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ABSTRACT

The purpose of this study was to investigate the reliability and validity of a newly
developed survey instrument, the Primary Practices Questionnaire (PPQ), designed to measure
first, second, and third grade teachers’ perceived use of developmentally appropriate practices.
The initial item pool was reviewed for content validity by a panel of four content experts.
Several teacher focus groups also contributed to the revision of item wording. The final survey
consisted of 41 items. Sampling yielded 215 responses. Reliability was measured through an
internal consistency method. Cronbach’s α=808 indicating the instrument has good reliability.
Construct validity was examined through three separate analyses. A factor analysis was
conducted to uncover if factors were revealed from the survey responses. ANOVA,
independent samples t-test, and correlation were used to see if variables that previous
literature found as influential on DAP had a similar relationship with the PPQ results. Lastly,
correlation was used to investigate the relationship between the responses on the PPQ to
another instrument, the Beliefs about Primary Education Scale. The Primary Practices
Questionnaire appears to have an underlying two factor structure, however this finding is
considered tentative. First grade teachers over third grade teachers and teachers who engage
in higher numbers of different types of professional development activities (recency and
content not examined) reported higher levels of implementation of developmentally
appropriate practices. These two findings are consistent with previous research. Other teacher
and context variables measured, such as certification, level of education, total years teaching,
autonomy in curricular and instructional decision making, class size, and classroom support did
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not results in between groups differences on the PPQ which is inconsistent with previous
research. The PPQ shows some evidence of construct validity as it has a moderate positive
correlation (r=.34) with a theoretically related instrument. In all, the results of the investigation
into the psychometric properties of the Primary Practices Questionnaire provide a promising
start for further development of the instrument. It is hoped the creation of this instrument will
go far in creating an understanding in the greater public education community of the need to
promote the use of developmentally appropriate practices.
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CHAPTER 1
INTRODUCTION

The Need for the Study
The term Developmentally Appropriate Practice (DAP) first came to the everyday
conversation of early educators in 1986 with the first publication of a position statement on the
topic by the National Association for the Education of Young Children (NAEYC) (Bredekamp,
1987). When the first edition of the NAEYC’s guidelines was published, it filled the need in the
field of early childhood education (ECE) for a cohesive philosophical framework which
encompassed the broad and diverse number of theories that influence the thinking in the field.
Although pulling from a diverse and comprehensive field of theory and research, the
primary influencing theorists that can be seen in DAP, in chronological order, are Rousseau,
Pestalozzi, Froebel, Dewey, Montessori, Erikson, Piaget, and Vygotsky. The tenets of
developmentally appropriate practice derived from these theorists can be summed in the
following basic guidelines as presented in NAEYC’s publication: learning is interrelated,
development occurs in stages, individuals vary, individuals interact with their environment,
learning tasks must match readiness level, learning proceeds from simple to complex,
relationships are important, learning occurs in multiple contexts, children are active learners,
play is crucial, learning requires appropriate challenge, and learning requires intrinsic
motivation.
There have been two more iterations of NAEYC’s developmentally appropriate
guidelines with the latest edition being published by Copple & Bredekamp in 2009. Each
1

edition, although still following the philosophical guidance of the original, has incorporated the
most recent information, thinking, and research in the field of early childhood education at the
time of re-publication and has responded to critiques from the field at large. From the first
edition to the third edition which is the most recent, there have been significant changes in the
specific content of the guidelines, especially from the second edition to the present. By
counting and calculating the number of guidelines in the first and third edition, one can see that
the most recent edition of guidelines represent a 330% increase in the number of individual
statements guiding what DAP looks like in practice. Another major difference in the current
edition is the call to reduce the achievement gap with much more emphasis placed on
curriculum and teaching to reflect the current research on the most effective practices which
are developmentally appropriate.
The need to address developmentally appropriate practices in the primary grades has
been touted by some theorists as the key to reducing the achievement gap and to reaching high
levels of achievement in third grade (Kauerz, 2006; Maeroff, 2006). Without a solid foundation,
students cannot expect to maintain proficiency levels throughout their public school years.
Strong developmentally appropriate practices is an essential element of the PK-3 approach
which calls for, among other things, an alignment of developmentally appropriate curriculum
and instructional practices from the preschool years through third grade. The need to address
developmentally appropriate practices in the primary grades is also critical to young children’s
whole development. Some practices utilized in public schools are contradictory to what is
known to be developmentally appropriate in efforts to boost academic achievement. Some of
these practices aim to increase instructional time by eliminating time spent in free and creative
2

play or physical activity. Yet other practices focus on grouping students in inappropriate age
groups in order to provide intervention. However, these efforts are misguided in that the true
key to raising the achievement bar is to increase rather than decrease the amount of
developmental appropriateness of programs.
Since the advent of the construct of developmentally appropriate practice, researchers
have developed instruments using NAEYC’s guidelines as the theoretical model behind their
development. These instruments intend to measure either the application of DAP in
classrooms or the extent to which beliefs held by teachers can be considered to be in line with
DAP principles. Several have been developed which exclusively attempt to measure DAP in the
primary grades recognizing that DAP looks different in the upper end of the age span of early
childhood than in the lower range. Instruments that have been developed have employed
different formats to gather information and had their psychometric properties investigated
using different techniques. Two basic types of instruments have predominated. One type uses
a questionnaire format where responses are gathered by teachers using some type of selfrating to report their beliefs, perceptions, or practices (Buchanan, Burts, Bidner, White, and
Charlesworth, 1998; Smith, 1993). Other instruments use an observation scale to collect
information about developmentally appropriate practices through direct observation (Burt,
Sugawara, & Wright, 1993; Maxwell, McWilliam, Hemmeter, Ault, & Schuster, 2001; Van Horn
& Ramey, 2004).
Using instruments such as these, along with other methods, researchers have identified
various practices that influence the implementation of developmentally appropriate practices
in the primary grades. The literature on factors influencing the implementation of DAP in the
3

primary grades can be conceptualized as falling into two main realms of factors—supervisory
practices and curricular practices.
The literature on supervisory or leadership practices which promote the implementation
of developmentally appropriate practices reveals several recurring themes. These themes
center around practices associated with teacher beliefs, knowledge, and characteristics;
leadership style and leader characteristics; family and community relationships; school
infrastructure; and program evaluation. See, for example, Caruso (2007); French & Pena
(1997); Muijs, Aubrey, Harris, & Briggs (2004); West (2001); and Zeece (2010).
A great deal has been written regarding what is considered developmentally
appropriate curricular practices. Although there are five domains addressed by Copple &
Bredekamp (2009), the literature reviewed on curricular practices directly supports the tenets
of three areas—Teaching to Enhance Development and Learning, Planning Curriculum to
Achieve Important Goals, and Establishing Reciprocal Relationships with Families. See, for
example, Cunningham & Allington (2011); Drew, Christie, Johnson, Meckley, & Nell (2008); and
Kostelnik et al. (2007).
All of the instruments developed to date that purport to measure developmentally
appropriate practices have varying acceptable limits of reliability and validity. They have all
been useful instruments in their time. What is lacking, however, in the current state of
education, is a reliable and valid instrument to measure developmentally appropriate practice
that is based on the third edition of NAEYC’s DAP guidelines and the recent research concerning
factors that impact the implementation of developmentally appropriate practices. No
instrument to date has utilized this updated content as the premise of its development.
4

Purpose of the Study
The purpose of this study is to investigate the psychometric properties of a newly
developed survey instrument designed to measure teachers’ perceived use of developmentally
appropriate practices, the Primary Practices Questionnaire (PPQ).
The instrument is a survey targeting first, second, and third grade teachers’ perceived
use of developmentally appropriate practices. The PPQ is a quantitative measure. This type of
measure enables large scale implementation and yields data which can readily be compared to
typical quantitative achievement measures.

Research Questions
The purpose of this study is to investigate the psychometric properties of an instrument
developed to measure teachers’ perceived use of developmentally appropriate practices in the
primary grades. Data on the reliability and validity of the Primary Practices Questionnaire will
be presented. Research questions, therefore, focus on those properties of the instrument.
1. Is the Primary Practices Questionnaire a reliable instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades as
estimated through the application of internal consistency analysis techniques?
2. Is the Primary Practices Questionnaire a valid instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades?
a. Does the instrument have content validity as demonstrated by a panel of
experts?
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b. Does the instrument have construct validity as demonstrated by factor
analysis?
c. Does the instrument have construct validity as demonstrated by comparisons
of variables that have been identified through previous research as being
associated with the implementation of developmentally appropriate
practices?
d. Does the instrument have construct validity as demonstrated by a
comparison of another theoretically related instrument with prior
established validity?

Definitions
In order to provide a common understanding of fundamental terms used throughout
this document, several key words have been defined as follows:
Developmentally Appropriate Practice—The concept of developmentally appropriate
practice is based on the premise that children’s experiences should be both age-appropriate
according to human development research and individually-appropriate according to a child’s
unique pattern of growth. Knowledge of age-appropriate and individually-appropriate profiles
of children guide decisions made by teachers.
Content validity—This type of validity is the degree to which an empirical measure
reflects a specific domain of content. In this study, content validity relates to how well the
Primary Practices Questionnaire represents the domain of developmentally appropriate
practice.
6

Construct validity—This type of validity is the degree to which an empirical measure
represents the theoretical construct it is intended to measure. In this study, construct validity
will be assessed by using factor analysis to investigate the underlying theoretical dimensionality
of the items. Construct validity will also be measured through comparisons of variables that
have been determined through prior research to be associated with the implementation of
developmentally appropriate practices.
Reliability—Reliability pertains to the ability of a measure to have similar results on
repeated applications of the measure. In this study, reliability will be measured through the
use of internal consistency techniques.

Limitations
The following are considered limitations in the present study.
1. Teachers’ use of developmentally appropriate practices is ascertained through selfreport, rather than by direct observation.

Delimitations
Due to the question under investigation, several delimitations were placed on the study
in order to keep with the scope of the research questions and methodology.
1. Only teachers in grades one through three were included in the sample.
2. Only teachers in Pennsylvania were included in the sample.
3. The instrument contains only self-report items.

7

Assumptions
1. Teachers will honestly report their classroom practices.
2. Teachers that are selected for inclusion in the sample are representative of typical
primary grade level teachers.
3. Teachers’ scores will be normally distributed.

8

CHAPTER 2
REVIEW OF THE LITERATURE

Introduction
This chapter is divided into four sections. In the first section, the construct of
developmentally appropriate practices (DAP) will be explored. Specifically, the guiding
principles of DAP as published by National Association of the Education of Young Children
(NAEYC) will be given followed by a brief account of their theoretical underpinnings. The
development of the guidelines by the National Association of the Education of Young Children
(NAEYC) to describe DAP will be documented followed by a comparison of the updated
iterations of their position. Current theoretical work done in the developmental sciences which
is not included in the DAP guidelines will be presented. Section 1 closes with presenting the
primary grades as a developmentally unique period of life along with the specific
developmentally appropriate practices that apply to that stage of life.
The second section presents those factors that have been demonstrated through
research to impact the implementation of developmentally appropriate practices in the primary
grades. These practices are presented first by those which can be considered to be supervisory
practices and second by those that can be considered to be curricular practices.
The third section presents the PreK—3 approach. The development of the movement
and its key features in addressing the achievement gap will be presented. Its connection to the
use of developmentally appropriate practices will be discussed.
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The fourth section describes how DAP has historically been measured in the primary
grades through the use of various instruments. This is followed by a presentation of the future
needs of instrument development for present day classrooms.

Section I—Developmentally Appropriate Practice and the Primary Grades
Developmentally Appropriate Practice
The NAEYC Guidelines—The term Developmentally Appropriate Practice
(DAP) first came to the everyday conversation of early educators in 1986 with the first
publication of a position statement on the topic by the National Association for the Education
of Young Children (NAEYC) (Bredekamp, 1987). The latest edition of Developmentally
Appropriate Practice in Early Childhood: Serving Children from Birth through Age 8 edited by
Copple and Bredekamp was published in 2009 and is still considered the authoritative source
on the topic.
The following are the principles of child development that form the basis of
developmentally appropriate practices. These are taken from the 2009 edition and can be
found on pages 11—15 along with an explanation of each principle.
1. Learning is interrelated—All the domains of development and learning—physical,
social and emotional, and cognitive—are important, and they are closely
interrelated. Children’s development and learning in one domain influence and are
influenced by what takes place in other domains.
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2. Development occurs in stages—Many aspects of children’s learning and
development follow well documented sequences, with later abilities, skills, and
knowledge building on those already acquired.
3. Individuals vary—Development and learning proceed at varying rates from child to
child, as well as at uneven rates across different areas of a child’s individual
functioning.
4. Individuals interact with their environment—Development and learning result from
a dynamic and continuous interaction of biological maturation and experience.
5. Learning task matches readiness level—Early experiences have profound effects,
both cumulative and delayed, on a child’s development and learning; and optimal
periods exist for certain types of development and learning to occur.
6. Learning proceeds from simple to complex—Development proceeds toward greater
complexity, self-regulation, and symbolic or representational capacities.
7. Relationships are important—Children develop best when they have secure,
consistent relationships with responsive adults and opportunities for positive
relationships with peers.
8. Learning occurs in multiple contexts—Development and learning occur in and are
influenced by multiple social and cultural contexts.
9. Children are active learners—Always mentally active in seeking to understand the
world around them, children learn in a variety of ways; a wide-range of teaching
strategies and interactions are effective in supporting all these kinds of learning

11

10. Play is crucial—Play is an important vehicle for developing self-regulation as well as
for promoting language, cognition, and social competence.
11. Learning requires appropriate challenge—Development and learning advance when
children are challenged to achieve at a level just beyond their current mastery, and
also when they have many opportunities to practice newly acquired skills.
12. Learning requires intrinsic motivation—Children’s experiences shape their
motivation and approaches to learning, such as persistence, initiative, and flexibility;
in turn, these dispositions and behaviors affect their learning and development.
These theoretical principles of child development are used as the foundation for the
guidelines for developmentally appropriate practice. These guidelines are grouped into the
following areas: creating a caring community of learners, teaching to enhance development
and learning, planning curriculum to achieve important goals, assessing children’s development
and learning, and establishing reciprocal relationships with families. Specific guidelines for
practice in each of these categories as they relate to children in the primary grades will be
described in a later section.
Theoretical Background of DAP—When the first edition of the NAEYC’s
guidelines were published, it filled the need in the field of early childhood education (ECE) for a
cohesive philosophical framework which encompassed the broad and diverse number of
theories that influence the thinking in the field. This section will present the theoretical
influences that provided the basis of DAP.
The foundational tenets of DAP have a long history starting as early as the writings of
Plato in 1st century B.C. Plato advocated for play as a method of learning for children (Wolfe,
12

2002). This history continued in 17thcentury with the writings of Comenius. Comenius believed
that teachers needed to be aware of the order of development and not rush or force children
to learn before they were ready (Wolfe, 2002). Since that time, many have written about their
philosophies of early childhood education. Although pulling from a diverse and comprehensive
field of theory and research, the primary influencing theorists that can be seen in DAP, in
chronological order, are Rousseau, Pestalozzi, Froebel, Dewey, Montessori, Erikson, Piaget, and
Vygotsky.
Jean-Jacques Rousseau (1712—1778), born in Switzerland, believed that education
should produce free and autonomous citizens (Wolfe, 2002). His writings were very
controversial and resulted in him fleeing Switzerland under threat of arrest. Rousseau believed
that knowledge needed to be drawn from the child and viewed the child as the center of the
educative process. He felt as though knowledge should be functional and relevant, curriculum
needed to have relevance to children’s lives, and interest motivates children’s inquiry.
Although Rousseau did not outline many teaching methods, he did feel that children needed to
learn through discovery, active movement, and play. Another of Rousseau’s beliefs centered
on the notion that childhood shouldn’t be hurried; premature instruction was cautioned against
as childhood was meant to be lived and not rushed. Rousseau is considered the ancestor of all
child-centered education. He was vital to establishing childhood as a specific period of
development and outlines four stages of development in childhood: infancy, childhood, preadolescence, and later adolescence.
Another Swiss theorist, Johann Heinrich Pestalozzi (1746-1827) influenced thinking in
early childhood education in the 18th century (Wolfe, 2002). Pestalozzi was strongly influenced
13

by Rousseau and turned to nature for his guiding philosophies. Pestalozzi took Rousseau’s
esoteric theories and put them into actual educational context. He was the first to introduce
the concept of the ‘whole child’ long before 20th century theorists by proposing that children
were made up of ‘hand, heart, and head’. The hand represented the body; the heart was a
combination of feelings, morals, and interpersonal relations; the head was the mind or intellect.
Pestalozzi strongly believed in developmental sequence by maintaining that nature strives to
grow, develop, and unfold. Education had to follow the order of nature and the teacher was to
play the role of a gardener by nurturing and fostering the growth of children through
knowledge of the laws of development. He believed that learning had to occur in gradual
stages and that mastery at one stage needed to precede exposure to the next stage. In terms
of teaching methodologies, Pestalozzi believed that children needed to learn through selfactivity and discover truths for themselves. He developed one of the first real teaching
strategies that could be used in the classroom—the object lesson. An object lesson was used to
teach all subjects through the use of a manipulative, or real object, to guide children’s
discovery. The use of concrete objects eventually evolved to substituting the real objects with
an abstract concept. Interest in topics provided the motivation to learn—punishment, fear,
rewards, and/or rivalry were dangerous to real learning.
The father of Kindergarten, Friedrich Froebel (1782-1852), was a student of Pestalozzi
and was the first to coin the term “kindergarten” (Wolfe, 2002). He developed a system of
education via classrooms he established in various parts of Europe. Froebel’s kindergarten
philosophy was to bring out the inner creativity of children. He believed children learned
through play and through the manipulation of concrete objects. Unity was an important
14

concept upon which much of Froebel’s program was based. Children were to be given
experiences which would help them see the interconnectedness of all of life. In order to foster
children’s developing sense of unity, Froebel developed “gifts” and “occupations” that were to
be presented to children in a pre-determined sequence. Gifts were concrete objects that were
designed to reveal certain concepts to children. For example, Froebel’s first gift consisted of six
colored, crocheted balls which were to help children learn about unity, color, form, and the
concept of ‘one’. Occupations were planned experiences or activities to help train children’s
minds, eyes, and hands. The gifts were put to use through various occupations. Examples of
Froebel’s occupations are: perforating, drawing, and weaving. Other concepts that were
central to Froebel’s philosophy of education were the idea of child study and the involvement
of the family and community. Development occurring in distinct stages was also an idea of
Froebel’s. He proposed three developmental stages: Infancy stage (birth—3 years of age),
Child stage (3—7 years of age), and Boyhood (7—10 years of age).
John Dewey (1859—1952) has been perhaps the most influential philosopher on
modern day education. His name has become synonymous with the term “progressive
education”. Progressive education is a broad term without a succinct definition. There are
several tenets of the movement, though, that describe Dewey’s philosophy. These are: a focus
on the “whole child”, curriculum emerges from children’s interests and needs, teacher as a
guide or facilitator, cooperative learning and inquiry among children, close home/school
connections, education for the present not the future, scientific study of child development,
integrated curriculum, and purposeful learning experiences (Mooney, 2000; Wolfe, 2002)
Dewey’s educational philosophy is well-documented in his many writings and a comprehensive
15

account of his ideas is beyond the scope of this study. To sum Dewey’s education theory, one
could say that the foundational element to his philosophy is the idea of experience being the
cornerstone of education. Children learn through experiences which are meaningful to them in
their current stage of development through the interaction in a social community with the
expert guidance of a teacher who is knowledgeable not only about child development, but also
of the children themselves.
Maria Montessori’s (1870—1952) concept of education is still alive and well today all
over the world with a multitude of early childhood programs which claim to be ‘Montessori’
programs (Mooney, 2000). Montessori’s educational philosophy remained unchanged over
many years and she did not revise her ideas to be consistent with the psychological and
educational knowledge of the day. For example, Montessori believed that the ages from 6 to
12 was the period when imagination developed; therefore, earlier ages were not encouraged to
engage in fantasy play. Montessori’s philosophy on education had several persisting
components. First, Montessori believed that childhood needed to be respected as a distinct
and different stage of life, separate from adulthood. Children needed to be treated as
individuals and would, in return, grow into respectful adults. She continued to have an
admiration and respect for the unknown elements of childhood. Second, Montessori believed
in sensitive periods of growth and development. She believed there were certain age ranges
which provided “windows of opportunity” which provided a child with the capability for vast
amounts of learning in a particular area. Once the sensitive period was over, she believed
children would never again have the degree of absorbency for that type of learning.
Experiences needed to be presented to children only in the sensitive period where she believed
16

them to be appropriate. Such is indicated in the aforementioned example regarding fantasy.
Third, Montessori believed in a prepared environment. Because of children having sensitive
periods, she believed the environment and the materials accessible to children in that
environment needed to complement their current stage of development. Organization of the
classroom was important in Montessori education in order to foster children’s independence.
The furnishings were child-sized and materials were kept on shelves in specific ways to enable
children to take and complete an activity and then return it to its proper place. Another
important aspect of keeping an organized environment was that children needed to be taught
the correct way to work with materials before they were allowed to use them independently.
This was Montessori’s way of controlling error which allowed children to complete tasks
correctly and independently. A fourth element of Montessori education is the use of didactic
materials. All materials and activities in a Montessori classroom are self-correcting and graded
in difficulty. The self-correcting materials enabled children to be independent. The gradation
in difficulty ensured children were working at their appropriate level of development. Children
were not exposed or allowed to use materials that were too difficult—teachers introduced
more difficult activities to children when they determined the children were ready. Another
important component in Montessori education is the idea of mixed age grouping. She believed
children could learn from each other and older children could be role-models for younger
children. Mixed-age grouping also enabled a teaching area to spread over many developmental
levels to ensure that children could learn at their own pace which was another foundational
tenet to her philosophy of education (Wolfe, 2002).

