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ABSTRACT 

In 1987, the National Association for the Education 

of Young Children (NAEYC) published its position 

statement on developmentally appropriate practice (DAP) 

to enhance understanding of DAP, especially among 

individuals engaged in the NAEYC accreditation process. 

Yet, it has been suggested that educators engage in 

"reflective practice," determining for themselves how to 

integrate the results of their personal experiences with 

theoretical knowledge. 

This study was done to determine if early childhood 

teachers understand DAP and perceive themselves as using 

DAP appropriately or whether they modify its use to fit 

the needs of their individual classrooms. Participants 

were 124 preschool teachers working in 50 NAEYC 

accredited child care facilities. 

Using a modified version of the Classroom Practices 

Inventory (CPI), teachers were asked to rate 2 6 

statements as either appropriate or inappropriate 

practices and then, to indicate the frequency with which 

they use the practices. Teachers also were asked to 

expound on contrasting ratings on the two scales. 

The scores for the modified form of the CPI were 

reliable and internal consistency was moderately high. 

Factor analysis revealed four interpretable factors the 
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first two presenting the contrasting philosophies behind 

teacher-directed versus child-directed environment. 

Results showed that participants had a very good 

understanding of DAP, although they seemed to know 

slightly more about appropriate than inappropriate 

practices. Knowledge of DAP was related to the teacher's 

age. 

The teachers' knowledge of DAP correlated moderately 

with their classroom use of DAP. Appropriate practice 

was highly related to more frequent classroom use, 

although inappropriate practice was not significantly 

related to low classroom use. Use of appropriate 

practices was related to the teacher's age and the total 

number of year teaching experience. 

Reasons given by participants for their use of 

inappropriate practices included preparation of children 

for their perceived public schools expectations, parental 

expectations, and the positive manner in which the 

practices are used. 

Teachers in NAEYC accredited centers appear to 

understand DAP and frequently to use appropriate 

practices. However, they choose to use inappropriate 

practices on a regular basis. Ongoing teacher training 

could be used to enhance the use of DAP in NAEYC 

accredited child care facilities. 
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CHAPTER I 

INTRODUCTION 

In 1987, the National Association for the Education 

of Young Children (NAEYC) published its first position 

statement on developmentally appropriate practice (DAP) 

for young children or those ages 2 through 8. Included 

in this document were contrasting examples used to 

illustrate both: (1) educational and caregiving practices 

deemed germane for use with all children ages birth to 8 

which were termed "developmentally appropriate" and (2) 

practices not seen as suitable for implementation in 

early childhood settings and, consequently, termed 

"developmentally inappropriate" (Bredekamp, 1987). The 

intent in presenting both "positive and negative 

exemplars of the concepts" was to enhance understanding 

of DAP among the diverse groups employing the concept and 

to protect children from dubious care or educational 

experiences (Bredekamp & Copple, 1997, p. vii). Over 

the next 10 years, much discussion was generated about 

the concept of DAP. Not all early childhood educators 

and researchers agreed that DAP was suitable for use with 

all children. Children with special care and educational 

needs and those from diverse backgrounds were two groups 

for whom the use of DAP was challenged (Carta, Schwartz, 

Atwater, & McConnell, 1991; Mallory, 1992; New, 1994). 



others suggested that a continuum of practice rather than 

a dichotomous arrangement of the "appropriate" versus 

"inappropriate" would more accurately portray educators 

and caregivers positions (Fowell & Lawton, 1993). 

In response to these concerns and in an effort to 

reflect more accurately the dynamic state of emerging 

knowledge about early childhood care and education, the 

NAEYC issued its revised statement on DAP in 1997 

(Bredekamp & Copple). Changes are evident in this new 

document. The pervasive tone of the document is one of 

inclusion, especially with respect to issues of 

children's diverse cultures, languages, and abilities. 

Yet, much also remains the same. The NAEYC's commitment 

to securing the best possible care and education for all 

young children continues to be the over-arching 

foundation of the statement and "to stimulate reflection, 

debate, and discussion" (Bredekamp & Copple, 1997, p. 

vii) the use of polar descriptors of appropriate versus 

inappropriate persists. It remains to be seen whether 

the updated version, Developmentally Appropriate Practice 

in Early Childhood Programs (Bredekamp & Copple, 1997), 

will address effectively the concerns raised about its 

predecessor. 

In determining for themselves the usefulness and 

applicability of the revised NAEYC guidelines, individual 

early childhood professionals may employ reflective 



processes. Utilizing Dewey's (1916) supposition that 

reflection involves the reconstruction or reorganization 

of past experience and Schon's (1983) ideas related to 

reflections upon their own experiences, teachers may find 

it useful to integrate the results of their personal 

journeys with their knowledge about DAP before making 

decisions about what should occur in the learning 

environment and how to interact most effectively with 

individual children. 

Statement of the Problem 

Spodek (1987) suggested that as teachers reflect 

upon their experiences they "create conceptions of 

reality and their beliefs of what is true. These 

understandings... become the basis of the teachers' 

actions" (p. 197). Subsequent research (e.g., Anders & 

Evans, 1994; Borko, Davinroy, Flory, & Hiebert, 1994; 

Gillingham, Young, & Kulikowich, 1994) demonstrated that 

teachers' belief systems do influence the ways they 

approach the learning environment and instructional 

materials. Hence, it can be assumed that early childhood 

practitioners, like other educators, develop their own 

"theories in use" (Argyris & Schon, 1976) about how 

children learn and the practices that assist most 

effectively in this learning. It would seem reasonable 

to suppose that the implementation of DAP by these 



teachers is influenced by what the teachers themselves 

deem appropriate for their particular classes and 

students. In actuality, then, the individual teachers' 

classroom practices may deviate to varying degrees from 

the guidelines set forth by the NAEYC for appropriate 

education and care of young children. 

Purpose of the Study 

It is the purpose of this study to determine if 

early childhood teachers understand the concepts 

underlying DAP and perceive themselves as following the 

NAEYC guidelines for DAP or whether, in fact, they report 

modifying these practices to fit the needs of their 

individual classrooms. Do teachers' decisions create, 

instead of a dichotomous appropriate versus inappropriate 

situation, a continuum of DAP by making decisions based 

on their own reflective initiatives? This study also 

investigated the reasons given by teachers for the 

decisions they make about their personalized 

implementations of DAP. 



Research Ouestions 

The questions to be investigated include: 

1. To what extent do early childhood teachers' 

understanding of the appropriateness or inappropriateness 

of specific examples relating to the education and care 

of young children compare with the ratings designated by 

the NAEYC? 

2. How is this understanding of DAP correlated to 

the teachers' self-reported level of personal use? 

3. What factors do teachers report as being 

influential in their personalized implementation of DAP? 



CHAPTER II 

REVIEW OF THE LITERATURE 

This review focuses on two issues related to the 

study: (1) the development and revision of the NAEYC's 

definition of DAP including its underlying theoretical 

basis and (2) early childhood teachers' belief systems 

Research related to the influence of teachers' own 

beliefs on their implementation of DAP will also be 

reviewed. 

The NAEYC's Development of DAP 

The Original Reasons for Defining DAP 

The term, developmentally appropriate practice, has 

been a part of the oral tradition of early childhood 

educators for many years. Its most frequent use implied 

suitable curricula and instructional practices used with 

young children (Bredekamp, 1992). During the 198 0s, 

however, two events occurred that made a clear, 

operationalizable definition of the phrase necessary. 

