further

investigation and may be enhanced by adding additional parental and family variables.
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This study was a beginning to understand belief factors related to DAP among Taiwanese
parents.

As educational policies and teacher practices in both private and public
educational programs for young children change, research will be needed to better
understand the impact of these on DAP. Likewise, as parents’ ideas and values related to
the education of young children change, studies will be needed to explore their DAPB.
Practice Implications

From a practical perspective, this research found that Taiwanese parents of young
children generally endorse DAP beliefs. However, fathers in this inquiry held stronger
beliefs about developmentally inappropriate practices than mothers, especially among
lower SES fathers. A possible priority for future parent education for lower SES fathers is,
to help them understand more about DAP, in order for them to alter their beliefs about
developmentally inappropriate practices (Yamamoto, Holloway, & Suzuki, 2006). The
finding of this study also indicated Taiwanese parents’ SES is an important factor for
influencing their beliefs about DAP. It is important for schools and teachers to encourage
lower SES parents to be more involved in children’s education and to inform them more
about the advantages of DAP in classrooms. Teachers could also demonstrate DAP to
parents of young children so that they could better understand these practices.

As teacher practices in both private and public educational programs for young
children change, research will be needed to better understand the impact of these changes
on DAP. Likewise, as parents’ ideas and values related to the education of young

children change, studies will be needed to explore their DAPB.
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Policy Implications

The Taiwan Ministry of Education and Ministry of Interior will need to continue
to explore the population trends of parents with young children in order to better serve
young children and their families. Several parental variables that will need to be
considered are single parents, both parents working outside the home, parents of different
cultural backgrounds, such as, the number of foreign mothers currently in Taiwan and the
very recent changes in government leadership (Lin, 2007). As the economy changes in
Taiwan and in other countries, policies will likely change to reflect the values of the
people on educating young children. It is possible in Taiwan, more parents and caregivers
will enroll their children in public education rather than private. This may have policy
implications for curriculum, teacher education, and funding of early childhood education
programs (Liou, 2006). Studies exploring the educational policies of various Asian
countries and parents’ DAP beliefs would be interesting and informative.

As Taiwan aligns itself more with China, educational policies will need to be
studied to see if there are changes in the influence of Western cultures. It would also be
important to learn more about the impact of the United State legislation related to “No
Child Left Behind,” on Taiwan’s educational policies and the impact this may have on
parents’ belief about DAP.

Culture Implications

The emphasis in education has been on traditional Confucian philosophy in

Taiwan, and this has influenced Taiwanese parents’ and teachers’ beliefs and practices.

Taiwanese parents often believe education and a college degree are important aspects of
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their children’s accomplishments and are necessary for their future financial and career
success (Lin, 2004). Because of these beliefs and the high educational competition,
parents in Taiwan believe in strong academic experiences for their young children. Most
early childhood professionals (Chen, 2002) think DAP is a non-academic approach which
promotes young children’s positive development. Early childhood professionals
introduced DAP ideas to Taiwanese early childhood educators and parents over 10 years
ago (Liou, 2006). Taiwanese Ministry of Education and Ministry of Interior supported
DAP’s implementation in early childhood classrooms (Chen, 2005). Yet, as evidenced by
this study, it is slow to change long-term culture beliefs and practices. At the same time,
this study provides some indicators that more Taiwanese parents will support DAP due to
increasing influence of Western educational views and also Taiwan’s changing social
structure, including the growth of the economy, changes in family size, and technological
advancements (Hsieh, 2004).
Summary

The findings showed: (a) fathers and mothers of young children held DAPB as
important; (b) fathers had higher scores than mothers on DIPB; (¢) mothers with high
SES scored higher than fathers with high SES on DAPB and FCI; (d) mothers with
children in public schools scored higher on DIPB than mothers of children in private

schools; and (e) increased SES of parents predicted increases in DAPB and FCI.
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Parents’ Beliefs about Their Children’s Early Childhood Education Questionnaire
(Father answers blue one and mother answers pink one)
Today’s Date:

Directions: The information in this questionnaire will be kept confidential. The study will
not hurt you in any way. No others except for researchers will know your answers.
Therefore, please answer the questions honestly.
Part I. Family Background : Please circle the responses to the following :
(1) Parents-
1. Age
2. Family type
A. Two-parents

B. Single Parent

3. Year of education completed

Highest level of education completed
A. Uneducated
B. Graduated from elementary
C. Graduated from middle school, high school, or vocational high school
D. Graduated from a university or college

E. Graduated from graduate School

4. Occupation (Please check the appropriate category v or fill in the “Other “space).
A. Semi-technical and non-technical workers: such as housekeeper, vendor,
fisherman, seaman, waiter, servant and unemployed.
B. Technical worker: such as electrician, salesman, driver, tailor, beauty-
specialist, barber, chef, and postman.

