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In this study factors which affect the degree of 

implementation of a curricular change were examined to 

determine how well a specific curricular change was 

implemented in relation to the original intent. 

The change, Developmentally Appropriate Practice, was 

implemented in Department of Defense Dependents Schools, 

Germany Region, beginning in school year 1991-1992 in grades 

kindergarten through two. During school year 1993-1994, 

grade three began the transition to Developmentally 

Appropriate Practice. 

Several factors which influence teacher behavior during 

the implementation process were investigated to determine if 

there is a correlation between those factors and degree of 

implementation, the dependent variable. The independent 

variables in this study were school culture; administrators' 

leadership effectiveness; teacher concerns about the 

implementation; and teacher characteristics including age, 

years teaching experience, years experience in Department of 

Defense Dependents' Schools, and training. 



The degree of implementation, the dependent variable, 

was defined in terms of the extent to which teachers had 

changed their behavior to become congruent with behavior 

required by the change. Teachers were identified as high, 

moderate, or low implementers, based on classroom 

observations. 

One purpose of the study was to increase understanding 

of implementation by analyzing the factors which affect the 

behavior of teachers in the change process. A second 

purpose of the study was to add to the body of research that 

explains why so many educational changes fail to become 

established practice. 

To establish interobserver reliability, two observers 

rated teachers using the same protocol. The interobserver 

reliability coefficient found was reported at .9820. The 

participants in the study completed the Stages of Concern 

Questionnaire, the Administrative Effectiveness Survey, the 

School Culture Survey, and a demographic survey. The 

results were correlated with the Early Childhood Classroom 

Observation form. 

Amount of training was found to have a statistically 

significant positive relationship with degree of 

implementation (p=.006). Statistically significant positive 

relationships were not found between the other independent 

variables and degree of implementation. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

During the past decade, the Department of Defense 

Dependents' Schools system has implemented several 

curricular changes as part of the school improvement 

process. Because the administration of that school system 

is committed to the President's educational goals for all 

students, stated in the National Goals for Education, 

attempts are being made by Department of Defense Dependents' 

Schools worldwide to implement curricular changes currently 

accepted as "best practice" for effective schools in the 

United States. One of these curricular changes is 

Developmentally Appropriate Practice in the primary grades 

of the elementary schools. The primary grades within the 

Department of Defense Dependents' Schools are defined as 

Early Childhood Education and include kindergarten through 

grade three. 

Developmentally Appropriate Practice, as defined by the 

National Association for the Education of Young Children, 

has been implemented in many stateside school systems and is 

recognized nationwide as preferred practice for the 

education of young children (Day and Drake, 1983; Elkind, 

1986; Bredekamp, 1987; Schultz, 1988). Implementation of 

Developmentally Appropriate Practice was begun in school 

1 
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year 1991-1992 in the Germany Region of Department of 

Defense Dependents' Schools (DoDDS-Europe since July, 1994). 

Developmentally appropriate education for primary 

children is developed from an understanding of how primary-

age children learn. Curriculum is derived from the child, 

the content,and the society. The curriculum is a balance of 

child-centered and content-centered curriculum. (Bredekamp, 

1987) . 

The evaluation of the change process must be part of any 

implementation model. Research shows that most school 

systems do not have an evaluation system linked to 

instructional improvement (Fullan and Pomfret, 1977). 

Failure to study implementation, insist these researchers, 

may result in the implementation being ignored. To insure 

that the implementation of Developmentally Appropriate 

Practice in Department of Defense Dependents' Schools 

becomes institutionalized rather than ignored, a 

comprehensive study to evaluate the implementation was 

necessary to determine the extent to which the 

institutionalization of the change corresponded to the 

intended use, and therefore assure that the change becomes 

established practice. 

Statement of the Problem 

In this study seven independent variables which affect 

implementation of curricular change were analyzed. The 
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problem of the study was to determine if, and to what extent 

the independent variables were interrelated and to what 

extent they affected the dependent variable, degree of 

implementation. That determination may help guide 

Department of Defense Dependents' Schools administrators and 

change facilitators as they plan for the successful 

implementation of Developmentally Appropriate Practice and 

other curricular changes in the future. Additionally, the 

determination should be generalizable to the population at 

large, and therefore useful in curricular change 

implementation to any school system. 

Purpose of the Study 

"The odds against successful planned educational change 

are not small. Increasing our understanding of 

implementation may alter them" (Fullan, 1982, p. 80). One 

purpose of this study was to increase understanding of 

implementation by analyzing the factors which affect the 

behavior of teachers in the change process. Through 

increased understanding of the change process, the 

likelihood is increased that change facilitators can better 

plan the implementation phase of the change process to 

insure that the change becomes institutionalized. Although 

factors which affect implementation have been examined in a 

number of studies (Batchelor, 1991; Berman, 1980; Carlson, 

1991; Gaynor, 1990; Gross, Giacquinta, and Bernstein, 1971; 
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and Kimpston, 1983), the complex process of change is still 

relatively little understood. 

A second purpose of this study was to add to the body 

of research that explains why so many educational changes 

fail to become established practice. As Fullan and Pomfret 

(1977) argue, "By investigating implementation 

directly,...we can begin to identify some of the problematic 

aspects of bringing about change" (p. 337). 

In this study teacher behavior in the change process 

was analyzed to answer the following questions: 

1. Does the school's culture affect the degree of 

implementation of a curricular change? 

2. Does the administrators' leadership effectiveness affect 

the degree of implementation of a curricular change? 

3. Do personal characteristics of teachers including age, 

amount of training, years experience in teaching, years 

experience in teaching for the Department of Defense 

Dependents' Schools, and the amount of training affect the 

degree of implementation of a curricular change? 

4. Do teachers' concerns affect the degree of 

implementation of a curricular change? 

Hypotheses 

To carry out the hypotheses of this study, the 

following null hypotheses were tested: 
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HI: The culture of schools will have no statistically 

significant effect on the degree of implementation of a 

curricular change. 

H2: Administrators' leadership effectiveness will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 

H3: Teacher characteristics will have no statistically 

significant effect on the degree of implementation of a 

curricular change. 

H3a: The number of days of training will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 

H3b: The age of teachers will have no statistically 

significant effect on the degree of implementation of a 

curricular change. 

H3c: The number of years teaching experience will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 

H3d: The number of years experience in Department of Defense 

Dependents'Schools will have no statistically 

significant effect on the degree of implementation of a 

curricular change. 

H4: Teacher concerns about the implementation will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 



Significance of the Study 

Factors which affect the degree to which a curricular 

change is implemented were examined in this study. The data 

from studies on the fidelity perspective of implementation 

(Hall and Loucks, 1976; Kimpston, 1983; and Loucks, 1983) 

indicate that implementation is an important phenomenon in 

the process of change, not just an extension of the planning 

and adoption phases. If these findings are correct, 

educators should give serious thought to conceptualizing and 

directly measuring the process of changing teacher 

behaviors. Many school systems today routinely try to adopt 

curricular changes without examining the implementation 

phase. According to Fullan and Pomfret (1977), the main 

problem appears to be that curricular change necessitates 

organizational change. 

This study was significant in that it added to the body 

of knowledge which aids in understanding the complex process 

of change. That information will be useful to 

administrators and staff developers in Department of Defense 

Dependents' Schools and other school systems in the 

development of future change efforts and organizational 

change necessitated by curricular changes. As the process 

of change is more clearly understood, the likelihood is 

increased that change will become institutionalized. 



Definition of Terms 

The following terms are defined for the purposes of 

this study: 

1. School culture is defined as the thinking of educators 

within an organization that expresses values, attitudes, 

beliefs, and ideals of those educators. 

2. Developmentally Appropriate Practice is defined as a 

curriculum philosophy which takes into account not only a 

child's chronological age but the individual level of 

development and interests as well. Children at the same 

chronological age at the same time are not at the same 

social, emotional, physical, nor cognitive levels. Children 

learn almost exclusively by manipulating, exploring, and 

experimenting with objects and the environment. There are 

allowances for a continuum of learning from ages five to 

eight. 

3. Early Childhood Education is defined as the kindergarten 

year through grade three of elementary school. 

4. Degree of implementation is defined as the extent to 

which the actual intent of a curricular change has been 

implemented as measured by the extent to which teachers have 

changed their behavior to become congruent with the behavior 

required by the implementation. 

5. Stage of Concern is defined as how teachers perceive a 

curricular innovation and how they feel about it. 



Limitations 

The study was conducted under the following 

limitations: 

1. The limitations recognized in the collection of data by 

a behavior rating scale affected this study. The School 

Culture Survey, the Stages of Concern Questionnaire, and the 

Administrative Effectiveness Questionnaire were subject to 

teacher bias. 

2. The limitations recognized in the collection of data by 

observational techniques affected this study. The Early 

Childhood Classroom Observation form was subject to observer 

bias. 

Basic Assumptions 

It is assumed that teachers will respond honestly to 

the instruments used to measure school culture, 

administrators' leadership effectiveness, and their own 

stages of concern. It is also an assumption that principals 

responded objectively on the Early Childhood Classroom 

Observation form as they rated teachers on degree of 

implementation. It is further assumed that the members of 

the population sample in Department of Defense Dependents' 

Schools system came from varied geographic backgrounds in 

the United States and worldwide. They were educated in a 

wide variety of American colleges, as well as universities 

abroad. For these reasons, the assumption is made that the 
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results of this study may be generalized to the population 

at large in both the United States and other countries. 



CHAPTER II 

SYNTHESIS OF THE RELATED LITERATURE 

School Culture 

In response to the public outcry for improved schools 

in America, many schools and districts have responded with 

the implementation of a variety of curricular changes. As 

districts plan for the process of school improvement, they 

soon discover that curricular change is not easy. As Fullan 

(1982) states, while educational change is technically 

simple, it is socially complex. As the process of group 

socialization develops into a school's culture, the strength 

or weakness of that culture determines the extent to which 

the members of the culture are able to change their behavior 

to facilitate curricular change. 

Mackenzie (1985) supports a two-step change procedure 

which begins with building a climate for change. A climate 

for change means a psychological atmosphere that is 

conducive for change. In such a climate administrative 

behavior lets teachers know that new ideas are encouraged 

and resources for trying out new ideas are available. To 

encourage teachers to experiment and try new ideas, 

administrators can urge teachers to attend workshops, 

conferences, and other training meetings. 

10 
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Emphasizing the development of a climate for change, 

Mackenzie (1985) encourages administrators to admit that 

they do not have all the answers. The process of sharing 

information between teachers and administrators is important 

to developing a climate for change. It demonstrates trust 

between people that encourages the sharing of ideas and the 

desire for change. 

The culture of the school - the climate, ambiance, 

ethos, customs, and rituals - are crucially important for 

change to occur. Saphier (1985) suggests that the culture 

of a school is its foundation for school improvement. 

Improvements in instruction will be significant when 

cultural norms are strong. School excellence depends on the 

creation of a rich and supportive culture. 

Deal and Peterson (1990) suggest that each school has 

its own feel, and this powerful, yet elusive force is school 

culture. School culture describes the character of a school 

as it reflects patterns of values, beliefs, and traditions 

that have been formed over a course of time. The stream of 

thought, sentiment, and activity that is beneath the 

conscious awareness of everyday activities of an 

organization is the organization's culture. 

School culture, insist Deal and Peterson (1990), 

although extremely powerful, is often neglected from 

discussions of school improvement. Neglect of activities 

which build positive culture in a school can ultimately 
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unravel the coherence of the organization and cause 

reductions in cooperation, productivity, commitment, and 

motivation. Deal (1985) states that even effective school 

improvement movements may collapse unless educators are 

aware of the culture in which change is to occur. He 

compares effective school correlates with the elements found 

in strong school cultures. Leaders must pay attention to 

shared beliefs, values, rituals, heroes and heroines, 

stories, and ceremonies. 

Culture is defined by Bolman and Deal (1991) as both a 

process and a product. As a process, culture is continually 

renewed and new members are taught old ways. As a product, 

culture embodies the accumulated wisdom of those who were 

members before the current members came. 

Oswalt (1985), an anthropologist, defines culture as 

learned and shared behavior patterns. Because we learn 

cultural behavior from others in a group, Oswalt explains, 

it is a sharing of ideas about what is important to that 

group. Most of what one does and thinks is based on 

learning and sharing a behavioral tradition. 

Recent research emphasizes the importance of an 

anthropological or cultural understanding of the teaching 

situation, as well as the value of shared effort and 

collegial support in bringing about curriculum reform. 

According to Butt (1984), the major element of curriculum 

reform that appears to determine the successful 
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implementation of change is the nature of the relationship 

between teachers, supervisors and reformers. Teachers teach 

what they do and how they do for very personal and practical 

reasons. Often, argues Butt (1984), supervisors and 

reformers have been ignorant of classroom reality and 

teacher perspectives on changes. The result has been to 

disenfranchise teachers. 

With this in mind, building principals must build a 

climate for change. Cunningham and Gresso (1993) state that 

the challenge of leadership is to develop an organizational 

culture that addresses the challenge of creating 

"laboratories" that result in continuous improvement. 

Successful educators spend a considerable amount of time 

developing strong school cultures, since nothing can be 

accomplished if the culture works against curricular change. 

Perkins (1992) suggests that more important than any 

particular innovation is a culture of innovation in the 

school with teachers who are ready to move it forward. In 

agreement, Joyce and Showers (1995) suggest that faculties 

should study school climate and the status of growth of 

students and generate initiatives to improve the school, 

based on their findings. 

Development and change must be approached through a 

mutually negotiated process (MacDonald, 1975) . Curricular 

changes only have life in classrooms and schools through the 

professional lives of teachers (Sarason, 1971). 
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Byrk and Driscoll (1988) use data and a review of 

recent research on effective schools to develop a measure of 

school culture or the "community" character of schools. 

From their research, these authors list three components 

necessary for a school to have a strong culture with a sense 

of "community": (a) a system of values or purposes that are 

shared and commonly understood by members of the 

organization, (b) a common agenda of activities, and (c) 

satisfying professional and personal relationships for 

teachers that often extend beyond school hours. 