One of these events was the development by the NAEYC 

of an accreditation system for early childhood programs 

(NAEYC, 1984). Marking the tenth anniversary of its 

process of accrediting programs for young children. 



Bredekamp and Glowacki (1996) reiterated the NAEYC goals 

for the accreditation project as: 

(1) To help program personnel become involved 
in a process that will facilitate real and lasting 
improvements in the quality of the program and 
(2) to evaluate the quality of the program for the 
purpose of accrediting those programs that 
demonstrate substantial compliance with criteria 
for high quality, (p. 39) 

The criteria used to rate a child care facility's 

activities, materials, and expectations of children's 

behavior were viewed as having a basis in the concept of 

developmental appropriateness (Bredekamp, 1991). Yet, 

almost as soon as the new standards for accreditation 

were put into place, it became evident that early 

childhood practitioners held widely varying views of what 

specifically constituted DAP. It became apparent that a 

more explicit definition of DAP was needed. 

The other impetus that led to the need for a clear, 

usable definition of DAP was related to the dramatic 

increase in the number of children requiring child care. 

In 1965, 11% of all 3- and 4-year-olds attended some type 

of preschool, yet by 1985 that percentage had increased 

almost four-fold to 39% (Kagan, 1987). And, as the 

number of children in care rose, a proliferation of care 

programs flourished to meet this need. Desiring to have 

an influence on the type of care and educational 

practices being instituted in these programs, NAEYC 

members wanted to offer an alternative to the use of 



push-down academics, the introduction of 

academic-oriented activities to preschool children, 

becoming evident in many early childhood curricula 

(Bredekamp, 1991). A trend that Smith and Shepard (1988) 

cited as often occurring at the expense of the young 

children involved. Found "unready" for the academic 

rigors of this early type of schooling, many 4- and 

5-year olds were placed in transition classes, held out 

of school an extra year, or retained in grade, all 

practices viewed as inappropriate by NAEYC standards and 

seen as involving potential threats to the emotional 

and/or social development of children (Bredekamp & 

Shepard, 1989; Elkind, 1989). Thus, it became imperative 

that the term, "developmentally appropriate practice", be 

clarified. 

DAP Defined 

During the 1980s a lengthy process instigated by the 

NAEYC leadership and involving hundreds of early 

childhood professionals produced a position statement on 

DAP. The resulting product, Developmentally Appropriate 

Practice in Early Childhood Programs Serving Children 

from Birth through Age 8 (Bredekamp, 1987), was so well 

received that, in less than 10 years, over 500,000 copies 

sold (Bredekamp & Copple, 1997). The statement's 

popularity resulted in its being hailed as a "consensus 
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position of the early childhood profession" (Bredekamp, 

1991, p. 202). 

Gould (1992) suggested that the developmentalist or 

child-centered perspective of the statement reflected the 

culmination of 2 00 years of educational philosophy. More 

specifically, DAP was seen as springing from the 

disciplines of education and psychology, particularly 

child development (Wolery & Bredekamp, 1994). 

Consequently, the statement emphasized: 

learning environment, teaching practices, and 
other program components... based on what is 
generally to be expected of children of various ages 
and stages, but (also including) adaptations... made 
for the wide range of differences between individual 
children. (p. 261) 

Commonly, these two dimensions of DAP were referred to as 

age appropriateness and individual appropriateness 

(Bredekamp, 1987). 

Building upon the work of Piaget (1952), the 

document viewed human development in terms of "universal, 

predictable sequences of growth and change that occur 

in. . . all domains of development-physical, emotional, 

social, and cognitive" (Bredekamp, 1987, p. 2). This 

view then resulted in the implication that a knowledge 

base about the normative development of children would be 

useful for early childhood teachers to employ in building 

a repertoire of practices suitable for use with children 

of similar chronological ages. Yet, the NAEYC's 



statement also identified diversity in children as 

equally important. 

The second dimension, individual appropriateness, 

recognized that each child was "a unique person with an 

individual pattern and timing of growth, as well as 

individual personality, learning style and family 

background" (Bredekamp, 1987, p. 2). This facet of DAP 

promoted the concept that it is the teacher's task to 

design an environment relevant to each child's dynamic 

progress in the areas of personality, cognition, language 

and physical development, and environmental influences 

(Aldridge, 1992). Findings of earlier research had 

suggested that teachers' adaptations of their 

instructions in accordance with children's reactions was 

associated with the development of higher-order thinking 

skills in children (Peterson & Clark, 1978). 

How to construct a program that would reflect both 

age appropriateness and individual appropriateness became 

the next issue addressed by the statement. The choice 

made by the NAEYC began to spark debate almost 

immediately among early childhood advocates (Fowell & 

Lawton, 1992; Henry, 1990; Hirsh-Pasek, 1991; Katz, 1987; 

Otto, 1991; Rescorla, 1991a; Siegel & Hanson, 1990; 

Weikart & Schweinhart, 1991). 

The method the NAEYC extolled teachers to use in 

3 implementing DAP has variously been referred to as 
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child-initiated, child-directed and child-centered 

learning (Bredekamp, 1993b; Stipek, 1991; Weikart & 

Schweinhart, 1991). Child-centered learning views 

children as active, constructive agents who engage in 

self-chosen activities involving concrete learning 

materials in order to question and explore their 

environment. Children have opportunities to interact 

with supportive adults and other children in environments 

where families are seen as partners working with teachers 

to build greater consistency for children (Bredekamp, 

1987; Southern Association on Children Under Six, 1988; 

Wolfgang & Wolfgang, 1992). 

In contrast to this view of how young children 

should be cared for and educated is the didactic or 

teacher-directed method, referred to by Kamii (1995) as 

a "forced feeding of isolated skills" (p. 5). Critics of 

this method maintain that academic preparation involving 

formal instruction is actually a form of "miseducation" 

associated with a series of harmful short and long-term 

effects (Elkind, 1987a). The risks associated with this 

method include stress placed on children when they are 

asked to perform educational tasks at variance with their 

natural modes of learning. Katz (1994) maintained that 

"just because children can do something, does not mean 

that they should" (p. 5) . Also, these types of 

educational experiences may harm children's emerging 
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self-esteem, result in a faulty sense of personal worth 

and lead to a lag or short-circuiting in the development 

of self-discipline (Elkind, 1986b, 1987b; Greenberg, 

1990; Sigel, 1987). Weikart and Schweinhart (1991) 

contended that formal academic programs may be 

detrimental particularly to disadvantaged young children 

due to the potential failure to produce appropriate 

social and behavioral consequences. In viewing long-term 

effects, Kessler (1991b) suggested that the use of 

teacher-directed practices may even prevent the 

accomplishment of democratic ideals if the human 

potential is not free to create alternative visions of 

the future. 