C. Semi-professional worker and public servant: such as technician,
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cashier, general public servant, policeman, and elementary school teacher,
low level official.

D. Professional and official: such as accountant, judge, lawyer, engineer,
secondary school teacher, middle level administer, principal, and owner or
manager of company.

E. High-level professional and administrator: such as doctor, legislator,
congressperson, college professor, military general, and president of a large
enterprise.

________F.Other.
(2) Your children-
5. How many children do you have? Please list the following information for
each child.
Attending Attending Attended Attended
Sex: Date of Birth public school private school public school private school

Child 1:

Child 2:

Child 3:

Child 4:
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Part Il. Parents’ Beliefs Scale

Directions: The purpose of this questionnaire is to investigate parents’ beliefs
about early childhood education for their children. Since the questionnaire
assesses beliefs, there are no “right” or “wrong” answers—each person answers
each question based on his or her personal beliefs. At least you need to have one
child is attending the nursery school or kindergarten at present. Please circle the
number that most nearly represents your beliefs about each item’s importance for
early childhood programs.

1: Rank the following (1-6) by the amount of influence you believe each has on the way
teacher’s plan, or will plan, and implement instruction, after considering children’s needs.
Please use each number only once.

(1 = Most influence; 6 = Least influence)

Parents
School system policy
Principal/director

Teacher
State regulations
Other teachers
1 2 3 4 5
Not at all Not very Fairly Very Extremely
Important Important Important Important Important
2. As an evaluation of children’s progress, readiness or
achievement tests are____. 1181 &t5 |3
3. To plan and evaluate the curriculum, teacher observation
& 1243 4 -5
4. ltis for activities to be responsive to individual
children’s interests. EE2 | 3449
5.ltIs for activities to be responsive to individual
differences in P2 i3 L 4§
children’s levels of development.
6. ltis for activities to be responsive to the cultural
diversity of students. 1. }2 } 348 O
7. 1tis that each curriculum area be taught as separate
subjects (e.g., Math, language, science) at separatetimes | 1 | 2 | 3 | 4 | 5
like elementary school.
8. ltis for teacher-child interactions to help develop
children’s selfesteem and positive feelings toward learning. | 1 | 2 | 3 | 4 | 5
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1 2 3 4 g
Not at all Not very Fairly Very Extremely
Important Important Important Important Important
9.ltis for teachers to provide opportunities for children
to select many of their own activities. £
10. ltis to use the same approach for reading and 51| 4
writing instruction.
11. Instruction in letter and word recognition is in 3.4 4
preschool.
12. ltis for the teacher to provide a variety of learning
areas with concrete materials (writing center, science 3 14
center, math center, etc.).
13. Itis for children to create their own learning
activities (e.g., cut their won shapes, decide on the steps to 34 2
perform an experiment, plan their creative drama, art, and
computer activities).
14. ltis for children to work individually at desks or
tables most of the time. 2] 4
15. Workbooks are in children’s classroom. iy
16. A structured reading or pre-reading program is for
age 3- 6 years old children. 314
17. ltis for the teacher to talk to the whole group and for
the children to do the same things at the same time. L
18. ltis for the teacher to move among groups and
individuals, offering suggestions, asking questions, and 3 |4
facilitating children’s involvement with materials, activities,
and peers.
19. ltis for teachers to use treats, stickers, and/or stars
to get children to do activities that they don'’t really want to 2.1
do.
20. ltis for teachers to regularly use punishments
and/or reprimands when children aren’t participating. 3¢ 4
21. Itis for teachers to develop an individualized
behavior plan for addressing severe behavior problems. i
22. ltis for teachers to allocate extended periods of
time for children to engage in play and projects. 5%
23. Itis for children to write by inventing their own 314
vocabulary.
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1 2 3 4 5

Not at all Not very Fairly Very Extremely
Important Important Important Important Important
24. 1tis for children to color within pre-drawn forms. + 513 g
25. ltis for teachers to read stories daily to children,
individually and/or on a group basis. 20w
26. Itis for children to dictate stories to their teacher. t a9t a
27. ltis that teachers engage in on-going professional
development in early childhood education (e.g., attend 1 t2 413 »
professional conferences, read professional literature).
28. Itis for children to see and use functional print
(telephone book, magazines) and environmental print 1 SR R
(candy boxes, potato chip bags).
20. ltis to provide many daily opportunities for children
to developing social skills (i.e., cooperating, helping, bl 2 0 8
talking) with peers in the classroom.
30. ltis that books, pictures, and materials in the
classroom include people of different races, ages, and 1 1% |3} %

abilities and both genders in various roles.