Investigating the impact that school culture has on 

teachers' work, students' attitudes, and academic outcomes, 

Byrk and Driscoll (1988) found that in schools with a strong 

community sense, teachers feel less isolated, have more 

social support, and are more likely to seek and find help 

from colleagues with work related problems. 

Trempe (1983, 1984) identified alienation of teachers 

as a major stumbling block to curriculum improvement. 

Explaining the causes of such alienation, Flanders (1983) 

identified factors such as relentless time pressure, 

isolation, information overload, unrealistic expectations, 

the demanding mental and emotional effort of teaching, lack 

of preparation time, an atmosphere of negativism, lack of 

status, and fear for their jobs as contributors to teachers 

responding negatively to curricular change. 
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Leadership Effectiveness 

A key guarantor in helping teachers to overcome a sense 

of alienation and in building a strong community sense is 

the building principal. In establishing the climate of the 

building, the principal as the instructional leader has a 

major role (Byrk and Driscoll, 1988). Without strong 

administrative leadership, implementation and modification 

of curricular programs is impossible. Thompson and Cooley 

(1984) cite the absence of administrative leadership as the 

most critical issue facing education. 

Research identifies effective principals as a key 

component in effective schools. "It is hard to find a good 

school without an effective principal" (Bennett, 1986, p. 

128). Principals in effective schools are involved in 

curriculum planning and implementation (Mortimore and 

Sammons, 1987). 

Rutherford (1985) summarizes five qualities of 

effective principals as cited most often in research 

studies. Effective principals have clear visions of what 

they want their schools to become that focus on students, 

translate their visions into goals for students and 

expectations for teachers, establish climates that support 

progress towards these goals, continuously monitor that 

progress, and intervene when necessary in a supportive 

manner. 
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In an attempt to explain how principals go about 

improving effectiveness of their schools and implementing 

curricular changes, Leithwood and Montgomery (1982) assessed 

the status of knowledge about effective and ineffective 

principal behaviors. Findings suggest that only about 50 

percent of principals attempt to assist teachers in 

improving instructional programs (Berman and Pauley, 1975; 

Blumberg and Greenfield, 1980; Leithwood, Ross, Montgomery 

and Maynes, 1978). Those who do attempt to provide 

assistance in implementation of curricular change confront 

pervasive norms of teacher autonomy (Deal and Celloti, 1980; 

Dreeben, 1973; Jackson and Bellford, 1965; Lortie, 1975; 

Packard, 1976; Warren, 1975). 

The principal is buffeted by wanted or unwanted and 

often incomprehensible change, and is expected to lead that 

change (Fullan, 1982). The principal is in the middle 

between teachers and external ideas. However, evidence 

confirms that the majority of principals play a limited role 

in educational change. Those who become involved strongly 

influence how well change progresses, while those who do not 

become involved have an equally powerful influence on how 

poorly it goes (Fullan, 1982). 

Hall, Hord, and Griffin (1980) report that the degree 

of implementation of curricular change in a school by 

teachers is due to the role of the principal. Different 

principals place different amounts of emphasis on teachers' 
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use of the innovation. Principals also have different and 

contrasting degrees of involvement as they work with 

teachers to facilitate the change. 

Examining the effects of leadership effectiveness on 

the degree of implementation, Hall, Rutherford, Hord and 

Huling (February, 1984) describe principals as initiators, 

managers, and responders. Initiators are described as 

having clear and decisive long-range goals. They have 

strong beliefs about what constitutes good schools and 

teaching. They make decisions in relation to their goals 

for the school and what is best for students, based on 

current research and knowledge. They convey and monitor 

their expectations through frequent contact with teachers. 

Managers demonstrate responsive behaviors in answer to 

situations or people. They also initiate actions in support 

of change efforts. They work to provide basic support to 

facilitate teachers' use of a curricular change. They 

defend teachers from excessive demands and keep teachers 

informed about decisions. They are sensitive to the needs 

of teachers. 

Responders allow teachers the opportunity to take the 

lead. They view their primary role as maintaining a smooth 

running school by focusing on traditional administrative 

tasks. They view teachers as professionals who are able to 

implement innovations with little guidance. 
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Hoy and Tarter (1995) advocate shared decision making 

rather than allowing teachers to take the lead. 

Administrators must involve subordinates in the process of 

curricular change and reform. By allowing teachers to 

participate in decision making, the quality of 

administrators' decisions can improve and promote 

cooperation for change. 

Hall et al. (February, 1984) conclude that more 

research must be done before the total functioning of the 

principal as a change facilitator can be described and 

understood. If teachers' positive perceptions of their 

climate is considered important, however, the Manager-style 

principal seems to be more effective. 

The trend that develops from research is that 

principals can and do make a difference (Hall, 1988; 

Leithwood and Montgomery, 1982; Fullan, 1982). According to 

Hall (1988) principals can make a significant difference in 

terms of teacher success in implementing curricular 

innovations. To summarize the research on the role and 

impact of the principal on change, Fullan (1982) draws four 

main conclusions. First, a large percentage of 

administrators operate mainly as administrators and as ad 

hoc crisis managers. These principals are not effective in 

bringing about change. Second, principals who become 

involved in change do so as direct instructional leaders or 

facilitative instructional leaders. Third, because a 



19 

principal cannot become an expert in all subject areas and 

has great demands on time, being a facilitator may be a more 

effective role. Fourth, none of the research says that 

change is impossible without the principal, or that the 

principal is always the most important person in the change 

process. There are many instances of teacher or other 

implementors of change, but they usually have supportive 

principals. 

Hall (1988) discusses research findings that indicate 

that the principal does not bring about change alone. In a 

year-long study conducted at the University of Texas 

Research and Development Center for Teacher Education in 

1982-1983, a serendipitous finding was that, regardless of 

the change facilitator style of the principal, there was at 

least one other facilitator in schools who made a large 

number of interventions. The second change facilitator was 

often a teacher on assignment, a resource teacher, or some 

other person in a non-administrative position who was very 

enthusiastic about the innovation and had credibility with 

teachers, as well as clinical skills and the ability to 

coach. 

In schools where the principal1s style was more of a 

responder, the second change facilitator tended to be a 

district office curriculum person. In those cases, the 

second change facilitator made more interventions than the 

principal, and often the interventions were aimed at the 
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principal rather than the teachers (Hord, et al., 1984). 

Having noted the influence of second or third change 

facilitators, Hall (1988) discusses the role of the 

principal as leader of the change facilitating team. Based 

on their individual leadership style, principals determine 

how much and how well the change facilitating team can 

accomplish its function and the degree of implementation 

success. Principals with vision and intensive, 

collaborative involvement are more successful in bring about 

change in their schools. 

Hall (1988) concludes that while the role of the 

principal is important in the implementation of curricular 

change, school improvement is not a one-person job. How the 

change facilitating team members complement one another and 

what they do is directly related to the role the principal 

takes. The team that is led by a principal who is an 

initiator is one in which the principal is actively involved 

with the second change facilitator and the entire change 

facilitating team as a working, professional colleague. 

Complexity of Change 

As principals and other change facilitators work to 

support change, they are faced with the complexity of change 

itself. Commenting on the complexity of change 

implementation, Henson (1987) explains that although humans 

have no predisposition in favor of the status quo over 
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change, there are several reasons they resist change. 

First, people resist change from force of habit. Second, 

people's behavior is affected by feelings of insecurity and 

inadequacy, brought on by fears of that which is different. 

Finally, teachers are often overwhelmed with changes, 

leading to feelings of hopelessness. 

MacKenzie (1985) suggests that administrators can begin 

to overcome the resistance to change by studying motivation. 

Motivation, he explains, tends to have either a content or a 

process orientation. Within the context of content 

theories, motivation occurs as a result of internal needs of 

individuals. Process theories stress how the motivation 

starts, how it is sustained, or the causes of stopping the 

motivation. 

To develop a general understanding of how to attempt 

change in organizations, MacKenzie (1985) suggests five 

guidelines for administrators: 

1. Change can be forced by administrators by 

threatening the loss of one's job. Everyone has a choice, 

even though it might be unpleasant. Understanding choice 

reminds administrators how difficult and complex it can be 

to get others to change. 

2. The history of the organization, no matter how 

short, exists in the workplace. The history consists of how 

administrators have tried to get change in the past, which 

affects the future of both administrators and teachers. 
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3. People within the organization are constantly 

pushed from within to satisfy internally felt needs. 

4. People are rational. All behaviors can be 

explained in terms of internal needs of the moment and the 

environment. 

5. People react quickly in times of stress or anger. 

Fullan (1982) explains that the causes of change become 

more easily understood when one understands the underlying 

concept of what constitutes change over time. Single-factor 

theories about the causes of change are doomed to failure. 

Effective implementation depends on the combination of 

several factors including the characteristics of the nature 

of change, the character of individual schools and teachers, 

the make-up of the local district, and the existence and 

form of external relationships. 

The analysis of change by Fullan (1982) led to his 

identification of ten basic assumptions for a successful 

approach to educational change: 

1. As a change facilitator, do not assume that your 

version of what the change should be is the one that should 

or could be implemented. One of the main purposes of the 

process of implementation is interaction between 

implementers and others concerned. Successful 

implementation consists of some transformation of initial 

ideas. 

2. Assume that significant innovations, if they are to 
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result in change, require individual implementers to work 

out their own meaning. Because significant change involves 

a certain amount of ambiguity, ambivalence, and uncertainty 

for the individual, effective implementation is a process of 

clarification. 

3. Assume that disagreement and conflict are a 

necessary part of successful change. 

4. Assume that to change, people need pressure. 

However, that pressure must be under conditions which allow 

people to react, form their own positions, interact with 

other implementers, and obtain technical assistance. 

5. Assume that any effective change will take time. 

Implementation occurs developmentally. Significant change 

will take a minimum of two or three years. 

6. Do not assume that lack of implementation is 

rejection of the values embodied in the change. There are a 

number of possible reasons for resistance to change: value 

rejection, lack of adequate resources, or insufficient time 

elapsed. 

7. Do not expect all or even most people to change. 

The complexity of change is such that it is impossible to 

bring about reform in a large social system. Progress 

occurs by taking steps during the implementation process 

which increase the number of people affected. 

8. Assume that a plan based on the above assumptions 

will need to be formulated and put in place. Knowledge of 
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the process of change is an essential first step in 

formulating that plan. 

9. Assume that no amount of knowledge will ever make an 

action plan totally clear. Decisions for action must be 

based on a combination of knowledge, political 

considerations, on-the-spot decisions, and intuition. 

10. Assume that the process of change is frustrating 

and discouraging. Unless all of the above assumptions can 

be made, significant change as far as implementation is 

concerned will not take place. 

Inservice Training 

In addition to understanding the nature of change and 

motivation to change, the principal plays an important role 

in supporting change by providing for inservice training in 

the curricular change, and then continuing support for staff 

development. According to Frey (December, 1979), one of the 

basic principles of program survival is that new programs 

are more likely to survive with continuing staff 

development. While teachers need training when a new 

program is introduced, staff development is equally 

important later on. 

Although agreeing with this postulate, Fullan (1982) 

points out that because the very essence of educational 

change consists of learning new ways of thinking and doing, 

learning new skills, and acquiring new knowledge and 
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attitudes, staff development is one of the most important 

factors related to change in practice. Berman and 

McLaughlin (1978) find that the amount of training is not 

related to implementation. This supports Fxillan (1982), who 

insists that it is the nature of inservice education, not 

the amount, that counts. 

Research concludes that pre-implementation training, 

even in intensive sessions, does not work (Berman and 

McLaughlin, 1978; Miles, 1978; Rosemblum and Lewis, 1979) . 

One-shot workshops prior to or even during implementation 

are not the most effective type of inservice training. The 

most successful programs, according to Joyce and Showers 

(1995) emphasize the proximal (those areas that directly 

affect students) and make changes in curriculum and teaching 

strategies by providing adequate, focused staff development. 

Stressing the need for staff development during 

implementation, Fullan (1982) states that a common problem 

of implementation is failure to recognize and provide for 

this training. It is when people actually try to implement 

a new program that they have the most problems and concerns. 

Research on implementation demonstrates that sustained, 

interactive staff development is crucial regardless of the 

change. 

Discussing the importance of interactive staff 

development, Wood and Thompson (February, 1980) suggest that 

adults learn best through concrete experience when they 
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apply what is being learned in informal situations where 

interaction takes place. According to these authors, in 

planning and conducting effective inservice there are a 

number of facts related to adult education that must be 

considered: 

1. Adults will commit to learning something when the 

goals and objectives of the inservice are considered 

realistic and important. 

2. Adults will learn, retain, and use what they 

perceive to be relevant to them professionally. 

3. Adult learners need to see the results of their 

efforts and receive feedback about progress towards their 

goals. 

4. Adult learners are ego-involved; there is a fear 

of judgment which may promote a positive/negative self-

concept . 

5. Adults come to learning experiences with a wide 

range of experiences, knowledge, skills, interests, and 

competency. Therefore, individualization is appropriate. 

6. Adults want to be involved in the selection of 

objectives content, activities and assessment of inservice 

topics and activities. 

7. Adults will resist situations which they believe 

are an attack on their competence. 

8. Adults reject prescriptions by others for their 

learning. 
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9. Adult motivation for learning has two levels: one 

is to do an adequate job; the other is to bejcome deeply-

involved. The first comes as a result of good benefits, 

salary, and fair treatment. The second builds on the first, 

but comes from recognition, achievement, and increased 

responsibility. 

10. Adult motivation is produced by the learner. 

11. Adult learning is enhanced through inservice that 

demonstrates respect, trust and concern for the learner. 

These findings support the work of Wood and Neill 

(1978) and Keeton (1976) who advocate experiential learning. 

Learning by doing, or experiential learning, includes an 

initial limited orientation followed by participation in a 

real setting to implement what is being learned; an 

examination of the experience by the learners; opportunities 

for the learners to generalize, summarize, and develop their 

own principles and opportunities to try out their principles 

in the work setting (Wood and Thompson, 1980). 

Central to the success for any inservice program is 

individual teacher growth. In order to understand why 

change attempts fail and how they can be improved, it is 

necessary to understand individual teacher growth. Lortie 

(1975) conducted one of the most respected and quoted 

studies of what teachers do and think. The following points 

are summarized from that study: 

1. Teacher training does not equip teachers for the 
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realities of the classroom. 