17

Erik Erikson’s (1902—1994) theory of development covers the full age span of life. His
theory, the Eight Ages of Man, shows how children develop the foundation for emotional and
social development and mental health (Fischer & Lazerson, 1984). His theory identifies, at each
age range, the struggle that occurs and the resulting strength that is formed when the stage is
successfully resolved. He believes that weaknesses occur when a stage’s struggle fails to be
resolved. How people resolve each stage results in their own unique patterns of personality
strengths and weaknesses. Table 1 illustrates Erikson’s stages of psychosocial development
that cover the ages of early childhood. Erikson’s theory has a great deal of impact on
pedagogical practice and he believed there were certain practices in which teachers should
engage to help foster the resolution of each stage of development. To support the first stage of
development, teachers need to encourage attachment by holding babies, responding to their
distress, and encouraging strong bonds to primary caregivers. In order to help children resolve
the struggle between autonomy and shame and doubt, Erikson believed that teachers needed
to foster independence by giving children simple choices, setting clear limits, and accepting a
balance for a child’s need for dependence at times along with a need for independence. To
foster the development of a sense of purpose, teachers working with children in the Initiative
vs. Guilt stage need to continue to encourage independence and focus on what children
accomplish rather than mistakes they make in the course of attempting independence. This is
also critical during the Industry vs. Inferiority stage where children learn the confidence they
need to persevere through difficult tasks. Teachers must also consider the individual
differences children exhibit from day-to-day—what a child is able to do or handle on one day
may change the next given their unique circumstances or context. During this stage, it is
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Table 1: Erikson’s Stages of Psychosocial Development in Early Childhood
Stage/Struggle
Trust vs. Mistrust

Age range
0-1 year

Strength Developed
Hope

Autonomy vs. Shame and Doubt
Initiative vs. Guilt
Industry vs. Inferiority

2-3 years
4-5 years
6-12 years

Willpower
Purpose
Competence
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also critical for teachers to focus the curriculum on real tasks that are reflective of children’s
lives.
Central to Piaget’s (1896—1980) theory of development is the idea that children need
to construct their own learning (Piaget, 1970). When Piaget was formulating his theory of
development, others in the field were arguing over whether learning comes from within
(intrinsic) or from the environment (extrinsic). He believed in the interaction between the two
by explaining that children themselves construct their knowledge of the world by giving
meaning to things they encounter in their world. Like many other theorists, Piaget believed
that children needed to be interested or motivated to learn—curiosity drives learning. Piaget
also believed that play was an important avenue of learning for children. Piaget’s notion of
child cognitive development is organized into four stages. The stages covering early childhood
can be seen in Table 2. Although there are age ranges attached to each stage, there is wide
variation in the rate children pass through these stages. Piaget felt as though cognitive
development was affected by physical development and interactions with the environment.
Just as with Erikson’s theory, Piaget’s theory of cognitive development provides implications for
teaching practices. During the sensorimotor period, teachers need to provide safe and
interesting places to explore. They also need to respond to separation anxiety in a supportive
way. Important teaching practices during the preoperational stage include providing large
uninterrupted blocks of time for children to play and explore freely, provide real-world
experiences, and provide open-ended activities and discussions.
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Table 2: Piaget’s Stages of Cognitive Development in Early Childhood
Stage
Sensorimotor

Age range
Birth—18 months

Preoperational

18 months—6 years

Concrete Operational

6—12 years

Characteristics
Learn through senses and reflexes
Object permanence is established
Separation anxiety appears
Egocentric thought
Ideas are formed from experiences
Think symbolically
Pretend play
Conservation
Think logically and systematically about
real objects and events
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Vygotsky’s (1896—1934) theory of development is termed the cultural-historical theory
because of the role history (the study of the development of humans over time) and culture
(signs, symbols, and social connections) play in learning (Bodrova & Leong, 2009). The basic
principles underlying Vygotskian theory are: “children construct knowledge, development
cannot be separated from its social context, learning can lead development, and language plays
a central role in mental development” (Bodrova & Leong, 2007, p. 9). Vygotsky is best known
for the idea of the zone of proximal development. The zone of proximal development, or ZPD,
is the continuum between what a child can do independently to what a child can do with
assistance. Teaching within this zone is critical for optimal learning. Teaching within the ZPD
requires scaffolding or providing the necessary amounts of support to enable to child to
complete the task successfully. The Vygotskian framework provides the basis for an approach
to early childhood education called “Tools of the Mind”. The Tools of the Mind educational
approach has the following premises: teachers promote learning by providing activities
appropriate for that age and teachers focus on promoting higher level functions and cultural
tools (such as language) rather than skills. Leading activities are the primary activities in which
a child is engaged during a particular age span. For preschool and Kindergarten age children,
make-believe play is the leading activity. In the elementary grades, the leading activity is called
learning activity. Learning activity is distinguished from a learning task. Learning activity is
considered the generalized processes or thinking skills required to get the correct answers in a
learning task. The emphasis is placed on the mental processes involved (Bodrova & Leong,
2007).
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When you look back to the guiding principles of developmentally appropriate practice
presented in the preceding section, the theoretical influences provided by hundreds of years of
history of the field of early childhood education can easily be determined. As mentioned
previously NAEYC’s publication of a cohesive compilation into a single philosophy was well
received. Table 3 shows how the different presented theorists can be mapped onto the
principles of child development upon which DAP is based.
Changes through the years—NAEYC’s position statements reflect the most
current literature and thinking at the time of their publication. Education is a dynamic and
ever-changing field and so, NAEYC reviews and revises position statements every 7 to 10 years
in order to keep them current and accurate. The first publication of the DAP guidelines were
well received; however, there were misconceptions and criticisms with this earliest version
which prompted NAEYC to publish an updated edition in 1997 which was edited by Sue
Bredekamp and Carol Copple. The first publication of the guidelines stressed an integrated
curriculum and skills taught in the context of authentic experiences and misconceptions came
mainly from the focus on activities based on the child’s interest rather than activities planned
by the teacher. Some interpreted this as the image of a teacher who let children do whatever
they want with no plan or direction. Many interpreted the guidelines to mean that teachers
could never use books, worksheets, or direct teaching. These misconceptions led to the biggest
change in the revised guidelines being a move from “either/or” thinking to “both/and” thinking.
Although some practices are clearly inappropriate for early childhood, most teaching practices
require a more complex, both/and thinking. For example, “children benefit from engaging in
self-initiated, spontaneous play and from teacher-planned and structured activities,
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Table 3: Theoretical Influences on Principles of DAP
Principle of DAP

Theoretical Influence

Learning is interrelated
Development occurs in stages

Pestalozzi, Froebel, Dewey, Piaget
Rousseau, Pestalozzi, Froebel, Dewey,
Montessori, Erikson, Piaget
Individuals vary
Dewey, Montessori, Erikson, Piaget,
Vygotsky
Individuals interact with their environment Rousseau, Froebel, Dewey, Erikson,
Piaget, Vygotsky
Learning task matches readiness level
Rousseau, Pestalozzi, Froebel, Dewey,
Montessori, Erikson, Piaget, Vygotsky
Learning proceeds from simple to complex
Pestalozzi, Froebel, Montessori, Erikson,
Piaget, Vygotsky
Relationships are important
Froebel, Dewey, Vygotsky
Learning occurs in multiple contexts
Dewey, Erikson
Children are active learners
Rousseau, Pestalozzi, Froebel, Dewey,
Montessori, Piaget, Vygotsky
Play is crucial
Rousseau, Pestalozzi, Froebel, Piaget,
Vygotsky
Learning requires appropriate challenge
Pestalozzi, Dewey, Montessori, Piaget,
Vygotsky
Learning requires intrinsic motivation
Rousseau, Pestalozzi, Dewey, Piaget,
Vygotsky
Note: DAP principles are taken from “Developmentally Appropriate Practice in Early Childhood
Programs Serving Children From Birth Through Age 8,” by Carolyn Copple and Sue Bredekamp
(eds.), pp. 11—15, copyright 2009 by NAEYC.
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projects, and experiences” (p. 23). The move to “both/and” thinking, although one of the most
prevailing changes found in the second edition, was not the only revision made to the
guidelines. The second edition provided more clarity to the fundamental principles of the
original statement and expanded them to better reflect the contemporary thinking of the time.
The updated positions in the second edition highlighted the following ideas (p. vi):


The teacher is critical in supporting development and learning



Classrooms are communities of learners and relationships support development
and learning



Development and learning are influenced by culture and sociocultural contexts



Families play a significant role in the lives of children



Focus on applying principles to children with disabilities and developmental
needs



Curriculum must be contextually meaningful and relevant



Authentic assessment practices



Importance of policy and infrastructure to support early childhood programs

Not only did the beliefs underlying the guidelines become clearer and reflective of
current knowledge in the field, but the structure and content of the guidelines changed
significantly. The guidelines from the first edition were arranged into five interrelated
dimensions. These dimensions are: creating a caring community of learners, teaching to
enhance development and learning, constructing appropriate curriculum, assessing children’s
learning and development, and establishing reciprocal relationships with families. All of the
guidelines (except “Transitions”) from the first edition are present in the second edition,
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however the content within those guidelines increased by 50%. The first edition contained 37
individual statements, while the second edition contained 56 individual statements. Figure 1
contains a diagram showing the guidelines of the first edition compared to the second edition.
Ten years after the second edition, NAEYC’s guidelines were once again revisited and
revised in 2009 and remain the most current guidance on developmentally
appropriate practice. The past decade has seen dramatic transformations in the face of
education. The passage of No Child Left Behind in 2002 forever changed public education by
requiring schools to focus on accountability for achievement and research-based practices.
Research in the area of effective teaching practices has provided a burgeoning of information
educators can use to inform their practice and guide the selection of techniques that have
proven outcomes. In response to these movements, key messages of NAEYC’s position
statement on developmentally appropriate practice, as indicated in the third edition, present a
more refined definition of developmentally appropriate practice, a call to reduce the
achievement gap, a focus on comprehensive and effective curriculum, and a need to improve
teaching and learning (Copple & Bredekamp, 2009). The phrase “DAP meets GAP” has been
used to describe the fundamental theme in the third edition. The third edition guidelines
reflect the current context of early childhood education and the need to reduce learning gaps
and enable all children to succeed, bring pre-kindergarten and elementary education together,
and acknowledge the critical role of the teacher in promoting effective education.
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Second Edition

Creating a Caring Community of
Learners
Promoting positive climate for
learning—3
Building democratic community—6
First Edition

Curriculum Goals—3
Teaching strategies—5
Integrated curriculum—8
Guidance of social and emotional
development—4
Motivation—3
Parent/teacher relationships—2
Evaluation—4
Grouping and Staffing—4
Teacher Qualifications—2
Before/after school care—1
Transitions—1

Teaching to Enhance Development
and Learning
Environment and schedule—4
Teaching strategies—7
Motivation and guidance—4

Constructing Appropriate Curriculum
Integrated curriculum—3
Continuum of development and
learning—2
Coherent, effective curriculum—2
Curriculum content—10

Assessing Children’s Learning and
Development—4

Establishing reciprocal relationships
with parents—3
Policies
Staffing, grouping, and
environment—5

Figure 1: Comparison of NAEYC’s DAP guidelines between the first and second editions
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No significant changes were made in the last iteration of the guidelines in terms of their
structure. The 5 interrelated dimensions continue to be the organizational format with little
change other than “constructing appropriate curriculum” being changed to “planning
curriculum to achieve important goals” and the elimination of “policies”. Even though there
was not significant change in overall structure of the guidelines, two major changes did occur.
In the previous two editions, practices were dichotomized into those that were
developmentally appropriate or developmentally inappropriate. Albeit, the second edition did
move to both/and thinking as an underlying approach to practices, the categorization of
appropriate versus inappropriate continued from the first edition. In the third edition, practices
are indicated as being either developmentally appropriate or “in contrast”. The second major
change is in the number of items under the guidelines—an increase of 118%. The third edition
contains 122 individual statements under the guidelines. This increase reflects the infusion of
new knowledge provided from a decade of research on effective practices. The dimensions
showing the increases reflect three of the key messages from the position statement—reducing
the achievement gap, comprehensive curriculum, and enhancing teaching and learning. Figure
2 shows the comparison between the second and third edition guidelines.
Contemporary Theories and Relation to DAP—As Barbarin & Wasik (2009) assert
regarding developmental theorists’ contributions to the thinking in early childhood, “there is a
need today to transfer more recent insights and to upgrade the knowledge base that informs
educational practice” (p. 3). In the past, much of what we thought about how learning happens
was a result of theorizing and philosophizing. Recently, in the last 30 to 40 years, a variety of
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Third Edition

Second Edition
Creating a Caring Community of Learners
Promoting positive climate for learning—3
Building democratic community—6

Teaching to Enhance Development
and Learning
Environment and schedule—4
Teaching strategies—7
Motivation and guidance—4

Constructing Appropriate Curriculum
Integrated curriculum—3
Continuum of development and learning—2
Coherent, effective curriculum—2
Curriculum content—10

Assessing Children’s Learning and
Development—4

Establishing reciprocal relationships with
parents—3
Policies
Staffing, grouping, and environment—5
Staff quality and development—3

Creating a Caring Community of Learners
Fostering positive relationships—4
Building classroom community—4
Teaching to Enhance Development
and Learning
Environment and schedule—6
Teaching methods—10
Communication and language use—8
Motivation and positive approaches to
to learning—3
Guidance—3
Planning Curriculum to Achieve
Important Goals
Curriculum essentials—11
Physical development—5
Language and literacy—19
Mathematics—6
Science—2
Technology—3
Social competence; social studies—3
Creative arts—9
Assessing Children’s Learning and
Development—
Strategic and purposeful—4
Systematic and ongoing—4
Integrated with teaching and learning—4
Valid and reliable—4
Communicated and shared—2
Establishing reciprocal relationships with
parents—4

Figure 2: Comparison of NAEYC’s DAP guidelines between the second and third editions
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research techniques and approaches have been utilized that have revolutionized how we study
learning. This, along with the convergence of information from many branches of science, has
had enormous implications for the classroom (Bransford, et al, 2000). In light of this, there are
several theorists’ ideas that will be highlighted as having a significant impact on how we think
about developmentally appropriate practice.
Some of the basic premises of developmentally appropriate practice have come to be
better explained and validated by current research. The importance of individual variation,
motivation, social and community aspects of learning, socio-emotional development, and
readiness have come to be understood as critical to how young children learn. Some traditional
elements of developmentally appropriate practice, however, have been challenged in recent
scientific discoveries. Contemporary researchers have debunked the notion that development
follows a linear path. In other words, learning does not always occur from simple to complex.
Fischer & Immordino-Yang (2002) have overthrown the assumption that development
occurs along a linear path and is ruled by generalized mental structures. They propose that skill
development is web-like, where skills develop along parallel and independent strands within
specific contexts. Although strands are independently developed through individual contexts,
the processes involved are universal.
Thelen & Smith (1994), in response to age-old questions left behind by previous
theorists (where does new behavior come from, and why is development so variable), propose
a theory of cognition and development called Dynamic Systems Theory. The core concepts in
Dynamic Systems Theory are that development is dynamic in that it changes over time and that
it develops as a system, or interrelated elements that interact in patterned ways. According to
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Dynamic Systems Theory, development is multi-tiered. Many elements affect each other rather
than one element affecting change. Skills are ‘softly assembled’. This refers to actions or
behaviors being exhibited only in certain contexts or situations or under certain conditions.
Skills can combine in a multitude of ways depending on the demands of the task. A major
difference between Dynamic Systems Theory (DST) and other theorists is that DST purports that
development is non-linear.
In support of the concept of readiness for learning, Bransford et al. (2000) purport the
idea of privileged domains. Privileged domains are areas that can be readily learned early in
life. According to Bransford, et al. these domains are physical and biological concepts,
causality, number, and language. There are three other broad areas of research that have
supported traditional tenets of developmentally appropriate practice. There must be a
willingness or motivation to learn in order to children to intentionally, but with proper effort,
children can use metacognitive strategies to guide their learning. Vast levels of individuation
occur among children. Developmentally appropriate practice has traditionally supported the
notion of teachers understanding individual children’s unique background and learning
approach. This principle is more important than ever. A teacher or facilitator of learning must
understand where a child is in their understanding in every step of the learning process. The
last broad area that Bransford et al. identify as having a strong basis of support is the idea of
children learning through community. Children use people in their environment in order to
learn—these people (peers, teachers, and other adults) play a huge role in fostering the
development of children.
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Ellen Galinsky’s (2010) extensive body of research has resulted in what she identifies as
the seven essential life skills. Many of these targeted skills align with the principles of
developmentally appropriate practice. Galinsky’s seven essential life skills are focus and selfcontrol, perspective-taking, communicating, making connections, critical thinking, taking on
challenges, and self-directed and engaged learning. Several features of strong developmentally
appropriate programs tie directly to the development of these skills. Play is the medium
through which children learn the executive functions of focus, self-control, and perspectivetaking. Play is also where children can be self-directed and engaged in areas of interest.
Galinsky asserts that teachers need to foster children’s motivation to learn by providing them
with experiences to learn in their areas of interest. It has long been known that language-rich
environments are critical to foster learning. Language-rich environments are necessary for
children to learn the critical life skill of communication. Lastly, integrated curriculum has been
a hallmark feature of developmentally appropriate programs. It is through integrated
curriculum that children can learn to make connections and to think critically across disciplines
and cognitive domains.
With the advent of the Internet, the world has become a smaller place than ever before.
Social connectedness has been brought to a level never before imagined. Even toddlers can
access a world via mobile devices that was unheard of a decade ago. This connectedness has
resulted in a new culture of learning (Thomas and Seely Brown, 2011). Children learning from
each other has become the predominant method of learning for old and young alike. Digital
technologies in the classroom have given new meaning to notion of “community of learners.”

32

The Primary Grades as a Unique Stage of Life
In the mid-1960’s, Sheldon White first coined the term the “5 to 7 Shift” to officially
recognize the unique changes that occur in children during that age span. Thirty years later,
Sameroff and Haith (1996) assert that the “5 to 7 Shift” is still a valid phenomenon and
represents a unique phase of human development. Theorists in child development have long
held that the changes that occur in children from the age of 5 to 7 both cognitively and socioemotionally are qualitatively different from any other age span.
Children’s neurological systems change dramatically during the ages of 5 to 7 resulting
in advances in cognitive development. These changes enable children to refine their motor
skills, their memory skills, and their ability to think more abstractly. During this age span,
children become more able to use mental representations and utilize second symbol systems
which are the basis of basic math and reading skills. According to Vygotsky , the leading activity
in the early school years shifts from make-believe play to a learning task in recognition of
children being able to think symbolically. Piagetian theory asserts that children in this age
range are moving from preoperational thinking to concrete operational thinking. During
preoperational thinking, children only learn from their own perceptions and take only their own
perspective whereas during more concrete operational thinking, children can begin to think
more abstractly about concrete objects (Mooney, 2000). Significant advancements in executive
functioning also occur during this age span. Children learn how to monitor and shift attention,
plan and organize thoughts, inhibit thoughts, and develop working memory. As children
become less egocentric and can think more abstractly, their ability to understand their own
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emotions and the emotions of others increases. Children develop “theory of mind” where they
can see the perspective of others.
DAP in the Primary Grades
All three editions of the DAP guidelines have recognized the primary grades as a distinct
period within early childhood. The guidelines of this age group reflect the unique nature of the
development and learning of primary grade age children.
According to the NAEYC guidelines (Copple & Bredekamp, 2009) there are five areas of
guiding principles that address how decisions are made in developmentally appropriate primary
grade classrooms—creating a caring community of learners, teaching to enhance development
and learning, planning curriculum to achieve certain goals, assessing children’s development
and learning, and establishing reciprocal relationships with families. The examples and aspects
of practice within each of the guiding principles will characterize what is developmentally
appropriate in the primary grades.
The creation of a caring community of learners emphasizes the importance of
relationships between teachers, children, and caregivers. Not only are positive, nurturing
relationships between the adults and students fostered, but relationships between students are
also given a priority. All students are included, especially those with diverse cultural differences
or special needs. Relationships within the community are also cultivated. Some practices seen
in primary classroom that can be and often, in fact, are developmentally appropriate are:
collaborative learning, opportunities for play, special education services provided in the regular
classroom, community service projects, and cultural sharing.
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Teaching to enhance development and learning speaks to the role of the teacher to
create a balance between teacher-directed and student-directed learning activities. The
teacher is the primary facilitator for all learning in the classroom. Classroom environment is
configured to allow for movement around the classroom and the ability to work in a variety of
small group or individualized settings. The schedule is designed and is flexible to allow for
blocks of time for in-depth investigation into topics and to accommodate the need for children
to be active. Teaching methodologies utilize a wide variety of authentic materials and grouping
arrangements. Teachers use a variety of methods to engage learners and to respond to
individual rates of progress such as open-ended questioning, scaffolding, direct instruction,
coaching, and reciprocal teaching. In a developmentally appropriate primary classroom,
teachers know their students well and how their students fit into the overarching curriculum
which is also known thoroughly and deeply and how the curriculum can be designed to fit the
child. Teachers balance the need for child-initiated activities and teacher-directed activities and
provide opportunities for active, in-depth, project work. Teachers also involve students in the
evaluation process encouraging students to give feedback to peers and themselves. Language
is a vital component in the classroom—from warm conversations with every child, to
encouraging students to express themselves through language. Language is a vehicle for
vocabulary and conceptual development. Encouraging students to engage in interesting and
challenging experiences provides them with a motivation to learn and a positive approach to
school in general. The facilitated socio-emotional growth of students is central in a DAP
classroom through the intentional behaviors of teachers to promote cooperation and selfregulation, respect for others, and conflict resolution. Daily opportunities are presented to
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foster the development of these skills. Teachers facilitate this development through coaching
and modeling, not through punitive measures.
Planning curriculum to achieve important goals is another guiding dimension in
developmentally appropriate practice. It is important that schools have a written curriculum
detailing important knowledge and skills that children of various ages are expected to achieve.
In a developmentally appropriate primary classroom, curriculum addresses all areas of child
development—physical, emotional, social, and cognitive. The curriculum focuses on “big ideas”
and reflects modes of acquisition effective for this age range of children, primarily investigation
and inquiry. Developmentally appropriate curriculum in the primary grades is integrated with
many ideas and concepts interrelated through multiple domains. The written curriculum
should provide for flexibility in order to meet the unique developmental needs of all learners.
Assessment is a regular and planned component of the curriculum—both informal and formal—
and teachers use this information to guide their instruction. Health and fitness are a part of the
program with outdoor play available every day; opportunities for fine motor development are
also present. In the area of language and literacy, a balanced approach is offered consisting of
activities designed to systematically teach phonemic awareness and phonics, engaging students
in the reading and the listening of literature, authentic writing tasks, and the building of
comprehension through guided and shared activities. In the area of mathematics, children are
exposed to concepts by making connections to their everyday world. The focus in the
mathematics curriculum is the depth of knowledge on a few concepts allowing for problem
solving and reasoning as opposed to the superficial coverage of many surface level skills.
Inquiry is the mode of instruction for science concepts which should cover all aspects of science
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capitalizing on children’s natural curiosity and desire for hands-on discovery. Technology
should play a supplemental role providing depth to the curriculum and encouraging problem
solving and critical thinking skills. The area of social studies should be taught in a way that
connects to students’ lives and to other areas of the curriculum. Students learn about their
world through enacting the concepts in the classroom—for example, they learn about
democracy by being in a classroom run in a democratic manner with class meetings. Creative
arts are not neglected in a developmentally appropriate classroom—arts exploration is
integrated into the children’s programming through visual arts, music, and personal expression.
Assessing children’s development and learning is another key feature in DAP.
Assessment is necessary if one is to know if programs are effective and if children are reaching
desired outcomes. There are five areas to consider when thinking about the developmental
appropriateness of assessment in the primary grades. Assessment must be strategic and
purposeful, systematic and ongoing, integrated with teaching and curriculum, valid and reliable,
and communicated and shared. To be strategic and purposeful, assessment needs to be for the
following reasons: to plan and adapt curriculum to meet individual needs, to monitor student
progress, to evaluate program effectiveness, or to screen and diagnose the presence of
disabilities or special needs. Decisions need to be based on multiple sources of information
which include both formal and informal techniques, in other words, no single measure should
be used to make major decisions about a child’s program. Assessment should address all areas
of a child’s development from social/emotional aspects to cognitive aspects with increasing
attention paid to academic areas as a student moves higher in the primary grades. Systematic
and ongoing assessment involves having an intentional plan about which all stakeholders
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(teachers, administrators, and parents) are aware detailing what assessments are used, for
what purposes, and when the information is collected. In a developmentally appropriate
program, assessments are integrated with teaching and curriculum. Assessment is formative in
that it helps a teacher alter instruction, materials, or the environment to provide appropriate
scaffolding to help students reach learning goals. Assessments are done in context with
authentic tasks relating to the everyday activities of children. Teachers should only utilize
assessments that have demonstrated reliability and validity for primary age children. Teacher
observations are used predominantly at first gradually making way for more formal
assessments as children get older. Alternate techniques are allowed for students to
demonstrate mastery of a skill. Of critical importance is the sharing of assessment information
with families in a manner they understand and also with other teachers who work with the
child in order to facilitate the transition process.
Last but not least, establishing relationships with families is a necessary component of
DAP. Understanding the context of the child is imperative in order to address that child’s
unique needs. Families are an important partner in the educational process and a vital member
of the educational community. This is evidenced through the participation in family events and
shared decision-making with parents about educational issues. Family cultural traditions and
values are honored and respected and the sharing of those traditions is encouraged.
Failure to recognize the primary grades as a unique period and understand the cognitive
changes taking place during this time can have dire consequences for children. A basic tenet of
developmentally appropriate practice is that development is not uniform across all individuals.
Children develop according to their own timelines and sometimes this development is not
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linear. Advances in one area can result in regression in another area of development.
Expecting all first graders to master ‘benchmarks’ of education at the same exact rate, for
example, to be able to read 40 correct words per minute in May of the first grade year is
inappropriately restrictive. This may result in placing children in isolated intervention groups,
inappropriate special education evaluations, and damaging to their self-esteem. Erikson’s
stages of psychosocial development indicate that children of this age are learning to feel
competent by resolving the “industry vs. inferiority” conflict. Children of this age instinctively
want to master the important skills of their culture and this instinct is as strong as the instinct
to walk for a one-year old. Since children spend most of their waking hours in school settings, it
is only reasonable to believe that they feel the skills of “school” are the important ones of their
culture. When faced with struggle and failure because they are not reading at “grade level”
according to school expectations, children learn that they are “inferior”. Likewise, they do not
learn “industry” which sets them up for future school failure and a lifetime of poor self-esteem.