Many individual early childhood educators (e.g., 

Gestwicki, 1995; Gould, 1992; Johnson & Johnson, 1992; 

Kagan, 1990; Schweinhart & Weikart, 1988; Wakefield, 

1993) and professional educational associations such as 

the National Association of State Boards of Education and 

the Association for Childhood Education International 

(Moyer, Egertson, & Isenberg, 1987; Schultz & Lombardi, 

1989) embraced DAP, seeing it as an effective way to 

serve all young children. Hendricks and Robinson (199 3) 

suggested that DAP was suitable for use with young gifted 

children, yet it was also viewed as suitable for use with 

young children with disabilities (Cavallaro, Haney, & 

Cabello, 1993; Guralnick, 1993). 
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Reservations about DAP 

Children with Special Needs 

Although it seemed that DAP was generally accepted, 

some professionals in the field of early childhood held 

serious reservations about the applicability of DAP and 

contested the suggestion that developmental 

appropriateness was a consensus view (Bidne, 1989; 

Lubeck, 1994; Ludlow & Berkely, 1994; Walsh, 1991). 

Educators of children with special needs (e.g., Mallory, 

1992) maintained that there were virtually no references 

in the NAEYC's guidelines on how to include their charges 

nor any suggestions for ways to adapt curriculum to 

accommodate the cognitive, sensory, physical, or 

psychosocial needs of such children. 

As a result of their "selective literature review" 

(p. 1), Carta et al. (1991) concluded that DAP may not be 

suitable for the implementation or evaluation of early 

childhood special education programs. These authors 

maintained that children with special needs may not have 

the prerequisite skills necessary to benefit from a 

learning environment employing DAP. This viewpoint 

contended that the fit of the practice to the special 

needs of the individual child would be the only real way 

to determine the appropriateness of practices (Carta, 

1994) . 

13 



Children of Diverse Cultural and 
Linguistic Backgrounds 

Also conspicuously missing from the NAEYC statement, 

contended some educators (e.g.. Bowman, 1992; New, 1994; 

Sigel, 1991), was an effective discussion on how 

children's background experiences, cultural styles and 

their families' value system should affect the way 

teachers structure children's learning environments. 

Questions arose about whether a teacher could be truly 

child-centered if not conscious of culture (Ayers, 1989) . 

As a part of the assertion that DAP reflected only one 

cultural world view, that of Euro-American child 

development, Jipson (1991) stated that DAP failed to 

acknowledge "multiple perspectives, tacit knowledge, 

subjective knowing, and personal-cultural involvement in 

meaning-making" (p. 128). In the opinion of the National 

Black Child Development Institute (1985) an environment 

employing DAP does not reinforce the social and emotional 

development that begins in minority homes. 

New (1994) and Bowman and Stott (1994) suggested 

that cultural differences may have consequences for 

developmental outcomes. Thus, DAP may not be sufficient 

to help teachers incorporate the cultural diversity of 

the students into lesson plans and teaching methods 

(Hyun, 1995). Only when teachers were willing to accept 

the motives that members of minority cultures have for 
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the education of their children could a curriculum be 

formulated that accurately reflects the influence of the 

members of minority groups it serves (Delpit, 1988; 

Kessler, 1991a). Barring this, it was suggested that the 

effectiveness of DAP for minorities, those out of the 

mainstream communities, non-English speaking students or 

those of low-income may be limited (Bowman, 1992; Lubeck, 

1994) . 

Curriculum Content 

A third point of contention in regard to the NAEYC's 

1987 statement related to the "what" and "why" of 

teaching in a developmentally appropriate classroom. The 

original position statement, although providing the "how" 

of implementing a curriculum, endorsed no specific 

curriculum (Bredekamp, 1987) implying that "it is how we 

use curricula that makes it developmentally appropriate" 

(Miles, 1991, p. 9). 

Almost immediately, though, this aspect of the DAP 

philosophy drew criticism from several directions. 

Powell (1987) disagreed with the generalization that any 

curriculum would achieve positive results, preferring 

instead the idea that child characteristics should be the 

main determinant in selecting curriculum. Other early 

childhood educators suggested that the next logical step 

in conceptualizing DAP was to determine the knowledge 
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that should be included in such a curriculum (Gatzke, 

1991; Kessler, 1991a). Kessler (1991b) postulated that 

lacking guidelines for content, teachers might become 

confused and default to pressure to utilize a 

watered-down version of traditional lower elementary 

school content. At this point, though, both Gatzke 

(1991) and Kessler (1991a) did caution that in 

determining the content to be included in a curriculum 

generated for a developmentally appropriate program, 

children's social reality should be examined. 

In response to these criticisms about the lack of 

curriculum content, Bredekamp (1991) commented that 

developmental appropriateness should seen as only one of 

several factors that should influence curriculum 

selection. In adopting its Guidelines for Appropriate 

Curriculum Content and Assessment in Programs Serving 

Children Ages 3 through 8 the aim of the NAEYC and 

National Association of Early Childhood Specialists in 

State Departments of Education (1990) was to clarify 

their position further on curriculum content, not by 

advocating one model curriculum, but by offering 

guidelines that individual programs could use in 

selecting their own curriculum content. So, it seemed 

that although DAP was touted by many as an important 

component in assuring that all children in America start 

school ready to learn (Kagan, 1990b; National Association 
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for the Education of Young Children & National 

Association of Early Childhood Specialists in State 

Departments of Education, 1991), not all early childhood 

advocates agreed. 

The Revision of the NAEYC's DAP Statement 

DAP Myths 

Subsequent to the publication of the NAEYC's first 

position statement on DAP, several of what Bredekamp 

(1993a) and Kostelnik (1992) termed "myths" developed 

about the concept. One such misunderstanding actually 

reflected the opposite stance of those individuals who 

contended that DAP could only be complete if curriculum 

content was added. It was that DAP, by itself, 

constituted a complete curriculum with child development 

being that curriculum (Bredekamp & Rosegrant, 1992). Yet 

again, it was pointed out that the guidelines for DAP 

alone did not meet the qualifications for a curriculum. 

It did not address the issue of subject matter and spoke 

only minimally to questions about instructional 

techniques and scope and sequence (Galen, 1994) . It was 

not a set of standards by which to approach practice but 

rather a framework aimed at explaining the "how" of 

teaching young children not the "what." Although a 

knowledge of child development did influence the 

determination of appropriate teaching technique, it, too, 
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should be only one consideration in the formulation of a 

curriculum (Bredekamp & Rosegrant, 1992; Kostelnik, 

1993) . Galen (1994) stated DAP could only be viewed 

correctly as a philosophy, a set of beliefs which 

incorporated the thinking of theorists cognizant of how 

children learn. 

A second prevalent misconception about DAP was that 

teachers utilizing DAP did not teach. It was the 

children who were, in fact, in control of the classroom. 

To this criticism, proponents of DAP replied that the 

usual way of thinking about the role of the teacher would 

not suffice for developmentally appropriate classrooms. 

In this type of learning climate, teachers purposefully 

created an environment and learning situations in which 

children were expected to assume a degree of 

responsibility for their own learning (Bredekamp, 1992; 

Bredekamp, 1993a; Galen, 1994; Kostelnik, 1992). 

Kostelnik (1992; 1993) wrote about a third 

misconception regarding DAP, the idea that all early 

childhood practices should always be rated dichotomously, 

as either appropriate or inappropriate. 

Figuring out what does or does not constitute 
DAP requires more than simply memorizing a 
particular set of do's and don'ts. It involves 
looking at every practice in context and making 
judgments about each child and the environment in 
which he or she is functioning. (1993, p. 73) 
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According to Kostelnik (1992), DAP decisions may be 

affected by factors pertaining to the individual child 

such as age and previous knowledge or contextual factors 

like physical resources or available time. This type of 

decision making on the teacher's part would result in a 

continuum of practice with appropriate and inappropriate 

existing only as guideposts (Kostelnik, 1993). 