2. The organization of schools means that teachers 

struggle with their problems and anxieties alone, spending 

most of their time apart from their colleagues. 

3. Teachers do not develop a common technical culture 

as a result of not sharing, observing, and discussing each 

other's work. 

4. If teachers get help, the most effective source 

tends to be fellow teachers, and secondly administrators and 

specialists. 

5. Effectiveness of teaching is gauged by informal, 

general observations of students. 

6. The greatest rewards mentioned by teachers are 

described by Lortie (1975) as "psychic rewards" ( "...the 

times I reached a student..."). The second most frequent 

response is respect from others. 

7. Striking success with students is a source of pride 

in teachers. 

8. A predominant feeling that characterizes the 

psychological state of teachers is uncertainty. 

9. Important to innovation, additional work time 

allowed to 

teachers would be spent in classroom-related activities 

(preparation, teaching groups of students, counseling 

students). 
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Administrative growth is as essential to successful 

change implementation as teacher growth. Berlin and Jensen 

(1989) point out that the role of the central office is very-

important in this growth. To provide effective leadership 

in the change process, principals need information, 

training, and support. Additionally, they need financial 

resources to provide for materials, training, consultants, 

and release time for teachers. Finally, central office 

support of change is essential. The principal who is 

willing to take risks must be rewarded by a good central 

office policy for support of change, just as teachers, in 

turn, must be rewarded for risk-taking by their principal. 

Teacher Concerns About Implementation 

Fullan (1982) emphasizes that the complexity and 

difficulty of teaching as described by Lortie (1975) helps 

to explain teacher stress and concerns about implementation 

of curricular change. The strategies often used by 

promoters of change do not work because they are derived 

from premises different from those of teachers. Berlin and 

Jensen (1989) emphasize that teachers change only if they 

are convinced that the new way is better for them. If 

change is to be effective, teachers must believe that it 

will lead to greater student learning, students will learn 

more easily and enjoy learning more, or somehow the life of 

the teacher will be better or easier. 
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Lortie ( 1975) concludes that most individual teachers 

do not want change. They want smaller classes, more time, 

fewer interruptions, and fewer clerical and other duties. 

Most teachers are not interested in major shifts or changes 

in pedagogical practice or wider school reforms. Teachers 

have limited access to information about innovation or 

limited time to look at information they do receive. 

While agreeing with Lortie, Fullan (1982) emphasizes 

that teachers are not intrinsically uninterested in change. 

However, the culture of schools, the usual way change is 

introduced, and the demands of the classroom do not permit 

or facilitate teacher involvement in exploring or developing 

significant changes in educational practice. 

Implementation of change involves teachers in a process 

of learning new roles and unlearning old roles (van den 

Akker, 1986). Changes are required in behavior as well as 

beliefs. The concept of "developmentalism" (Loucks and 

Lieberman, 1983) explains that teacher concerns about new 

curricula develop from more "self-oriented" concerns early 

in the process to more "task-oriented" concerns as teachers 

begin to use the change. Initially, individuals concerns 

are of an informational and personal nature. As the 

implementation of an innovation begins, concerns become more 

management focused. That is, teachers become concerned with 

materials, schedules, and time requirements. When teachers 

gain confidence in new procedures, they can focus on the 
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impact of the change on students. Concerns at this stage are 

about consequences of the innovation, the innovation's 

impact on learners, collaboration and refocusing. 

Therefore, the initial phase of curricular 

implementation starts with personal, survival concerns. 

Teachers attitudes and beliefs change when they see the 

effect of the change on students. If teachers are convinced 

of the need and helpfulness of the change for students, they 

become enthusiastic supporters of change (Berlin and Jensen, 

1989). Once teachers become enthusiastic supporters of 

change, the next phase of the implementation process, 

continuation or institutionalization, becomes possible 

(Perkins, 1992). 

Teacher Characteristics 

Fullan (1982) reports that the research on teacher 

characteristics and their effect on the degree of 

implementation is inconsistent in its findings. Years 

teaching experience and age are two variables that have been 

frequently measured for their effect on the degree of 

implementation. The results vary, due to many other 

factors. Regardless of the level of education, teachers' 

age, or years of experience teachers may be innovators or 

resisters of change. 
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Developmentallv Appropriate Practice 

From this review of the literature on the factors 

affecting curricular change, the trend that emerges is that 

each of the factors examined does affect implementation of a 

curricular change. However, the extent to which each of the 

individual factors may be interrelated in their effect on 

implementation remains unclear, as does the extent to which 

implementation may be affected by the nature of the change 

itself. In order to expand the knowledge base on the 

interrelatedness of factors affecting curricular change and 

implementation, this study focused on the examination of 

the factors reviewed above as they relate to a specific 

curricular change, Developmentally Appropriate Practice in 

the primary grades. 

The important principles of practice for 

developmentally appropriate primary education are summarized 

from the National Association for the Education of Young 

Children's position statement on Developmentally Appropriate 

Practice (Bredekamp, 1987): 

1. Teachers of young children must be cognizant of 

"the whole child." This principle is based on the important 

premise of child development that all domains of development 

- physical, social, emotional and cognitive - are integrated 

(Schultz, 1988). 
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2. Throughout the primary grades the curriculum should 

be integrated (Katz and Chard, 1989). 

3. Children should be engaged in active, rather than 

passive activities (Katz and Chard, 1989). 

4. The curriculum for primary-age children should 

provide many developmentally appropriate materials for 

children to explore and think about and opportunities for 

interaction and communication with other children and 

adults. The content of the curriculum must be engaging and 

meaningful to the children (Katz and Chard, 1989). 

5. Primary-age children should be provided 

opportunities to work in small groups on projects that 

"provide rich content for conversations." Teachers 

facilitate discussion among children by making comments and 

soliciting the children's opinions and ideas (Katz and 

Chard, 1989). 

6. Teachers must recognize the importance of 

developing positive peer group relationships and provide 

opportunities and support for small group projects that not 

only develop cognitive ability but promote peer interaction 

(Bredekamp, 1987) . 

7. The younger the children and the more diverse their 

backgrounds, the wider the variety of teaching materials 

must be (Durkin, 1980; Katz and Chard, 1989; Katz, Raths, 

and Torres, undated). 
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Day and Drake (1983) also emphasize the importance of 

knowledge of the manner in which children develop. 

Advocating developmental and experimental programs, these 

authors state that the basic philosophy for developmental 

early childhood education is based on two beliefs: that each 

child is unique and must develop as an individual, and that 

interaction, cooperation, and understanding in a group are 

fundamental requirements of a society. 

Children in developmentally appropriate programs are 

provided opportunities to practice developmental tasks. 

These tasks include gaining dependence-independence 

patterns, establishing healthy and appropriate ways to give 

and receive affection, developing a conscience, encouraging 

physical development, and providing opportunities for 

children to communicate in ways that enhance their use and 

understanding of symbols (Day and Drake, 1983) . 

Teachers in developmentally appropriate programs for 

primary children must have knowledge of the physical, social 

and cognitive development of children. When teachers 

participate more with children and are less directive, 

children exhibit higher levels of cognitive play, task 

involvement, and verbal interaction (Phyfe-Perkins, 1981). 

Because children between the ages of two and seven are 

in the concrete stage of cognitive development, they learn 

from concrete experiences (Day and Drake, 1983). As 

children make the transition into school, they still need 
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many opportunities to continue to learn through concrete, 

hands-on experiences. 

The physical setting is important in developmental 

classrooms. Rooms should be designed to encourage children 

to be independent and to have hands-on learning experiences. 

Learning centers for math, science, reading, writing, art, 

listening and cooking can engage children in experiences 

that allow them to use all of their senses as the learn (Day 

and Drake, 1983). 

In alignment with the research on Developmentally 

Appropriate Practice and the principles of appropriate 

practice described by the National Association for the 

Education of Young Children, Department of Defense 

Dependents' Schools have adopted standards for quality early 

childhood programs. According to these standards, quality 

early childhood programs: 

1. Develop positive self-image. 

2. Enhance social and emotional development. 

3. Expand early concepts, encourage independent 

thinking, and develop problem-solving skills. 

4. Improve all communication skills. 

5. Stimulate interest in the natural world. 

6. Increase the child's capacity for self-discipline. 

7. Advance the development of fundamental motor skills 

and abilities. 

8. Identify special, individual mental, social, 
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emotional, or physical needs. 

9. Further the development of respect for human 

dignity and for the rights of others. 

10. Promote aesthetic appreciation and expression. 

11. Encourage creativity. 

12. Increase the child's capacity to give and receive 

affection (National Association of Elementary School 

Principals, undated). 

In summary, the Department of Defense Dependents' 

Schools (DoDDS-Germany) philosophy for early childhood 

education states: 

We believe that young children should be engaged 

in learning which is developmentally appropriate and 

that developmentally appropriate practice involves a 

way of looking at curriculum which takes into account 

not only a child's chronological age but the 

individual level of development and interests as well. 

The flow of learning within the child reaches 

different levels of development at different times. 

Children of the same chronological age are not at the 

same social, emotional, physical, nor cognitive levels. 

The thinking processes of children in the five-to-

eight year range are qualitatively different from those 

of older children. Young children acquire knowledge by 

manipulating, exploring and experimenting with objects 

and the environment. They learn almost exclusively by 
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doing, playing, or moving. 

There must be allowances for a continuum of 

learning from ages five to eight rather than artificial 

barriers of grade level expectations. Children should 

be learning for life, not just preparing for the next 

grade level (DoDDS-Germany Region). 



CHAPTER III 

METHODS AND PROCEDURES 

Research Design 

Developmentally Appropriate Practice in grades 

kindergarten through three of elementary schools was the 

educational innovation studied in this research project. 

The degree to which personal characteristics of teachers, 

including age, length of teaching career, length of career 

in Department of Defense Dependents' Schools, and amount of 

training in Developmentally Appropriate Practice; 

administrators' leadership effectiveness; school culture; 

and teachers' stage of concern had statistically significant 

effects on the degree of implementation of Developmentally 

Appropriate Practice was examined in this study. 

To accomplish the purposes of this study, descriptive 

research methods were used. Because questionnaires and 

surveys are an effective method to accomplish data 

collection in descriptive research, participants were asked 

to respond to three questionnaires. 

Permission was obtained from the Regioncil Director, 

Department of Defense Dependents' Schools, Europe, to 

utilize the elementary schools within the region for one 

academic year, working with the Early Childhood Education 

38 
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(grades kindergarten through three) teachers. Initially, 

all of the principals in the elementary schools within one 

district, the Wuerzburg District, were contacted and asked 

for permission to have their teachers participate in the 

study. When fewer than the targeted sample number, 60 

participants, responded, the study was expanded to include 

eight elementary schools in three school districts within 

Germany. Although 60 teachers agreed to participate and 60 

classroom observations were made, only 58 participants 

returned the completed surveys, making the total sample size 

58. 

Teachers who agreed to participate were asked to 

complete the Stages of Concern Questionnaire, the 

Administrative Effectiveness Questionnaire, and the School 

Culture Survey. All instruments were coded to ensure 

anonymity of the teachers and their schools. 

Classroom observations were made in eight elementary 

schools. The purpose of the observations was to establish 

the degree to which each participant had implemented 

Developmentally Appropriate Practice in the classroom. To 

rate teachers on the degree to which they had implemented 

the curricular change in their classrooms, observations were 

made by the researcher using the Early Childhood Classroom 

Observation form. The researcher's experience includes 

teaching Early Childhood for twelve years and implementing 

Developmentally Appropriate Practice, serving on a district 
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Early Childhood Task Force for three years, and supervising 

Early Childhood teachers in a Department of Defense 

Dependents' School as they implemented Developmentally 

Appropriate Practice. 

Principals in each of the eight schools also made 

classroom observations and rated teachers on the Early 

Childhood Classroom Observation form. In this manner, 

interobserver reliability was established. 

The observation protocol was the Early Childhood 

Classroom Observation form. The form was based on the 

principles of Developmentally Appropriate Practice as 

defined by the National Association for the Education of 

Young Children (Bredekamp, 1987). 

Instrumentation 

Each teacher participant was asked to include 

demographic data on the Stages of Concern Questionnaire. 

The first part of the survey asked for the respondent's 

length of teaching career, time in Department of Defense 

Dependents' Schools, amount of inservice training in 

Developmentally Appropriate Practice, and age. Ages were 

recorded as the following ranges: 20-30, 31-40, 41-50, and 

51-60. Ranges were assigned numbers one through four for 

analysis of data. 

The Stages of Concern Questionnaire was developed at 

the Research and Development Center for Teacher Education, 
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University of Texas at Austin, based on research by Fuller 

(1969). It consists of 35 questions on a Likert-type scale, 

7-0. Test-retest reliability varies from .65 to .96. 

Internal consistency is rated from .64 to .83, and six of 

the seven scales are greater than .70. 

The Administrative Effectiveness Questionnaire, 

developed by Dunn (1988), Professor and Coordinator of 

Administration, Queens College of City of New York was 

adapted, with permission of the author, for this study by 

the researcher. It consists of 16 questions on a summated 

rating scale. The instrument was developed as a basis for 

helping administrators understand growth objectives. 

Saphier's School Culture Survey (1987) was used to 

measure the "community" character of the schools 

participating in this study. Many Department of Defense 

Dependents' Schools teachers were trained using Saphier's 

The Skillful Teacher: Building Your Teaching Skills (1987), 

in a course entitled "The Study of Teaching". Saphier's 

culture survey measured the behavior norms, the qualities of 

the environment that teachers experience which are described 

in "The Study of Teaching". 

The School Culture Survey consists of 24 questions on a 

summated rating scale from 1-5. The survey is divided into 

norms including Collegiality; Experimentation; High 

Expectations; Reaching Out to Knowledge; Appreciation and 

Recognition; Trust; Caring, Celebration and Humor; 
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Protecting What's Important; Traditions; Tangible Support; 

Decision-making; Frank, Civil and Open Communication; 

Initiative; Collective Responsibility; Efficaciousness; and 

Continuous Improvement and Non-defensiveness. 