Section II—Factors Influencing the Implementation of DAP
The literature on factors influencing the implementation of DAP in the primary grades
can be conceptualized as falling into two main realms of factors—supervisory practices and
curricular practices. This section will first present supervisory practices with the following
section presenting curricular practices. It is important to note that this literature review was
conducted on the construct of developmentally appropriate practice as a whole and not as
individual practices. A review of each individual practice that could fall under each DAP domain
and its impact on curriculum and supervision would be far beyond the scope of this review.
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Therefore, there are some areas of DAP where the literature is sparse since only sources that
investigated DAP as a whole were reviewed.
The literature on supervisory or leadership practices which promote the implementation
of developmentally appropriate practices reveals several recurring themes. These themes
center around practices associated with teacher beliefs, knowledge, and characteristics
(Caruso, 2007; Cunningham & Allington, 2011; French & Pena, 1997; Hao, 2000; Korkus-Ruiz,
Dettore, Bagnato, & Ho, 2007; Maxwell, McWilliam, Hemmeter, Ault, & Schuster, 2001; Muijs,
Aubrey, Harris, & Briggs, 2004; NAESP, 1998, 2005; Severeide, & Moilanen, 1991; West, 2001;
Zeece, 2010), leadership style and leader characteristics (Caruso, 2007; French & Pena, 1997;
Goldstein, 1997; Hao, 2000; Israel & Kasper, 2004; Korkus-Rui et al., 2007; Muijs et al., 2004;
NAESP, 2005; Riley & Roach, 2006; Severeide, & Moilanen, 1991; Smith & Smith, 2000; West,
2001), family and community relationships (Draper, Larsen, & Rowles, 1997; French & Pena,
1997; Mangione & Speth, 1998; Muijs et al., 2004; NAESP, 1998, 2005), school infrastructure
(French & Pena, 1997; Korkus-Ruiz et al., 2007; Muijs et al., 2004; NAESP, 1998, 2005), and
program evaluation (NAESP, 1998, 2005; NAEYC & NAECS/SDE, 2003; Severeide, & Moilanen,
1991; Neuman, Copple, & Bredekamp, 2000).
Teacher characteristics One of the themes throughout the literature on the
implementation of developmentally appropriate practice points to the importance of teacher
beliefs and knowledge. It has been found that teachers in the primary grades who teach
kindergarten and first grade have stronger beliefs in developmentally appropriate practice than
those in second and third grade (Maxwell et al., 2001). Likewise, they also have higher rates of
implementing practices which are considered developmentally appropriate. Other authors
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also indicate the importance of teacher beliefs in promoting DAP. Caruso (2007) describes that
a teacher’s assumptions or philosophies of children’s learning greatly influences their practices.
Understanding a teacher’s beliefs on children’s learning is a critical component in the
supervisory process according to Caruso. The importance of shared beliefs of DAP is the
foundation that drives all practice in schools who rate high in their implementation of DAP
(NAESP, 1998). In fact, French & Pena (1997) found that principals considered teacher beliefs
to be the most important factor in the implementation of DAP.
The amount and kind of teacher knowledge has also been linked to the promotion of
developmentally appropriate practices. Teachers who have more education or a master’s level
degree (especially in early childhood education) tend to have more developmentally
appropriate classrooms (Caruso, 2007; Hao, 2000; Maxwell et al., 2001; Muijs et al., 2004).
Ongoing professional development to further enhance teacher skill and knowledge has been
cited as important in implementing DAP in schools (Caruso, 2007; Hao, 2000; NAESP, 1998,
2005; West, 2001). Specifically, scholars have pointed to the use of varied training structures
(French & Pena, 1997), self-study (Severeide & Moilanen, 1991), mentoring (Korkus-Ruiz et al.,
2007), and reflective teaching (Hao, 2000) as particularly beneficial practices. Varied training
structures as they relate to the acquisition of teacher skills and knowledge have an impact on
the use of developmentally appropriate practices. West (2001) found that principals who used
the greatest number of strategies had higher levels of DAP implementation. Some of the
training structures used were: providing traditional staff development, visits to other schools,
focus on DAP at faculty meetings, using teachers as presenters, using teachers as resource
personnel, facilitating in-house classroom visits, and distributing research articles and
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information. In a self-study project described by Severeide & Moilanen (1991), teachers and
administrators in several elementary schools in the Portland, Oregon area engaged in a multiyear staff development process. During the self-study project, teachers and administrators did
a pre-assessment in six areas: interactions with children, curriculum and instruction, physical
environment, health and safety, assessment, and parent and community involvement. Using
the pre-assessment data, school leadership teams developed improvement plans to guide areas
and activities for professional development. In all cases, the implementation of
developmentally appropriate practices improved. Hao (2000) looked at factors that affected
the implementation of DAP by individual teachers. This study found that the use of reflective
teaching, or teachers assessing situations and making thoughtful and logical decisions, in
combination with a higher number of supervised experiences yielded the greatest predictor of
the use of developmentally appropriate practices.
Leadership style and leader characteristics A resounding theme in the literature is that
leadership is the key factor in implementing developmentally appropriate practices (French &
Pena, 1997; Goldstein, 1997; Muijs et al., 2004; NAESP, 2005; Smith & Smith, 2000; West,
2001). Many terms have been used to describe the variety of leadership styles used in effective
early childhood programs. French & Pena (1997) describe the use of a democratic and open
leadership style as being most conducive to the use of DAP. In a review of research on
leadership in early childhood education, Muijs et al. (2004) identify several styles of leadership
being represented in the field of early childhood education. Among these are: community
leadership, pedagogical leadership, administrative leadership, advocacy leadership, and
conceptual leadership. Beyond a specific leadership style, others have described school
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leaders’ roles in early childhood in a variety of ways using such terms as the principal as a
facilitator or instructional leader (West, 2001) or as a change agent (Israel & Kasper, 2004;
West, 2001).
Although there are many names and ways to describe successful leadership practices in
early childhood programs, all of them point to the use of collaborative strategies. A
collaborative environment fosters elements that have been found to be critical in promoting
DAP: collegial support and supportive climate (West, 2001) and shared beliefs and goals
(Goldstein, 1997).The study conducted by West (2001) summarizes, “the likelihood of the
institutionalization of developmentally appropriate practices is remote without the active
collaboration between teachers and principals” (p. 53).
Active collaboration between all constituents tells only part of the story. As a leader, it
is important to recognize the unique needs of an adult learner (Caruso, 2007; Riley & Roach,
2006). The ‘emergent curriculum’ model developed by Riley & Roach (2006) is considered by
them to be one of “developmentally appropriate practice with adults” (p. 363) and uses a
constructivist approach to adult learning. In this model, an on-going relationship is established
among the teachers and the trainers. There are six elements to the training model: build a
trusting relationship, shape promising practices, generalize effective practices, provide
conceptual labels, link practices with research-based knowledge, and encourage teacher’s selfexploration.
Another key feature of the literature on leadership styles and roles highlights the
importance of using many different strategies according to the needs of the situation. Israel &
Kasper (2004) call this process “reframing”. Reframing theory calls for the use of different
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leadership styles depending on the context and goal of the task. For example, early in the
change process, a principal may use a top-down method to indicate the necessity of a new
initiative, but then switch to a facilitative role when an action plan for change needs developed.
Similar to this concept, Caruso (2007) advocates for using a flexible style of leadership
according to the need of a situation. Caruso (2007) describes this process of supervision as a
developmental perspective where professional growth of both the supervisor and supervisee is
reciprocal in nature in response to their context.
Previously, it was noted that teacher beliefs and knowledge had a significant impact on
the implementation of developmentally appropriate practices. The same holds true for leaders.
In fact, the literature indicates identical factors as being important for both teachers and
leaders. The congruence between teacher and leader characteristics supports the importance
of a collaborative environment where both parties work in concert. Leaders who have a
background in early childhood education are important for programs wishing to have a
developmental focus (Caruso, 2007; Muijs et al., 2004; NAESP, 1998, 2005; West, 2001) Just as
with teachers, continuing professional development is important for school leaders (Caruso,
2007; Muijs et al., 2004; NAESP, 1998, 2005; West, 2001) with self-study (Severeide &
Moilanen, 1991), and mentoring (Korkus-Ruiz et al., 2007) being recommended practices.
Beliefs aligned with DAP were also indicated to be important in programs for early childhood
(Muijs et al., 2004; NAESP, 1998; West, 2001). Beyond simply believing in DAP, one study which
analyzed four elementary schools and their implementation of DAP, found that the principal
with the highest ratings doggedly held to the belief that DAP promotes high achievement and
suggested that the use of standards actually helped with her implementation of
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developmentally appropriate practices rather than constraining it, which was the belief held by
other principals (West, 2001). Along with beliefs and knowledge about developmentally
appropriate practice, a literature review of early childhood leadership conducted by Muijs et al.
(2004) identified the following skills as being important for leaders to have: “being patient,
warm and kind; being goal-oriented, using planning, assertiveness, vision, and confidence;
having good working relationship with staff, who participate in leadership; and being
responsive to parents’ needs and able to communicate with them” (pp. 163-164).
Family and community relationships A focus on fostering home school relationships is
linked to schools who had high implementation rates of developmentally appropriate practice.
In fact, parent relationships were rated by principals as the second most important factor in
providing for a developmentally appropriate program (French & Pena, 1997). Family and
community relationships contained several categories of important activities. High levels of
communication between home and school is critical (French & Pena, 1997; Muijs et al., 2004;
NAESP, 1998, 2005). Providing learning opportunities for parents to gain skills and training to
better enable them to work with their children at home has been linked to higher levels of DAP
in school and higher rates of student success (Draper et al., 1997; NAESP 1998). Schools who
implement high levels of DAP focus on helping students transition into formal schooling
through using strong transition practices (Mangione & Speth, 1998). Principals in
developmentally appropriate schools not only focus on linkages with home, but also on
relationships with all the stakeholders in the school community (French & Pena, 1997; NAESP,
1998, 2005).
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School infrastructure Having teachers and leaders who are knowledgeable and welltrained are important components to consider when implementing developmentally
appropriate practices; however, if they are not working within a system conducive to those
practices, their efforts will not meet with success. Having a classroom with a low teacher-child
ratio has been suggested to improve implementation of DAP (Muijs et al., 2004; NAESP 1998).
NAESP (1998) has specific recommendations regarding the ratio of teachers to children. The
age ranges in the primary grades typically cover from 5 years (typical age of entry) to 8 years
old. The recommendation for 5-year olds is one professional and one paraprofessional for
every 20 children. For the 6 to 8-year old age range, it is the recommendation is for one
teacher for every 15 children. Following the teacher-child ratio is important to foster high
levels of interaction between teacher and student, provide for individualization, and provide for
frequent small-group instructional arrangements. Scheduling is an important system-wide
factor that needs to be considered when attempting to build a quality early childhood
curriculum (NAESP, 1998, 2005). Specific features which need to be considered are: large
blocks of uninterrupted time, common grade level planning, minimal transitions, specialized
services provided in the classroom, sufficient student instructional time, and sufficient teacher
planning time. Facilities are also important to consider in a program providing for a
developmentally appropriate education (NAESP, 1998, 2005). Classrooms need to be large
enough to provide for multiple instructional groupings. Furniture needs to be of a size suitable
for children, and bathroom facilities need to be child-sized. In addition, adequate storage
needs to be provided so that the classroom can be safe and uncluttered. Other school
organizational factors that need to be considered are policies and funding streams. In order to
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maximize resources for the classroom, it is important for a principal to consider multiple
avenues for funding and to support policies which provide for flexible use of school resources in
order to be responsive to student needs (French & Pena, 1997; NAESP, 2005).
Program evaluation Evaluating current practices in order to be able to plan to
strengthen important components of a program is important in a school with quality early
childhood programs (NAESP 1998, 2005; NAEYC & NAECS/SDE, 2005; Severeide & Moilanen,
1991; Neuman et al., 2000). Examples of detailed frameworks to be used by schools were
provided in these resources.
Connection to the larger context What is found in the literature on leadership in early
childhood education mirrors what the leading scholars in the larger field of educational
leadership have written. Michael Fullan (2005) identifies eight elements for creating
sustainable change in schools.
As I see it, there are at least eight elements of sustainability—public
service with a moral purpose, commitment to changing context at all levels, lateral
capacity building through networks, intelligent accountability and vertical relationships
(encompassing both capacity building and accountability), deep learning, dual
commitment to short-term and long-term results, cyclical energizing, the long lever of
leadership. (Fullan, 2005, p. 14)
Douglas Reeves (2009) writes that change in any school must start with an assessment
of current practices. Next, one must focus on the culture of the school by ensuring
collaboration and involving all stakeholders in the process. Strategically planning change for
both short-term and long-term outcomes is important. Reeves believes the key to sustaining
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change over the long term is through teacher leadership. Marzano (2005) identifies a five step
plan for effective school leadership.
Step 1: Develop a Strong School Leadership Team
Step 2: Distribute Some Responsibilities Throughout the Leadership Team
Step 3: Select the Right Work
Step 4: Identify the Order of Magnitude Implied by the Selected Work
Step 5: Match the Management Style to the Order of Magnitude of the Change
Initiative (Marzano, 2005, pp. 99-122)
Elaine McEwan (2003) outlines her plan for change in schools in 7 Steps to Effective
Instructional Leadership. The 7 steps she promotes are:
Step one: Establish, Implement, and Achieve Academic Standards
Step two: Be an Instructional Resource for Your Staff
Step three: Create a School Culture and Climate Conducive to Learning
Step four: Communicate the Vision and Mission of Your School
Step five: Set High Expectations for Your Staff and Yourself
Step six: Develop Teacher Leaders
Step seven: Establish and Maintain Positive Relationships With Students, Staff, and
Parents (McEwan, 2003, p. 15)
These are just a few of the leading educational leadership scholars whose ideas
corroborate what is found in the literature on leadership in early childhood education.
Practices that promote the implementation of developmentally appropriate practices were
found to center around five areas (teacher beliefs and knowledge, leadership style and
48

characteristics, family and community relationships, school infrastructure, and program
evaluation) and four of those same areas can be seen in the educational leadership models.
The importance of teacher beliefs and knowledge is seen in Fullan’s (2005) belief in building
capacity and the need for deep learning as well as in McEwan’s idea of a leader being an
instructional resource for staff in order to promote learning. The importance of leadership and
the key role it plays in being a school leader is evident in all the models presented along with
the notion of a leader creating a collaborative context with a shared vision and mission. Family
and community relationships are key elements for both Fullan (2005) and McEwan (2003).
Lastly, program evaluation is an important element in Reeve’s work where he advocates for the
initial steps of assessing current practice. Many overlapping elements exist in the larger body
of literature on educational leadership and those practices that are found specifically to
enhance the use of developmentally appropriate practices. The difference is simply the context
within which you work, and what vision you hold for your school. If your vision is to create an
educational community where developmentally appropriate practices are the cornerstone, the
leadership strategies to help you achieve that mission are the same a principal at the secondary
level would use to create a community based on other philosophical tenets.
A great deal has been written regarding what is considered developmentally
appropriate curricular practices. The seminal work by Copple & Bredekamp (2009),
Developmentally Appropriate Practice in Early Childhood Programs Serving Children from Birth
through Age 8 will provide the framework for presenting the literature in this area. As
mentioned previously, the literature review focused on developmentally appropriate practices
as a whole and not individual practices that can be considered to fall under DAP. Because of
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this, although there are five domains addressed by Copple & Bredekamp (2009), the literature
reviewed on curricular practices directly supports the tenets of three areas—Teaching to
Enhance Development and Learning, Planning Curriculum to Achieve Important Goals, and
Establishing Reciprocal Relationships with Families. The main body of information presented is
from the guidelines created by Copple & Bredekamp (2009). Supporting literature found for
these main points is indicated throughout.
Teaching to enhance development and learning speaks to the role of the teacher to
create a balance between teacher-directed and student-directed learning activities. The need
for a variety of teacher-initiated and child-initiated activities is also indicated by a variety of
other scholars and professional associations (Cunningham & Allington, 2011; Kostelnik et al.,
2007; NAESP, 1998; NAEYC & NAECS/SDE, 1993; West, 2001; Zeece, 2010). The teacher is the
primary facilitator for all learning in the classroom.
Classroom environment is configured to allow for movement around the classroom and
the ability to work in a variety of small group or individualized settings. The schedule is
designed to allow for blocks of time for in-depth investigation into topics and to accommodate
the need for children to be active. According to Kostelnik et al. (2007), there are additional
factors to consider when planning the classroom environment and schedule. Safety, comfort,
and storage need to be contemplated when arranging the classroom space to ensure there is
adequate room for mobility and space for learning activities. Scheduling time for students to
engage in learning centers is also important to consider. A classroom environment with
promotes a philosophy of including and responding to all needs is evident in NAESP (1998,
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2005) program standards that state that specialized services should be scheduled to be
provided in the classroom alongside peers.
Teaching methodologies utilize a wide variety of authentic materials and grouping
arrangements. Teachers use a variety of methods to engage learners and to respond to
individual rates of progress such as questioning, scaffolding, direct instruction, coaching, and
reciprocal teaching. Kostelnik et al. (2005) identify 16 of the most common strategies used in
effective early childhood classrooms—sensory engagement, environmental cues, task analysis,
chaining and successive approximation, scaffolding, guided practice, invitations, behavior
reflections, paraphrase reflections, modeling effective praise, telling/explaining/informing, do-it
signals, challenges, questions, and silence (pp. 40-46). In a developmentally appropriate
primary classroom, teachers know their students well and how their students fit into the
overarching curriculum which is also known thoroughly and deeply. Opportunities are provided
for active, in-depth, project work. Active engagement is a critical component in programs for
young children and this notion was reflected several times in the literature (Cunningham &
Allington, 2011; Drew, Christie, Johnson, Meckley, & Nell, 2008; NAEYC & NAECS/SDE, 2003).
Teachers also involve students in the evaluation process encouraging students to give feedback
to peers and themselves. Play, as a teaching strategy, is considered vital in any early childhood
program (Drew et al., 2008; Kostelnik et al., 2007; NAESP, 1998, 2005; NAEYC & NAECS/SDE,
2003; West, 2001). The research in play literacy has strong roots. Christie & Roskos (2011)
suggest that play literacy activities support high levels of vocabulary development, story
structure, and decontextualized language. All of these are necessary prerequisites to solid
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reading and writing skills. Elkind (2007) has been a long-time proponent of play being
prerequisite to higher level math and scientific thinking.
Language is a vital component in the classroom—from warm conversations with every
child, to encouraging students to express themselves through language. Language is a vehicle
for vocabulary and conceptual development. Facility in language also forms the foundation for
literacy (Cunningham & Allington, 2011; McGill-Franzen, 1992; Neuman, Copple, & Bredekamp,
2000; Zeece, 2010). Immersion in a language rich environment is a key feature in a
developmentally appropriate classroom (Kirkland & Patterson, 2005; Muijs et al, 2004).
The facilitated socio-emotional growth of students is central in a DAP classroom through
the intentional behaviors of teachers to promote cooperation and self-regulation, respect for
others, and conflict resolution. Daily opportunities are presented to foster the development of
these skills. Teachers facilitate this development through coaching and modeling, not through
punitive measures. Several other sources pointed to the importance of intentionally focusing
on the socio-emotional growth of students in the primary grades (Crawford, 2005; Kostelnik,
2007; NAESP, 1998, 2005; Neuman et al., 2000; West, 2001). Relationships in the classroom are
important in fostering a climate where socio-emotional skills will flourish, not only relationships
between children, but also relationships between children and the teacher (NAESP, 1998, 2005;
West, 2001). Crawford (2005) proposes that conflict resolution strategies should be directly
taught and fostered through the classroom environment, communication, and the curriculum.
According to her, the classroom environment should be organized to be stimulating not
cluttered, comfortable not inefficient, and cooperative not competitive. Communication from
the teacher should be in the form of verbal modeling (think aloud), school to home
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interactions, morning meetings, and student-led class meetings. Crawford also details how the
curriculum can be used to foster socio-emotional growth through the use of well-chosen
literature.
Planning curriculum to achieve important goals is another guiding dimension in
developmentally appropriate practice. It is important that schools have a written curriculum
detailing important knowledge and skills that children of various ages are expected to achieve.
The curriculum should be developed by all stakeholders –administration, teachers, parents, and
community with a shared vision for what all students should know and be able to do (NAESP
1998; NAEYC & NAECS/SDE, 2003). The curriculum should be negotiated with the standards of
states and professional organizations. Although based on standards, the written curriculum
should provide for flexibility in order to meet the unique developmental needs of all learners
and allow teachers to choose which teaching strategies best meet the standards for individual
children (Drew et al., 2008; Kostelnik, 2007; NAESP 1998; Zeece, 2010).
In a developmentally appropriate primary classroom, curriculum addresses all areas of
child development—physical, emotional, social, and cognitive. NAEYC & NAECS/SDE (2005)
identifies the following areas as being inclusive in an early childhood program: physical wellbeing and motor development; social and emotional development; approaches to learning;
language development; cognition and general knowledge; and subject area knowledge (science,
mathematics, language, literacy, social studies, and the arts). Another view of the range of
domains needing addressed in early childhood education is presented by Kostelnik et al. (2007)
who identifies six domains in the developmentally appropriate curriculum—aesthetic, affective,
cognitive, language, physical, and social. Not only should developmentally appropriate
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curriculum in the primary grades be comprehensive, it should also be integrated and
interrelated across many domains (Crawford, 2005; Cunningham & Allington, 2011; Kostelnik et
al., 2007; NAESP, 1998, 2005; West, 2001; Zeece, 2010).
A great deal has been written in the area of acquisition of early literacy skills. Copple &
Bredekamp (2009) support a literacy program that offers a balanced approach consisting of
activities designed to systematically teach phonemic awareness and phonics, engaging students
in the reading and the listening of literature, authentic writing tasks, and the building of
comprehension through guided and shared activities. Others in the field have reiterated these
points. Cunningham & Allington (2011), in Classrooms That Work: They Can All Read and
Write, summarize what research has found to be the most effective practices in literacy
instruction. These are:


The most effective classrooms provide huge amounts of balanced,
comprehensive instruction—all components taught (decoding, fluency,
comprehension, vocabulary)



Children in the most effective classrooms do a lot of reading and
writing—both during planned times and throughout the day



Science and social studies are taught and integrated with reading and
writing—important for vocabulary and comprehension, and it provides
for authentic reading and writing tasks



Meaning is central and teachers emphasis higher-level thinking skills—
teachers teach students how to monitor their own comprehension
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Skills are explicitly taught, and children are coached to use them while
reading and writing—skills are directly taught through modeling and
demonstration and then students are encouraged to used specific skills
frequently throughout the day



Teachers use a variety of formats to provide instruction—small group,
whole group, individualized, collaborative



A wide variety of materials is used—not restricted to any one program or
product



Classrooms are well managed and have high levels of engagement—safe
and orderly environments where most children are doing what they are
supposed to most of the time. (pp. 8-11)

In 1998, NAEYC and the IRA (International Reading Association) adopted a joint position
statement addressing developmentally appropriate practices in learning to read and write. In
2000, Neuman, Copple, and Bredekamp published Learning to Read and Write:
Developmentally Appropriate Practices for Young Children in order to elaborate and clarify the
position statement. In teaching young children to read and write, they identify the following
areas as needing addressed in a comprehensive literacy curriculum:


The power and pleasure of literacy—children need opportunities for
engaging tasks tailored to their interests



The literate environment—children should be exposed to a print rich
environment that is designed to promote lots of literacy interactions of
many types (play, independent reading, content area reading, etc.)
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Language development—children should be immersed in language with
development scaffolded to ensure all children acquire necessary skills



Building Knowledge and Comprehension—children need exposed to all
genre types



Knowledge of print—children need to become aware that print conveys
meaning



Types of text—children need multiple exposures to varying text types in
order to internalize their critical features



Phonological awareness—strong skills in phonemic awareness form the
foundation for future reading proficiency--children must learn to
manipulate the sounds in language in order to learn to read and write



Letters and words—In order to learn to read and write, children must be
able to understand the alphabetic principle and fluently recognize letters
and combine letter sounds

Guidance for other subject areas in the curriculum comes from Copple and Bredekamp
(2009). In the area of mathematics, children are exposed to concepts by making connections to
their everyday world. The focus in the mathematics curriculum is the depth of knowledge on a
few concepts allowing for problem solving and reasoning as opposed to the superficial coverage
of many surface level skills. Inquiry is the mode of instruction for science concepts which
should cover all aspects of science capitalizing on children’s natural curiosity and desire for
hands-on discovery. Longfield (2007) corroborates the idea of inquiry being critical in teaching
science. Technology should play a supplemental role providing depth to the curriculum and
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encouraging problem solving and critical thinking skills. The area of social studies should be
taught in a way that connects to students’ lives and to other areas of the curriculum. Students
learn about their world through enacting the concepts in the classroom—for example, they
learn about democracy by being in a classroom run in a democratic manner with class
meetings. Creative arts are not neglected in a developmentally appropriate classroom—arts
exploration is embedded in the children’s programming through visual arts, music, and
personal expression. Health and fitness are a part of the program with outdoor play available
every day; opportunities for fine motor development are also present.
Establishing relationships with families is a necessary component in developmentally
appropriate curriculum. Families are an important partner in the educational process and a
vital member of the educational community. Kostelnik et al. (2007) identifies family
involvement as a cornerstone of developmentally appropriate curriculum. School-home
relationships are encouraged to be a two-way street. Teachers can share information about
student progress and given specific activities to work on at home, while parents can provide
valuable information about a child’s culture, interests, and strengths which can assist a teacher
to individualize that child’s instruction. Draper et al., (1997) found that providing training to
families in developmentally appropriate practices improved children’s achievement in school..