Other myths or misinterpretations that developed 

about DAP included the idea that teachers implementing 

DAP would need to discard all their prior knowledge about 

teaching and techniques previously employed (Bredekamp & 

Rosegrant, 1992; Galen, 1994) and that children engaged 

in classrooms employing DAP were learning less, perhaps 

due to academics having no place in the curriculum 

(Kostelnik, 1992). 

A Revised Position Statement 

In 1994, New called for a reinterpretation of DAP, 

one that was dynamic and responsive to teachers' 

observations of and interactions with children. Two 

years later in an attempt to (1) address more adequately 

the issues of appropriate curriculum content and 

assessment, (2) clarify misunderstandings surrounding 

DAP, and (3) move from an appropriate or inappropriate to 

a both appropriate and inappropriate conception of DAP, 

the NAEYC adopted its revised position statement on DAP 
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in early childhood programs. Incorporating the 

information generated during questioning and debate about 

DAP, the revision committee issued a more comprehensive 

interpretation of the concept based on their knowledge of 

current understandings, values, and goals that early 

childhood educators have for young children (Bredekamp & 

Copple, 1997). 

In setting the stage for how educators should make 

decisions about DAP, the NAEYC statement enumerates three 

essential dimensions of knowledge about young children 

that teachers should comprehend. The first, still 

roughly equivalent to age appropriateness, is the 

knowledge of age-related characteristics gleaned from 

"what is known about child development and learning" 

(Bredekamp & Copple, 1997, p. 9). This information 

should permit teachers to make educated guesses about 

what to expect from children at different ages and assist 

them in formulating care and educational plans 

accordingly. 

The second, knowledge of "what is known about the 

strengths, interests, and needs of each individual child" 

(Bredekamp & Copple, 1997, p. 9) refers to the inevitable 

variation among individuals. The application of this 

type of knowledge, which probably will still be referred 

to as individual appropriateness, should result in 
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educators making adaptations in response to the needs of 

particular children in their care. 

The third and newly elaborated component accentuates 

the NAEYC's commitment to establishing positive 

connections between children's background experiences, 

cultural styles and their families' values and learning 

experiences. This statement contends that "Knowledge of 

the social and cultural contexts in which children live" 

can result in teachers making learning "relevant and 

respectful" not only for children but also for their 

families (Bredekamp & Copple, 1997, p. 9). What will 

possibly become known as sociocultural appropriateness 

suggests that practices can only be truly developmentally 

appropriate if they are responsive to diversity in 

culture and languages. 

However, the NAEYC statement goes further in 

suggesting that these three types of knowledge should not 

be used in isolation and that only by interrelating them 

can educators make truly informed decisions about 

children. By integrating these understandings about 

young children, early childhood educators can create a 

caring community of learners, teach to enhance 

development and learning, construct appropriate 

curricula, assess children's learning and development, 

and establish reciprocal relationships with families 

(Bredekamp & Copple, 1997). 
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Teacher Decision Making 

It has been suggested that the most basic teaching 

skill is the process of decision making (Borko, Cone, 

Russo, & Shavelson, 1979; Shavelson, 1973). As early 

childhood educators begin to interpret and make use of 

the revised NAEYC position statement, decisions will 

become inevitable. Teachers will need to consider the 

expanded standards within the framework of their own 

intentions, experience, knowledge of how young children 

grow and learn, and contextual complexities before making 

decisions that will affect directly their students and 

themselves (Lowyck, & Didactiek, 1984). They may well 

become "the inventors of their own efforts and the 

authors of their own teaching texts" (Ayers, 1989, 

p. ix). Such decision making processes should, 

ultimately, help teachers make sense of the world within 

their classrooms and may involve actions known as 

reflective practice (Candler-Lotven, Tallent-Runnels, & 

Sigler, 1995; Millies, 1992). 

Reflective practitioners are seen as conscientious 

professionals whose work is based on a continual 

reflection on the interplay between practical knowledge 

and theory and research (Schon, 1983; Schubert & Ayers, 

1992) . Thus, these teachers are not merely content to 

imitate the practices espoused by others. Instead they 

view themselves as researchers "continually reframing 
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their world of work in response to puzzling or surprising 

events of practice" (Russell, 1985, p. 16) . The 

knowledge that results from this research, underpinned by 

the teachers' own personal values and beliefs, will serve 

as a guide for solving the unique problems that occur 

when teachers and children interact (Alexander & Dochy, 

1995; Feeney & Chun, 1985; Kirby & Teddlie, 1989; 

Shavelson & Stern, 1981; Yonemura, 1986). Frequently 

however, this knowledge will be implicit and perhaps 

largely unarticulated (Day, 1984; Elbaz, 1981; 

Spidell-Rusher, McGrevin, & Lambiotte, 1992). 

Research specific to the field of early childhood 

education but related to the articulation of the concept 

of reflective practice began in the 1960s. A study was 

undertaken by Harvey, White, Prather, Alter, and 

Hoffmeister (1966) to determine whether there existed a 

relationship between early childhood educators' belief 

systems and subsequent classroom practices. Thirty 

teachers were observed and rated on dimensions relating 

to flexibility, attitudes toward rules, encouragement of 

children's independence, need for structure, and 

punitiveness. It was found that teachers did have belief 

systems about how young children learn and that these 

beliefs were manifested in the teachers' classrooms. 

Teachers who possessed a higher degree of appropriateness 

with regard to their classroom practices were viewed as 
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more perceptive of their students' needs, capable of 

maintaining greater flexibility in their attitudes, and 

encouraging of the growth of independence among the 

children. 

Subsequent research by Katz (1984) led her to state 

that early childhood educators make decisions about their 

teaching utilizing information about the development of 

children, age group norms, and the goals of the various 

constituents of the school and community. Yet, others 

(e.g., Isenberg, 1990) suggested that teachers' decisions 

are not always driven by informed practice. Utilizing 

the Teacher Practices Observation Form and correlating 

the results with the Teacher Belief Rating Scale, Verma 

and Peters (1975) found that for teachers employed in day 

care centers there was little correspondence between 

teachers' professed beliefs and their practices as rated 

by trained observers. Although the teacher agreed 

significantly more with Piagetian beliefs than with 

operant beliefs, they behaved in ways more consistent 

with operant theory. 

Spodek (1988) employing observation and personal 

interviews of four preschool teachers found that "few of 

the theories used by the teachers were grounded in 

reliable knowledge of child development" (p. 2 06). 

Instead, the teachers own practical knowledge led their 

decisions about classroom practices. It would seem that 
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as Clark and Yinger (1979) proposed, "... it is the 

teacher who [dependent upon her own practical knowledge 

or personal philosophy] decides what it appropriate and 

defines the teaching situation" (p. 232). 

These conflicting findings may explain why studies 

have found few commonalities among the belief systems of 

early childhood teachers with regard to goals, values, 

practices, and teaching procedures (Spodek, 1988b). This 

disparity may be due to the variety of program models 

used in the field and their correspondingly diverse 

goals, the variations within the teaching-learning 

experience, and the lack of prescribed curricula (Goffin, 

1989) . At least part of this discrepancy may be due to 

other factors, some that exist outside the direct 

influence of the individual educator and some that exist 

within. 