The Early Childhood Classroom Observation form 

(National Academy of Early Childhood Education Programs, 

1984) was completed on each teacher participant following 

classroom observations by both the school principals and the 

researcher. The instrument consists of 56 items on a 

summated rating scale from 3 = fully met to 1 = not met. 

The items are linked to the Criteria for Quality Early 

Childhood Programs (National Association for the Education 

of Young Children, 1984) . The instrument was designed to be 

used across all age groups from birth through age eight in 

early childhood centers or school settings. For the 

purposes of this study, the instrument was modified from 68 

questions to 56, with those items which pertained only to 

preschool children deleted. Scoring was adjlisted 

accordingly. To establish interobserver reliability, two 

protocol were completed on each participant. 

Bredekamp (1986) reports interobserver reliability of 

.89 on the Early Childhood Observation form, based on data 

from a study of five classrooms. Internal consistency was 

verified with a coefficient Alpha of .70 and standardized-

item Alpha of .86 (Bredekamp, 1989). A factor analysis 

produced three factors accounting for about 48% of the 
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variance in the scores. The factors are curriculum, 

positive interaction, and a balanced schedule of activity 

(Bredekamp, 1989). 

The instrument is closely tied to the "Criteria for 

Quality Early Childhood Programs" (National Association for 

the Education of Young Children, 1984), from which it 

derives its validity. The validity of the instrument was 

also established by having 250 early childhood specialists 

rate the importance of each criteria on a 4-point scale. 

Based on a return of 78%, all of the criteria obtained mean 

scores between three and four, that is, between "important" 

and "essential" (Bredekamp, 1986). 

The data on the reliability and validity of the Early 

Childhood Classroom Observation form is provided by 

Bredekamp (1986). Twelve of the 14 items dealing with 

interactions among staff and children were found to 

correlate reasonably well with each other and with the total 

score. Factor analysis indicated that many of these items 

load on a single factor, positive interactions among staff 

and children, that accounted for 15% of the variance across 

the broad array of 131 classrooms participating voluntarily. 

Content validity of the Early Childhood .Classroom 

Observation form derives from the fact that the 

accreditation system which uses this form was developed over 

three and one-half years and was reviewed by 186 early 

childhood specialists as well as by the National Association 
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for the Education of Young Children's membership (Bredekamp, 

1986). The construct validity is supported by the findings 

of Bredekamp on the factor structure. 

Research by Bredekamp (1986), supports the ability of 

trained observers, such as administrators who routinely 

observe teacher behaviors, to observe the behaviors on the 

Early Childhood Observation form reliably. These findings 

are consistent with the construct that there is a cluster of 

"developmentally appropriate" teaching practices. 

Population 

Teachers who participated in this study teach in 

Department of Defense Dependents' Schools on military bases 

located in Germany. The schools are located within three 

districts of the Europe Region, which encompass a wide 

geographic area including parts of the German states of 

Bavaria, Baden-Wuerttemberg, Hessen, and Rhineland Phalz. 

The participants were teachers from eight elementary schools 

composed of an ethnic mix of students and staff to include 

European-American, Hispanic, African-American, Asian-

Pacific, and others. The participants were civilian 

employees of the Department of Defense Dependents' Schools 

and military spouses. Teachers' educational backgrounds 

varied widely. They originated from points all over the 

United States. 
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Selection of the Sample 

In order to ensure an adequate sample, 60 participants, 

all of the teachers in grades kindergarten through three 

from six schools selected at random were asked to 

participate in the study. Because not all of the teachers 

in those targeted schools chose to participate, two other 

schools were randomly selected and the teachers asked to 

participate until 60 teachers had agreed. Of the 60 who 

agreed to participate, 58 returned completed surveys, 

reducing the sample size to 58. 

Anonymity was ensured by coding all survey instruments. 

Neither participants nor their schools were identified in 

this study. 

Analysis of the Data 

For discussion and comparisons, subjects were assigned 

to Group A, high degree of implementation; Group B, moderate 

degree of implementation; or Group C, low degree of 

implementation. Ideal implementation was recorded as a 

score of 3 on an individual item, while low implementation 

was recorded as a score of 1 on the item. Items were 

totalled from an "ideal implementation" score of 168 (56 

items x 3) to a "not implemented" score of 56 (56 items x 

1). Scores of 56-93 were considered Group A, low 

implementation. Scores of 94-130 were considered Group B, 
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moderate implementation. Scores of 131-168 were considered 

Group C, high implementation. 

The data were analyzed using the Statistical Package 

for the Social Sciences on a personal computer. Results of 

each of the surveys were tabulated, with means and standard 

deviations reported for the independent and dependent 

variables. Pearson Product-moment correlations were 

calculated for the dependent variable, degree of 

implementation, and each of the independent variables. A 

significance level of p < .05 was required. A regression 

analysis requiring a significance level of p. < .05 was 

calculated for the dependent variable, degree of 

implementation, and each of the independent variables. 

Each teacher's stage of concern was determined by using 

the procedures in the manual Measuring Stages of Concern 

About the Innovation: A Manual for the Use of the SoO 

Questionnaire (Hall and Rutherford, 1977). Specific 

questions were asked for each stage. Responses to those 

questions were totalled as follows: 

Stage 0 0 3 + 1 2 + 2 1 + 2 3 + 3 0 

Stage 1 0 6 + 1 4 + 1 5 + 2 6 + 3 5 

Stage 2 0 7 + 1 3 + 1 7 + 2 8 + 3 3 

Stage 3 0 4 + 0 8 + 1 6 + 2 5 + 3 4 

Stage 4 0 1 + 1 1 + 1 9 + 2 4 + 3 2 

Stage 5 0 5 + 1 0 + 1 8 + 2 7 + 2 9 

Stage 6 0 2 + 0 9 + 2 0 + 2 2 + 3 1 
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Using the Stages of Concern Questionnaire Raw Score-

Percentile Conversion Chart from the manual, total raw 

scores for each stage were converted to percentages (see 

Appendix J). Teachers were assigned the stage of concern 

for the highest percentage (see Table 10). Levels of the 

Stage of Concern are described by Hall and Rutherford (1977) 

as personal or informational concerns, tasks or management 

concerns, and concerns about impact on student consequences 

and collaboration. 

To determine the factors which affect the degree of 

implementation of a curricular change, data was collected 

through classroom observations and surverys. All of the 

data were entered into tables for ease or reporting and 

interpretation. Findings are discussed in Chapter IV. 



CHAPTER IV 

FINDINGS 

The findings of this study are presented in three 

sections. The first section, Research Questions and 

Hypotheses, restates the research questions and related null 

hypotheses. The second section, Descriptive Statistics, 

reports the descriptive statistics obtained including the 

means, standard deviations, correlations, and the findings 

obtained from the results of the multiple regression 

analyses that were used to test the hypotheses. The third 

section, Degree of Implementation, provides information 

about the determination of the dependent variable, the 

degree of implementation. 

Research Questions and Hypotheses 

The first research question asked whether school 

culture significantly affects the degree of implementation 

of a curricular change. In order to respond to that 

question, the following null hypothesis was posited: 

Hypothesis 1: 

HI: The culture of schools will have no statistically 

significant effect on the degree of implementation 

of a curricular change. 

48 
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As noted in Chapter III, in order to reject or not 

reject Hypothesis 1, multiple regression procedures were 

used. A summary of the findings is reported in Table 1. 

The statistics showed that the relationship between school 

culture and degree of implementation was not significant at 

the p < .05 level. No evidence was found that the culture 

of a school has a statistically significant effect on 

teachers' behavior relevant to the implementation of a 

curricular change. Consequently, the research hypothesis 

that administrators' leadership effectiveness affects the 

degree of implementation of a curricular change was not 

supported by findings from this study. 

The second research question asked whether 

administrators' leadership effectiveness affects the degree 

of implementation of a curricular change. In response to 

that question, the following null hypothesis was formulated: 

Hypothesis 2: 

H2: Administrators' leadership effectiveness will 

have no statistically significant effect on the 

degree of implementation of a curricular change. 

Testing of this hypothesis was accomplished using 

multiple regression analysis procedures. The results of 

that analysis are reported in Table 2. As the results show, 

the relationship between administrators' leadership 

effectiveness and degree of implementation was not found 

significant at the p < .05 level. 
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The third research question asked whether teacher 

characteristics significantly affect the degree of 

implementation of a curricular change. To respond to that 

question, one null hypothesis and four subhypotheses were 

posited: 

Hypothesis 3 : 

H3: Teachers1 personal characteristics will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 

Subhypotheses: 

H3a: The number of days training teachers receive in a 

curricular innovation will have no statistically 

significant effect on the degree of 

implementation of a curricular change. 

H3b: The age of teachers will have no statistically 

significant effect on the degree of 

implementation of a curricular change. 

H3c: The number of years teaching will have no 

statistically significant effect on the degree 

of implementation of a curricular change. 

H3d: The number of years teaching for Department of 

Defense Dependents1 Schools will have no 

statistically significant effect on the degree of 

implementation of a curricular change. 
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To reject or not reject Hypothesis 3 and Subhypotheses 

3a through 3d, multiple regression procedure's were used. 

The results are reported in Tables 3-6. Results show that 

Subhypothesis H3a was statistically significant at the p < 

.05 level (r = .3589). There was evidence to support the 

research hypothesis that amount of training affects the 

degree of implementation of a curricular change (see Table 

3). However, as the results in Tables 4-6 indicate, 

Subhypotheses H3b through H3d were not statistically 

significant at the p < .05 level. There was no evidence to 

support the research hypotheses that teachers' age, length 

of career in Department of Defense Dependents' Schools, or 

length of teaching career affect the degree of 

implementation of a curricular change. 

The fourth research question asked whether teachers' 

concerns significantly affect the degree of implementation 

of a curricular innovation. To answer this question, the 

following null hypothesis was posited: 

Hypothesis 4: 

H4: Teacher concerns about the implementation will 

have no statistically significant effect on the 

degree of implementation of a curricular change. 

To test this hypothesis, multiple regression procedures 

were used. The results are reported in Table 7. The 

results show that Hypothesis 4 was not significantly at the 

B. < .05 level. There was no evidence to support the 
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research hypothesis that teachers' Stage of Concern affects 

the degree of implementation of a curricular change. 

Descriptive Statistics 

Table 8 presents the mean scores and standard 

deviations that resulted from an analysis of the Early 

Childhood Observation Form and the School Culture Survey, 

the Administrative Effectiveness Survey, the Stages of 

Concern Questionnaire, and the demographic survey obtained 

from the total sample (N = 58). 

Correlation coefficients obtained for the total sample 

for the variables of school culture, administrative 

effectiveness, teacher stage of concern, age, years 

experience, years in Department of Defense Dependents' 

Schools, days of training in the implementation, and degree 

of implementation are reported in Table 9. It should be 

noted that significant correlation coefficients were found 

for amount of training and degree of implementation {r = 

.3589, p = .006). As might be expected, these results 

suggest that the amount of training teachers receive affects 

the degree of implementation of a curricular change. 

Teachers reported having received no training in 

Developmentally Appropriate Practice to having received 15 

days of training. In a comments section of the demographic 

survey, teachers described training as inservice days 

provided at the local schools, district and regional 
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workshops, and college courses. These findings are 

discussed in greater detail in Chapter V. 

Statistically significant positive relationships were 

not found between school culture or administrative 

effectiveness and the degree of implementation of a 

curricular change. The lack of statistically precise 

instruments to measure those variables may account for the 

lack of statistical significance. This lack may have masked 

any possible relationship between school culture or 

administrative leadership effectiveness and implementation. 

Although the Stage of Concern was not found have a 

statistically significant effect on the degree of 

implementation, the fact that the majority of teachers (36%) 

were concerned with tasks and management of the innovation 

(see Table 10), indicates a need for additional training in 

the innovation. 

Degree of Implementation 

The degree of implementation of Developmentally 

Appropriate Practice was calculated for each of the 58 

teachers in the sample. Both the principal of each 

teacher's school and I rated each participant on the Early 

Childhood Classroom Observation form. The interobserver 

reliability coefficient was .9820 (see Table 11). As 

discussed by Mitchell (1979), interobserver reliability was 

established by the extent to which two observers, working 
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independently, agreed on what behavior was occurring. The 

reliability coefficient indicates a high degree of 

interobserver reliability on the observation protocol. This 

confirms findings by Bredekamp (1986) that administrators 

who routinely observe behaviors of teachers in early 

childhood classrooms use the Early Childhood Classroom 

Observation form reliably. 

The total observer responses on the survey were 

compared to the "ideal implementation" score of 168 (see p. 

32). The mean of the degree of implementation was 136.6034, 

ranging from a minimum of 93 to a maximum of 167 ( see Table 

11). Of the total sample, 69% of the participants were in 

Group C, high implementation. Only one participant was in 

Group A. 

The effects of several independent variables were 

discussed in this chapter. Amount of training in a 

curricular change was found to be a statistically 

significant predictor of degree of implementation of a 

curricular change. The other variables were not found to be 

statistically significant predictors of degree of 

implementation of a curricular change. 



Table 1 

Summary of Regression Coefficients Between 

Degree of Implementation and School Culture 
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df Sum of Squares Mean Square 

Regression 

Residual 

F = . 02240 

Multiple R 

R Square 

Adjusted R Square 

Standard Error 

1 6 . 8 1 5 8 3 

56 1 7 0 4 1 . 6 3 4 8 

Significant F = .88160 

.02000 

.00040 

- . 0 1 7 4 5 

1 7 . 4 4 4 3 3 

6 . 8 1 5 8 3 

3 0 4 . 3 0 4 7 0 

Note. df = degrees of freedom. 
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Table 2 

Summary of Regression Coefficients Between 

Degree of Implementation and Administrative Effectiveness 

df Sum of Squares Mean Square 

Regression 1 6 .64317 6.64317 

Residual 56 17041 .23614 304.30470 

F = .02240 Significant F = .88160 

Multiple R .01974 

R Square .00039 

Adjusted R Square -.01746 

Standard Error 17.44442 

Note. df = degrees of freedom. 
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Table 3 

Summary of Regression Coefficients Between Degree of 

Implementation and Amount of Training 

df Sum of Squares Mean Square 

Regression 1 2195.71245 21945 .71245 

Residual 56 14852.1668 14852 .16686 

F = 8.27892 Significant F = .00570 

Multiple R .35888 

R Square .12880 

Adjusted R Square .11234 

Standard Error 16.28549 

Note. df = degrees of freedom. 