Section III—The PreK-3 Movement
Over the past decade, much attention has been given to a movement which calls for a
cohesive system of education in early childhood. This movement, the PreK—3rd grade (PK-3)
initiative, challenges educators to align education for children ages 3 through 8. One of the
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goals of the PK—3 movement is to close the achievement gap, a sentiment echoed in the latest
iteration of NAEYC’s guidelines for Developmentally Appropriate Practices.
Since the reauthorization of the Elementary and Secondary Education Act (NCLB) in
2001, schools have been challenged as never before to raise the bar on achievement. As the
foundation of all further schooling, elementary schools are under particular pressure to have all
children reading by the end of third grade. Educators of elementary aged children have long
known of the advantages of preschool experiences in preparing children for formal schooling.
It has long been accepted as the key to higher achievement in elementary school is to have
school-age children who are more “ready” to learn when they enter school. Research done in
the past decade on the effects of preschool programs, however, is showing that the issue is
much more complicated than once thought. High quality preschool experiences alone are not
the answer.
The Early Childhood Longitudinal Study (ECLS) has well established the fade out effects
of early gains made my children in preschool and full-day kindergarten classes. The ECLS study
found that although students demonstrated early academic gains when they attended high
quality preschool, by third grade there were no appreciable differences in achievement. Other
research conducted in this area has mirrored this conclusion. Magnuson, Meyers, Ruhm, &
Waldfogel (2005) studied effects on high quality preschool experiences and later achievement
and found that 60 to 80 percent of the cognitive gains attributed to attending preschool
disappeared by the spring of first grade.
On the surface it may seem that preschool experiences don’t matter after all. However,
to draw such a conclusion would be premature and short-sighted. Instead, the question needs
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to turn to why do effects fade out and what we can do to build on the gains children inarguably
receive from early school experiences. These are complicated issues and many factors are
involved. First, it has been suggested that no one singular program is enough to achieve such a
lofty goal as all children reading by the end of third grade. Second, high quality preschool
opportunities need to be made available to all children (Pianta & Howes, 2009).

Lastly, Lee

and Loeb (1995) offer a hint of a critical part of the solution in their analysis of the fade out
effects experienced by Head Start attendees. In their investigation of the relationship between
preschool experiences and school quality in public school, they found that school quality could
explain for the fade out effects of early Head Start experience.
The PreK-3 movement encompasses all of these elements and offers an avenue for
educators interested in closing the achievement gap. According to Guernsey and Mead
(2010), PreK-3rd programs have 7 key features. These key features start with universal access to
preschool programs for all 3 and 4 year old children which are then followed by universal fullday kindergarten. Qualified teachers are those who hold a bachelor’s degree and have
specialized training in how young children learn. Teachers should have time to share and plan
together and have access to professional development within and across grade levels.
Leadership should be present which is devoted to providing children with a seamless
educational experience by supporting an educational system with curriculum and pedagogy
that is aligned vertically, horizontally, and temporally. Another critical feature is the
opportunity for parent and community engagement. Lastly, another key feature is to have
quality, developmentally appropriate curriculum and standards aligned from PreK through 3 rd
grade.
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Section IV—Measuring Developmentally Appropriate Practice
How has DAP been measured in the primary grades?
Review of instruments—Several researchers have developed instruments to
measure the implementation of developmentally appropriate practices in the primary grades.
The instruments that will be reviewed in this section are ones which used NAEYC’s guidelines as
the theoretical model guiding the development of the instrument. Instruments that have been
developed have different formats for which to gather information and had their psychometric
properties investigated using different techniques. Two basic types of instruments have
predominated. One type uses a questionnaire format where responses are gathered by
teachers using some type of self-rating to report their beliefs, perceptions, or practices
(Buchanan, Burts, Bidner, White, and Charlesworth, 1998; Smith, 1993). Other instruments use
an observation scale to collect information about developmentally appropriate practices
through direct observation (Burt, Sugawara, & Wright, 1993; Maxwell, McWilliam, Hemmeter,
Ault, & Schuster, 2001; Van Horn & Ramey, 2004). Table 4 presents a summary of these scales
and their critical features.
The Primary Teacher’s Beliefs and Practices Survey developed by Buchanan, Burts,
Bidner, White, and Charlesworth (1998) utilized a questionnaire format to ascertain the beliefs
and practices of primary grade teachers. The instrument was composed of two sections. The
first section contained 42 statements that described beliefs that are considered either
developmentally appropriate or developmentally inappropriate. Teachers responded according
to a 5-point Likert scale indicating the importance they assigned to each belief. The second
section of the instrument contained 34 activity statements to determine teacher practices.
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Table 4: Instruments developed to measure developmentally appropriate practice

Author
Year
Subjects

Composition/
number of items

Method of
administration
Anchor

Reliability
method
Validity method

Primary Teacher
Questionnaire
(PTQ)
Smith
1993
114 pre-service
and in-service
teachers
DAP (28)
TRAD (28)

Scale of Primary
Classroom Practices
(SPCP)
Burt, et al.
1993
2 first grade
classrooms

The Primary Teacher’s
Beliefs and Practices
Survey
Buchanan, et al.
1998
277 1st, 2nd, and 3rd
grade teachers

Assessment of Practices in
Early Elementary
Classrooms (APEEC)
Maxwell, et al.
2001
69 K—3rd grade teachers

A Developmentally
Appropriate Practice
Template (ADAPT)
Van Horn & Ramey
2004
1,511 1st, 2nd, and 3rd
grade classrooms

Teacher behavior
(22)
Child behaviors (22)

Beliefs (42)
Activities (34)

Self-report

Observation

Self-report

Physical
Environment (4)
Instructional
Context (6)
Social Context (6)
Observation, interview

Curriculum and
Instruction (6)
Classroom
Management (6)
Interaction (6)
Observation

4-point Likert

Rating a DAP or DIP
statement as either
“mostly true” or
“sort of true”
Inter-rater reliability
on subscale items
2x2 repeated
measures ANOVA

5-point Likert

Descriptor anchors 1—7
(1=inadequate,
7=excellent)

5-point Likert

α, factor analysis

Inter-rater agreement,
weighted Kappa
Construct validity with:
Assessment Profile for
Early Childhood Programs,
Caregiver Interaction Scale,
Teacher’s Beliefs and
Practices Survey—Primary
Grade Version

Factor analysis

α, factor analysis
Factor analysis

Observation, factor
analysis

Qualitative analysis,
factor analysis,
MANOVA with the
Assessment Profile for
Early Childhood
Programs
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Again, the respondents used a 5-point Likert scale. The categories in the Likert scale indicated
the frequency with which each activity occurred in the classroom. A total of 277 first, second,
and third grade teachers participated in the pilot study.
Initial reliability was established by piloting the instruments with 36 preservice teachers.
The instrument was found to be reliable (α=.79). Initial validity was examined by utilizing an
observation checklist to observe the 16 teachers who reported the highest levels of both
developmentally appropriate practice and developmentally inappropriate practice. The
patterns of scores on the observation checklist mirrored the patterns of scores on the
instrument.
Two factor analyses were conducted to analyze the results of the data collected—one
for beliefs and one for activities. Two strong factors were found in the first analysis:
developmentally appropriate beliefs (α=.84) and developmentally inappropriate beliefs (α=.71).
The second analysis on activities also yielded two significant factors: developmentally
appropriate activities (α=.82) and developmentally inappropriate activities (α=.55). Other
composite scores yielded significant Cronbach’s alpha levels. A composite score for
developmentally appropriate practice was created by adding the developmentally appropriate
beliefs and activities. Cronbach’s alpha for this score was .87. A composite score for
developmentally inappropriate practice was created by adding the developmentally
inappropriate beliefs and activities. Cronbach’s alpha for this score was .76.
Hierarchical multiple regression was performed to determine the extent to which
teacher characteristics and classroom characteristics contributed to the findings. Classroom
characteristics accounted for 4% of the variance and were significant predictors of the
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composite score of developmentally appropriate beliefs and practices, F(5,266)=2.22, p<.05.
After controlling for classroom characteristics, only one teacher variable predicted the
composite score of developmentally appropriate beliefs and practices (p<.05). Classroom
characteristics accounted for 5% of the variance and were significant predictors of the
composite score of developmentally inappropriate beliefs and practices, F(5,266)=2.91, p<.01.
After controlling for classroom characteristics, teacher characteristics did add to the variance,
F(5,261)=2.29, p<.05.
The Primary Teacher Questionnaire (PTQ) by Smith (1993) used a self-rating
questionnaire to determine the level of beliefs teachers feel towards developmentally
appropriate practice (DAP) versus traditional (TRAD) practices. After an initial tryout test
conducted on 47 undergraduate students, a revised version comprised of 56 items were
administered to 144 in-service (specific grade levels not specified) and pre-service teachers in
elementary and early childhood education. The scale required respondents to indicate on a 4point Likert scale, the degree to which they agreed with particular belief statements.
Two-way analyses of variance (ANOVAs) were conducted on the DAP and TRAD
subscales with background and status as factors. Both subscales indicated a significant
background effect, F(1, 107)=11.67, p<.001 for the DAP subscale and F(1, 107)=10.04, p<.001
for the TRAD subscale. These results indicated that both subscales differentiated among
teachers with an early childhood background and those who had an elementary background.
Pearson product-moment item-total correlations were calculated for each of the items on the
DAP and TRAD subscales. Both were found to be reach significant levels of reliability with a
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coefficient alpha of 0.802 for DAP and 0.867 for TRAD. A factor analysis of the total 42 items
confirmed the separateness of the DAP and TRAD scales.
The Scale of Primary Classroom Practices (SPCP) authored by Burt, Sugawara, and
Wright (1993) is an observation scale developed to ascertain the level of developmentally
appropriate practices of primary grade classrooms. The scale consists of two types of
observable behaviors: teacher behavior and child behavior. Raters observe a behavior and
categorize it according to two dichotomous statements with one being a developmentally
appropriate practice (DAP) and one being a developmentally inappropriate practice (DIP). After
deciding which category (DAP or DIP) the behavior belongs to, the rater decides whether the
category is “really true” or “sort of true” in describing the observed behavior. This resulted in
scoring according to a 4-point Likert scale.
Two first grade classrooms were observed by twelve different observers. These two
classrooms were chosen from a pool of 22 classrooms and were selected because they
represented a good contract between developmentally appropriate (Classroom A) and
developmentally inappropriate (Classroom B) practices. The SPCP was validated through a 2
(Classroom Type: A versus B) x 2 (Subscales: Teacher versus Child) repeated-measures analysis
of variance. It was found that the total scores on the SPCP significantly discriminated between
classrooms, F (1,11)=102.17, p<.0001. Exact inter-rater agreement for Classroom A was
moderately high (85.30%) while exact inter-rater agreement for Classroom B was moderately
low (50.50%). Cronbach’s α was very high, ranging from .95 to .99 for the total SPCP score and
its subscales.
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Another instrument utilizing observation methods to collect data is the Assessment of
Practices in Early Elementary Classrooms (APEEC) developed by Hemmeter, Maxwell, Ault, &
Schuster (2001). This instrument was developed because of the scarcity of instruments
developed exclusively for the primary grades, especially those with a focus on all children
including those with disabilities. The scale consists of 16 items that fall among three categories:
physical environment, instructional context, and social context. Items are scored along a 7point continuum which represents the degree to which developmentally appropriate practices
are implemented in the classroom. A score of “1” indicates a rating of inadequate, “3” indicates
a rating of minimal, “5” indicates a rating of good, and “7” indicates a rating of excellent in
terms of the level of developmental appropriateness of that item. Each item has several
descriptors that relate to that item. For the 16 items, there are 135 descriptors. Anchor
statements for those descriptors are given at the 1, 3, 5, and 7 score level. Each descriptor is
rated as being ‘true’ or ‘not true’. Ratings on the descriptors are used to determine the item’s
overall score. In all, a total of 69 kindergarten through third grade classrooms were observed.
Several instruments were used to establish construct validity of the APEEC.
Pearson correlations were used to establish the relationship between the total APEEC score and
composite scores on those instruments. The following instruments were used with the Pearson
correlation to the APEEC given in parentheses: Assessment Profile of Early Childhood Programs
(.67), Teacher Beliefs and Practices Scale—Developmentally Appropriate Practices (.55),
Teacher Beliefs and Practices Scale—Developmentally Inappropriate Practices (-.28), and the
Caregiver Interaction Scale (.61). At the descriptor and item levels, inter-rater agreement was
high. For the descriptor level, agreement averaged 85%; at the item level, agreement within
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one point averaged 81%. Weighted kappas for 16 of the 16 APEEC items were above 0.40 and
above 0.60 for 8 of the 16 items.
Of the instruments reviewed, the ADAPT (A Developmentally Appropriate Practices
Template) is the only one which was studied within multilevel contexts. Data were analyzed at
the classroom, school, and district levels in order to recognize the multiple contexts which
influence educational practices. The ADAPT was developed by Van Horn & Ramey (2004) and
was utilized as a part of a large longitudinal national study investigating former head start
children and their transitions through third grade. In all, a total of 1,511 first through third
grade classrooms were observed over a three-year period. The ADAPT is comprised of six items
in each of three subscales: curriculum and instruction, classroom management, and
interaction. Items are provided with anchor statements which correspond to a rating on a 5point Likert scale.
Multilevel analyses of covariance were used to establish internal reliability of the
ADAPT. In addition, alpha coefficients were utilized both within and between schools.
Although it is reported that the instrument had acceptable internal reliability, the results of
these analyses were not presented. Three types of validation measures were presented in the
findings. First, content validation was established through qualitative analysis of the items as
compared to the DAP guidelines (Bredekamp & Copper, 1997). Second, construct validity was
explored by evaluating the factor structure of the ADAPT. It was found at the within school
level, a three factor structure provided the best fit, however, between schools one factor fit just
as well as the three factor solution. The developers of the instrument felt as though the three
factors were distinct enough to warrant continued consideration separately. Third, convergent
66

validity was explored using multivariate methods using the three ADAPT subscales against the
five subscales of the Assessment Profile of Early Childhood Programs. Results indicate that the
Assessment Profile and ADAPT subscales were moderately to strongly related by accounting for
67-83% of the classroom variance and 37-64% of the school level variance.
Future directions in instrument development—All of the instruments developed
to date that purport to measure developmentally appropriate practices have varying acceptable
limits of reliability and validity. They have all been useful instruments in their time. What is
lacking, however, in the current state of education, is a reliable and valid instrument to
measure developmentally appropriate practice that is based on the third edition of NAEYC’s
DAP guidelines. No instrument to date has utilized this updated content as the premise of its
development. The most recent self-report instrument measuring teaching practices based on
the second edition of the DAP guidelines, The Primary Teacher’s Beliefs and Practices Survey
developed by Buchanan, Burts, Bidner, White, and Charlesworth (1998), has several limitations
which the new instrument, the Primary Practices Questionnaire would address. First, in the
area of literacy, the PPQ addresses all five components necessary for effective reading
instruction. Since the publication of the Buchnan, et. al. instrument, the National Reading Panel
published its seminal work indicating the five big ideas of reading which are necessary in
learning to read (National Reading Panel, 2000). Second, the PPQ includes several items
contained within the literature of developmentally appropriate practices that are important to
overall programming which are not included in The Primary Teacher’s Beliefs and Practices
Survey. These items ask for teachers’ utilization of assessment techniques, alignment of
curriculum, involvement of the family, and using information about children to adjust
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instruction. These components have all been proven critical to the implementation of
developmentally appropriate programming.

Summary
Since the initial publication of NAEYC’s position statement on developmentally
appropriate practices, there have been two updated editions. The most recent iteration was
published in 2009 and represents a 330% increase in the amount of content designated to
guide DAP in early childhood education. The contemporary context of education calls for
schools to reduce the achievement gap and the latest edition of NAEYC’s guidelines is intended
to achieve this goal through the application of developmentally appropriate practice.
Instruments to measure DAP in the primary grades have been developed over the years;
however, there are no instruments which are based on the updated guidelines. It is imperative
that such an instrument be developed as there has been an abundance of research in the past
decade, since the second edition of NAEYC’s statement, that can inform DAP practices in the
context of contemporary education.
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CHAPTER 3
METHODS

Introduction
The purpose of this study is to investigate the psychometric properties of an instrument
developed to measure teachers’ perceived use of developmentally appropriate practices in the
primary grades. Research questions, therefore, focus on the properties of reliability and
validity of the instrument.
1. Is the Primary Practices Questionnaire a reliable instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades as
estimated through the application of internal consistency analysis techniques?
2. Is the Primary Practices Questionnaire a valid instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades?
a. Does the instrument have content validity as demonstrated by a panel of
experts?
b. Does the instrument have construct validity as demonstrated by factor analysis?
c. Does the instrument have construct validity as demonstrated by comparisons of
variables that have been identified through previous research as being
associated with the implementation of developmentally appropriate practices?
d. Does the instrument have construct validity as demonstrated by a comparison of
another theoretically related instrument with prior established validity?
It is a descriptive survey using a quantitative approach. The results will be analyzed
through the use of descriptive statistics, correlation, factor analysis, and analysis of variance.
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Guidance on the methodological framework used in the development of the instrument and
the subsequent validation process was taken from DeVellis (2003), Benson & Clark (1982),
Campbell & Russo (2001), Carmines & Zeller (1979), and Crocker & Algina (1986).
This chapter will outline the specific methods utilized in the development of the Primary
Practices Questionnaire and the investigation into its reliability and validity. This chapter is
divided into five main sections: a description of the methodology utilized throughout the study,
a description of the participants and sampling procedures used for both the pilot study and the
main study, the development of the instrument including the investigation into the
instrument’s content validity, the results of the pilot study, and an account of the statistical
methods employed for the main study including those procedures used to establish reliability
and construct validity.

Methodology
The purpose of this study was to develop an instrument to measure teachers’ perceived
use of developmentally appropriate practices in the primary grades. The methods for
establishing reliability and validity and also the phases of the study are described in this section.

Reliability
Reliability is the property of an instrument that indicates the “extent to which an
experiment, test, or any other measuring procedure yields the same results on repeated trials”
(Carmines & Zeller, 1979, p. 11. There are four basic methods for establishing the reliability of
an empirical instrument. For the Primary Practices Questionnaire, reliability was examined
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using an internal consistency procedure. This method was chosen because of its ease in
implementation. This method requires only one test administration and requires only one form
of the test eliminating the need to create alternate forms.

Validity
Validity refers to the extent to which an instrument measures what it purports to
measure. Two types of validity were investigated for the Primary Practices Questionnaire—
content validity and construct validity.
Content Validity—Content validity refers to whether the instruments’ items adequately
represent the domain of knowledge of the construct under investigation. During construction
of the item pool, care was taken to accurately represent the content of the DAP guidelines and
adequately represent the domain of construct content thereby contributing to content validity.
Primarily, however, content validity was established through an expert content reviewer
procedure.
Construct Validity—Construct validity was also investigated. According to Crocker and
Algina (1986), construct validation requires multiple means of determination in order to create
overlapping forms of evidence from which to draw conclusions about an instrument’s validity.
They describe four approaches that are widely used to establish an instrument’s validity. This
dissertation study explored construct validity of the Primary Practices Questionnaire using three
different methods.
First, one of the most widely used methods of determining construct validity is factor
analysis. The goal of this analysis was to determine if there are categories of relationships, or
71

factors, which underlie the items. The instrument was developed theoretically around the five
dimensions of developmentally appropriate practice. A Principal Components Analysis was
conducted to determine underlying factor structures and their similarity to theoretically
contrived categories and to uncover any latent variables which may be present.
The second way in which construct validity was investigated was via “differentiation
between groups”. In this type of construct validation technique, differences in a scale’s scores
should be seen among various known groups in the hypothesized direction based on theory. In
the present study, comparison methods were used to determine if variables that have been
established in the literature to be linked to the implementation of developmentally appropriate
practices are also found to be predictors of scores on the Primary Practices Questionnaire. For
this analysis, the independent variables will be teachers’ area of certification, years of
experience, educational background, sense of autonomy in both instructional and curricular
decision making, professional development opportunities, class size, and amount of adult
support in the classroom.
Third, the results of the PPQ were compared to those of a theoretically related
instrument, the Beliefs about Primary Education Scale (Hermans, van Braak,& van Keer, 2008).
This procedure for establishing construct validity involves the “extent to which a particular
measure relates to other measures consistent with theoretically derived hypotheses concerning
the concepts (or constructs) that are being measured” (Carmines & Zeller, 1979, p. 23). The
Beliefs about Primary Education Scale was chosen as the comparison instrument because the
constructs upon which it was based could be theoretically linked to the ideas upon which the
PPQ was based. The Beliefs about Primary Education Scale is an 18-item scale which assesses
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primary school teachers’ beliefs about good education. It distinguishes between beliefs about
constructivist vs. traditional teaching beliefs. Although not formally assessing beliefs about
developmentally appropriate practices, it is hypothesized that beliefs related to more
constructivist teaching philosophies are more in line with developmentally appropriate
practices. As indicated later in this chapter, the strong link between beliefs and practices of
teachers also gives an indication of the ability of these two instruments (BPES and PPQ) to be
related. It is hypothesized that scores on these two instruments would have a positive
relationship in that higher scores on the PPQ would be related to higher scores on the BPES.