Barriers to the Use of DAP 

Spidell-Rusher, McGrevin, and Lambiotte (1992) 

studied the belief systems of early childhood teachers 

and their principals regarding the education of young 

children. They found that although generally the 

teachers agree with DAP, their principals did not. 

Consequently, the teachers felt administrative pressure 

to adopt teaching practices that consisted chiefly of 

assisting children to achieve academic skills, the 
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antithesis of DAP (Bredekamp, 1987) . These findings were 

confirmed by other researchers (e.g., Campbell, 1987; 

Fuqua and Ross, 1989; Jackson, Wagner, & McNamara, 1987; 

Mayers, 1991) who found that school administrators 

believe that the majority of the school day should be 

spent in teacher-directed activities. 

In studying what parents want for their young 

children, it was established that parents also generally 

want school-related skills emphasized (Campbell, 1987; 

Dunn &. Kontos, 1997; Rescorla, 1991b). At times, 

parental pressures even develop to the point where they 

want educators to "hothouse" their children in an attempt 

to hasten the development of child's skills (Hyson, 

1991a). 

In studying the question of why all teachers do not 

champion the use of DAP, early childhood researchers 

suggested that it may be that teachers do not possess 

sufficient knowledge about or they are not convinced of 

the value of employing DAP (Farran, Silveri, & Gulp, 

1991; Hitz & Wright, 1988; Johnson, 1994; Mattke, 1990; 

Miles, 1991; Verma & Peters, 1975). To test this 

supposition. Snider and Fu (1990) tested the knowledge of 

DAP possessed by 73 early childhood teachers by having 

them evaluate vignettes for appropriate versus 

inappropriate practice. Using factorial analysis of 

variances, these data was compared with the teachers' 
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level of education, number of early childhood course 

taken, amount of supervised field experience, and length 

of employment. Results indicated that course work in 

early childhood education and supervised field training 

were significantly related to an accurate knowledge of 

DAP while length of employment was not. 

Davis (1993) discovered that teachers considered 

themselves to be implementing more DAP than they were. 

Three out of five teachers studied actually thwarted the 

use of child-initiated activities by limiting the number 

of such activities available. 

In their study of college juniors and seniors 

majoring in early childhood education, Lawler-Prince and 

Slate (1993) found that the percentage of participants 

who could identify correctly practices as appropriate 

ranged from 77% to 13% while correct identification of 

inappropriate practices fluctuated from 74% to 0%. Of 

the 25 inappropriate practices presented, only 5 were 

correctly identified by 50% of the students. 

In another study designed to assess the level of 

understanding about DAP among several levels of 

educators, kindergarten teachers' overall knowledge 

lagged behind that of elementary administrators, special 

education administrators, special education teachers 

and was significantly less than that of pre-kindergarten 

teachers (Hoot, Bartkowiak, & Goupil, 1990). 
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other barriers to the implementation of DAP may be 

physical limitations which prevent teachers who are 

developmentally oriented in thought from structuring 

their classrooms in ways that are developmentally 

appropriate. A structural barrier to the implementation 

of DAP may be the use of time. Research by Wien (199 6) 

showed that the necessity for strict time schedules were 

related to less developmentally appropriate activity. 

Johnson (1994) contended that the number of children and 

adults contained within the physical space of a child 

care center as well as the adult-to-child ratio may 

impede the employment of DAP. Or, it may simply be too 

personally threatening for teachers to effect change. 

Day (1984) postulated that when teachers change 

their practices, they move from their comfortable niche 

within the social structure of the school to a position 

where they risk seeming incompetent. Consequently, 

teachers may continue to use practices they know to be 

inappropriate rather than find new answers to difficult 

situations (Argyris & Schon, 1976). It may be as Elkind 

(1989) suggested that: 

DAP derives from a philosophy of education 
that is in total opposition to the educational 
philosophy in practice in the majority of our 
schools. Perhaps for this reason, developmental 
appropriateness has been honored more in word than 
in deed. (p. 113) 
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studies of Teachers Who Use DAP 

Research exploring early childhood teachers' 

implementation of DAP found that teachers' usage of DAP 

is generally inconsistent with their perceptions of the 

appropriateness of the practices (Dunn & Kontos, 1997). 

Only one-fifth to one-third of the classroom observed 

could be classified as consistently employing 

developmentally appropriate practice with practices being 

employed by teachers as more didactic than child-

initiated. In other words, "teachers are having great 

difficulty implementing high-quality developmentally 

appropriate practices" (Kagan, 1990, p. 9). 

In 1991 Charlesworth, Hart, Burts, and Hernandez 

studied kindergarten teachers' beliefs and practices. 

They discovered that the teachers' stated beliefs were 

commonly more developmental than their actual practice. 

The correlation between the teachers' developmentally 

appropriate beliefs and subsequent use of these 

developmentally appropriate practice was r = .63 while 

developmentally inappropriate beliefs were related to the 

use of developmentally inappropriate practice at a rate 

of r = .71. In returning to this issue in 1993, 

Charlesworth and associates found while teachers believed 

DAP was important, these practices were not always used. 

When the researchers visited the classrooms of the 

teachers being studied, it was discovered that, on the 
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average, DAP was exhibited no more than 50% of the time 

and that teachers were observed using inappropriate 

practices on a regular basis. 

In other studies contrasting philosophies and 

practices, classes rated as primarily 

academically-oriented were often done so in direct 

conflict with the professed beliefs of the teachers 

(Hatch & Freeman, 1988). In their study, Oakes and 

Caruso (1990) also found that the majority of activities 

planned and implemented by the teachers were not 

developmentally appropriate with only 22% being child-

initiated and 33% involving manipulative materials. Even 

when studies involved teachers who had been trained in 

the fundamentals of DAP, implementation was modest at 

best (Sherman & Mueller, 1996). In looking at specific 

areas that reflected inappropriate practices, researchers 

cited cultural awareness, free play, creative activities 

and changing the overall focus of activities from being 

teacher-initiated to ones that were child-initiated 

(Bryant, Clifford, & Peisner, 1991; Davis, 1993) . 

However, research also suggests that the teachers' 

use of DAP can be enhanced. Davis (1993) found that 

experience in child care settings advocating the use of 

DAP did influence teachers' understanding of DAP. 

Mangione (1992) saw changes such as more time for 

child-initiated activity, a de-emphasizing of mastery of 
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isolated skills, and the use of more authentic forms of 

assessment as resulting from regular training sessions 

coupled with on-site visits of trainers. 

Conclusion 

The original formation of the NAEYC's position 

statement on developmentally appropriate practice for 

young children and its subsequent revision involved many 

individuals knowledgeable in the field of early childhood 

education. Much effort was expended by these individuals 

in reviewing the findings of a plethora of research on 

the development of young children. The resulting 

document includes a definition of developmentally 

appropriate practice and a series of examples used to 

clarify what constitutes appropriate and inappropriate 

educational and care practices for children from birth to 

age 8. However, research also suggests that teachers' 

own belief systems developed, perhaps, through the use of 

reflective practice, may influence the decisions that 

educators make about implementing DAP in their own 

classrooms. Other factors, also, may play a part in the 

way DAP is used in early childhood settings. 