Table 4 

Summary of Regression Coefficients Between 

Degree of Implementation and Acre 
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df Sum of Squares Mean Square 

Regression 1 '2.40611 2 .40611 

Residual 56 17045.47270 304 .38344 

F = .00791 Significant F = .92950 

Multiple R .01188 

R Square .00014 

Adjusted R Square -.01771 

Standard Error 17.44659 

Note. df = degrees of freedom. 
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Table 5 

Summary of Regression Coefficients Between 

Degree of Implementation with Years Teaching Experience 

df Slim of Squares Mean Square 

Regression 1 173.96660 173 .96660 

Residual 56 16873.91271 301 .31987 

F = .57735 Significant F = .45050 

Multiple R .01020 

R Square .01020 

Adjusted R Square -.00747 

Standard Error 17.35857 

Note. df = degrees of freedom. 
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Table 6 

Summary of Regression Coefficients Between 

Degree of Implementation and Years in Department of Defense 

Dependents' Schools 

df Sum of Squares Mean Square 

Regression 1 25.92116 25. 92116 

Residual 56 17021.95815 303 . 96354 

F = .08528 Significant F = .77130 

Multiple R .03899 

R Square .00152 

Adjusted R Square -.01635 

Standard Error 17.43455 

Note. df = degrees of freedom. 
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Table 7 

Summary of Regression Coefficients Between 

Degree of Implementation and Stages of Concern 

df Sum of Squares Mean Square 

Regression 1 225 .44193 225 .44193 

Residual 56 16822 .43739 300 .40076 

F = .08528 Significant F = .77130 

Multiple R .11500 

R Square .01322 

Adjusted R Square -.00440 

Standard Error 17.33207 

Note. df = degrees of freedom. 
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Table 8 

Summary of Means and Standard Deviations for 

Dependent and Independent Variables 

Variable M SD Minimum Maximum N 

Degree of 

Implementation 136.60 17.29 93.00 167.00 58 

Culture 102.83 22.98 38.00 140.00 58 

Administrative 

Effectiveness 32.60 8.79 20.00 61.00 58 

Training 3 .50 4.03 .00 15.00 58 

Age 2.69 .80 1.00 4.00 58 

Years 

Experience 18.19 8.56 2.00 34.00 58 

Years in 

DoDDS 11.48 6.53 1.00 30.00 58 

Stage of 

Concern 2.91 1.57 1.00 6.00 58 

M = mean, SD = 

sample. 

standard deviation, N = total number in 
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Pearson Product-moment Correlations 
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Admin Age Culture Days 

ECCOI -.0197 

( 58) 

E = .883 

.0119 

( 58) 

E = -92 

.2000 

( 58) 

E = -882 

.3589 

(58) 

* E = -006 

ECCOII Stage YrsDoDDS YrsTeach 

ECCOI .9820 .1150 

( 58) ( 58) 

* E = -000 E = -390 

-.0390 

{ 58) 

E = -771 

-.1010 

( 58) 

E = .451 

Note. Admin = Administrative Leadership Effectiveness, 

ECCOI = Early Childhood Classroom Observation form used by 

researcher, ECCOII = Early Childhood Classroom Observation 

form used by principals, YrsDoDDS = Years teaching 

experience in Department of Defense Dependents' Schools, 

YrsTeach = Years teaching experience . 

* E < .05, two-tailed. 
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Table 10 

Summary of Stages of Concern Questionnaire 

Stage Number Percentage 

0 Not allowed NA 

1 12 2 

2 12 2 

3 21 36 

4 2 3 

5 4 7 

6 7 12 

Table 11 

Degree of Implementation Summary 

Interobserver Reliability N Mean SD p 

Coefficient = .9820 58 136.6034 17.2941 .000 

Note. N = total number of participants in the sample, SD = 

standard deviation. 



CHAPTER V 

CONCLUSIONS, RECOMMENDATIONS FOR PRACTICE 

AND IMPLICATIONS FOR FURTHER RESEARCH 

Summary 

By analyzing the factors which affect teacher behavior 

in the change process, the likelihood is increased that 

change facilitators can identify the problematic aspects of 

bringing about change. With increased knowledge of the 

complex process of change, trainers and facilitators can 

better plan for the implementation phase of curricular 

change in order to insure that the change becomes 

institutionalized. 

Fullan and Pomfret (1977) emphasize the need to examine 

the implementation phase of adopting curricular change, 

stating that unless we attempt to measure change directly, 

we do not know what has changed. We can begin to understand 

the complexity of change implementation by asking questions 

such as: What are the intended goals of the curricular 

change? What are the uses of the innovation? What are the 

values and assumptions of the change? Is the change 

necessary and is it desirable? Is the design of the change 

conceptually sound? What are possible negative outcomes of 
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the change? How can the change be best implemented and 

evaluated? 

In this chapter the findings of the investigation of 

the effectiveness of the institutionalization of 

Developmentally Appropriate Practice in Department of 

Defense Dependents' Schools are discussed in terms of the 

variables that were analyzed for effect on that 

implementation. Conclusions and recommendations are based 

on those findings. 

One purpose of this study was to increase understanding 

of the implementation phase of curricular change. By 

isolating those variables which affect curricular change, 

facilitators of change can better understand and then plan 

for continuing and future change implementation in order to 

insure successful implementation and institutionalization of 

the change. 

Conclusions 

From comments made by teachers describing the amount 

and type of training they had received in the implementation 

of Developmentally Appropriate Practice, a trend was noted 

that teachers in Department of Defense Dependents' Schools 

were largely dissatisfied with not only the amount and 

frequency of training they had received in Developmentally 

Appropriate Practice, but also the type of training. Amount 

of training ranged from no training to 15 days. Teachers 
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described their training as inservice days in their local 

schools conducted by colleagues, college credit courses, 

inservice days provided by regional and district 

specialists, and participation on task forces. 

While administrators' leadership effectiveness did not 

have a statistically significant relationship with degree of 

implementation in this study, several researchers report 

that administrators can and do make a difference in 

implementation of curricular change. However, as Hall 

(1988) points out, principals do not bring about change 

alone. There is evidence to suggest that at least one other 

change facilitator in a school significantly impacts the 

implementation of a curricular change. The second change 

facilitator is often a teacher or some other person in a 

non-administrative position. 

In Department of Defense Dependents' Schools, teachers 

who are enthusiastic about the implementation of 

Developmentally Appropriate Practice have been trained in 

cadres and task forces to help train other teachers within 

their own schools. Because of this, teachers have often 

become more knowledgeable about developmental practice than 

administrators who have received very little direct training 

in the innovation. This may partially account for the lack 

of a statistically significant relationship having been 

found between leadership effectiveness and degree of 

implementation in this study. This supports Hall's (1988) 
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findings that while the role of the principal in the 

implementation of a curricular change is important, school 

improvement is not a one-person job. 

Because the degree of implementation among the 

participants of this study was fairly high (69% of 

participants were in Group C, high implementation), and both 

administrators' leadership effectiveness and school culture 

were generally strong (see Appendix F and Appendix H, 

response frequencies), this lack of variability may have 

accounted for the lack of statistical significance. That 

is, this lack of variation may have masked any possible 

relationship between degree of implementation and school 

culture or degree of implementation and administrators' 

leadership effectiveness. 

Recommendations for Practice 

While the amount of training was shown to be 

statistically significant in this study, there is evidence 

from teachers' comments to support the ancillary finding 

that when the training occurs and the type of training also 

affects the implementation. The majority of teachers 

described piecemeal and "one-shot" workshops, which 

researchers conclude do not work (Berman and McLaughlin, 

1978) . As Fullan (1982) suggests, there is a need for 

inservice work during implementation to provide the ongoing, 

interactive, cumulative learning necessary to develop new 
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interactive, cumulative learning necessary to develop new 

skills, concepts and behavior. 

Frey (1979) suggests that staff development is critical 

not only as new programs are introduced, but also throughout 

the implementation phase and beyond to institutionalize the 

practice. Fullan, 1982; Berman and McLaughlin, 1978; 

Miles, 1978; and Rosemblum and Louis, 1981; also stress the 

need for effective inservice training for teachers. 

Rosenblum and Louis (1981) suggest combining pre-

implementation training with training during implementation, 

using a variety of trainers. Teachers can be very effective 

working with each other to learn new curricular practices. 

However, research shows that teachers infrequently interface 

with one another (Lortie, 1975) . 

The largest percentage of teachers (36%) in this study 

had a level three Stage of Concern (see Table 10), 

indicating that they are concerned about the tasks of 

management of the curricular change. This implies a need 

for outside help that is concrete and practical as well as 

additional training in Developmentally Appropriate Practice 

for teachers in Department of Defense Dependents' Schools. 

Participants in this study also indicated on the 

School Culture Survey that they believe the use of time and 

money for staff development within their schools is not a 

top priority (see Appendix F, item 15). Many participants 

(41%) also indicated on the Administrative Effectiveness 
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Survey that they believe their administrator does not often 

communicate information and directions on Developmentally 

Appropriate Practice that are necessary for them to be 

successful in the implementation (see Appendix H, item IV. 

A.). This indicates that teachers believe that some 

training and continuing support should come from the 

administration during the implementation phase of curricular 

change. 

As van den Akker (1981) explains, in the initial phases 

of curricular change, teachers' attitudes and beliefs cannot 

change because they are, at this stage, dealing with 

personal, survival skills. Developmentally Appropriate 

Practice is a complex practice based on an understanding of 

child development and how children learn. The principles of 

practice encompass not only teaching methodology and 

strategies, but curricular content and organization as well. 

Developmentally Appropriate Practice is based on philosophic 

principles quite different from those on which traditional 

classroom practices for young children have been based in 

the past. Because of the complexity of the change, 

intensive training in a variety of forms is essential for 

the institutionalization of Developmentally Appropriate 

Practice. Developmentally Appropriate Practice is unlikely 

to become institutionalized unless teachers receive support 

throughout the implementation phase. 



71 

Wood and Thompson (1980) propose guidelines for 

effective staff development which should be useful to 

administrators and change facilitators within Department of 

Defense Dependents1 Schools as they continue; to implement 

Developmentally Appropriate Practice and insure that it does 

become institutionalized: 

1. Participants should be included in decision-making 

about the "what" and "how" of learning. 

2. The focus of staff development should be on job 

related tasks that participants consider relevant and 

important. 

3. Choices and alternatives that accommodate 

differences among participants should be provided. 

4. Participants should be provided opportunities to 

practice what they are learning in simulated and real work 

situations. 

5. Learners should work in small groups and learn from 

each other. 

6. The use and threat of evaluation from participants' 

supervisors should be reduced by allowing peer-participants 

to give each other feedback concerning performance and areas 

of needed improvement. 

An item analysis of the School Culture Survey completed 

by the participants in this study suggest that these 

proposed guidelines are congruent with the indicated areas 

of weakness in culture of the schools in which the 
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participants teach. One item on the School Culture Survey 

states: "We have productive observation of one another". Of 

the respondents, 62% reported this happening in their 

schools "less often that not" and "almost never" (see 

Appendix F, question 2). Additionally, 71% of the 

respondents reported that they rarely or almost never plan 

lessons and make materials together (see Appendix F, 

question 3). By tying training to concrete experiences 

rather than abstract ideas, as Wood and Thompson (1980) 

suggest, learning by doing is more likely to be applied in 

job settings. Teachers should plan together, make peer 

observations of one another and provide non-judgmental 

feedback, and work in small groups during training to 

practice and teach each other. 

To reduce the threat to teachers of external judgments 

by superiors, administrators must encourage and support 

teachers as they implement newly adopted innovations in 

their classrooms. Responding to questions on the 

Administrative Effectiveness Questionnaire, 40% of the 

participants in this study indicated that their 

administrators "only occasionally" discuss their teaching 

techniques and the resulting student outcomes (see Appendix 

H, question, I, C). 69% of the participants reported that 

their administrators "seldom" make recommendations that they 

modify their teaching techniques, approaches, or styles to 

accommodate a developmental approach to learning (see 
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Appendix H, question II, D). This emphasizes the need for 

strong instructional leadership separated from teacher 

evaluation within schools to insure institutionalization of 

curricular change. 

To provide effective leadership in the implementation 

of curricular change, principals need information, training, 

and support. That support must come from a strong central 

office policy which supports curricular change and rewards 

administrators as they take risks in the implementation of 

curricular change. For institutionalization of 

Developmentally Appropriate Practice to be insured, 

Department of Defense Dependents' Schools regional and 

district leaders must insure support for individual school 

principals as they work towards school improvement through 

curricular change. 

Discussing institutionalization or program survival, 

Frey (1979) states that program modification is one of the 

basic principles for insuring that programs survive. In 

agreement, Berman and McLaughlin (1975), call this process 

"mutual adaptation". This implies that programs be modified 

to benefit and alter student outcomes. 

Berlin and Jensen (1989) conclude that in order for 

change to become institutionalized, each teacher and each 

school must adapt the change as well as adopt it. Change 

must become a part of the individual and a part of the 

organization in order to become institutionalized. 
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As teachers in Department of Defense Dependents' 

Schools modify Developmentally Appropriate Practice, it will 

be necessary to use evaluation methods which are congruent 

with the teaching practice, that is, alternative assessment 

such as teacher observation. Additionally, successful 

program evaluation will depend on uniformity of 

implementation so that variations in student outcomes can be 

associated with variations in program use. 

As Developmentally Appropriate Practice is evaluated by 

administrators, teachers, and other change facilitators, 

they must be cognizant that it takes time to reap the 

benefits of most programs. Because Developmentally 

Appropriate Practice in Department of Defense Dependents' 

Schools has been in use for only four years, teachers and 

administrators who evaluate the implementation must take 

into consideration the necessity of allowing adequate time 

before considering modifications to the implementation. 