Phases of the Study
Guidance on the specific phases of the study was derived from DeVellis (2003), Benson
& Clark (1982), and Campbell & Russo (2001). Phases 1 and 2 of the study are presented in this
chapter. The final phase, Phase 3, is presented in Chapter 4.
A visual representation of the steps involved in carrying out this study can be found in
Figure 3. During the first phase of the study, the development of the questionnaire along with
establishing content validity via a panel of experts was the primary focus. A teacher focus
group assisted with reviewing wording and presentation of questions. After this phase,
revisions to the items were completed and a preliminary version of the instrument was
established. During the pilot study or Phase 2, the preliminary instrument was completed by
primary grade teachers. Another teacher focus group was recruited to again review wording.
Reliability of this preliminary instrument was obtained and revisions were once again made to
the items, resulting in a revised version of the instrument. Phase 3 of the overall study was
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then implemented by disseminating the revised instrument along with the validation
instrument to the dissertation sample. This additional instrument was included in order to use
comparison techniques as one of the methods in determining construct validity of the PPQ.
Results were then compiled and analyzed. The results of Phase 3 are found in Chapter 4.

Participants and Sampling
The study participants were first, second, and third grade teachers of public elementary
schools in Pennsylvania. These grade levels are typically considered the grades comprising
primary level education. Participants in Phases 1 and 2 were recruited by contacting the
superintendents of schools in several school districts within driving distance of the principal
investigator. Participants during these phases of the study needed to be in close proximity to
the investigator so that teacher focus groups could be conducted. All focus group participants
received a $50 VISA gift card in appreciation of their time. Respondents to the pilot survey
were eligible for a drawing for a $50 VISA gift card.
For the dissertation study, participants were recruited via email. Pennsylvania public
school district websites were visited to obtain teacher email addresses. When teacher email
addresses were public domain information, surveys were sent. Only teachers in grades one,

Phase 1

Phase 2

Phase 3

Questionnaire
Development

Pilot
Study

Main
Study

Develop item pool

Select sample

Select sample

Send survey

Send survey
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Figure 3: Visual Representation of the methodological steps followed in the study

two, or three were sent emails. A copy of the recruitment email and informed consent can be
found in Appendices A and B. A total of 4,868 emails were sent requesting participation in the
study. Undeliverable emails, for unknown reasons, accounted for 216 being returned. For
every 50 respondents, one $50 VISA gift card was given away.
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Phase 1—Instrument Development
Key Features of the Instrument
Two of the key features of the Primary Practices Questionnaire are that it focuses on
teacher practices rather than teacher beliefs and that it is a self-report instrument.
Practices vs. Beliefs
“Few would argue that the beliefs teachers hold influence their perceptions and
judgments, which, in turn, affect their behavior in the classroom” (Pajares, 1992, p. 307). This
quote by Pajares in his seminal piece on teacher beliefs succinctly addresses the almost
inextricable link between teacher beliefs and practices. Teacher beliefs and how they relate to
classroom practices has been a topic of a great deal of scholarly writing. Teachers make
innumerable decisions every day during the course of instruction. Many of these are
unconscious. A teacher’s beliefs are the guiding force behind these decisions, whether
conscious or unconscious (Eisenhart et al., 1988; Pajares, 1992; Shavelson & Stern, 1981; and
Vartuli, 2005). The reciprocity between beliefs and practices is further demonstrated by
Guskey’s finding that a change in beliefs follows a change in practice. Further, there have been
findings of a high level of congruency between teacher beliefs and practices (Vartuli, 2005).
As important as beliefs are to understanding teaching, the Primary Practices
Questionnaire is focused on measuring teachers’ perceptions of their classroom practice. The
reason to focus on practice vs. beliefs is twofold. First, as a psychological construct, beliefs are
difficult to define and therefore difficult to empirically investigate (Pajares, 1992). Secondly,
there are some findings that measuring teacher practices more accurately represents what
goes on in the classroom as does studying a teacher’s beliefs. In several studies, teachers have
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reported having higher levels of belief scores than their actual practice scores (Bryant, Clifford,
& Peisner, 1991;Charlesworth, et al. 1993; and Vartuli, 1999). School policies and procedures
and administrative expectations often dictate what goes on the classroom, not necessarily a
teacher’s beliefs. DAP has historically been difficult to implement in the public schools and it
can often seem like primary grade teachers find themselves “between a rock and a hard place”
(Goldstein, 1997) when it comes to addressing the challenge of implementing quality early
childhood education in public elementary schools.
Self-report vs. Observation
The PPQ relies on teacher self-report of their instructional practices. There has been
much debate over the reliability and validity of self-report survey methodology in the field of
educational research. Desimone & LeFloch (2004) present the argument that surveys have
been proven effective instruments to measure, among other things, teacher pedagogical
practices. This is supported by Mayer (1999), Burnstein et al. (1995), and Ross et al. (2003).
Mayer found a high correlation (r=.85) between teachers’ reports of the amount of time spent
in an activity and their actual time observed in those activities. Burnstein et. al. found a high
percentage of agreement between information obtained from teacher surveys compared to
classroom artifacts. He and his colleagues suggest that self-report surveys are strengthened
when the questions asked of teachers are specific. In Ross’s study, of standards-based
mathematics teaching is was found that teachers who reported high levels of standards-based
mathematics teaching were observed utilizing high levels of standards-based mathematics
teaching in the dimensions where teacher interpretation of the category matched the
researchers’ definitions of the category.
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Item Development
The initial item pool was comprised of 51 items. The 2009 edition of NAEYC’s
publication on developmentally appropriate practices was used as primary guidance in the
development of survey items. In order to accurately represent the content of the guidelines
and adequately represent the domain of content in the construct thereby contributing to
content validity, care was taken to equitably represent the dimensions of the DAP guidelines
proportionately in the initial questionnaire items. Table 5 shows the five dimensions present in
the guidelines and their proportionate composition of the total number of guidelines. The table
also shows the number of initial questionnaire items in the Primary Practices Questionnaire that
represented those dimensions.
In addition to the DAP guidelines, practices that have been identified as either
facilitating or constraining the implementation of developmentally appropriate practices were
gleaned from the literature published in the past decade. These practices are worded as
statements of primary actions conducted by teachers. The focus of the questions is on the
practices of teachers as opposed to their beliefs and opinions.
Each item consists of a statement of a teaching practice that either facilitates or
constrains the implementation of DAP. These statements were systematically reversed from
item to item to prevent a response set bias. Respondents must choose to what degree they
feel the item describes their teaching practice. Reverse scoring for statements that are
reversed in orientation to facilitating or constraining DAP will be done so that higher scores
represent practices that most facilitate the implementation of DAP and lower scores represent
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practices that most constrain the implementation of DAP. The original item pool can be found
in Table 6.
The demographic portion of the Primary Practices Questionnaire included items not only
to enable accurate description of the respondents, but also items of characteristics that have
been associated with the implementation of developmentally appropriate practices.
Information about a respondent’s area of certification, years of experience, educational
background, sense of autonomy in decision making, professional development opportunities,
class size, and amount of in-class support were included in the questionnaire. The item asking
for respondents’ level of autonomy in decision-making in curricular and instructional practices
was intended to gain a cursory understanding of the style of leadership utilized in the teachers’
context. When asking respondents about professional development opportunities, no clear
indication was requested as to the recency of the activities or the content of the activities. This
measure was intended to gain a sense of the amount of professional development that
teachers engage, not the effects of the content of the professional development itself.

Table 5: DAP dimensions’ proportionate representation in the guidelines and in the Primary
Practices Questionnaire
DAP Dimension
Creating a Caring Community
of Learners
Teaching to Enhance
Development and Learning
Planning Curriculum to
Achieve Important Goals
Assessing Children’s Learning

Percentage of representation
in the guidelines
7%

# of items in the PPQ

26%

12

49%

24

15%

8

4
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and Development
Establishing reciprocal
relationships with parents

3%

4
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Content Validity
To establish the content validity of the main questionnaire, four experts were asked to
review the items in the Primary Practices Questionnaire. The experts were selected based on
recommendations of respected professionals in the field of early childhood education and
personal contacts of the researcher. Two reviewers were professors of early childhood
education with multiple years of experience in the field. The other two reviewers were
elementary principals with backgrounds in early childhood education. All reviewers had a vast
array of experiences in early childhood education and were knowledgeable of NAEYC’s DAP
guidelines. The reviewers were asked to give feedback to the following questions on each of
the questionnaire items:
1. Does a positive endorsement on this item indicate a practice that is considered
consistent or inconsistent with developmentally appropriate practice?
2. Which dimension of DAP does this item best represent?
3. Does the statement represent typical teacher practices that are potentially seen in
the primary grades?
4. Recommendations for inclusion in the questionnaire and suggestions for revisions in
wording?
In addition to these questions for each individual item, a section for general comments
was given. In this space, content review experts had the opportunity to provide suggestions for
other items that should be included. An example of the content review packet sent to review
experts can be found in Appendix C.
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Table 6: Original Item Pool for the Primary Practices Questionnaire separated by DAP
Dimension

Creating a Caring
Community of
Learners

I have had conversations with each of the parent(s)/guardians of all the children in my
classroom.

Planning Curriculum to Achieve
Important Goals

Teaching to Enhance Development and
Learning

I know well each of my children’s likes, dislikes, and unique personality.
Children in my classroom have several times each day to interact with one another,
such as during lunch and recess.
The children in my class spend the majority of their day in either whole group
instruction or working independently.
My classroom is set up to be ordered and structured by having desks arranged in rows.
The majority of the instruction in my classroom happens in small, flexible groups.
For instruction, children in my class are grouped both heterogeneously and
homogeneously depending on the learning focus.
I use authentic materials, manipulatives, multi-media, games, etc. as the primary
sources of instruction for students.
Play of various types is used in the classroom as a vehicle for learning.
As the teacher, I plan all learning experiences in my classroom.
About once a week I allow students to choose learning activities.
I do not use any formal curriculum or teaching strategies to target the social and
emotional development of the students in my classroom.
When teaching, I like to use active engagement strategies during every lesson.
I rarely use manufactured worksheets in my classroom.
I expect students to come to me if they are having a peer conflict.
I don’t usually engage in one-to-one conversations with each of my children on a
regular basis.
The curriculum in my classroom falls in the cognitive domain….areas such as physical
development and fine arts are taught through specialty classes.
I address all domains in my classroom curriculum—cognitive, physical, and social.
I have separate times of the day to teach the areas of my curriculum.
The majority of my curriculum is taught in an integrated way. For example, many
concepts in social studies and science are done during reading instruction.
I follow a standard curriculum that is the same across other classrooms at my same
grade level.
My reading instruction incorporates phonemic awareness skills on a daily basis.
I follow a loose curriculum framework set by my school, but students’ needs determine
my day to day lessons.
I do not address phonemic awareness skills explicitly.
(Continued)
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Assessing Children’s Learning and
Development

Planning Curriculum to Achieve Important Goals, Continued

Table 6: Original Item Pool for the Primary Practices Questionnaire separated by DAP
Dimension—Continued
When designing my reading lessons, I rely primarily on knowing the reading skills that
are appropriate for children in the grade level I teach.
I know my children’s reading strengths and needs and design my reading instruction
according to this knowledge.
I have daily discussions about the books my children are reading.
I have at least 90 minutes of uninterrupted instructional time devoted to reading
activities.
All the children in my class read the same books.
My reading instruction focuses primarily on reading comprehension.
I provide the same instructional opportunities for all the children in my classroom.
There are additional services available for students who struggle.
Children in my classroom write every day about things that interest them,
I expect children to correct all of their writing mistakes (spelling, punctuation, and
grammar) before a writing can be considered complete.
I use manipulatives to introduce new mathematical concepts.
I provide regular opportunities for my children to solve mathematical problems using a
problem solving process for real-world situations.
I teach math facts using flash cards and drill and practice worksheets.
I teach science primarily through students learning the vocabulary associated with
scientific phenomena.
My science instruction involves reading non-fiction text.
My students learn science by developing and testing hypotheses.
Field trips into the community are limited to only once or twice a year.
Assessment in my classroom focuses on all areas of children’s development….cognitive,
social, emotional, and physical.
Decisions about children in my class are based solely on quantitative data.
I use both formal and informal assessments to determine whether children are
achieving learning goals.
The majority of assessments I use in my classroom are for the purposes of planning
curriculum and instruction.
I only assess what children can do independently.
The assessments that are most meaningful to me are those that are standardized so I
can compare my children with pre-determined norms.
I like to simulate standardized state assessments that are used in higher grades so my
children will perform better in the future.
The assessment information I share with families is always accompanied by narrative
comments about the child’s learning.
(Continued)
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Establishing reciprocal
relationships with parents

Table 6: Original Item Pool for the Primary Practices Questionnaire separated by DAP
Dimension—Continued
I have several events every school year that encourages family participation in the
classroom.
Parental involvement in my classroom is almost exclusively in the form of helping
children with homework.
I seek parental input when making decisions about a child’s educational program.
I know where to find resources if I have a student whose parents do not speak English.

Note: Items in italics are reverse worded
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Feedback from the content review panel was the primary guiding force for inclusion of
items for the pilot questionnaire. Responses from the experts were examined for agreement
with regard to individual test items. A criterion of 75% agreement among the experts was
utilized to determine inclusion of items in the questionnaire. An item had to reach the 75%
criterion in all categories to be included without revisions. If an item reached 75% criterion in
some, but not all categories, feedback on the item was considered in order to strengthen its
appropriateness for inclusion in the questionnaire. If an item failed to reach 75% criterion in
any of the categories, the item was considered for elimination from the questionnaire. In all
cases, feedback from the experts was considered for retention or elimination of items.
Of the 51 original items, 41 were kept and/or modified for inclusion in the pilot version
of the Primary Practices Questionnaire. Twenty-two (22) items met the 75% agreement
criterion in all categories. Twelve (12) items met the 75% agreement criterion on all categories
except the question of whether it represented ‘typical’ classroom practices. Several of the
expert reviewers reported lack of clarity on whether to rate an item as ‘typical’ classroom
practice. Some interpreted it as being a practice they see in classrooms, while another
interpreted it as a typical practice that could potentially be seen anywhere not necessarily by
themselves personally. Due to this discrepancy in interpretation of this category, it was not
considered to be an area that would indicate necessary revision of the item. Seven (7) items
met the 75% criterion agreement in three of the four categories and were subsequently revised
based on feedback from the reviewers. Ten (10) items failed to meet the 75% agreement
criterion in some of the categories and the feedback did not indicate these items were worthy
of revision.
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Item Evaluation by teachers
After revisions based on expert review, the questionnaire was also scrutinized for clarity
of wording by asking for feedback to the questions from a small group of teachers similar to
those who would be targeted in both the pilot and the main study sample. A focus group
interview was conducted with four primary grade teachers from a school district within
traveling distance of the investigator. These teachers were solicited via electronic mail after
approval was obtained from the school district’s school superintendent.
The focus group was asked the following questions. For the demographic portion of the
instrument: Do the choices cover the range of possible options or should other choices be
included as well? Are the questions clear, or are there suggestions for revisions in wording?
For the main questionnaire: Did you have difficulty selecting a rating for any of the items? If
so, what could have helped? Are the questions clear, or are there suggestions for revisions in
wording? Are there suggestions for the elimination of certain items, or the inclusion of
potential items?
The suggestions given during the focus group interview were considered in revising the
final questionnaire to use during the pilot testing phase.
One main outcome of the focus group was a change in the anchor descriptors for the
Likert scale. In the original proposal, teachers were to rate each statement according to a 4
point Likert scale, where 4=”Describes my classroom practice well”, 3=”Describes my classroom
practice somewhat”, 2=”Doesn’t really describe my classroom practice”, and 1=”Clearly does
not describe my classroom practice”. Based on teacher feedback, the anchor descriptors were
changed to 4=”Always describes my classroom practice”, 3=”Most times describes my
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classroom practice”, 2=”Sometimes describes my classroom practice”, and 1=”Seldom describes
my classroom practice”.
Revised Questionnaire after Phase 1
The resulting questionnaire after Phase 1 content validation by content experts and
teacher focus group is presented in Table 7. During the content validation, some of the DAP
dimension categories were changed from what was originally presented during conceptual
development. These categories were changed when three of the four content expert reviewers
(75% criterion) indicated that the item represented a dimension other than what the developer
intended.
Questionnaire Administration Format
The questionnaire was presented using an online survey administration tool.
Use of this style of questionnaire format enabled a large number of responses across a wide
geographic region with minimal cost involved.

Phase 2—Pilot Study
As part of the validation process of the PPQ, the survey was field tested with a small
sample of primary grade level teachers. This section describes the sampling procedure, the
participants, reliability, and focus group interview.
Sampling procedure
As described earlier, the participants were recruited by contacting the school
superintendent in several school districts. After school superintendents gave their approval for
the primary grade level teachers to be contacted in their schools, an email was sent to the
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Table 7: PPQ Items after Phase 1 with DAP Dimension represented

PPQ Item
#
1
2

3
4

5
6
7
8
9
10
11

12
13

14
15

PPQ Item for Pilot Study*
Students assist in planning learning activities about once
a week.
I use authentic materials (such as rocks for science,
manipulatives in mat, etc.) as the primary sources of
instruction for students.
I address all domains of learning in my classroom
curriculum.
My reading instruction focuses on all areas of reading—
phonemic awareness, phonics, fluency, comprehension,
and vocabulary.
The majority of assessments I use in my classroom are for
the purposes of planning curriculum and instruction.
I teach science primarily by having students read books.
Family involvement in my classroom primarily consists of
helping children with their homework.
I provide opportunities for students to use manipulatives
to assist them in understanding mathematical concepts.
I follow a standard curriculum that is the same across
other classrooms at my same grade level.
The children in my classroom spend the majority of their
day in whole group instruction.
When teaching, I like to use active engagement strategies
(such as choral responses, think-pair-share, response
cards, etc.) during more than half of my lessons.
My classroom is ordered and structured by having desks
arranged in rows.
Assessment in my classroom focuses on capturing all
areas of children’s development…cognitive, socialemotional, and physical.
I use the knowledge of my children’s reading strengths
and needs in order to design my reading curriculum.
In over half of the classroom’s writing assignments,
children are required to write about the same teacherselected topics.

DAP Dimension
TL
TL

CU
CU

AS
TL
PR
TL
CU
TL
TL

CL
AS

CU
TL

(Continued)
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Table 7: PPQ Items after Phase 1 with DAP Dimension represented—Continued

PPQ Item
#
16

17
18

19
20

21

22
23

24
25

26
27

28

PPQ Item for Pilot Study
The assessment information I share with families is
accompanied by narrative comments about the child’s
learning.
I do NOT directly teach phonemic awareness skills with
any of my students.
For instruction, children in my class are grouped both
heterogeneously and homogeneously depending on my
learning goal.
I expect students to come to me if they have a
disagreement rather than trying to settle it themselves.
During the school year, very few of my children’s parents
have visited my classroom OTHER than Open House
events.
Standardized assessments are most meaningful to me
because I can compare my students with others of their
same age and grade level.
I teach math facts with flash cards and/or drill and
practice worksheets.
When designing my reading instruction, I rely on knowing
the reading skills that are indicated as appropriate by my
school’s curriculum and/or state standards in the grade
level that I teach.
My schedule rarely allows time for one-to-one
conversations with my children.
Beyond the school mandated parent conferences, I have
had conversations (either in person or by other media)
with each of the parent(s)/guardian(s) of the children in
my classroom.
Instructional decisions about children in my class are
based solely on formal assessments.
I provide regular opportunities for my children to use a
problem-solving process to solve real-world
mathematical problems.
My classroom schedule includes 90 minutes of
uninterrupted instructional time devoted to my reading
curriculum.

DAP
Dimension*
AS

TL
TL

CL
PR

AS

TL
CU

CU
PR

AS
TL

CU

(Continued)
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Table 7: PPQ Items after Phase 1 with DAP Dimension represented—Continued

29

Play of various types (physical, social, fantasy,
TL
constructive, and/or games with rules) is used daily in my
classroom to support learning goals.
30
The curriculum in my classroom falls in the cognitive
CU
domain. Other areas, such as physical development and
fine arts, are taught through specialty classes.
31
I am knowledgeable about each of my student’s likes,
CL
dislikes, and unique personalities.
32
The assessments I use in my classroom focus primarily on
AS
what children can do independently.
33
All the children in my classroom are required to read the
CU
same books for core content instruction.
34
The majority of my curriculum is taught in an integrated
CU
manner. For example, many concepts in social studies
and science are incorporated in reading instruction.
35
Children in my classroom have scheduled unstructured
CL
time each day to interact with each other ONLY during
lunch and recess.
36
I use both formal and informal assessments to determine
AS
whether children are achieving learning goals.
37
When students are weak in phonemic awareness, my
TL
reading instruction incorporates those skills on a regular
basis.
38
My students learn science by developing and testing
CU
hypotheses.
39
I rarely use manufactured worksheets as the primary
CU
curricular materials.
40
I seek parental input when making decisions about a
PR
child’s education program.
41
When communicating with families, I use resources that
PR
are in their native language.
Note: CL—Creating a Caring Community of Learners;TL—Teaching to Enhance Development
and Learning;CU—Planning Curriculum to Achieve Important Goals;AS—Assessing Children’s
Learning and Development;PR—Establishing Reciprocal Relationships with Parents
Note: Italics indicate reverse worded items
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school principals. School principals forward the recruitment email to the primary grade level
teachers in their building. The implied consent form was embedded within the survey. These
documents were similar to the ones used for the Main Study. In total, 95 emails were sent to
teachers and 22 responses were obtained for a response rate of 23%.
Participants for the focus group were recruited in a similar manner. First, a school
district was chosen within close proximity to the investigator. This was a school district where
the superintendent was a personal contact of the investigator. After permission was obtained
to recruit for the focus group, an email was sent to the elementary school principal with the
request to forward to primary grade level teachers. Interested teachers were asked to send
their contact information to the investigator so that a time and place could be arranged to
conduct the focus group.

Participants
In total 22 survey responses were returned. In terms of area of certification, 19 had
certification in elementary education, 2 had certification in both early childhood education and
elementary education, and 1 had certification in both elementary education and special
education. Thirteen (13) teachers had Master’s degrees while 9 did not have Master’s degrees.
The grade level the teachers taught was also asked to be reported. Overall, 3 taught first grade,
11 taught second grade, 7 taught third grade and 1 taught mixed grade levels first and second.
Teachers in the pilot sample had between 2 and 33 years of teaching experience (M=13.59,
SD=10.055). Number of students in their classes ranged from 17 to 25 (M=20.81, SD=2.337).
This demographic information and classroom information can be found in Table 8.
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Table 8: Pilot Study Teacher Demographics and Classroom Characteristics (N=22)

Area of Certification

f
19
2
1
13
9
1
3
11
7

%
86
9
5
59
41
5
14
50
31

EE
EE and ECE
EE and SPED
Master’s Degree
Yes
No
Grade Level Taught
Mixed Grades 1 and 2
Grade 1
Grade 2
Grade 3
Total Years Teaching
Range
2 to 33
Mean
13.59
Standard Deviation
10.055
Number of students
Range
17 to 25
in class
Mean
20.81
Standard Deviation
2.337
Key: EE—Elementary Education; ECE—Early Childhood Education; SPED—Special Education
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Reliability
Reliability of internal consistency for the pilot study was examined by calculating
Cronbach’s α for all items. SPSS Version 20 was used to complete the analysis. After reverse
scoring negative worded items #1, 6, 7, 9, 10, 12, 15, 17, 19, 20, 21, 22, 23, 24, 26, 30, 32, 33, 35
and running the analysis, the total scale showed acceptable reliability (α=.834). According to
Carmine and Zeller (1979), for widely used scales, α=.80 or more is generally acceptable.