It is the purpose of this study to determine first, 

whether early childhood teachers understand the concepts 

underlying DAP. Then it will be determined if the 

teachers perceive themselves as following the NAEYC 
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guidelines for DAP or whether, in fact, they report 

modifying these practices to fit the needs of their 

classrooms. The study will conclude with an 

investigation into the reasons given by teachers for the 

decisions they make about their implementations of DAP. 
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CHAPTER III 

METHODOLOGY 

Participants 

NAEYC Accredited Child Care Centers 

The child care centers chosen for inclusion in this 

study were accredited by the NAEYC. Accreditation by the 

NAEYC presupposes that care centers have (1) completed a 

self-study to determine the program's strengths and 

needed improvements, (2) been visited by NAEYC validators 

whose job it was to ascertain the extent to which the 

center's completed self-study materials accurately 

reflected the day-to-day operations of the center, and, 

(3) on the basis of the validators' recommendations, been 

granted accreditation status by a unanimous vote of an 

NAEYC accreditation commission. To complete this process 

successfully, a center must demonstrate an excellent 

understanding and utilization of practices that are 

developmentally appropriate (NAEYC, 1991). It is 

assumed, therefore, that the personnel employed by NAEYC 

accredited child care centers have a good, working 

knowledge of DAP. 
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Sampling 

Centers 

For the purpose of this study, the term, child care 

center, will be used to designate a business offering 

care and/or education for children 4 and 5 years of age, 

although children of other ages may also be attending the 

center. The care offered may be part-time or full-time, 

part-year or full-year, profit or non-profit, or part of 

a public school system. No limitations were placed on 

the centers with regard to total enrollment of children. 

The centers participating in this research were 

located in a large southwestern state. In 1996, the 

NAEYC recognized 343 accredited child care centers in 

that state (NAEYC, 1997), all of the centers were 

contacted by mail and invited to join the study. Of the 

50 centers responding, 11% were located in the 

southwestern part of the state, 31% in the southern 

region, 28% in the central portion, 11% in the 

northernmost areas, and 19% in northeastern locales. 

The majority of the centers (84%) were located in the 

four largest metropolitan areas of the state. 

Of the 44 centers supplying information on their 

operations, 87% were identified as non-profit. Full-day, 

full-year care was available at over 60% of the centers, 

with the others offering part-day, part-year education 

and care. Three public school pre-school programs were 
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represented in the sample. The sample of centers 

participating in the study, though small at 15%, was 

representative of the total number of NAEYC accredited 

centers in the state. 

All centers had been accredited for a minimum of two 

years and were currently licensed to operate by the 

state. The average length of time that the centers had 

been in operation was 2 0.6 years within a range of 5 to 

66 years. The median length of time of operation was 2 0 

years. 

Centers variously reported serving children from 6 

weeks of age through sixth grade, although the majority 

served children only through age 5 (pre-kindergarten). 

Total enrollment in the centers ranged from 24 to 33 0 

with a mean enrollment of 124. The number of small 

centers, with 24-49 children enrolled, was 6, medium-size 

centers (50-140) numbered 25, large centers (153-175) 4, 

and very large centers (212-3 3 0) 9. Centers reported 

having been accredited for an average of 6.4 years with 

two participating centers having achieved accreditation 

status during the first year the process was offered by 

the NAEYC. 

Directors at the Centers 

Directors at the centers had acted in their present 

capacities for an average of 7.4 years, although 18% were 
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in their first year as director. Six of the directors 

had been in their positions for the total length of time 

their centers had been in operation. Of the 44 

directors, 2 6 held their current position when 

accreditation was first achieved. 

Teachers at the Centers 

One hundred twenty-four teachers (123 female, 1 male 

M = 39.8 years, SD = 9.21) were asked by the directors of 

the centers in which they worked to participate in the 

study. Teachers' ages ranged from 20 to 64 years of age 

(see Figure 1). For the purpose of this study, teachers 

were described as individuals entrusted by their 

employers with the care and/or education of 4- and/or 5-

year-old children. To fulfill licensing requirements of 

the state in which the study was conducted, teachers 

must: (1) be at least 18 years of age, (2) possess, as a 

minimum, a high school diploma or GED, and (3) have been 

screened through the state licensing agency for 

convictions relating to crimes against children and 

families (Minimum Standards, 1995). 

The average number of years of total teaching 

experience for the participants was 12.0 (SD = 6.60), 

with responses ranging from 2 to 33 years. Teachers 

having taught from 6 to 10 years comprised the largest 

percentage of all the participants (see Figure 2). 
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Teaching experience specific to accredited centers varied 

from 2 to 12 years, with a mean of 5.6 years and median 

of 5. Those individuals who had worked just two years in 

an accredited center represented 16% of the total, with 

those having worked five years or less embodying 54% of 

all the teachers. Teachers employed in accredited 

centers for ten or more years comprised 14% of the total. 

Of the participants relating information as to their 

levels of education, only 9 participants reported no 

college experience. Of the remaining teachers, 61% held 

college degrees, 20 of which were at a master's level or 

higher. When asked about teaching certifications, 3 3% of 

the teachers reported holding some type of certification, 

with the majority of these holding certification in 

elementary education often accompanied by a kindergarten 

or early childhood education endorsement. 

Instrument 

The instrument used to assess teachers' knowledge of 

DAP and teachers' perceptions of actual classroom 

practice was the Classroom Practices Inventory (CPI). 

Developed in 1990 by Hyson, Hirsh-Pasek, and Rescorla, it 

was modified for this study by the author. 
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The Original CPI 

The original measure was an observational instrument 

comprised of 2 6 statements written to reflect the 

guidelines for DAP as developed by the NAEYC in its 

original position statement (Bredekamp, 1987). The 

inventory evaluated the curricular emphasis and emotional 

climate of programs for 4- and 5-year-old children 

employing positively and negatively worded statements. 

The measure focused on the quantity of teacher-directed 

instruction exhibited in the classroom by evaluating the 

emphasis placed by the teacher on practice of specific 

skills and early introduction of formal academic skills 

(Hyson et al., 1990). Items chosen for inclusion in the 

original instrument were specific and concrete and 

closely related to "the [ongoing] discussion in early 

childhood education concerning curriculum with 'academic' 

and 'play' perspectives" (Zepeda, 1993, p. 61). Raters 

used the instrument's Likert scale to evaluate each 

statement as to its convergence with their observations 

of teachers' classrooms practices. Values ranged from 

1 (Not at all like this classroom) to 5 (Very much like 

this classroom). 

The alpha coefficients for the subscales of 

appropriate curricular emphasis, inappropriate curricular 

emphasis and emotional climate ranged from .93 to .88 

with a high degree of internal consistency (.96) for the 
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total scale. When negatively worded items were reversed 

so that a higher score always reflected more 

developmentally appropriate practices, the alpha was .96. 

Scores for each subscale were correlated with each other 

and with total appropriateness resulting in highly 

significant intercorrelations among subscales (Hyson et 

al., 1990). 

In subsequent use of the CPI, Stipek, Daniels, 

Galluzzo, and Milburn (1992) subdivided the scale into 

measurements of the degree of appropriate instruction and 

emotional climate. In this study, the respective alphas 

for these dimensions were .99 and .97. 

The Modified CPI 

The CPI has proven a dynamic instrument having been 

used in modified form by Zepeda (1993). In modifying the 

CPI for this study, several changes were made (see 

Appendix A). First, in lieu of using raters to evaluate 

teachers' classrooms, the teachers were asked to record 

their own perceptions regarding the degree to which each 

of the statements reflected what occurs in their 

classrooms. The wording associated with the numbering on 

the Likert scale was amended to reflect the fact that the 

teachers themselves were acting as raters. 