In order to insure that Developmentally Appropriate 

Practice becomes institutionalized in Department of Defense 

Dependents' Schools, consideration should be given to basic 

principles of program survival. Programs are more likely to 

survive if someone is responsible for them. In Department 

of Defense Dependents' Schools, with emphasis on site-based 

management, it would appear that administrators, working 

with teachers on curriculum committees within their schools, 

must insure that Developmentally Appropriate Practice is 
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used as it is intended, periodically evaluate the program's 

operation and synthesize the findings to modify the 

program as necessary to help it survive. As Frey (1979) 

insists, without someone such as the administrator 

performing this role, classroom teachers will modify the 

program on their own or toss it out entirely. 

Based on the findings of this study, training and 

evaluation should continue to be an integral part of the 

implementation phase of Developmentally Appropriate Practice 

in Department of Defense Dependents' Schools. That training 

should be interactive staff development during the early 

stages and throughout the implementation. 

Implications for Further Research 

As a result of this study, there is an indication of 

the need for further research on the institutionalization of 

curricular change. While amount of training was the only 

independent variable examined which showed a statistically 

significant relationship with the dependent variable, other 

researchers argue that there is a relationships between 

administrative effectiveness (Leithwood and Montgomery, 

1982) and degree of implementation and school culture (Deal 

and Peterson, 1990) and degree of implementation. 

Contradictory to the findings of Berman and McLaughlin 

(1978) and Fullan (1982), who report that the amount of 

training is not related to implementation, the results of 
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this study indicate that the amount of training does affect 

the degree of implementation of a curricular change. As 

with most research studies, this raises additional questions 

for further study. It is suggested that additional research 

be conducted using different instruments to measure the 

degree of implementation of a variety of curricular 

innovations. By building on the findings reported in other 

studies, as Hall (1988) suggests, researchers can compare 

findings and add to the body of knowledge on the factors 

that affect curricular change. In this way, educators have 

the opportunity to see research reports on the same topic 

that have been done with different discipline frames. 
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DATE 

MEMORANDUM FOR SCHOOL PRINCIPAL 

SUBJECT: Teacher participation in dissertation study 

I am the Assistant Principal at Vilseck Elementary-
School and a candidate for a doctoral degree in Education 
Administration at the University of North Texas. I am 
completing my dissertation this school year, writing a paper 
entitled, "An Examination of the Effectiveness of 
Institutionalization of a Curricular Change in Department of 
Defense Dependents Schools". 

I have been granted permission by the Director, DoDDS-
Europe and to conduct my study in DoDDS-E schools. I would 
like permission from you to ask the early childhood teachers 
in your school to participate. 

This study is designed to examine some of the factors 
which relate to implementation to determine how well the 
actual intent of a curricular innovation has been 
implemented. The factors to be examined are (1) teacher 
concerns about the implementation, (2) characteristics of 
teachers, (3) principals' leadership effectiveness and (4) 
school culture. 

Teachers who volunteer to participate will be asked to 
complete the attached questionnaires. Additionally, I will 
ask those participants for permission to make a classroom 
observation to gather data. The information from this form 
will be kept confidential. 

The protocol for classroom observations is an 
instrument developed as part of NAEYC's National Academy of 
Early Childhood Program's center-accreditation system. The 
criterion on the instrument are based on NAEYC's definition 
of early childhood program quality as accepted by DoDDS. I 
am also asking you to complete the Early Childhood Classroom 
Observation form on each teacher who participates to 
maintain inter-rater reliability. 

Once you have completed the Early Childhood Classroom 
Observation form, it will be coded. The observation forms 
will be matched with the teachers' completed surveys, which 
will also be coded, and put in sealed envelopes. When I 
begin the analysis of the data, the only identification I 
will be working with is the codes on the instruments. 
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Therefore, complete confidentiality will be 
maintained. 

Although I realize and fully appreciate how busy 
administrators and teachers are, I believe this study may 
help to ensure that the implementation of Developmentally 
Appropriate Practice becomes established practice in DoDDS 
schools. Research says that failure to evaluate the 
implementation of a curricular innovation can result in the 
implementation being ignored. 

If you agree to your teachers' participation in this 
study, will you please return "the attached permission to me? 

Thank you for your cooperation in this endeavor to add 
to the research base on evaluation of curricular 
innovations. 

Janet D. Colvin 
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PRINCIPAL'S PERMISSION FOR TEACHER PARTICIPATION 

Permission is granted for teachers of early childhood 
(grades K-3) in my school to be contacted to volunteer to 
participate in a research study conducted by Janet D. Colvin 
as partial fulfillment of the requirements of a doctoral 
degree in Education Administration from the University of 
North Texas. The data collected during this study will be 
confidential and the results of the study will protect the 
anonymity of the schools and participants. I also agree to 
complete the Early Childhood Classroom Observation form on 
each teacher who participates in the study. 

Signature Date 

Title 

School 

Number of Early Childhood Teachers 

* Please complete within one week and return to me in the 
enc1osed enve1ope. 
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January 20, 1995 

Dear Early Childhood Teacher: 

I am the Assistant Principal at Vilseck Elementary 
School, a former early childhood teacher, and a doctoral 
candidate at the University of North Texas. I am in the 
process of writing my dissertation. My study focuses on the 
implementation of Developmentally Appropriate Practice (DAP) 
in K-3 classrooms in DoDDS-Europe schools. 

The study will examine factors which relate to 
implementation to determine if those factors affect 
implementation. The factors to be examined are school 
culture, teacher concerns about the implementation, 
characteristics of teachers, and principals' leadership 
effectiveness. 

Your principal and superintendent have given me 
permission to ask you to participate in this study. I am 
asking you to volunteer as a participant. Your willingness 
to participate will contribute to the body of research which 
helps educators understand, and therefore, improve the 
process of implementing curricular innovations in 
classrooms. Additionally, it may help to assure that 
developmental practice is well established within DoDDS 
schools. Based on the outcomes of the study, conclusions 
and recommendations will be made to the Director, DoDDS. 

Neither your personal identity nor the identity of your 
school will be divulged in this study. All returned surveys 
will be coded, as will the classroom observation protocol 
which I will use during the observation. 

If you agree to participate, please complete the 
enclosed consent form and return it to your principal within 
one week. Your principal can then notify me of teachers 
willing to participate in the study, and I, in turn, can 
contact you. 

Should you agree to participate in this study, I will 
ask you to complete the attached questionnaires. The first, 
Stages of Concerns Questionnaire, is designed to determine 
what teachers who are implementing new programs are 
concerned about at various stages in the implementation 
process. 
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The second questionnaire is the Administrative 
Effectiveness Questionnaire. This survey is designed to 
determine if there is a correlation between the way-
principals support teachers in the process of implementation 
and the fidelity of the implementation. 

The School Culture Survey measures the degree to which 
the factors which make up the culture of a school are 
interrelated and related to implementation fidelity. 

The final component of the study will be a classroom 
observation. I would like to visit in each participant's 
classroom to gather data on the implementation of 
Developmentally Appropriate Practice in DoDDS-Europe early 
childhood classrooms. I will contact you for an 
appointment. 

If you agree to participate in the study, please 
complete the attached questionnaires within one week, place 
the surveys in the enclosed envelope and drop them in the 
mail. Do not put your name on any of the protocol. These 
instruments are coded to protect your anonymity. 

Again, please give the consent form to your principal 
and return the surveys to me in the envelope provided. I 
will contact you as soon as I receive your consent form. 

If you have any questions regarding this study, please 
call me at Vilseck Elementary School, 476-2812 or at my 
home, 09622-5743. A copy of the results of the study will 
be furnished to you upon request. 

Thank you for your cooperation and interest in this 
study. 

Sincerely, 

Janet D. Colvin 
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INFORMED CONSENT 

I, , agree to participate in a 
research study entitled "An Examination of the Effectiveness 
of Institutionalization of a Curricular Change in Department 
of Defense Dependents Schools", conducted by Janet D. 
Colvin, who is a doctoral student at the University of North 
Texas. It is anticipated that, based on the results, 
conclusions may be drawn and recommendations made that will 
help to ensure that Developmentally Appropriate Practice 
becomes established practice in DoDDS schools. 

I understand the following points about the study: 

1. The reason for the research is to examine some of the 
factors which are related to the fidelity of implementation 
to determine how well the actual intent of the curricular 
innovation, Developmentally Appropriate Practice, has been 
implemented. 

2. The researcher will make at least one observation in my 
classroom at a pre-arranged, mutually agreeable time. 

3. I will complete and return to the researcher The Stages 
of Concern Questionnaire, The Administrative Effectiveness 
Questionnaire, and the School Culture Survey. 

4. Participation involves no risks. 

5. The results of the study are confidential and will not 
be released in any identifiable form. The name of my school 
will not be identified, nor will I be identified by name. 

6. The final results of the study will be made available to 
me upon request. 

7. I understand that my participation is completely 
voluntary, and I may choose to withdraw at any time without 
penalty, prejudice or loss of job benefits. 
If you have any questions about this study, please contact 
Janet D. Colvin at 476-2812 or Dr. Bruce Meeks at University 
of North Texas, (817) 565-4952. 

Signature Date 

* Please complete this consent form and return it to your 
principal. Your signature on the agreement will indicate 
your willingness to participate in the study. 
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February 6, 1995 

MEMORANDUM FOR PRINCIPAL 

Subject: Teacher participation in research study 

Thank you for agreeing to permit me to ask your Early 
Childhood Education teachers to volunteer to participate in 
my dissertation research study. I am enclosing letters for 
each ECE teacher, as well as a coded packet containing the 
teacher questionnaires and Informed Consent forms. 

Will you please ensure that each ECE teacher receives a copy 
of the letter and a packet? If a teacher agrees to 
participate, he/she will complete the Informed Consent and 
return it to you. Please keep this form. After the 
teachers complete the questionnaires, they will be returned 
to me. At that point, I can contact you to get the names of 
teacher participants so that I can contact teachers to make 
appointments for a classroom observations. 

I am also enclosing the Early Childhood Classroom 
Observation Form which I have asked you to complete on each 
teacher participant. These forms are coded to match 
classroom teacher questionnaires. Please use the instrument 
which matches the code on the Informed Consent as you rate 
each teacher. When I come to your school for classroom 
observations, I will collect these forms and match my 
instrument to each packet. Of course, I will notify you as 
to when I will be visiting your school. 

Again, thank you for taking time from your very busy 
schedule to participate in this study. 

Janet D. Colvin 
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June 8, 1995 

Dear 

Thank you for participating in my research project. I 
truly enjoyed my visit to your early childhood classroom. 
You certainly work hard to provide an appropriate and 
exciting learning environment for young children. 

It is through the cooperation of teachers like you that 
I have been able to collect data about the factors which 
have affected the implementation of Developmentally 
Appropriate Practice in DoDDS. Hopefully, this data will be 
helpful to DoDDS administrators as they plan for future 
inservice and ways to improve the implementation process as 
the implementation of Developmentally Appropriate Practice 
continues. 

I realize how busy you are, and I know that the 
completion of the surveys for this study required valuable 
time. Your willingness to participate in research is 
certainly a mark of your professionalism. 

Now that I have collected all of my data, I will begin 
to try to make sense of it. I hope to complete the study by 
August. If you are interested in the results, please notify 
me at Vilseck Elementary School, Unit 28040, APO AE 09112. 

Again, thank you for your time and effort. 

Sincerely, 

Janet Colvin 
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SCHOOL CULTURE SURVEY 

I. NORMS 
(Behavior norms... qualities of the environment that teachers 
experience) 

Rate each item 1 - 5 (1 - almost never; 2 - less often than 
not; 3 - about half the time; 4 - more often than not; 
5 - almost always). 

1. We talk in concrete and precise terms about things we 
are trying in our teaching. 

Ratings: 

1 2 3 4 5 

Number/% 

2/3% 7/12% 17/29% 21/36% 11/19% 

2. We have productive observation of one another. 

Ratings: 

1 2 3 4 5 

Number/% 

19/33% 17/29% 7/12% 7/12% 8/14% 

3. We plan lessons and make materials together. 

Ratings: 

1 2 3 4 5 

Numbers/% 

26/45% 15/26% 9/16% 5/9% 3/5% 

4. We teach each other things we know about teaching. 

Ratings: 

1 2 3 4 5 

Numbers/% 

1/12% 14/24% 12/21% 17/29% 8/14% 
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5. We all recognize that teaching is inherently difficult 
and ask for nd give assistance for problems with students 
and teaching issues. And we know we will get it without 
being judged. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 10/17% 11/19% 23/40% 12/21% 

EXPERIMENTATION 

6. Teachers and administrators encourage me and back me up 
when I try new things. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 3/5% 7/12% 26/45% 20/34% 

HIGH EXPECTATIONS 

7. Good teaching is taken seriously here. This shows up in 
serious attention to teacher evaluation and letting me know 
clearly how I stand in relation to the expectations of the 
district. I get prompt and useful feedback. 

Ratings: 

1 2 3 4 5 

Numbers/% 

3/5% 3/5% 10/17% 17/29% 25/43% 

REACHING OUT TO KNOWLEDGE 
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8. This is a curious school. We are always searching for 
new and improved ways to teach. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 6/10% 18/31% 16/28% 16/28% 

APPRECIATION AND RECOGNITION 

9. There is a close relationship in this school between job 
performance and recognition of that performance. 

Ratings: 

1 2 3 4 5 

Numbers/% 

5/9% 10/17% 13/22% 22/38% 8/14% 

TRUST 

10. I feel trusted and encouraged to make instructional 
decisions on my own... and my boss backs me up when I do. 

Ratings: 

1 2 3 4 5 

Numbers/% 

3/5% 3/5% 9/16% 18/31% 25/43% 

CARING, CELEBRATION AND HUMOR 

11. We enjoy being with and around one another. We offer 
comfort and help when needed. 

Ratings: 

1 2 3 4 5 

Numbers/% 

3/5% 8/14% 9/16% 15/26% 23/40% 
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PROTECTING WHAT'S IMPORTANT 

12. We are protected from unreasonable demands on our time 
and energy that interfere with contact time with students 
and instructional planning. 