Focus Group
A small group of primary grade teachers were recruited to participate in a focus group
interview to inquire about clarity of wording. The feedback given by the focus group resulted
changes in wording to Items #1, 14, 16, 21, 25, 33, and 35 and minor wording changes in the
demographic section.

Phase 3—Main Study
This section describes the sampling procedures and participants used for the main
study. Also presented in this section is the content used for the main study. A description of
the statistical analyses used for the main study is described here.
Sampling Procedures
For the main study, participants were recruited via email. Pennsylvania public school
district websites were visited to obtain teacher email addresses. When teacher email
addresses were public domain information, surveys were sent. Only teachers in grades one,
two, or three were sent emails. According to DeVellis (2003), a general recommendation of 5
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to 10 responses per questionnaire item for a proper factor analysis is considered appropriate.
Sampling proceeded until at least 200 responses were obtained. A copy of the recruitment
email can be found in Appendix A. A total of 4,868 emails were sent requesting participation in
the study. Undeliverable emails, for unknown reasons, accounted for 216 being returned. For
every 50 respondents, one $50 VISA gift card was given away. This sampling procedure
resulted in 230 survey responses for a return rate of 5%.
The online survey given to teachers included the targeted instrument, the Primary
Practices Questionnaire, and an instrument to establish construct validity, the Beliefs about
Primary Education Scale (Hermans, van Braak,& van Keer, 2008). The purpose of including the
Beliefs about Primary Education Scale is to examine the construct validity of the Primary
Practices Questionnaire by investigating the relationships between the two questionnaires. The
PPQ was presented first to eliminate the possible effects of teachers reflecting on their beliefs
prior to reporting their practices. Reflection on their beliefs could potentially skew the
perceptions of their practice to more closely align with their belief structure as opposed to
honestly reporting their practices.
The Beliefs about Primary Education Scale is an 18-item scale which assesses primary
school teachers’ beliefs about good education. It distinguishes between beliefs about
constructivist vs. traditional teaching beliefs. Although not formally assessing beliefs about
developmentally appropriate practices, it is hypothesized that beliefs related to more
constructivist teaching philosophies are more in line with developmentally appropriate
practices. The Beliefs about Primary Education Scale consists of 18 items that ask a teacher’s
beliefs about the nature of educational content and ways of acquiring knowledge. Teachers
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rate each statement according to a 5 point Likert scale, where 0=”totally disagree”,
1=”disagree”, 2=”nor agree/nor disagree”, 3=”agree”, and 4=”totally agree”. The survey ends
with a screen that prompts the respondent to submit their information to be submitted for a
drawing for a $50 VISA gift card. This information and the respondents’ answers will not be
linked in any manner to ensure anonymity.

Statistical Analysis
Examining Reliability—Reliability was examined using an internal consistency procedure.
Specifically, Cronbach’s α was utilized. Sufficient reliability will be decided if α=.80 or more.
This level is widely accepted as the necessary value to establish adequate reliability of scales
(Carmines & Zeller, 1979).
Examining Validity—This dissertation study explored construct validity of the Primary
Practices Questionnaire using three different methods. The first manner in which construct
validity was explored for the Primary Practices Questionnaire was through a Principal
Components Analysis. The goal this analysis was to determine if there are categories of
relationships, or factors, which underlie the items. The following was explored in the factor
analysis: percentage of variance explain by factors or combinations of factors, evidence of a
simple structure, absence of factors, and complex loadings of factors. The second method that
was used to establish construct validity was to use comparison methods to determine if
variables that have been established in the literature to be linked to the implementation of
developmentally appropriate practices are also found to be predictors of scores on the Primary
Practices Questionnaire. For this analysis, the independent variables will be teachers’ area of
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certification, years of experience, educational background, sense of autonomy in both
instructional and curricular decision making, professional development opportunities, class size,
and amount of adult support in the classroom. The tests used to conduct these comparisons
were analysis of variance, independent samples t test, and spearman rho correlation. Third,
the results of the validation instrument included in the survey packet, the Beliefs about Primary
Education Scale, were compared to the scores obtained on the Primary Practices Questionnaire.
The Pearson Product Moment correlation (r) between the two measures was calculated. A
moderate to strong correlation between the two instruments would indicate that the Primary
Practices Questionnaire can be considered to have construct validity.
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CHAPTER 4
RESULTS
Introduction
This chapter describes the results of the dissertation study. It is comprised of four main
sections. First, a detailed description of the sample is presented. Second, a descriptive
presentation of the results of the PPQ survey items is given. Third, an explanation of the
cleaning and screening of data is given. Fourth, statistical analyses pertaining to the
instrument’s reliability and validity are described. Reliability was measured by calculating
Cronbach’s α on the responses to the Primary Practices Questionnaire (PPQ). Validity was
measured in several ways. First, principal components analysis was conducted to investigate
the relationship between underlying factors of the PPQ and the theoretical dimensions of
developmentally appropriate practice upon which it was based. Second, analyses of variance,
independent samples t-tests, and correlation were used to compare the relationships of
independent variables to the results on the PPQ to those suggested by previous research.
Finally, the correlation between the PPQ and another instrument, the Beliefs about Primary
Education Scale (Hermann, et al., 2008), was calculated. The chapter ends with a brief
summary.

Sample Descriptives
As outlined in the methods section, email addresses of first, second, and third grade
teachers that were found in the public domain on school district websites were obtained.
These teachers received an email requesting their participation in the survey in exchange for a
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chance to win a $50 VISA gift card. One gift card was given for every 50 participants. In all, a
total of 4,868 emails were sent. This resulted in a total of 230 responses—a 5% return rate.
Three records were deleted due to the respondents not being primary grade level teachers (ex.
Learning support teacher, literacy coach, and reading specialist). Twelve more records were
deleted due to respondents only answering the first few questions of the survey and then
exiting. Thus, a total of 215 responses were used for the analyses.
According to the participants’ responses on the area of their teaching certification
(“What is the area of your teacher’s certification?”, 3.7% were certified only in early childhood
education; 71.6% were certified only in elementary education; 14.4% were certified in both
early childhood education and elementary education; 8.4% were certified in both elementary
education and special education; and .9% were certified in early childhood education,
elementary education, and special education. The majority of the sample had earned a
Master’s degree with 70.7% indicating they had obtained this level of education (“Do you have
a Master’s degree?”. When indicating the grades they are currently teaching (“What grade do
you currently teach?”, 40.5% indicated they teach first grade, 27.4 % indicated they teach
second grade, 31.2% indicated they teach third grade, and two respondents (.9%) indicated
they teach mixed grades at the primary level. The total number of years the respondents have
spent teaching (“How many total years have you taught in public schools excluding day-to-day
substituting and student teaching?”) ranged from 1 to 37 years (M=12.4, SD=8.29) and the
years they have spent teaching their current grade level (“How many total years [throughout
your career] have you taught the grade level to which you are currently assigned?”) ranged
from 1 to 28 (M=8.46, SD=6.44). One of the questions in the demographic portion of the survey
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asked participants to indicate all of the different types of professional development in which
they engage, no query as to the recency or content of the professional development activities
was given (“In what types of professional development do you engage on a regular basis?
Please mark all that apply.”) The types given to choose from and the percentage which chose
that option were: college courses (46.5%), multi-day conferences/workshops (20%), 1-day
conference/workshop (60.5%), self-study (54%), mentoring (28.4%), reading
research/practitioner journal articles (28.4%), book study (27%), district provided in-service
(94%), action research (6.5%), and visits to other schools/classrooms (25.1%). Other
professional development activities were engaged in by 4.2% of the respondents and included
such things as professional learning communities, leadership teams, and data teams. The total
number of professional development activities engaged in by each particular respondent
ranged from 0 to 11 (M=4.15, SD=2.12). Participants were asked to rate on a scale of 1 to 4
(1=absolute autonomy, 2=great deal of autonomy, 3=some autonomy, 4=no autonomy) the
level of independence they have in making both instructional decisions and curriculum
decisions without influence from others (“How much independence do you have in making
decisions in your classroom, without influence or direction from other stakeholders [such as
administration, board of education, community, etc.]?”. Responses indicate that participants
feel a greater amount of autonomy in the area of instructional decision making than they do in
the area of curriculum decision making (instructional decisions—M=2.44, SD=.66, curriculum
decisions—M=3.3, SD=.58). Participants were also asked to indicate the amount of time they
engage in professional collaboration (“Approximately how often do you engage in professional
collaboration either formal or informal [planning/discussing instruction, curriculum, or problem
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solving classroom issues which last more than brief exchanges of only a few minutes] with
colleagues?). Responses indicate that the majority engage in professional collaboration on a
daily basis (44.2%). Other levels of collaboration were as follows: three times a week (20%),
once a week (23.3%), several times a month (6.5%), once a month (4.7%), once every several
months (.5%), one to two times a year (.5%). The average class size (“How many students are in
your class?”) was 21.35 students (SD=3.22, Range=10—30). Participants were asked to provide
information on the amount of adult support they have in their classroom (“Approximately, on
average, how many hours a day do you have adult support [paraprofessional or support
teacher] for learning activities in your classroom?”). The majority of respondents report having
less than one hour a day of adult support (63.3%). Other ratings were as follows: one to three
hours a day (26.5%), more than half the day (5.1%), and all day (5.1%). All this information can
be seen in Table 9.

Score Descriptives
Table 10 shows the descriptive information on each of the PPQ survey items. Means,
standard deviations, skewness, kurtosis are presented for each item and the total PPQ score.
The corrected item-total correlations are also presented for the individual items. The items are
presented in categories organized by the dimensions of developmentally appropriate practice
they represent. The majority of items show a negative skew, indicating that respondents report
their practices being more consistent with developmentally appropriate practices than being
inconsistent.
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Screening Data Prior to Analysis
All analyses were conducted using SPSS version 20 for Windows. Reverse scoring
negative worded items 1, 6, 7, 9, 10, 12, 15, 17, 19, 20, 21, 22, 23, 24, 26, 30, 32, 33, 35 was
done by assigning the following replacement values: 1=4, 2=3, 3=2, 4=1. Prior to data analysis,
descriptive statistics for all variables were examined. Accuracy of the data set was determined
by confirming maximum and minimum values, examining means, standard deviations,
skewness, and kurtosis. A missing value analysis was conducted on the PPQ items. Items 8, 9,
11, 17, 18, 20, 28, 33, 28, and 40 each had one value missing. Items 7, 14, 19, 27, 30, and 39
each had two values missing. Item 6 had 3 values missing. The item having the highest number
of missing values was item 41 “When communicating with families, I use resources that are in
their native language.” It is not surprising that this item would have the highest number of
missing values. During both focus group interviews, participants had difficulty rating this item
because all of the students in their class spoke English and that was the means of their
communication. It was decided to retain this item since cultural responsiveness is an important
component of developmentally appropriate practice. Even though this item received the
highest number of missing values, the missing values accounted for only 1.8% of the total
ratings for that item and so it was not deleted. Overall, the missing value analysis revealed no
particular patterns. The approach taken to address missing values is described under each
statistical analysis. When cases of abnormal distribution were detected through interpreting
skewness and kurtosis, appropriate measures were taken as described in each analysis section.
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Table 9
Sample Characteristics (N=215)
Frequency

Percentage

Mean
[Range]

Standard
Deviation

ECE
EE
EE and ECE
EE/ECE/SPED
EE and SPED

8
154
31
2
18

8.7
71.6
14.4
.9
8.4

Yes
No

152
62

70.7
28.8

First Grade
Second Grade
Third Grade
Mixed Grades

87
59
67
2

40.5
27.4
31.2
.9

Total Years
Teaching

12.39
[1,37]

8.29

Years
Teaching at
Current Grade
Level

8.46
[1,28]

6.44

Certification

Master’s
Degree

Grade Level
Taught

Professional
Development
Activities
College Courses
Conf/Multi Day
Conf 1 day
Self-Study
Mentoring
Reading
Professional
Journals

100
43
130
116
61
61

46.5
20
60.5
54
28.4
28.4
(continued)
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Table 9
Sample Characteristics (N=215)—continued
Mean
[Range]

Standard
Deviation

Total Number
of PD
Activities

4.15
[0,11]

2.12

Autonomy in
Instructional
Decision
Making (Likert
scale)

2.44
[1,4]

.66

3.3
[2,4]

.58

Lesson Study
Book Study
District In-Service
Action Research
Visits
Other

1—Absolute
Autonomy
2—Great Deal of
Autonomy
3—Some
Autonomy
4—No Autonomy

Frequency

Percentage

46
58
202
14
54
9

21.4
27
94
6.5
25.1
4.2

14

6.5

97

45.1

96

44.7

7

3.3

Autonomy in
Curricular
Decision
Making (Likert
scale)
1—Absolute
Autonomy
2—Great Deal of
Autonomy
3—Some
Autonomy
4—No Autonomy

0

0

13

6.0

121

56.3

79

36.7
(Continued)
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Table 9
Sample Characteristics (N=215)—continued
Frequency
Students in
Class
Hours of Adult
Support

Percentage

Mean
[Range]
21.35
[10, 30]

Standard
Deviation
3.22

Less than 1 hour
1 to 3 hours a day
> ½ the day
All day

136
63.3
57
45.1
11
5.1
11
5.1
Note: ECE=Early Childhood Education; EE=Elementary Education; SPED=Special Education;
PD=Professional Development
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Table 10
Score Characteristics of the results of the PPQ separated by DAP Dimension (N=215)
Item #

Dimension

Mean

Standard
Deviation

Skewness

Kurtosis

Corrected
Item-Total
Correlation

12
19
31
35

Creating a Caring Community of Learners
3.52
.87
-.1.74
1.86
3.32
.66
-.664
.273
3.32
.64
-.641
.273
2.66
1.12
-.25
-1.31

.036
.059
.260
.287

1
2
6
8
10
11
15
17
18
22
27
29
37

Teaching to Enhance Development and Learning
3.67
.507
-1.17
.275
3.09
.755
-.419
.389
3.52
.698
-1.49
2.00
3.60
.585
-1.2
.459
3.04
.715
-.3
-.311
3.46
.709
-1.03
-.031
2.95
.830
-.308
-.665
3.66
.684
-2.20
4.54
3.52
.65
-1.16
.627
2.93
.85
-.594
-.123
3.08
.72
-.28
-.564
2.32
.95
.28
-.840
3.39
.74
-1.05
-.528

-.289
.465
.146
.419
.433
.290
.343
.386
.181
.359
.354
.435
.394

3
4
9
14
23
24
28
30
33
34
38
39

Planning Curriculum to Achieve Important Goals
3.25
.66
-.524
.119
3.86
.38
-3.12
9.65
1.31
.62
2.40
6.40
3.57
.67
-1.48
1.58
1.67
.74
.80
-.05
2.93
.85
-.33
-.65
3.07
1.13
-.83
-.81
2.39
.85
-.07
-.69
2.89
1.00
-.51
-.82
2.76
.90
-.19
-.82
2.36
.88
.38
-.54
2.45
.85
.39
-.53

.447
.246
.101
.471
.143
.401
.124
.333
.319
.297
.309
.413

Dimension

Dimension

(Continued)
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Table 10
Score Characteristics of the results of the PPQ separated by DAP Dimension (N=215)—
Continued
Item #
Mean
Standard
Skewness
Kurtosis
Corrected
Deviation
Item-Total
Correlation
Dimension
5
13
16
21
26
32
36

Assessing Children’s Learning and Development
3.16
.76
-.73
.31
2.66
.87
-.05
-.71
2.88
1.18
-.52
-1.28
3.59
.59
-1.42
2.32
3.43
.69
-.99
.34
2.35
.69
.14
-.13
3.72
.50
-1.65
1.87

.232
.400
.124
.265
.384
.235
.369

7
20
25
40
41

Establishing Reciprocal Relationships with Parents
2.60
.84
-.11
-.58
2.83
.95
-.50
-.61
3.01
.91
-.50
-.71
2.61
.91
-.04
-.86
3.07
.97
-.68
-.65

.271
.400
.358
.237
.068

Dimenison
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Reliability
Reliability of internal consistency for the main study was examined by calculating
Cronbach’s α for the PPQ items. According to Carmine and Zeller (1979), for widely used scales,
α=.80 or more is generally acceptable. The PPQ showed satisfactory reliability (Cronbach’s
α=.808). One item, Item #1, showed a negative corrected inter-item correlation (-.289). With
this item eliminated, Cronbach’s α increases to .816.

Validity
Put simply, validity refers to whether or not a measure actually measures what it
intends to measure. To this end, several types of validity are recognized by researchers. In this
study, both content validity and construct validity were investigated. Content validity refers to
“the extent to which a specific set of items reflects content domain” (DeVellis, 2003, p. 49).
Construct validity is concerned with “the extent to which a particular measure relates to other
measures consistent with theoretically derived hypotheses concerning the construct being
measured”(Carmines & Zeller, 1979, p. 23).

Content Validity
Content validity was established during the development of the instrument by having
content experts review the items on several different dimensions. The results of this review
were described in Chapter 3.
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Construct validity
Construct validity was examined through three separate analyses. Exploratory factor
analysis was conducted to compare the factors revealed from the survey responses. ANOVA,
independent samples t-test, and correlation were used to see if variables that previous
literature had established as being influential in teachers’ levels of developmentally appropriate
practice could be established as having a similar relationship in the results of the PPQ. Lastly,
correlation was used to investigate the relationship between the responses on the PPQ to
another instrument, the Beliefs about Primary Education Scale, which is theoretically related.
Factor Analysis
A type of exploratory factor analysis, specifically Principal Components Analysis, was
done to explore the underlying factor structure of the PPQ.. First, assumptions for utilizing
factor analysis were inspected. In regards to normal distribution, skewness and kurtosis for the
scale items was reviewed. These can be seen in Table 10. Although not all of the items were
normally distributed, it was decided that since the sample size was adequate (<200 cases),
N=215, it was determined the analysis would not be adversely affected (Tabachnick & Fidell,
2001). Sample size is also adequate in that there are at least 5 cases for each of the items to be
investigated through factor analysis (DeVellis, 2003). Other items inspected include the
correlation matrix, Bartlett’s test of sphericity, and the Kaiser-Meyer-Olkin value. The
correlation matrix showed several correlations of r=.3 or greater. Bartlett’s test of sphericity
was significant at the p=.000 level and the KMO value was .769 which is above the
recommended level of .6 (Pallant, 2005). Missing values were excluded pairwise.
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The initial analysis was run to see which components were extracted. Eigenvalues and
the scree plot were used to guide the decision with the factor solutions in later analysis. The
criterion for loading on factors was .3 with no additional criteria for closeness with other factors
(Pallant, 2005). There were 15 components with Eigenvalues over 1 accounting for 64% of the
variance (see Table 11). The scree plot can be seen in Figure 4. In terms of rotating the factors,
both orthogonal and oblique rotations were explored. A direct obliminal rotation was first
utilized since it was theorized that the factors were related since they all originated in the
construct of developmentally appropriate practice. The results of this rotation indicated that
the correlations between the components was minimal (.202) thus suggesting the relationship
between the components is not as strong as theoretically implied. Thus, varimax rotation, the
most common of orthogonal rotations, was used in the analyses which assumes that individual
factors are not related.
Five-component, 3-component, and 2-component solutions were run and compared
along the following criteria: percentage of variance explained per component, percentage of
variance explained by a combination of components, items associated with only one
component, items with complex loadings or components which loaded one more than one
component, magnitude of the loading values, and components’ match to the theoretical
categories. In the end it was determined that the 2-component solution provided the best and
most helpful description of the relationships contained in the data. The following describes the
information that led to this deduction.
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Table 11
Eigenvalues from Principal Components Analysis
Component
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15

Total
6.227
2.566
2.093
1.799
1.674
1.416
1.343
1.299
1.257
1.165
1.161
1.081
1.035
1.026
1.017

Initial Eigenvalues
% of Variance
15.187
6.259
5.104
4.387
4.082
3.454
3.276
3.169
3.065
2.841
2.831
2.636
2.524
2.503
2.481

Cumulutative %
15.187
21.447
26.551
30.939
35.021
38.475
41.752
44.921
47.986
50.827
53.657
56.294
58.818
61.321
63.802
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Figure 4
Scree plot of Eigenvalues for the initial factor analysis
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Initially a 5-component solution was run because of several factors. First, although 15
components had eigenvalues above 1, there were five components whose initial eigenvalues
contributed 4% or more of the total variance. Inspection of the scree plot also indicated a slight
elbow after the fifth component. Additionally, there are five dimensions in developmentally
appropriate practice upon which the scale items were based. The 5-component solution
showed loading values from .300 to .617 across the five components and accounted for 35% of
the total variance. A total of 27 items loaded on only one component. There were 3 items that
did not load on any of the five components (Items 25, 34, and 40). Complex loadings occurred
across all components and for 11 total items. Items 13, 27, 29 all loaded on component 1 and
2. Items 14 and 37 loaded on components 1 and 3. Items 10 and 30 loaded on components 1
and 4. Item 23 loaded on components 2 and 4. Items 7, 20, and 35, loaded on components 2
and 5. Item 1, “Students assist in planning class activities about once a week”, showed a -.564
loading on component 2. Items that loaded on individual components were inspected against
items that were theoretically grouped in the five DAP dimensions. No pattern was seen.
A 3-component solution was then run to see if a clearer analysis was present. According
to the eigenvalues, three components had eigenvalues greater than 2 and the scree plot shows
a noticeable decline after component 3. The 3-component solution showed loading values
from .316 to .665 across the three components and accounted for 26% of the total variance.
Again, Item 1 showed a negative loading on component 2 (-.567). A total of 26 items loaded on
only one component. There were 7 items that did not load on any of the three components
(Items 6, 9, 16, 19, 28, 32, and 41). Complex loadings occurred across all components for 8
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Table 12
Factor Loadings for the PPQ with varimax rotation with a 2-factor solution
Loadings
Item
14
37
3
2
27
36
8
5
11
4
31
13
27
17
29
34
18
35
20
23
30
15
26
1
24
7
22
9
33
32
10
39

Factor 1
.664
.610
.597
.591
.528
.519
.515
.512
.501
.470
.426
.425
.396
.382
.380
.373
.354