In addition, two features were added. One was the 

Level of Appropriateness scale used to ascertain the 
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participants' understanding of the appropriateness of 

each the instrument's statements. Participants rated 

each statement as either exemplifying an appropriate by 

circling A or an inappropriate practice by circling I. 

The other revision in the instrument was qualitative 

in nature, giving the teachers an opportunity to expound 

on their responses to three statements. Specifically 

teachers were asked to explain their reasons for rating 

statements as A on the Level of Appropriateness scale and 

then indicated a low rating on the Level of Personal Use 

for the same statement or for circling I for a statement 

and then indicating a high rating of personal use. 

Each participant also furnished information about 

age, gender, years of teaching experience and years 

taught in accredited centers, ages of children being 

taught, level of education attainment, teaching 

certifications held, and type of center for which they 

work (e.g., full-time care center, private part-year, 

part-day facility). 

The director of each participating center supplied 

data on how long the center had been in operation, the 

ages and number of children the center enrolled, when the 

center was first accredited, and how long the director 

has been in that position. 
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Procedure 

The names and mailing addresses of all NAEYC 

accredited child care centers in the state being surveyed 

were requested from the national headquarters of the 

organization. A letter outlining the project and a 

director questionnaire (see Appendix B), three copies of 

the modified CPI, and a return envelope and postage were 

then sent to each of the 343 accredited centers. 

Directors were invited to participate, asked to complete 

the director questionnaire, distribute the copies of the 

CPI to three of their teachers of 4- and/or 5-year-olds 

students, and return all the information in a timely 

fashion. The only other direction given to the director 

related to the selection of the teachers to complete the 

CPI was that the participants needed to have had at least 

two years of experience working in an accredited center. 
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CHAPTER IV 

RESULTS 

Internal Structure of the CPI 

Internal Consistency of Scales 

To provide evidence of reliability of the responses 

given in reaction to the statements comprising the 

modified CPI, Cronbach alpha coefficients were computed. 

In determining the degree of internal consistency within 

the responses given by the participants to all 2 6 

statements on the level of personal use scale, a alpha 

coefficient of .63 was generated. The scale was then 

subdivided into appropriate and inappropriate practices 

subscales. The resulting alpha coefficients for the level 

of appropriateness subscales were .86 and .83, 

respectively. This type of analysis was also done for 

the ratings selected by the participants in response to 

the level of appropriateness scale. An alpha coefficient 

of .82 was established for the responses elicited by all 

2 6 statements collectively. The responses were then, 

again, divided into those given in response to statements 

reflecting appropriate practice and those illustrating 

inappropriate practice. For the resulting two subscales, 

the alpha coefficients were .85 (appropriate) and .82 

(inappropriate). 
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Intercorrelations of Scales 

Correlational analyses were performed to examine the 

relationships among the subscales of both scales. Total 

scores were correlated with scores of the four subscales: 

Appropriate Practice, Inappropriate Practice, Curricular 

Emphasis, and Emotional Climate. Results are shown in 

Table 1. Unless indicated to the contrary, all 

correlations were significant. 

Factor Analysis 

Due to the modifications done to the instrument, 

factor analysis was performed to provide support for the 

validity of the scores generated by the revised CPI. 

Exploratory factor analysis was performed to search for 

the latent structure of the modified instrument. Seven 

factors with eigenvalues of more than 1.0 were generated. 

Given that two of the factors had only single item 

loadings and in an effort to maximize the amount of 

variance explained, factor reduction was done. The scree 

plot of eigenvalues made a case for choosing to force the 

analysis into four factors, which was also the number of 

factors generated by the analysis of the original CPI. 

Principal axis factor analysis was performed with no 

mean substitutions were computed for missing data. The 

rotated factor pattern is provided in Table 2. 

Eigenvalues and the amount of variance explained are 
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Table 1. Intercorrelations Among Scores 
on the Classroom Practices Inventory 

Scales and Subscales 

LEVEL OF APPROPRIATENESS Scale 
Subscales and Total Scores 

Statements involving: 

1. Appropriate practice 

2. Inappropriate practice 

3. Emotional climate 

4. Curricular emphasis 

5. All practices 

.40 . 8 9 

. 5 3 

. 5 1 

. 97 

.57 

. 6 4 

. 9 5 

. 7 2 

. 9 8 

£ < .0001 

LEVEL OF PERSONAL USE Scale 
Subscales and Total Scores 

Statements involving: 

1. Appropriate practice 

2. Inappropriate practice 

3. Emotional climate 

4. Curricular emphasis 

5. All practices 

E < .0001 

-.36 .51 

NS 

NS 

.83 

.34 

21 

78 

48 

96 
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Table 2. Rotated Factor Loadings 
of Interpretable Factors of the 

Classroom Practice Inventory 

Item Explanation Fl F2 F3 F4 

19 Children use manipulatives .63 
3 Concrete activities .62 
5 Children physically active .58 

16 Print rich environment .54 
1 Children select activities .44 

15 Curiosity stimulated .44 
8 Teachers ask questions .37 

7 Children use worksheets .66 
12 Children have writing lessons .65 
9 Children sit, listen quietly .62 
4 Teacher tells children .55 

25 Harsh noise or enforced silence .53 
14 One right answer to questions .46 
2 Large group instruction .39 

18 Separate times for math .35 

21 Teachers show affection .58 
2 6 Teachers use redirection .58 
13 Children use variety of art .56 
22 Pleasant conversation heard .37 
11 Use activities to learn concepts .36 

2 0 Teachers use tangible rewards .65 
17 Art projects copy adult-model .50 
23 Teachers use competition .42 
10 Direct teaching of reading, writing .36 
24 Teachers talk about feelings -.3 5 
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based on the promax rotation method. Items with factor 

loadings of at least .30 were reported. Four factors 

with eigenvalues greater that 1.00 were produced. 

Factor 1 accounted for 2 6% of the variance in the 

total factor solution with seven items attaining loadings 

ranging from .63 to .37. The items in Factor 1 were all 

related to the concept of child-directed learning which 

assumes active participating by the children in the use 

of concrete materials of their own selection. The eight 

items comprising Factor 2, which account for 28% of the 

total variance, represent concepts synonymous with 

teacher-directed instruction. The items focus on the use 

of abstract learning materials done in an environment 

that requires children to sit and listen while the 

teacher tells the children what to do. 

Items related to interactions between teachers and 

children comprise Factor 3. Teachers expressing 

affection toward children and using appropriate 

discipline methods in a classroom replete with a variety 

of classroom materials highlight this factor. Teacher 

interaction with children is also the core of Factor 4 

but the interaction exhibited in the items related to 

this factor are those exemplifying inappropriate 

practice. Statement 24 is included in this factor but in 

a negative form implying that teachers would not 

encourage their students to put their feelings into 
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words. Statement 6 which advocated children working in 

small, child-chosen groups, did not load on any of the 

factors. 

Participants' Understanding of 
Appropriate and Inappropriate Practices 

To determine to what extent the study's participants 

understood the appropriateness or inappropriateness of 

specific statements relating to the education and care of 

young children, their responses to the level of 

appropriateness scale were scored against a key developed 

by the authors of the original CPI (Hyson et al., 1990). 