Ratings: 

1 2 3 4 5 

Numbers/% 

8/14% 10/17% 19/33% 15/26% 6/10% 

13. Meetings are worthwhile and productive. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 9/16% 22/38% 21/36% 4/7% 

TRADITIONS 

14. We have annual events and ceremonies we look forward to 
each year. 

Ratings: 

1 2 3 4 5 

Numbers/% 

1/2% 11/19% 19/33% 11/19% 16/28% 

TANGIBLE SUPPORT 

15. Priorities for use of money and time show me that the 
development of staff is a top priority. 

Ratings: 

1 2 3 4 5 

Numbers/% 

1/2% 9/16% 14/24% 23/40% 11/19% 
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DECISION-MAKING 

16. I feel our decision-making processes are fair and 
legitimate. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 9/16% 16/28% 20/34% 11/19% 

17. I feel I am consulted about decisions to be made in this 
school and that I am listened to and can influence policy. 

Ratings: 

1 2 3 4 5 

Numbers: 

6/10% 9/16% 16/28% 21/36% 6/10% 

FRANK, CIVIL AND OPEN COMMUNICATION 

18. People speak honestly but respectfully to one another. 
We are not afraid to disagree and can do so without 
jeopardizing our relationship. 

Ratings: 

1 2 3 4 5 

Numbers/% 

4/7% 6/10% 20/34% 15/26% 13/22% 

19. Conflicts between individuals are resolved quickly and 
intelligently. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 8/14% 24/41% 12/21% 12/21% 
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20. The information flow keeps me informed about what's 
going on in the school. 

Ratings: 

1 2 3 4 5 

Numbers/% 

5/9% 2/3% 13/22% 22/38% 16/28% 

INITIATIVE 

21. Staff members show initiative in developing new ideas 
for the school and seeing them come to life. 

Ratings: 

1 2 3 4 5 

Numbers/% 

5/9% 1/2% 15/26% 25/43% 12/21% 

II. BELIEFS 

(Shared beliefs about how we should operate as a school) 

COLLECTIVE RESPONSIBILITY 

22. We work together in this school as a team and feel 
responsible collectively for our students and how they are 
doing. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 9/16% 14/24% 18/31% 15/26% 
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EFFICACIOUSNESS 

23. I believe I as a teacher and we as a school can make a 
real difference for kids. 

Ratings: 

1 2 3 4 5 

Numbers/% 

1/2% 0/0% 1/2% 16/28% 40/69% 

CONTINUOUS IMPROVEMENT AND NON-DEFENSIVENESS 

24. We acknowledge our imperfections readily. No matter how 
good we perceive ourselves to be, we are always striving to 
get better. We constantly solicit input and feedback. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 7/12% 8/14% 22/38% 19/33% 

REFLECTIVE ENVIRONMENT 

25. We have an environment that encourages thoughtful 
stepping back to do analysis of our teaching and curriculum 
decisions. 

Ratings: 

1 2 3 4 5 

Numbers/% 

4/7% 3/5% 18/31% 18/31% 15/26% 

III. CORE VALUES 

(What we want for our students) 



98 

GOALS 

26. Enough time is spent understanding and clarifying the 
goals of our school each year. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 2/3% 16/28% 18/31% 20/34% 

CORE VALUES 

27. Overall, we know what we stand for as a school. 

Ratings: 

1 2 3 4 5 

Nmbers/% 

2/3% 1/2% 7/12% 23/40% 25/43% 

28. As a school we can say what we want the "big picture" 
outcomes to be for our students after their years with us. 
Anyone visiting could tell them, too, by watching what we do 
(even if on one told them). 

Ratings: 

1 2 3 4 5 

Numbers/% 

1/2% 3/5% 12/21% 21/36% 21/36% 

29. Our programs support our core values. 

Ratings: 

1 2 3 4 5 

Numbers/% 

2/3% 5/9% 3/5% 28/48% 20/34% 

* Percentages do not add to 100% in every case due to 
rounding error. 

** Reprinted with permission of the author. 
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Stages of Concern Questionnaire 

Participant1s age range 

20-30 31-40 41-50 51-60 

Gender: Male Female 

Grade level presently teaching.: 

K 1 2 3 

Total years teaching experience: 

Total years teaching with DoDDS: 

CONUS hire Local recruit 

Highest degree earned: BA/BS Masters 

Doc toral 

Please briefly describe the type and amount of inservice you 

have received in Developmentally Appropriate Practice: 
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The purpose of this questionnaire is to determine what 

people who are using or thinking of various programs are 

concerned about at various times during the innovation 

adoption process. The items were developed from typical 

responses of school and college teachers who ranged from no 

knowledge at all about various programs to many years 

experience using them. Therefore, a good part of the items 

on this questionnaire may appear to be of little relevance 

or irrelevant to you at this time. For the completely 

irrelevant items, please circle "0" on the scale. Other 

items will represent those concerns you <io have, in varying 

degrees of intensity, and should be marked higher on the 

scale. 

For example: 

This statement is very true 0 1 2 3 4 5 6 7 
of me at this time. 

This statement is somewhat true of me at 

this time. 0 1 2 3 4 5 6 7 

This statement is not true of me at all 

at this time. 0 1 2 3 4 5 6 7 

This statement seems irrelevant to me. 0 1 2 3 4 5 6 7 
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Please respond to the items in terms of your present 

concerns, or how you feel about your involvement with 

Developmentally Appropriate Practice. I do not hold any one 

definition of this innovation, please think of it in your 

own perception of what it involves. 

Thank you for taking time to complete this task. 

Circle your choice. 

0 1 2 3 4 
Irrelevant Not true of Somewhat true of 

me now. me now. 

5 6 
Very 
true of 
me now. 

1. I am concerned about teacher's attitudes 
toward DAP. 

2. I know of some other approaches that 
might work better. 

3. I don't even know what DAP is. 

4. I am concerned about not having enough 
time to organize myself each day. 

5. I would like to help other faculty in 
their use of DAP. 

6. I have very limited knowledge about 
DAP. 

7. I would like to know the effect of 
reorganization of my professional 
status. 

8. I am concerned about the conflict 
between my interests and my 
responsibilities. 

9. I am concerned about revising 
my use of DAP. 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 
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10. I would like to develop working relationships 
with our faculty and outside faculty 
using DAP. 0 1 2 3 4 5 6 7 

11. I am concerned about how DAP affects 

students. 0 1 2 3 4 5 6 7 

12. I am not concerned about DAP. 0 1 2 3 4 5 6 7 

13. I would like to know who makes the 
decisions in the DAP program. 0 1 2 3 4 5 6 7 

14. I would like to discuss the 
possibility of using DAP. 0 1 2 3 4 5 6 7 

15. I would like to know what resources are 
are available to continue to 
practice DAP. 0 1 2 3 4 5 6 7 

16. I am concerned about my inability to 
manage the elements of DAP. 0 1 2 3 4 5 6 7 

17. I would like to know how my teaching 
is supposed to change. 0 1 2 3 4 5 6 7 

18. I would like to familiarize other 
teachers with the progress of the 
DAP program. 0 1 2 3 4 5 6 7 

19. I am concerned about evaluating my 
impact on students. 0 1 2 3 4 5 6 7 

20. I would like to revise the DAP 
instructional approach. 0 1 2 3 4 5 6 7 

21. I am completely occupied with other 
things. 0 1 2 3 4 5 6 7 

22. I would like to modify our use of DAP 
based on the experiences of our 
teachers. 0 1 2 3 4 5 6 7 

23. Although I don't know about DAP, I am 
concerned about things in this area. 0 1 2 3 4 5 6 7 

24. I would like to excite my colleagues 
about their part in this approach. 0 1 2 3 4 5 6 7 
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25. I am concerned about the time spent 
working with non-academic problems 
related to DAP. 0 1 2 3 4 5 6 7 

26. I would like to know what the use of DAP 
will require in the immediate 
future. 0 1 2 3 4 5 6 7 

27. I would like to coordinate my efforts 
with others to maximize DAP's 
effect. 0 1 2 3 4 5 6 7 

28. I would like to have more information 
on time and energy commitments 
required by DAP. 0 1 2 3 4 5 6 7 

29. I would like to know what other 
faculty members are doing in this area. 0 1 2 3 4 5 6 7 

30. At this time, I am not interested in 
learning about DAP. 0 1 2 3 4 5 6 7 

31. I would like to determine how to 
supplement, enhance, or replace DAP. 0 1 2 3 4 5 6 7 

32. I would like to use feedback from 
teachers to change the program. 0 1 2 3 4 5 6 7 

33. I would like to know how my role will 
change when I use DAP. 0 1 2 3 4 5 6 7 

34. Coordination of my tasks and people is 
taking too much of my time. 0 1 2 3 4 5 6 7 

35. I would like to know how DAP is better 
than what we have now. 0 1 2 3 4 5 6 7 

* Reprinted with permission of the author. 
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ADMINISTRATIVE EFFECTIVENESS QUESTIONNAIRE 

I. Teaching Objectives of Developmentally Appropriate 
Practice 

A. How well do you understand your administrator's 
expectations regarding the teaching techniques he/she 
expects you to use as Developmentally Appropriate Practice? 

N P 
16 28% 1. Understand exactly what he/she expects. 
32 55% 2. Understand most of his/her goals 
09 16% 3. Understand only a small portion of his/her 

goals. 
01 02% 4. Do not understand any of his/her goals. 

B. How reasonable do you feel your administrator's 
expectations are of you and of your ability to implement 
the changes he/she suggests? 

He/She does not challenge me enough. 
He/She is reasonable in his/her 
expectations. 
He/She is somewhat unreasonable and makes 
me reach beyond my ability. 
He/She is very unreasonable. 

N P 
0 03% 1. 
49 84% 2. 

05 09% 3. 

02 03% 4. 

C. How frequently does your administrator discuss your 
teaching techniques and the resulting student outcomes? 

N P 
09 15% 1. Frequently. 
26 45% 2. Enough for me to understand 

suggestions. 
23 40% 3. Only occasionally. 
00 00% 4. Never. 

D. How often does your administrator help you to improve 
teaching techniques to provide a Developmentally Appropriate 
learning environment for young children? 

N P 
17 29% 1. Frequently. 
22 38% 2. Only when I ask for 
11 19% 3 . Only occasionally. 
08 14% 4. Never. 
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II. Empowerment 

A. After your administrator sets an objective for you, 
how consistently does he/she allow you the academic freedom 
to develop or define an approach without undue control and 
close supervision? 

N P 
38 66% — 1 . He/she always lets me implement innovations 

according to my teaching style and ability. 
16 28% 2. Most of the time. 
02 03% 3. Seldom. 
02 03% 4. Never. 

B. Has your administrator clearly outlined the authority 
you have to make decisions without checking with him/her and 
those decisions on which you must obtain his consent? 

N P 
18 31% 1. For 
30 52% 2. For 
02 03% 3. For 
08 14% 4. No. 

C. Does your administrator follow up on details of the 
physical environment and provision of appropriate materials 
for your classroom or only on the major aspects of teaching 

More concerned with major aspects of 
teaching and learning. 
Spends equal time on details and major 
aspects of teaching and learning. 
Oriented toward details but recognizes some 
aspects of teaching and learning. 
Concerned only with the details of 
the physical environment. 

and learning 7 

N 
17 

P 
29% 1. 

32 55% 2. 

05 09% 3. 

04 07% 4. 

D. How often does your administrator make 
recommendations that you modify your teaching techniques, 
approaches or style to accommodate a developmental approach 
to learning? 

N P 
06 10% 1. Frequently. 
07 12% 2. More often than not. 
05 09% 3. About half the time. 
40 69% 4. Seldom. 
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III. Knowledge of My Performance 

A. Do you know how your administrator feels about your 
performance? 

I know exactly how he/she feels. 
I usually know how he/she feels. 
Sometimes I think I know, but I'm not 
certain. 
I have no idea how he/she feels. 

B. How aware is your administrator of the total 
contribution you make to students and the entire school? 

Is really aware and recognizes it. 
Is usually aware. 
There is little awareness. 
He/she has no awareness. 

performance ? 

N P 
14 24% _ 1. 
25 43% _ 2. 
16 28% _ _3 . 

03 05% _ _4. 

N P 
21 36% 1. 
27 47% 2. 
09 16% 3 . 
01 01% 4. 

C. How specific and frank is your administrator when 
talking to you about your performance? 

N P 
32 55% 1. My administrator is always honest and 

objective about all aspects of my teaching 
performance. 

12 21% 2. My administrator only likes to talk about 
successes, but is frank when asked about 
specific aspect of my teaching. 

12 21% 3. My administrator is often vague or general 
and does not deal with the specifics of 
implementing developmental practice. 

02 03% 4. I get no honest and objective feedback. 

D. How often does your administrator recognize your 
successes and accomplishments? 

N P 
12 21% 1. Always. 
32 55% 2. Almost always 
12 21% 3 . Rarely. 
02 03% 4. Never. 
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IV. Communication 

A. How often does your administrator communicate 
information and directions on Developmentally Appropriate 
Practice that are necessary for you to be successful in the 
implementation? 

N P 
07 12% 1. He/she keeps me fully informed 
27 47% 2. Frequently. 
22 38% 3. Occasionally, but not enough. 
02 03% 4. Never. 

24 41% 1. 

22 38% 2. 
10 17% 3. 
02 03% 4. 

B. How free do you feel to talk to your administrator 
about things that are important to you? 

N P 
I can talk freely about anything with my 
administrator. 
Feel free to discuss most of my concerns. 
Somewhat uncomfortable. 

_4. Not at all. 

C. How often does your administrator ask for your ideas 
and input on things that are important to the school? 

Ideas and suggestions are solicited on a 
regular basis. 
When a problem arises. 
Seldom. 
Never. 

D. Will your administrator accept suggestions and 
constructive criticism offered voluntarily? 

N P 
23 39% 1. Yes. He/She actively seeks positive 

suggestions and considers all input before 
making decisions. 

25 43% 2. Yes. He/She accepts suggestions if they 
make sense. 

05 09% 3. He/She listens, but does nothing. 
05 09% 4. No. 

* Reprinted with permission of the author. 