.339

Factor 2

.348

.363

.526
.512
.506
.503
.476
.448
-.436
.432
.430
.425
.410
.394
.394
.386
.386
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total items. Items 2, 13, 27, and 31 all loaded on components 1 and 2. Items 17, 37, and 39
loaded on components 1 and 3. Item 30 loaded on components 2 and 3. Items that loaded on
individual components were inspected against items that were theoretically grouped in the five
DAP dimensions. No pattern was seen. No particular commonality could be discerned between
the items loading on the three factors.
Subsequently, a 2-component solution was run. Eigenvalues for these 2 components
were greater than 2.5. The factor loadings can be seen in Table 12. The 2-component solution
showed loading values from .339 to .664 across the two components and accounted for 21% of
the total variance. As in the other solutions, Item 1 showed a negative loading on component 2
(-.463). A total of 29 items loaded on only one factor. There were 9 items that did not load on
either of the two components (Items 6, 12, 16, 19, 21, 28, 38, and 40). Complex loadings
occurred for several items. Items 13, 29, and 39 all loaded on both components 1 and 2. Items
that loaded on individual components were inspected against items that were theoretically
grouped in the five DAP dimensions. No pattern was seen. No particular commonality could be
discerned between the items entailed in the two components.
Based on the evaluation of the multiple criteria presented, it was determined that the 2component solution provided the most meaningful interpretation of the data. This solution
provided the greatest number of items loading on only one component and the fewest complex
loadings. It also did not make an appreciable difference in the number of items that did not
load on any component. No discernible pattern could be determined between the items that
loaded on the various components, especially none that matched the theoretical dimensions
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upon which they are based. This indicates that perhaps the PPQ measures one underlying
construct as opposed to one that has separate unique dimensions.
Analysis of Variance
Analysis of Variance was conducted to see if certain respondent characteristics had an
impact on the total score on the PPQ. Analysis of variance (ANOVA) is a statistical procedure
that compares the amount of between-groups variance in individuals’ scores and compares it
with the amount of within-groups variance. This test was determined to be appropriate
because it satisfied the criteria of the test of having one continuous dependent variable, one
categorical independent variable with three or more distinct categories, and the scores are
independent of other scores. The dependent variable for this procedure was total score on the
PPQ. Independent variables were: area of teacher certification, grade level taught, amount of
autonomy in both instructional and curricular decision-making, frequency of professional
collaboration, and amount of adult support. To ease statistical analysis and to make it more
meaningful, some of the categories of the independent variables were collapsed. For teacher
certification, the variable was collapsed into three categories: elementary education
certification, certification with an early childhood influence (encompassing the original
categories of early childhood certification and dual certification in early childhood and
elementary certification) and certification with special education background (original category
of dual certification in elementary and special education). Originally two respondents indicated
certification in all three areas (elementary, early childhood, and special education). Since these
two individuals did not fit cleanly into another category, they were eliminated from this
particular analysis. In the independent variable category of grade level taught, the two
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respondents who indicated they taught at mixed grade levels were left out of this analysis. The
independent variable of frequency of professional collaboration was collapsed into 5 distinct
categories: daily, three times a week, once a week, several times a month, and once a month
or less (originally collected as once a month, once every several months, and one to two times a
year). The independent variable of amount of adult support was collapsed into three
categories: less than one hour a day, between one and three hours a day, and more than half
the day or all day (originally two separate ratings). Histograms were produced for the
independent variables and the dependent variable and were seen to be normally distributed
(see Appendices D through J) satisfying that assumption. Missing values were addressed by
excluding cases analysis by analysis.
One way analyses of variance were conducted to explore the relationship of the
independent variables listed above on the total scores of the PPQ. All of the descriptive
statistics for the independent variables can be found in Appendix K. A summary of the results
of the ANOVAS can be found in Table 13. As can be seen, the only independent variable which
reached significance for between groups differences was grade level [F(2, 186)=5.47, p=.005].
Post-hoc comparisons using the Tukey HSD test indicated that the mean score for First Grade
teachers (M=126.11, SD=9.14) was significantly different than for Third Grade teachers
(M=119.84, SD=12.22), but not for Second Grade teachers (M=123.55, SD=11.99). The mean
score for Second Grade teachers was not significantly different than the mean score for Third
Grade teachers. The results from the Tukey’s HSD test can be found in Table 14.
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Table 13
Analysis of Variance for Total PPQ score by certification, grade level, decision making
autonomy, professional collaboration, and adult support

Certification
Between groups
Within groups
Total
Grade Taught
Between groups
Within groups
Total
Autonomy in
Instructional Decision
Making
Between groups
Within groups
Total
Autonomy in
Curricular Decision
Making
Between groups
Within groups
Total
Professional
Collaboration
Between groups
Within groups
Total

Sum of
Squares

df

Mean
square

F

Significance

Effect
size

101.098
22987.397
23088.495

2
183
185

50.549
125.614

.402

.669

.004

1320.452
22448.416
23768.868

2
186
188

660.226
120.690

5.470

.005*

.05

330.831
23054.122
23768.772

2
185
188

110.227
124.617

.885

.450

.013

423.411
23345.361
23768.772

2
186
188

211.706
125.513

1.687

.188

.017

444.992
22329.580
22774.571

2
184
188

111.248
121.356

.917

.455

.019

.632

.632

.004

Adult Support
Between groups
116.528
2
58.264
Within groups
23652.546
187
126.484
Total
23769.074
189
*The between groups difference is significant at the .05 level
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Table 14
Post-hoc comparison of Independent Variable—Grade Level using Tukey’s HSD

Variable 1
First Grade
M=126.11, SD=9.14

Variable 2
Second Grade
Third Grade

Mean
Difference
2.55
6.26*

Standard Significance
error
1.96
.397
1.89
.003

Second Grade
First Grade
M=123.55, SD=11.99 Third Grade

-2.55
3.71

1.96
2.08

.397
.181

Third Grade
First Grade
M=119.84, SD=12.22 Second Grade
*Significant at the .05 level

-6.26*
-.371

1.89
2.08

.003
.181

118

Independent Samples t-test
An independent samples t-test was conducted to see if having a master’s degree or not
had an impact on the total score on the PPQ. This test was determined to be appropriate
because it satisfied the criteria of the test of having one continuous variable independent of
other scores. Histograms were produced for the two levels of the independent variable and the
dependent variable and were seen to be normally distributed (see Appendices D and L)
satisfying that assumption. Levene’s Test of Equality of Variances indicates that the significance
level is higher than .05 (.06) so equal variances were assumed satisfying yet another
assumption for the independent samples t-test.
The independent samples t-test comparing the total PPQ score for teachers having a
master’s degree (M=124.36, SD=11.10) versus not having a master’s degree (M=121.45,
SD=11.27) did not indicate a significant difference [t(187)=1.62, p=.105].

Correlation with Known Predictor Variables
Before analysis, assumptions for using correlation were checked on all variables.
Histograms were generated for the Total-PPQ, Total Years Teaching, Years Teaching in Grade,
number of professional development opportunities, and number of students in class to check
for normality of the distribution. These can be found in Appendices D and M through P.
Scatterplots were also generated for Total-PPQ and each of the other variables to inspect for
linearity and homoscedasticity. The scatterplots can be seen in Appendices Q through T.
Because the assumptions for using a parametric technique were violated, the nonparametric
equivalent to the Pearson Product Moment correlation, Spearman’s rho was used.
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Spearman’s rho was calculated with the total Primary Practices Questionnaire score, and
the variables relating to the total number of years a respondent has been teaching, the total
number of years the teacher has taught in their current grade level, the total number of
different types of professional development activities in which the respondent engages, and
the total number of students in the respondent’s class. The results of these analyses can be
seen in Table 15. The only relationship that was found to be significant was the relationship
between Total PPQ score and the Total Number of Professional Development Activities. This
relationship was moderately positive [r=.219, n=190, p<.01].

Correlation with the Beliefs about Primary Education Scale
The Beliefs about Primary Education Scale (Hermans, et al., 2005) is an 18-item scale
which assesses primary school teacher’s beliefs toward the nature of good schooling. The scale
is divided into two dimensions. The Developmental Dimension component entails the degree
to which respondents align with more constructivist philosophies. The Transmissive Dimension
component entails the degree to which respondents align with more traditional educational
philosophies. The authors report reliability coefficients for teacher reports for the
Developmental Dimension as α=.71 and for the Transmissive Dimension as α=.75. In this study,
Cronbach’s α was calculated on both dimensions. In both areas, the reliability on both
dimensions was lower than established by the authors of the scale. In the current study, the
Developmental Dimension showed α=.613 and the Transmissive Dimension showed α=.684.
Although both reliability levels were lower in the present study, the pattern of a lower
reliability for the developmental Dimension over the Transmissive Dimension held true. It is
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Table 15
Spearman rho correlations between total PPQ score and predictor variables (N=190)

Total PPQ Score
Total Years Teaching

.068

Total Number of Years in Grade Level

.052

Total Number of PD Activities

.219*

Number of Students in Class

-.112

Note: PD=Professional Development
*significant at the .01 level (2-tailed)
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hypothesized that the Total-PPQ would correlate with the Developmental Dimension since both
measure on the construct of developmentally based practices associated with constructivism.
For this reason, only the Developmental Dimension was used in the correlation to determine
construct validity.
Totals for the PPQ (Total-PPQ), the Developmental Dimension (Total-DD) were
calculated. In both cases, the higher values represented a stronger endorsement of the
variables.
Before analysis, assumptions for using correlation were checked on both variables.
Histograms were generated for the Total-PPQ and Total-DD to check for normality of the
distribution. These can be found in Appendices D and U. A scatterplot was also generated for
Total-PPQ and Total-DD to inspect for linearity and homoscedasticity. The scatterplot can be
seen in Appendix V.
The relationship between the total scores on the PPQ and the total scores on the
Developmental Dimension of the BPES was investigated using the Pearson product-moment
correlation. There was a moderate positive correlation between the two variables [r=.34,
n=186, p<.01] accounting for 11% of the shared variance between the variables.

Summary
The purpose of this chapter was to present the data analyses used to investigate the
reliability and validity of the Primary Practices Questionnaire. These findings are summarized
below.
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Reliability of internal consistency for the main study was examined by calculating
Cronbach’s α for the PPQ items. According to Carmine and Zeller (1979), for widely used scales,
α=.80 or more is generally acceptable. The PPQ showed satisfactory reliability (Cronbach’s
α=.808).
Several types of validity were investigated in this study. First, content validity was
established by an expert review panel after item development. These results were presented in
Chapter 3 and so are not summarized here. Construct validity was the focus of the data
analysis in this chapter and was investigated by numerous tests. First, a principal components
analysis was conducted to see if the underlying structure of the PPQ matched theory. The twocomponent solution approached simple structure most adequately. Subsequent analysis of the
item patterns did not reveal any commonality among the two components, nor did they match
the theoretical DAP dimension upon which item development was based.
Second, multiple analyses were conducted to see if the independent variables of
teacher certification, grade level taught, level of education, autonomy in instructional and
curricular decision making, frequency of professional collaboration, level of adult support in the
classroom, total years teaching, total years teaching in current grade, and number of
professional development activities affected difference in total score on the PPQ. These factors
had been established in prior research as having an effect on teachers’ beliefs about and
implementation of developmentally appropriate practices.
Last, Pearson Product Moment correlation was done on the total PPQ score and the
Developmental Dimension of the Beliefs about Primary Education Scale, a theoretically related
instrument. This relationship was found to be moderately positive.
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CHAPTER 5
DISCUSSION
Introduction
Since the advent of the construct of developmentally appropriate practice, researchers
have developed instruments using NAEYC’s guidelines as the theoretical model behind their
development. These instruments intend to measure either the application of DAP in
classrooms or the extent to which beliefs held by teachers can be considered to be in line with
DAP principles. Several have been developed which exclusively attempt to measure DAP in the
primary grades recognizing that DAP looks different in the upper end of the age span of early
childhood than in the lower range. Instruments that have been developed have employed
different formats to gather information and had their psychometric properties investigated
using different techniques. Two basic types of instruments have predominated—self-report
and observation. All of the instruments developed to date that purport to measure
developmentally appropriate practices have varying acceptable limits of reliability and validity.
They have all been useful instruments in their time. What is lacking, however, in the current
state of education, is a reliable and valid instrument to measure developmentally appropriate
practice that is based on the third edition of NAEYC’s DAP guidelines and the recent research
concerning factors that impact the implementation of developmentally appropriate practices.
No instrument to date has utilized this updated content as the premise of its development.
The purpose of this study was to develop an instrument based on the most updated
content and research on developmentally appropriate practices in the primary grades—the
Primary Practices Questionnaire—and to investigate its psychometric properties of reliability
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and validity. The PPQ is a quantitative measure based on self-report. This type of measure
enables large scale implementation and yields data which can readily be compared to typical
quantitative achievement measures.
This chapter serves to discuss the findings of the study and provide direction for future
action. It is divided into four main sections. First, the results of the study will be discussed by
addressing each of the research questions individually. Second, limitations of the study will be
presented. Third, implications for future research based on the result of the knowledge gained
from the outcomes of the study will be provided. The chapter will conclude with a summary of
the study’s main findings.

Discussion of Results
The results of the study will be addressed by revisiting each of the research questions as
presented in Chapter 1. The purpose of this study was to investigate the psychometric
properties of a newly developed survey instrument designed to measure teachers’ perceived
use of developmentally appropriate practices, the Primary Practices Questionnaire (PPQ). The
instrument is a survey targeting first, second, and third grade teachers’ perceived use of
developmentally appropriate practices. The PPQ is a quantitative measure. The research
questions, therefore, focus on those properties of the instrument.
1. Is the Primary Practices Questionnaire a reliable instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades as
estimated through the application of internal consistency analysis techniques?
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2. Is the Primary Practices Questionnaire a valid instrument for assessing teachers’
perceived use of developmentally appropriate practices in primary grades?
a. Does the instrument have content validity as demonstrated by a panel of
experts?
b. Does the instrument have construct validity as demonstrated by factor
analysis?
c. Does the instrument have construct validity as demonstrated by comparisons
of variables that have been identified through previous research as being
associated with the implementation of developmentally appropriate
practices?
d. Does the instrument have construct validity as demonstrated by a
comparison of another theoretically related instrument with prior
established validity?

Research Question 1
The Primary Practices Questionnaire demonstrated good reliability, both in the pilot and
in the main study. Reliability was measured using an internal consistency method, Cronbach’s
α. Good reliability for widely used instruments is defined as α>.80 (Carmine and Zeller, 1979).
For the pilot study Cronbach’s α=.834 and for main study Cronbach’s α=.81.
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Research Question 2(a)
Content validity was established during Phase 1 of this study. Conduct validity was
initially supported during the development of the questionnaire item pool. An extensive review
of the NAEYC guidelines and recent research on developmentally appropriate practices was
conducted to gain an understanding of the nature of the full domain of content, especially in
regard to additional content in the updated guidelines. Care was taken to proportionately
represent the content of the DAP Dimensions. Additionally, items included representation from
new content in the DAP guidelines
To further support the content validity of the main questionnaire, four experts were
asked to review the items in the Primary Practices Questionnaire. All reviewers had a vast array
of experiences in early childhood education and were knowledgeable of NAEYC’s DAP
guidelines. The reviewers were asked to give feedback to the following questions on each of
the questionnaire items:
1. Does a positive endorsement on this item indicate a practice that is considered
consistent or inconsistent with developmentally appropriate practice?
2. Which dimension of DAP does this item best represent?
3. Does the statement represent typical teacher practices that are potentially seen in
the primary grades?
4. Recommendations for inclusion in the questionnaire and suggestions for revisions in
wording?
A criterion of 75% agreement among the experts was utilized to determine inclusion of
items in the questionnaire. An item had to reach the 75% criterion in all categories to be
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included without revisions. If an item reached 75% criterion in some, but not all categories,
feedback on the item was be considered in order to strengthen its appropriateness for inclusion
in the questionnaire. If an item failed to reach 75% criterion in any category, the item was
considered for elimination from the questionnaire.
Of the 51 original items, 41 were kept and/or modified for inclusion in the pilot version
of the Primary Practices Questionnaire. Twenty-two (22) items met the 75% agreement
criterion in all categories. Twelve (12) items met the 75% agreement criterion on all categories
except the question of whether it represented ‘typical’ classroom practices. Several of the
expert reviewers reported the lack of clarity on whether to rate an item as ‘typical’ classroom
practice. Some interpreted it as being a practical that they see in classrooms, while another
interpreted it as a typical practice that could potentially be seen anywhere not necessarily by
themselves personally. Due to this discrepancy in interpretation of this category, it was not
considered to be an area that would indicate necessary revision of the item. Seven (7) items
met the 75% criterion agreement in three of the four categories and were subsequently revised
based on feedback from the reviewers. Ten (10) items failed to meet the 75% agreement
criterion in all categories and the feedback did not indicate these items were worthy of
revision.
The Primary Practices Questionnaire is judged to have content validity both because of
care taken to qualitatively and quantitatively represent that domain of knowledge of
developmentally appropriate practices and because of content expert review.
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Research Question 2(b)
Construct validity was measured in several different ways. This research question
addressed the investigation of whether a factor structure was present in the questionnaire that
reflected theoretical guidance. The Primary Practices Questionnaire items were developed
based on the NAEYC guidelines and current research on developmentally appropriate practices.
To this end, care was taken to both quantitatively and qualitatively represent the full domain of
content. The five DAP dimensions which provided the theoretical guidance of the
questionnaire items were: Creating a Caring Community of Learners, Teaching to Enhance
Development and Learning, Assessing Children’s Learning and Development, and Establishing
Reciprocal Relationships with Parents. To accurately reflect the content quantitatively,
proportionate representation of items to proportionate appearance of guidelines in the NAEYC
guidelines was maintained.
Principal Components Analysis, a form of factor analysis, was used to explore the
underlying structure of the instrument. Initially, a five factor solution was tried for two reasons.
First, the eigenvalues and scree plot indicated that five factors may be present. Theoretical
guidance in the development of survey items also utilized five dimensions. Items that loaded
on the five components were inspected against items that were theoretically grouped in the
five DAP dimensions. No consistency was seen in these results, in other words, the items that
loaded on component 1 did not match as a whole to any of the five dimensions. Subsequently,
a three factor solution was tried with similar results. Finally a 2-factor solution was tried and
this provided the most meaningful interpretation of the data. This solution provided the
greatest number of items loading on only one component and the fewest complex loadings.
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The two components accounted for 21% of the variance. A total of 32 of the 41 items loaded
on one of the factors. It also did not make an appreciable difference in the number of items
that did not load on any component.
Item 1, “Students assist in planning class activities about once a week”, had a negative
loading in all three factor structures, so its validity is questionable. Because no discernible
pattern could be determined among the items that loaded on the various components,
especially none that matched the theoretical dimensions upon which they are based, gives an
indication that perhaps the PPQ measures one underlying construct as opposed to one that has
separate unique dimensions.
This finding does make sense given the intention of using the five DAP dimensions as
theoretical guidance. The dimensions were used as a means to adequately represent the full
domain of content of developmentally appropriate practices. The intention of the PPQ is to
globally measure the implementation of developmentally appropriate practices, not to identify
subscales. Given this, the presence of only one underlying influencing factor is more consistent
with the goal of the instrument.

Research Question 2(c)
Previous research has identified variables that influence a teacher’s level of
developmentally practices and beliefs.
Grade level It has been found that teachers in the primary grades who teach
kindergarten and first grade have stronger beliefs in developmentally appropriate practice than
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those in second and third grade. Likewise, they also have higher rates of implementing
practices which are considered developmentally appropriate (Maxwell et al., 2001).
Teacher knowledge The amount and kind of teacher knowledge has also been linked to
the promotion of developmentally appropriate practices. Teachers who have more education
or a master’s level degree (especially in early childhood education) tend to have more
developmentally appropriate classrooms (Caruso, 2007; Hao, 2000; Maxwell et al., 2001; Muijs
et al., 2004).
Professional Development

Ongoing professional development to further enhance

teacher skill and knowledge has been cited as important in implementing DAP in schools
(Caruso, 2007; Hao, 2000; NAESP, 1998, 2005; West, 2001). Specifically, scholars have pointed
to the use of varied training structures (French & Pena, 1997), self-study (Severeide &
Moilanen, 1991), mentoring (Korkus-Ruiz et al., 2007), and reflective teaching (Hao, 2000) as
particularly beneficial practices. Varied training structures as they relate to the acquisition of
teacher skills and knowledge have an impact on the use of developmentally appropriate
practices. West (2001) found that principals who used the greatest number of strategies had
higher levels of DAP implementation.
Leadership style A resounding theme in the literature is that leadership is the key
factor in implementing developmentally appropriate practices (French & Pena, 1997; Goldstein,
1997; Muijs et al., 2004; NAESP, 2005; Smith & Smith, 2000; West, 2001). Although there are
many names and ways to describe successful leadership practices in early childhood programs,
all of them point to the use of collaborative strategies. A collaborative environment fosters
elements that have been found to be critical in promoting DAP.
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Teacher student ratio Having a classroom with a low teacher-child ratio has been
suggested to improve implementation of DAP (Muijs et al., 2004; NAESP 1998). NAESP (1998)
has specific recommendations regarding the ratio of teachers to children. The age ranges in the
primary grades typically cover from 5 years (typical age of entry) to 8 years old. The
recommendation for 5-year olds is one professional and one paraprofessional for every 20
children. For the 6 to 8-year old age range, it is the recommendation is for one teacher for
every 15 children.
The first section of the PPQ had questions on teacher demographics and context
information based on the factors determined as being influential on the implementation of
developmentally appropriate practices. Different analyses were done to compare the
relationships between the different groups. Only two areas resulted in statistically significant
findings. On the PPQ, first grade teachers reported higher levels of implementation of
developmentally appropriate practices than did third grade teachers. This finding is consistent
with previous research. The total number of professional development activities also had a
significant positive relationship with the total PPQ score. It should be noted that it was not
asked if the professional development activities were recent or the nature of the content. The
question simply asked respondents to indicate the types of professional development activities
in which they engage on a regular basis. No other teacher or context variables resulted in
significant differences in PPQ total scores. This finding could be evidence against the construct
validity of the PPQ, however, this interpretation should be made with caution due to the
limitations of the sample as discussed below. As the discussion below indicates, the sample
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was most like very ‘proDAP´ and therefore differences in scores may not be evident because
the groups themselves were not very different.

Research Question 2(d)
To further examine construct validity, the scores on the Primary Practices Questionnaire
were compared to scores on a theoretically related instrument, the Beliefs about Primary
Education Scale. Although one scale measures practices whereas the other scale measures
beliefs, it was determined that using the BPES was appropriate due to it being theoretically
related. The Developmental Dimension component entails the degree to which respondents
align with more constructivist philosophies. It is hypothesized that the Total-PPQ would
correlate with the Developmental Dimension since both measure on the construct of
developmentally based practices associated with constructivism. According to DeVellis (2003),
construct validity is explored by determining the “extent to which empirical correlations match
the predicted pattern [which] provides evidence of how well the measure ‘behaves’ like the
variable it is supposed to measure” (p. 53). The relationship between the total scores on the
PPQ and the total scores on the Developmental Dimension of the BPES showed a moderate
positive correlation. According to DeVellis (2003), there is no set cutoff in a correlation score
that indicates whether or not a measure has construct validity. Similar measurement
techniques and data collection procedures can result in covariation due to measurement
similarity rather than construct similarity. Due to the fact that both the PPQ and the BPES are
self-report Likert scales, one would expect a certain degree of covariation to be due to
measurement similarity. However, even though both instruments utilized a self-report Likert
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scale, the anchor descriptors were very different as was the range of ratings. Another
consideration when interpreting the strength of the correlation is the fact that the BPES
measures beliefs and the PPQ measures practices. Although teacher beliefs are correlated
positively with teacher practices, this relationship is not perfect, and one could not expect the
highest of correlations. In fact, because the BPES measures beliefs, one would not expect a
very high correlation with a practices instrument. The moderate positive can be seen as
evidence of discriminant validity since the relationship between beliefs and practices, although
positive, was only of moderate strength. In all, the finding of a moderate positive correlation
between scores on the PPQ and the BPES was judged to provide a piece of evidence in support
of the PPQ’s construct validity.

Limitations of the study
The results of this study need to be viewed with discretionary caution due to several
limitations. First, the sample was most likely not representative of the total population to
which it is intended to generalize the results. Second, validity of the study was investigated by
limited means.
The sampling procedure used to obtain respondents did not yield a very high response
rate. Although an adequate number of surveys were returned for analysis of the data (n=230),
only 5% of the surveys were returned. Additionally, 230 responses do not constitute a
particularly strong sample size. The low response rate is most likely due to the sampling
procedure chosen. Email addresses were obtained by visiting school district websites and using
ones that were published in the public domain. A solicitation email was sent from the
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researcher directly to the teacher. Although there was a promise of a drawing for participation
and contributing to the field of research, there was no other incentive or reason given for
participation. Because so few surveys were returned, generalizability to the population of
interest cannot be assumed. Respondents were most likely highly motivated teachers or those
that think developmentally appropriate practices are important. Either condition would skew
the results in favor of higher reports of implementation of developmentally appropriate
practices. Different sampling techniques may result in a more representative sample. If the
study were to be endorsed or assigned to be completed by the principal or superintendent of
schools, higher participation rates would result thereby improving the chances of having a
representative sample. In addition to having a low response rate, all surveys were sent to
teachers in public school districts in Pennsylvania. This may have also caused undue
geographical bias.
Another limitation of the study was the means by which validity was measured.
Although content validity was well established during development and content expert review,
this type of validity is not considered sufficient to establish an instrument’s empirical validity
(Carmines & Zeller, 1979). Construct validity was attempted through three widely used means
recommended in the literature (Crocker & Algina, 1986). The results of these methods did not
yield much in terms of significant findings supporting validity. There was a moderate
correlation with another theoretically related instrument. However theoretically related to the
content of the PPQ, the comparison instrument focused on teacher beliefs as opposed to
practices. First grade teachers had higher scores than did third grade teachers on the PPQ as
well as teachers who engaged in higher numbers of professional development activities. These
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findings supported previous research. However, other variables which had been shown in
previous research to support higher levels of implementation of developmentally appropriate
practices did not yield similar results in the present study. In addition, the factor analysis did
not yield any strong findings of interest—a two factor solution provided the best interpretation
of the relationships between items, however, discernible features could not be detected in the
items that loaded on the two factors. The analysis provides limited support that the PPQ
measures one unitary concept of DAP as opposed to have distinguishable components. Some
of the difficulty with the factor analysis was that the investigator was using guidance from
DeVellis (2003) recommending 5 subjects per questionnaire item. Contemporary researchers,
however, are now recommending at least 10 subjects per questionnaire item and even up to 20
subjects to have a strong sample for factor analysis. The lack of triangulating support for
validity could be due to the limited and possibly non-representative sample and also the choice
of a comparison instrument measuring beliefs as opposed to practices.