31. Itis that outdoor time have planned activities. 1 213 .4
32. ltis for parents/guardians to be involved in ways
that are comfortable for them. 112 1"34 4
33. ltis for teachers to use strategies like setting limits,
problem solving, and redirection to be used to help guide a1 214
children’s behavior.
34. Itis for teachers to integrate each child’s home
culture and language into the curriculum throughout the 1.1 & L-3 1 4
year.
35. ltis for teachers to solicit and incorporate parent’s

knowledge about their children for assessment, evaluation, | 1 | 2 | 3 | 4
placement, and planning.

36. Itis ____for teachers to establish a collaborative
partnership/relationship with parents of all children, 1 ‘B L
including parents of children with special needs and from
different cultural groups.

37. ltis for the classroom teacher to modify, adapt, and
accommodate specific indoor and outdoor learning 115 318
experiences for the child with special needs as appropriate
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1 2 a 4 5
Not at all Not very Fairly Very Extremely
Important Important Important Important Important
38. ltis that services (like speech therapy) be provided 314
to children with special needs in the regular education
classroom by specialist within the context of typical daily
activities.
39. ltis that teachers maintain a quiet environment. 2
40. ltis that teachers provide the same curriculum and
environment for each group of children that comes through 314
the program.
41. ltis for teachers to focus on teaching children
isolated skills by using repetition and recitation (e.g., 3| 4
reciting poems).
42. ltis for teachers to follow a prescribed curriculum
plan without being distracted by children’s interests or 314
current circumstances.
43. ltis for teachers to plan activities that are primarily
just for fun without connection to program goals. . *
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Informed Consent Form

Before agreeing to participate in this research study, it is important that you read and understand
the following explanation of the purpose and benefits of the study and how it will be conducted.

Title of Study: Parents’ Beliefs about Developmentally Appropriate Practice (DAP) in
Early Childhood Programs in Taiwan

Principal Investigator: YaotsungYen, a graduate student in the University of North Texas
(UNT) Department of Counseling, Development, and Higher Education.

Purpose of the Study: You are being asked to participate in a research study which involves
parents’ beliefs about developmentally appropriate practice in early childhood programs. The
results of the study will help build strong parents’ and teachers’ partnership in early childhood
programs.

Study Procedures: You will be asked to answer and fill out the questionnaire of parents’ belief
scale that will take about 20 minutes of your time.

Foreseeable Risks: No foreseeable risks are involved in this study.
Benefits to the Subjects or Others: The expected benefit of this research is to provide a

contemporary view of Taiwanese parents’ beliefs about early childhood education. Furthermore
the results may help us understand better if parents support DAP.

>

Procedures for Maintaining Confidentiality of Research Records: The survey will be
anonymous so your confidential information will be protected fully. The confidentiality of your
individual information will be maintained in any publications or presentations regarding this
study.

Questions about the Study: If you have any questions about the study, you may
contact _Yaotsung Yen at telephone number 940-384-9895 or the faculty advisor,
Dr. _George S. Morrison , UNT Department of Counseling, Development, and

Review for the Protection of Participants: This research study has been
reviewed and approved by the UNT Institutional Review Board (IRB). The UNT
IRB can be contacted at (940) 565-3940 with any questions regarding the rights of
research subjects.

Research Participants’ Rights: Your signature below indicates that you have
read or have had read to you all of the above and that you confirm all of the
following:

e Yaotsung Yen has explained the study to you and answered all of your

questions. You have been told the possible benefits and the potential risks
and/or discomforts of the study.

lof 2
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e You understand that you do not have to take part in this study, and your
refusal to participate or your decision to withdraw will involve no penalty
or loss of rights or benefits. The study personnel may choose to stop your
participation at any time.

e You understand why the study is being conducted and how it will be
performed.

e You understand your rights as a research participant and you voluntarily
consent to participate in this study.

e You have been told you will receive a copy of this form.

Printed Name of Participant

Signature of Participant Date

For the Principal Investigator or Designee: I certify that [ have reviewed the
contents of this form with the participant signing above. I have explained the
possible benefits and the potential risks and/or discomforts of the study. It is my
opinion that the participant understood the explanation.

Signature of Principal Investigator or Designee Date

APPROVED BY THE UNT iRB
FROM__2/7/07 79 s/e /08

R0 i)
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