N P 
26 45% 1. 

19 33% 2. 
11 19% 3. 
02 03% 4. 
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EARLY CHILDHOOD CLASSROOM OBSERVATION 

Number of children in group 

Grade level of children 

Observation date Time 

Each boldface statement is the criterion to be rated. Many-
criteria are followed by a list of indicators that must be 
considered in the rating. Indicators (important points to 
look for) are listed below the criterion. (*) 

Put a check mark in the blank as you observe the 
indicator. Examples are sometimes provided to help define 
the criteria. These specific examples do not have to be 
observed, but something similar should be seen. Rate each 
criterion using the following scale: 

1 The criterion is not met. 
You observe little evidence that this statement accurately 
describes the program. 

2 The criterion is partially met. You observe some 
evidence that this statement accurately describes the 
program. 

The criterion is completely met. You observe a 
great deal of evidence that this statement accurately 
describes the program throughout the day. 

In order for a criterion to rate a 3, all indicators must be 
present. It is possible for all indicators to be present 
without rating the criterion a 3. 

Suggestions for using this form: 

1. Read over the entire observation form before beginning 
to rate a classroom. 

2. An outside observer should spend 10 to 15 minutes 
becoming familiar with the classroom before beginning to 
assign ratings. 

3. The items on the form do not need to be completed in 
order. Some criteria are more easily rated than others and 
these can be done first. Start with the criteria most 
easily observed. 

4. Do not feel pressured to rate a criterion too quickly. 
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If you relax, observe, and gain a sense of what is 
happening, it is easier to make a rating decision. 

INTERACTIONS AMONG TEACHER AND CHILDREN 

1. Teachers interact frequently with children showing 
affection and respect. 

* Teachers interact nonverbally by smiling, eye 
contact, touching. 

* Teachers talk with individual children during 
routines (arriving/departing, transitions, 
activities). 

RATING: 1 2 3 

2. Teachers are responsive to children. 

* Listen to children with attention and respect. 
* Respond to children's questions and requests. 

RATING: 1 2 3 

3. Teachers speak with children in a friendly, courteous 
manner. 

* Speak with individual children often. 
* Speak with children at their eye level. 
* Call children by name. 

RATING: 1 2 3 

4. Teachers talk with individual children, and encourage 
children to use language. 

For example: 

Provide opportunities for children to talk about their day. 

RATING: 1 2 3 
5. Teachers treat children of all races, religions, and 
cultures equally with respect and consideration. 

RATING: 1 2 3 
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6. Teachers provide children of both sexes with equal 
opportunities to take part in all activities. 

RATING: 1 2 3 

7. Teachers encourage independence in children as they are 
ready. 

For example: 
Children performing responsible jobs, participating in 
community activities. 

RATING: 1 2 3 

8. Teachers use positive approaches to help children behave 
constructively. 

Guidance methods include: 
* Redirection. 
* Planning ahead to prevent problems. 
* Positive reinforcement and encouragement. 
* Consistent, clear rules explained to children. 

RATING: 1 2 3 

9. Teachers do not use physical punishment or other 
negative discipline methods that hurt, frighten or humiliate 
children. 

RATING: 1 2 3 

10. Overall sound of group is pleasant most of the time. 

For example: 
Happy laughter, excitement, busy activity related talking. 
Adult voices that do not dominate. 

RATING: 1 2 3 

CURRICULUM 

1. When necessary, modifications are made in the 
environment, schedule, and activities to meet child's 
special needs. 
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For example: 
Indoor and outdoor environments are accessible to the 
special needs child including ramps, bathroom, and 
playground access as needed. 
Program is modified as needed, such as provision of special 
materials and equipment, use of supportive services, 
individualization of activity. 

RATING: 1 2 3 

2. The daily schedule provides a balance of activities on 
the following dimensions: 

a. Indoor/outdoor 
b. Quiet/active 
c. Individual/small 

and large group 
d. Large/small muscle 
e. Child initiated/ 

teacher initiated 

1 2 3 
1 2 3 

1 2 3 
1 2 3 

1 2 3 

3. Children are generally comfortable, relaxed, and happy 
and involved in activities. 

RATING: 1 2 3 

4. Teachers help children deal with anger, sadness and 
frustration. 

RATING: 1 2 3 

5. Teachers encourage prosocial behaviors in children such 
as cooperating, helping, taking turns, talking to solve 
problems. 

* Teachers model the desired behaviors. 
* Teachers praise prosocial behaviors. 

RATING: 1 2 3 

6. Teachers' expectations of children's social behavior are 
developmentally appropriate. 

For example: 
Children have opportunities to participate in group games or 
to work or play alone. 

RATING: 1 2 3 

7. Children are encouraged to talk about feelings and ideas 
instead of solving problems with force. 
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For example: 

Teachers discuss alternate solutions with children. 

RATING: 1 2 3 
8. Multiracial, nonsexist, nonstereotyping pictures, dolls, 
books and materials are available. 

RATING: 1 2 3 

9. Developmentally appropriate materials and equipment are 
available. 

* Active play equipment and materials such as bats and 
balls for organized games. 

* Construction material for woodworking, blocks. 
* Materials for hobby and art projects, science 

projects. 
* Materials for dramatics, cooking. 
* Books, records, musical instruments. 
* Board and card games. 

RATING: 1 2 3 

10. Teachers provide a variety of developmentally 
appropriate 
hands-on activities for children to achieve the following 
goals: 

(Rate each goal separately considering examples.) 
a. Foster positive self-concept. 

For example: 
Provide opportunities to express growing independence/self-
reliance such as the ability to make choices, initiate own 
activities. 
Allow opportunities to work or play alone. 

RATING: 1 2 3 

b. Develop social skills. 

For example: 
Arrange planned and spontaneous activities in team sports, 
group games, interest clubs, board and card games. 
Allow time to sit and talk with friend or adult. 

RATING: 1 2 3 
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c. Encourage children to think, reason, question, and 
experiment. 

For example-. 
Provide activities such as cooking, money-making projects, 
gardening, science experiments, trips in the community, 
interacting with visitors, multicultural experiences, 
computer projects. 

RATING: 1 2 3 

d. Encourage language development. 

For example: 
Provide opportunities to read books. 
Write and produce plays, publish newspapers, write stories 

Share experiences with friends or adults. 
Use audio-visual equipment such as tape recorders. 
Make own filmstrips. 

RATING: 1 2 3 

e. Enhance physical development. 

For example: 
Provide opportunities to get physical exercise, use a 
variety of outdoor equipment. 
Encourage participation in group games, individual and team 
sports. 
Provide fine-motor activities and hobbies such as sewing, 
macrame, pottery, leatherwork, carpentry. 

RATING: 1 2 3 

f. Encourage and demonstrate sound health, safety, and 
nutritional practices. 

For example: 
Cook and serve a variety of nutritious foods. 
Discuss good nutrition. 
Do activities to develop safety awareness at school, at 
home, and in the community. 
Encourage health practices such as washing hands, brushing 
teeth, getting regular exercise and enough rest. 
Talk about visiting doctor, dentist. 

RATING: 1 2 3 

g. Encourage creative expression and appreciation for 
arts. 
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For example: 
Provide planned and spontaneous activities in arts and 
crafts such as mural and easel painting, ceramics, carpentry-
weaving . 
Encourage dancing, creative dramatics, record playing, 
singing, playing instruments. 

RATING: 1 2 3 

h. Respect cultural diversity. 

For example: 
Cook and serve foods from various cultures. 
Celebrate holidays of various cultures. 
Invite parents and other visitors to share arts, crafts, 
music, dress, and stories of various cultures. 
Take trips to museums, cultural resources of community. 

RATING: 1 2 3 

11. Teachers provide materials and time for children to 
select their own activities during the day. 

* Teachers respect the child's right not to 
participate in some activities. 

* Teachers pick up on activities that children start, 
or interests that children show. 

* Children help prepare materials, plan and choose 
their own activities most of the time. 

RATING: 1 2 3 

12. Teachers conduct smooth and unregimented transitions 
between activities. 

* Children are told to get ready for transition ahead 
of time. 

* Children are not always required to move as a group 
from one activity to another. 

* The new activity is prepared before the transition 
from the completed activity to avoid waiting. 

* Children help plan and participate in the change of 
activities. 

RATING: 1 2 3 

13. Teachers are flexible enough to change planned or 
routine 
activities. 
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For example: 
Teachers follow needs or interests of the children. 
Teachers adjust to changes or unexpected situations in a 
relaxed way. 

RATING: 1 2 3 

14. Routine tasks are handled in a relaxed and individual 
manner. 

* Routine tasks are opportunities for pleasant 
conversation and playful interaction to bring about 
children's learning. 

* Routines are tailored to children's needs and 
rhythms as much as possible. 

RATING: 1 2 3 

PHYSICAL ENVIRONMENT 

1. There is enough usable space indoors so children are not 
crowded. 

RATING: 1 2 3 

2. There is enough usable space for outdoor play. 

RATING: 1 2 3 

3. Space is arranged to accommodate children individually, 
in small groups, and in a large group. 

RATING: 1 2 3 

There are clear pathways for children to move from 
one area to another without disturbing activities. 
Areas are arranged for easy supervision by teacher. 

4. Space is arranged to facilitate a variety of activities. 

* Space is arranged for a variety of individual small 
group activities including block building, dramatic 
play, art, music, science, math, manipulatives, 
quiet book reading. 

* Sand and water play and woodworking are available on 
regular occasions. 

* Space is provided for both active and quiet 
activities. 

RATING: 1 2 3 
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5. A variety of age-appropriate materials and equipment are 
available for children indoors and outdoors. 

* A sufficient quantity of materials and equipment is 
provided to avoid problems with sharing or waiting. 

* Material is durable and in good repair. 
* Materials are organized consistently on low, open 

shelves to encourage independent use by children. 
* Extra materials are accessible to teachers to add 

variety to usual activities. 

RATING: 1 2 3 

6. Individual space is provided for each child's 
belongings. 

* There is a place to hang clothing. 
* There are places for storing belongings such as art 

work to take home. 

RATING: 1 2 3 

7. Private areas where children can work or play alone or 
with a friend are available indoors or outdoors. 

For example: 
Book corners, tunnels, or playhouses that are easy for 
adults to supervise. 

RATING: 1 2 3 

8. The environment includes soft elements. 

For example: 

Rugs, cushions, rocking chairs, soft furniture, soft toys 

RATING: 1 2 3 
9. Sound-absorbing materials such as ceiling tile and rugs 
are used to cut down on noise. 

RATING : 1 2 3 
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10. A variety of activities can go outdoors throughout the 
school year. 

* Variety of surfaces such as hard-top, sand and 
grass. 

* Varied of age-appropriate equipment for climbing, 
balancing and individual playing. 

RATING: 1 2 3 

11. The outdoor play area is protected from access to 
streets and other dangers. 

RATING: 1 2 3 

HEALTH AND SAFETY 

1. Children are under adult supervision at all times. 

For example: 
Children may not be in sight, but teachers know exactly 
where they are and what they are doing at all times. 

RATING: 1 2 3 

2. Children are dressed appropriately for active play 
indoors and outdoors. 

* Extra clothing is kept on hand. 
* Protective clothing such as smocks and mittens kept. 

RATING: 1 2 3 

3. Soap and disposable towels are provided. 

RATING: 1 2 3 

4. Children wash hands after toileting and before meals. 

RATING: 1 2 3 

5. Areas used by children are well-lighted and ventilated 
and kept at a comfortable temperature. 

RATING: 1 2 3 

6. As children use the facility, teachers and children keep 
areas reasonably clean. 

RATING: 1 2 3 
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7. The building, playground, and all equipment are 
maintained in safe, clean condition and in good repair. 

* No sharp edges, splinters, protruding or rusty 
nails, or missing parts. 

RATING: 1 2 3 

8. Floor coverings are attached to the floor or backed with 
nonslip materials. 

RATING: 1 2 . 3 

9. Climbing equipment, swings, and large pieces of 
furniture are anchored. 

For example: 

Permanent equipment outdoors, tall storage shelves indoors 

RATING: 1 2 3 
10. Mealtime is a pleasant social and learning experience 
for children. 

* At least one adult encourages conversation and 
models appropriate behavior. 

* Chairs, tables, and eating utensils are suitable for 
the size and developmental levels of children. 

RATING: 1 2 3 

* Reprinted with permission of the author. 
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STAGES OF CONCERN RAW SCORE-PERCENTILE CONVERSION CHART 

Five Item 

Raw Scale 

Total 

Stage Stage Stage Stage Stage Stage Stage 

0 1 2 3 4 5 6 

0 10 5 5 2 1 1 1 
1 23 12 12 5 1 2 2 
2 29 16 14 7 1 3 3 
3 37 19 17 9 2 3 5 
4 46 23 21 11 2 4 6 
5 53 27 25 15 3 5 9 
6 60 30 28 18 3 7 11 
7 66 34 31 23 6 9 14 
8 72 37 35 27 5 10 17 
9 77 40 39 30 5 12 20 

10 81 43 42 34 7 14 22 
11 84 45 45 39 6 16 26 
12 86 49 48 43 9 19 30 
13 89 51 52 47 11 22 34 
14 91 54 53 52 13 25 38 
15 93 57 57 56 16 28 42 
16 94 60 59 60 19 31 47 
17 95 63 63 65 21 36 52 
18 96 66 67 69 24 40 57 
19 97 69 70 73 27 44 60 
20 98 72 72 77 30 48 65 
21 98 75 76 80 33 52 69 
22 99 80 78 83 38 55 73 
23 99 84 80 85 43 59 77 
24 99 88 83 88 48 64 81 
25 99 90 85 90 54 60 84 
26 99 91 87 92 59 72 87 
27 99 93 89 94 63 76 90 
28 99 95 91 95 66 80 92 
29 99 96 92 97 71 84 94 
30 99 97 94 97 76 86 96 
31 99 98 95 98 82 91 97 
32 99 99 96 99 86 93 98 
33 99 99 96 99 90 95 99 
34 99 99 97 99 92 97 99 
35 99 99 99 99 96 98 99 

(Hall, et. al., 1977, p. 27) 

* Reprinted with permission of the author. 
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