Implications for Future Research
This study focused on the development of a new instrument to measure primary grade
teachers’ perceived implementation of developmentally appropriate practices. The
development of new scales is often an iterative process with many versions of the instrument
being generated before the arrival of a final product. The initial results of the Primary Practices
Questionnaire indicate that there are facets of the instrument that hold promise for future
development. Further research on the instrument needs to focus on exploring a revised
version of the instrument along with further investigating its validity. Suggestions in this
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section concentrate on the specific revisions recommended for the questionnaire based on
data analysis and suggestions for further exploring validity. Implications for future research
beyond further development of the instrument are also presented.
Based on the data analysis, it is recommended that a total of 8 items be eliminated from
the instrument. These are items 1, 6, 12, 16, 19, 21, 28, and 38. Item #1 was troublesome in
two ways. First, it had a negative item-total correlation which reduced the instrument’s overall
reliability. Removing this item increases Cronbach’s α to .816. This item also had a negative
factor loading in the factor analysis. The other items did not load on either factor 1 or 2 in the
two-factor solution in the principal components analysis. This may indicate that overall these
items do not measure the underlying latent variable as well as did the other items in the
instrument.
Another suggestion in the revision of the instrument itself would be to re-visit the
anchor descriptors of the Likert scale. Not only do the descriptors need re-visiting, but the
number of categories as well. It does not appear as though the current scaling allows for
enough discrimination of the variable under study. This can be seen in the item means and
variances. The possible range of scores on the current scale is 1 to 4 where 4=”Always
describes my classroom practice”, 3=”Most times describes my classroom practice”,
2=”Sometimes describes my classroom practice”, and 1=”Seldom describes my classroom
practice”. Twenty three of the forty-one items had means above 3 indicating that there was
not much variability in respondents’ scores. Additionally, of those 23 items, 10 items had
means above 3.5 indicating a very restricted range of responses. In keeping with a forced
choice strategy to eliminate neutral ratings, it is recommended that six categories be created.
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A focus group discussion is recommended to determine these rating categories where teachers
establish the continuum of ratings that would reflect real-world practice.
The creation of subscales within the instrument should be considered in future
iterations of the questionnaire. The majority of the items in the PPQ focus on curricular,
instructional, and assessment practices since those categories are higher in proportion overall
in the developmentally appropriate guidelines issued by NAEYC. In the original
conceptualization of the instrument, the items were seen as measuring the single construct of
developmentally appropriate practice and representing the domain of that construct as
representatively as possible. However, this does not acknowledge the importance of the
involvement of family and creating a caring community. In a balanced developmentally
responsive program, these areas are just as important as the pedagogical environment.
Creating three separate subscales to acknowledge this balanced importance would create an
instrument which is more representative to the totality of the responsiveness of the classroom
setting. One subscale should measure the community of the classroom as at atmosphere of
caring learners, one subscale should address pedagogical aspects such as assessment,
curriculum, and instruction, and the third subscale should measure the importance of family
involvement.
Future investigations into the properties of the PPQ should intentionally focus on
gaining responses from a more representative sample in addition to collecting a higher number
of responses. This would most easily be done by soliciting the support of school
superintendents and principals. Gaining participation using these resources would allow for
random sampling procedures and participation of those selected could be encouraged via
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teacher supervisors. It is also recommended to survey a wider geographic area in order to
eliminate a potential source of bias.
Exploring the instrument’s validity is critical to evaluating the usefulness of the
instrument for future research purposes. It is recommended that other forms of validity, such
as criterion-related validity and discriminant validity, be investigated to better understand the
PPQ.
Criterion-related validity should be investigated using an observation based instrument.
The limited resources during the dissertation study prohibited the use of an observation based
instrument to establish criterion-related validity. Criterion-related validity involves establishing
how well the scores on a test predict the performance on some criterion. Establishing a
relationship between reported practices and observed practices would be a necessary step to
building the validity of the Primary Practices Questionnaire. The Assessment of Practices in
Early Elementary Classrooms, or APEEC, (Maxwell, McWilliam, Hemmeter, Ault, & Schuster,
2001) is an instrument utilizing observation and interviews to measure the developmentally
appropriate practices in early elementary classrooms (see chapter 2 for full description).
Although this instrument was based on earlier iterations of the NAEYC’s guidelines for
developmentally appropriate practice, using the APEEC as a comparison would be extremely
useful in establishing criterion-related validity of the PPQ.
Campbell & Russo (2001) indicate that an important consideration when establishing
the validity of an instrument is to explore discriminant validity. Discriminate validity entails
investigating whether a measure does not correlate highly with measures from which it is to be
different. In other words, the PPQ is to correlate with other measures of developmentally
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appropriate practice, but it should also not correlate with measures of practices inconsistent
with developmentally appropriate practice. The Primary Teacher Questionnaire-PTQ (Smith,
1993) was comprised of two subscales, Developmentally Appropriate Practices (DAP) and
Traditional Practices (TRAD). In future investigations into the PPQs validity, the PTQ could be
used as a comparison instrument. Scores on the PPQ should correlate highly and positively
with the DAP subscale and not correlate or correlate negatively with the TRAD scale. Although
this instrument was based on the first edition of the NAEYC’s guidelines for developmentally
appropriate practice, using the PTQ as a comparison would be extremely useful in establishing
discriminant validity of the PPQ.
As Carmines & Zeller (1979) point out, both content and criterion-related validity are
insufficient to establish empirical validity of an instrument based on theoretical constructs.
They also note that construct validity is a compilation of results, not indicated or suggested by
one study even one with multiple indices, rather a pattern of results must be present to build a
case for validity. Given this, the need to continue investigating construct validity with future
versions of the PPQ is warranted. Factor analysis and between-groups comparisons should be
continued—perhaps with changes to the instrument in terms of scaling and item elimination
and with a more representative sample, results may be more consistent with previous research.
In the present study, the Beliefs about Primary Education Scale was utilized as a comparison
instrument due to it being theoretically related. Even though it was not directly based on
developmentally appropriate practice, one of its dimensions, the developmental dimension,
was based on constructivist philosophies. Constructivist philosophies is an important
component of DAP and so, the theoretical link between the BPES and the PPQ was thought to
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be sufficient. In addition to the content being indirectly linked, the BPES measures beliefs
whereas the PPQ measures practices. Because a connection between teacher beliefs and
practices has long been established in the literature, the theoretical link between the
instruments was thought to be sufficient. However, the moderate correlation between the two
instruments found in the current study does not suggest a very strong link. The use of another
instrument which was theoretically and directly derived from developmentally appropriate
practice and focuses on practices may provide a better comparison. The Primary Teacher’s
Beliefs and Practices Survey developed by Buchanan, Burts, Bidner, White, and Charlesworth
(1998) utilized a questionnaire format to ascertain the beliefs and practices of primary grade
teachers as discussed in Chapter 2. Although this instrument was based on earlier versions of
the NAEYC’s guidelines, theoretically it is similar to the current version upon which the PPQ was
based and it also measured practices consistent with the PPQ.
As already discussed, the sample in this study was not representative of the entire
population of primary grade teachers. Most likely the teachers who responded to the survey
are either highly motivated in general or very pro-DAP meaning they believe strongly in using
developmentally appropriate practices. The one finding in survey results is that third grade
teachers reported using less developmentally appropriate practices than first grade teachers.
This was consistent with previous research (Maxwell et al., 2001). This finding is very significant
given the pro-DAP likelihood of the sample. Exploring further what variables constrain the
implementation of DAP in classrooms would go far in understanding how policies and
procedures in schools can provide a supportive and nurturing environment for the
implementation of developmentally appropriate practices.
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Future research in this area should be mindful of contemporary theories of learning. As
the revision of NAEYC’s developmentally appropriate practice guidelines is formulated,
awareness of how the scientific research of thinking and learning impacts our traditional
notions of learning needs to be kept at the forefront.

Summary of Findings
The psychometric properties of the Primary Practices Questionnaire suggest that the
PPQ holds promise as a starting point for further development of the instrument in measuring
teachers’ perceptions about their implementation of developmentally appropriate practice.
The reliability and validity findings are summarized as follows:
1. The instrument has good reliability as measured by internal consistency methods
(Cronbach’s α).
2. The instrument has content validity as indicated by the feedback and revisions of the
panel of expert content reviewers and by qualitative and quantitative representation
of domain content.
3. The Primary Practices Questionnaire appears to have an underlying two factor
structure, but this is questionable given that the items contained in these factors do
not seem to be dissimilar from each other in any way. Rather, results suggest that
the variance in total scores on the PPQ can be attributed to only one latent variable.
4. First grade teachers report higher levels of implementation of developmentally
appropriate practices than third grade teachers. This finding is consistent with
previous research (Maxwell et al., 2001).
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5. Teachers who engage in higher numbers of different types of professional
development activities (recency and content not examined) reported higher levels of
implementation of developmentally appropriate practices. This finding is consistent
with previous research (West, 2001).
6. Other teacher and context variables measured, such as certification, level of
education, total years teaching, professional collaboration, autonomy in curricular
and instructional decision making, class size, and classroom support did not results
in different scores, either higher or lower, on the PPQ. This finding is inconsistent
with previous research.
7. The PPQ shows some evidence of construct validity as it has a moderate positive
correlation with a theoretically related instrument.

Conclusion
A major premise of the Pre-K through 3 movement is to promote developmentally
appropriate practices in order to close the achievement gap prevalent in education today.
However, an instrument that is derived from the most recent content and current research in
the field in order to measure developmentally appropriate practices on a wide spread scale
does not exist. The purpose of this dissertation study was to develop such an instrument—the
Primary Practices Questionnaire.
In all, the results of the investigation into the psychometric properties of the Primary
Practices Questionnaire provide a promising start for further development of the instrument. It
is hoped that by creating an instrument such as the PPQ, developmentally appropriate practices
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can be linked to higher achievement levels on a wide spread basis. Establishing this link will go
far in creating an understanding in the greater community of public education of the need to
promote the use of developmentally appropriate practices.
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APPENDIX A
Recruitment Email for Main Study

Dear primary grade level teacher,
My name is Kim Connelly and I am a doctoral student at Penn State University working on my
dissertation. I’m asking that you consider participating in this short survey in exchange for a chance to
win a $50 VISA gift card.
My interest is in primary grade teachers’ perceptions of their implementation of developmentally
appropriate practices. My project involves the development of the Primary Practices Questionnaire
(PPQ). I am interested in having first, second, and third grade teachers complete the questionnaire so
that I can determine the instruments’ reliability and validity.
The survey is completed through Survey Monkey, an online survey tool. The survey includes two parts.
The first part includes 41 statements of teaching practice and asks you to rate your current classroom
practice on a Likert scale. The second part includes the Beliefs about Primary Education Scale which is
made up of 18 items. This scale will ask you to rate your agreement on a likert scale with belief
statements about primary education. At the end of the survey, you will be given an email address
through which to submit your contact information to be eligible for a drawing for a $50 VISA Gift Card.
Or, you can just respond to this email with your contact information. One gift card for every 50
participants will be given away.
The first page of the survey includes the implied consent form which details your rights as a research
participant. You may decide at that time to continue with the survey or to exit and may print that page
for your records.
If you are willing to help me in my work, please find the link to the survey below:
https://www.surveymonkey.com/s/PPQMainStudy
The survey will remain open until October 30.
Thank you for your consideration,
Kim Connelly
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APPENDIX B
Informed Consent for Main Study
Implied Informed Consent Form for Social Science Research
The Pennsylvania State University

Title of Project:
The Primary Practices Questionnaire (PPQ): The Development and
Validation of an Instrument Measuring Teachers’ Perceptions of their Implementation of
Developmentally Appropriate Responsive Practices in the Primary Grades

Principal Investigator: Kim Connelly, Graduate Student
4251 Hutchison Rd.
Petersburg, PA 16669
(814) 667-0567; kconnelly@jvsd.org
Advisor:

Dr. James Nolan
148 Chambers Building
University Park, PA 16802
(814) 865-2243; jimnolan@psu.edu

1. Purpose of the Study: The purpose of this research study is to investigate the reliability of a newly
developed survey instrument designed to measure teachers’ perceived use of developmentally
appropriate practices, the Primary Practices Questionnaire.

2. Procedures to be followed: You will be asked to answer 50 questions on a survey.
3. Duration: It will take about 25 minutes to complete the survey.
4. Statement of Confidentiality: Your participation in this research is confidential. The survey does
not ask for any information that would identify who the responses belong to. In the event of
any publication or presentation resulting from the research, no personally identifiable
information will be shared because your name is in no way linked to your responses. No
guarantee can be made
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regarding interception of data sent via the Internet by third parties. The Office for Research
Protections and the Social Science Institutional Review Board may review records related to this
project.

5. Right to Ask Questions: Please contact Kimberly Connelly at (814) 667-0567 with questions or
concerns about this study.
6. Payment for participation: At the end of the survey, participants will be asked to provide their
contact information to be placed in a drawing for a $50 VISA gift card.
7. Voluntary Participation: Your decision to be in this research is voluntary. You can stop at any
time. You do not have to answer any questions you do not want to answer.
You must be 18 years of age or older to take part in this research study.

Completion and return of the survey implies that you have read the information in this form and
consent to take part in the research. Please keep this form for your records or future reference.
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APPENDIX C
Content Expert Review Packet

Dear Content Expert Reviewer:
Thank you for your willingness to assist me in my research project. As introduced
earlier, my project entails the development the Primary Practices Questionnaire which is
intended to collect teachers’ perceptions of their practice and rate the developmental
appropriateness of these teaching practices. The teachers of interest in this project are regular
classroom teachers who practice in grades one, two, and three. Your role in this project is a
content validator for the questionnaire items.
In order to complete the task, you will need to draw on your expert knowledge of
current research of developmentally appropriate practices in the primary grades. A major
contributor to the content and guidance in the development of the Primary Practices
Questionnaire was the following publication along with current research in the field:
Copple, C, and Bredekamp, S., eds. (2009). Developmentally Appropriate
Practice in Early Childhood Programs. (3rd ed.). Washington, DC: NAEYC.
Included please find the following:
1. A demographic sheet so that I report your qualifications as an expert reviewer.
2. A copy of the Primary Practices Questionnaire Content Expert Review Form.
Thank you again for your assistance. Please have this packet returned to me by May 15, 2012
so that I have adequate time to make revisions to the instrument before field testing in late
May. If you have any questions, please feel free to contact me at 814-669-1115, or by e-mail at
kconnelly@jvsd.org.

Sincerely,

Kimberly A. Connelly
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Expert Panel Demographic Sheet
Name:

Present position:

Degrees/certifications held:

Please describe your experiences in primary grade education, both in length and context:
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Primary Practices Questionnaire Content Expert Review Form

Directions: The following items were taken from the Primary Practices Questionnaire. For each
item you will be asked the following questions:
5. Does a positive endorsement on this item indicate a practice that is considered
consistent or inconsistent with developmentally appropriate practice?
6. Which dimension of DAP does this item best represent (from Copple & Bredekamp’s
2009 edition of NAEYC’s DAP guidelines)?
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
7. Does the statement represent typical teacher practices that are potentially seen in
the primary grades?
8. Recommendations for item inclusion in the questionnaire, and suggestions for
revisions in wording?
At the end of the review form, you will be given an opportunity to provide suggestions for other
items that should be included in the questionnaire.
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Item 1
Students assist in planning learning activities about once a week.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 2:
I use authentic materials, manipulatives, games, etc. as the primary sources of
instruction for students.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 3:
I address all domains in my classroom curriculum: cognitive, physical, and social.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 4:
I do not use any formal curriculum or teaching strategies to target the social and
emotional development of the students in my classroom.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 5:
My reading instruction focuses on all areas of reading—phonemic awareness, phonics,
fluency, comprehension, and vocabulary.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 6:
The majority of the assessments I use in my classroom are for the purposes of planning
curriculum and instruction.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 7:
I teach science primarily through books.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 8:
Parental involvement in my classroom is almost exclusively in the form of helping
children with homework.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 9:
I use manipulatives to introduce new mathematical concepts.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 10:
I follow a standard curriculum that is the same across other classrooms at my same
grade level.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 11:
The children in my class spend the majority of their day in whole group instruction.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 12:
When teaching, I like to use active engagement strategies (such as choral responses,
think-pair-share, response cards, etc.) during every lesson.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 13:
My classroom is set up to be ordered and structured by having desks arranged in rows.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 14:
Assessment in my classroom focuses on all areas of children’s development….cognitive,
social, emotional, and physical.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 15:
I know my children’s reading strengths and needs and design my reading instruction
according to this knowledge.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 16:
I follow a loose curriculum framework set by my school, but students’ needs determine
my day to day lessons.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 17:
As the teacher, I don’t deviate from my lesson plan content unless there are schedule
disruptions.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 18:
The children in my classroom almost always write about the same topics.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 19:
The assessment information I share with families is always accompanied by narrative
comments about the child’s learning.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 20:
I do not address phonemic awareness skills explicitly with any of my students.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 21:
For instruction, children in my class are grouped both heterogeneously and
homogeneously depending on my learning goal.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 22:
I expect students to come to me if they have a disagreement instead of settling it on
their own.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 23:
I have individual discussions with my children about their reading and/or writing at least
once a week.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 24:
Excluding Open House events, very few of my children’s parents have been in my
classroom
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

171

Item 25:
The assessments that are most meaningful to me are those that are standardized so I
can compare my children with others of their age and grade.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 26:
I teach math facts by only using flash cards and drill and practice worksheets.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 27:
When designing my reading lessons, I rely primarily on knowing the reading skills that
are appropriate for children in the grade level I teach.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 28:
I do not have planned time in my schedule to have one-to-one conversations with my
children.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 29:
Beyond the school mandated parent conferences, I have had conversations with each of
the parent(s)/guardians of all the children in my classroom.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 30:
I expect children to correct all of their writing mistakes (spelling, punctuation, and
grammar) before a writing can be considered complete.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 31:
Instructional decisions about children in my class are based solely on formal
assessments.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 32:
I provide the same instructional opportunities for all the children in my classroom.
There are additional services available for students who struggle.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 33:
The majority of the instruction in my classroom happens in small, flexible groups.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 34:
I have separate times of the day to teach the areas of my curriculum.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 35:
I provide regular opportunities for my children to use a problem-solving process to solve
real-world mathematical problems.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 36:
I like to simulate standardized state assessments that are used in higher grades so my
children will perform better in the future.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 37:
I have at least 90 minutes of uninterrupted instructional time devoted to reading
activities.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 38:
Play of various types (physical, social, fantasy, constructive, and/or games with rules) is
used daily in my classroom to support learning goals.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 39:
The curriculum in my classroom falls in the cognitive domain. Other areas such as
physical development and fine arts are taught through specialty classes.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 40:
I know well each of my children’s likes, dislikes, and unique personalities.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 41:
I only assess what children can do independently.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 42:
All the children in my class read the same books for instruction.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 43:
The majority of my curriculum is taught in an integrated way. For example, many
concepts in social studies and science are done during reading instruction.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 44:
Children in my classroom have unstructured time each day to interact with one another
only during lunch and recess.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 45:
I use both formal and informal assessments to determine whether children are
achieving learning goals.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 46:
When students are weak in phonemic awareness, my reading instruction incorporates
those skills on a daily basis.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 47:
My students learn science by developing and testing hypotheses.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 48:
I rarely use manufactured worksheets in my classroom as primary instructional
materials.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

183

Item 49:
I seek parental input when making decisions about a child’s educational program.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Item 50:
Field trips into the community are limited to only once or twice a year.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:
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Item 51:
When communicating with families, I use resources that are in their native language.
Relation to DAP
DAP Dimension

Typical practice
Item inclusion and
wording
suggestions?

☐
☐
☐
☐
☐
☐
☐
☐
☐
☐

Consistent
☐ Inconsistent
Creating a Caring Community of Learners
Teaching to Enhance Development and Learning
Planning Curriculum to Achieve Important Goals
Assessing Children’s Learning and Development
Establishing Reciprocal Relationships with Parents
Yes
☐ No
Definitely include this item
Potentially include or eliminate this item
Consider eliminating this item

Suggestions for revision:

Please indicate any areas, topics, or possible items that should be included that were not
represented:

Thank you for your time!
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APPENDIX D
Histogram of the total scores from the PPQ
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APPENDIX E
Histograms for Teacher Certification Categories
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APPENDIX F
Histograms for Grade Levels Taught
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APPENDIX G
Histograms for level of autonomy in making instructional decisions
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APPENDIX H
Histograms for level of autonomy in making curricular decisions
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APPENDIX I
Histograms for frequency of professional collaboration
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APPENDIX J
Histograms for amount of adult support in the classroom
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APPENDIX K
Descriptive Statistics for Independent Variables used in the Analysis of Variance

N

M

SD

EE
ECE
SPED

136
34
16

123.94
122.23
122.37

11.55
10.21
10.10

First
Second
Third

78
52
59

126.11
123.55
119.84

9.14
11.99
12.22

Absolute autonomy
Great deal of autonomy
Some autonomy
No autonomy

12
86
84
7

128.08
123.53
122.52
122.85

11.98
11.40
10.65
12.92

Absolute autonomy
Great deal of autonomy
Some autonomy
No autonomy

0
12
111
66

0
128.33
123.74
122.06

0
12.76
12.02
9.31

Daily
3 times a week
Once a week
Several times a month
1 time a month or less

86
39
42
12
10

124.67
123.64
122.95
123.08
117.90

11.03
10.56
11.56
10.97
10.15

Certification

Grade Taught

Autonomy in
Instructional
Decision Making

Autonomy in
Curricular Decision
Making

Professional
Collaboration

Adult Support
Less than 1 hour a day
119
122.86
11.40
Between 1 to 3 hours a day
52
124.25
10.64
More than half the day or
19
124.94
11.81
all day
Note: EE=Elementary Education; ECE=Early childhood education background; SPED=special
education background
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APPENDIX L
Histogram of Respondents with and without a Master’s Degree
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APPENDIX M
Histogram of Total Years Teaching
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APPENDIX N
Histogram of Total Years Teaching in Current Grade
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APPENDIX O
Histogram of Total Number of Professional Development Activities
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APPENDIX P
Histogram of Total Number of Students in Class
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APPENDIX Q
Scatterplot of Total PPQ score and Total Years Teaching
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APPENDIX R
Scatterplot of Total PPQ score and Total Years in Grade
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APPENDIX S
Scatterplot of Total PPQ score and Total Number of Professional Development Activities

201

APPENDIX T
Scatterplot of Total PPQ score and Total Number of Students in Class
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APPENDIX U
Histogram of the total scores from the Developmental Dimension of the BPES
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APPENDIX V
Scatterplot of the total scores from the PPQ and the Developmental Dimension of the BPES
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