A summary of the frequency and percentage of correct and 

incorrect responses for each statement comprise Table 3. 

The number of participants responding to all the 

statements reflecting appropriate practice averaged 123 

while the average number supplying responses to all the 

exemplars of inappropriate practices was 121. 

Of the 2 6 statements, 10 were identified correctly 

by all the participants. All of these statements 

illustrated appropriate practice. Of the remaining 16 

statements, four statements exhibiting appropriate 

practice and eight reflecting inappropriate practices 

were identified correctly by at least 94% of the 

teachers. Of the final four statements, all of which 

illustrated inappropriate practices, none was rated 
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Table 3. Responses Made by Teachers Employed 
in NAEYC Accredited Child Care Centers as to 
the Appropriateness or Inappropriateness of 

Statements on the Classroom Practices Inventory 
(N = 124) 

Correct 
Item Response* 

Freguency 
Correct Incorrect 

Percentage 
Correct Incorrect 

1 
2 
3 
4 
5 

6 
7 
8 
9 

10 

11 
12 
13 
14 
15 

16 
17 
18 
19 
20 

21 
22 
23 
24 
25 
26 

A 
I 
A 
I 
A 

A 
I 
A 
I 
I 

A 
I 
A 
I 
A 

A 
I 
I 
A 
I 

A 
A 
I 
A 
I 
A 

124 
95 

121 
107 
124 

122 
117 
124 
118 
112 

124 
94 

122 
115 
123 

120 
115 
69 

123 
115 

123 
123 
121 
123 
120 
122 

0 
25 
2 

16 
0 

2 
7 
0 
6 
2 

0 
27 
0 
7 
0 

1 
6 

50 
0 
4 

0 
0 
2 
0 
2 
1 

1 0 0 . 0 
7 9 . 2 
9 8 . 3 
8 7 . 0 

1 0 0 . 0 

9 8 . 4 
9 4 . 3 

1 0 0 . 0 
9 6 . 2 
9 8 . 2 

1 0 0 . 0 
7 7 . 7 

1 0 0 . 0 
9 4 . 3 

1 0 0 . 0 

9 9 . 2 
9 5 . 0 
5 8 . 0 

1 0 0 . 0 
9 6 . 6 

1 0 0 . 0 
1 0 0 . 0 

9 8 . 4 
1 0 0 . 0 

9 8 . 4 
9 9 . 2 

0 . 0 
2 0 . 8 

1 . 7 
1 3 . 0 

0 - 0 

1 . 6 
5 . 7 
0 . 0 
3 . 8 
1 . 8 

0 . 0 
2 2 . 3 

0 . 0 
5 . 7 
0 . 0 

0 . 8 
5 . 0 

4 2 . 0 
0 . 0 
3 . 4 

0 . 0 
0 . 0 
1 . 6 
0 . 0 
1 . 6 
0 . 8 

*Correct Response - A is used when the statement reflects 
a developmentally appropriate practice and I represents 
an developmentally inappropriate practice as determined 
by the authors of the original CPI (Hyson et al., 1990) 
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correctly more than 87% of the time. The statement with 

the least number of correct responses, at 58%, read 

"Separate times or periods are set aside to learn 

material in specific content areas such as math, science, 

or social studies." 

In collectively evaluating the responses made to the 

14 appropriate statements, the total mean score was 13.87 

(SD = .76) with participants correctly identified the 

statements as appropriate 99.7% of the time. The total 

mean score for all 12 inappropriate statements was 10.46 

(SD = 2.06) which indicated that these statements were 

identified correctly by 89.4% of the participants. All 

20 statements relating to the curricular emphasis of the 

classroom were identified correctly, either as 

appropriate or inappropriate statements, by 86.5% of the 

teachers. Statements related to the assessment of 

classroom emotional climate were scored correctly by an 

average of 99.3% of the participants. On the average, 

teachers responded correctly to 95.0% of the 2 6 

statements on the CPI. 

To explore whether there existed any relationship 

between total scores on the level of appropriateness 

scale and the variables related to the participants: age 

of the teacher, total number of years as a teacher, 

number of years teaching in an accredited center, and 

level of education, correlational anaylses were 
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performed. (Although level of education is actually a 

discrete variable, the author chose to evaluate it as a 

continuous variable.) To obtain the total scores, each 

correct answer was scored as 1 and each incorrect as 0. 

Scores ranged from 8 to 26 with a mean score of 24.3 (SD 

= 2.50). Total scores on this scale were related only to 

the age of the teacher, r = .24, p < .01, indicating that 

as teacher age increases, so does the number of correctly 

identified appropriate and inappropriate statements. 

The scale was divided into total scores on 

appropriate statements and total scores on inappropriate 

statements, these figures were then correlated with the 

participant variables. The number of appropriate 

statements correctly identified correlated with none of 

the teacher variables. While the number of inappropriate 

statements correctly identified correlated with the 

teacher's age, r = .24, p < .01, suggesting that older 

teachers correctly identify more statements reflecting 

inappropriate practice. 

Participants' Perceptions of their Use 
of Appropriate and Inappropriate Practices 

Utilizing the second scale of the modified CPI, 

participants were asked to identify the level of their 

perceived personal use of the statements reflecting 

appropriate and inappropriate practice. In Table 4 a 
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Table 4. Responses Made by Teachers Employed 
in NAEYC Accredited Child Care Centers as to 
the Level of Personal Use of Statements on 
the Classroom Practices Inventory (N = 124) 

Frequency of 
Item Levels of Personal Use * Mean 

1 2 3 4 5 

1 
2** 
3 
4** 
5 

6 
7** 
8 
9** 

10** 

11 
12** 
13 
14** 
15 

16 
17** 
18** 
19 
20** 

21 
22 
23** 
24 
25** 
26 

0 
38 
0 

59 
0 

1 
81 
0 

87 
99 

0 
69 
0 

99 
0 

1 
85 
50 
0 

91 

0 
0 

111 
0 

100 
0 

0 0 8 116 4.94 
56 15 6 7 2.08 
1 8 30 81 4.59 

37 19 3 3 1.79 
0 1 16 106 4.85 

2 3 20 98 4.71 
30 10 2 1 1.48 
0 3 26 95 4.74 

28 4 3 2 1.43 
8 2 1 1 1.17 

0 6 21 97 4.73 
23 11 9 8 1.87 
1 3 17 101 4.79 

12 5 5 1 1.33 
0 1 33 89 4.72 

0 5 25 91 4.68 
31 4 1 1 1.38 
22 14 18 16 2.40 
0 0 4 118 4.97 

21 6 2 0 1.33 

0 1 7 115 4.93 
0 2 20 101 4.80 

10 2 0 0 1.11 
0 1 16 106 4.85 

17 4 0 0 1.21 
0 2 3 108 4.86 

* Levels of Personal Use 
1 = Used not at all in my classroom 
2 = Used very little in my classroom 
3 = Used somewhat in my classroom 
4 = used much in my classroom 
5 = Used very much in my classroom 

** Statements reflecting inappropriate practices 

53 



compilation of all responses relating to personal use 

of each statement is presented. 

Total scores for the level of personal use scale 

ranged from 39 to 109 with a mean of 84.7, SD = 7.05. 

No relationship was discovered between the total score 

and the variables related to the participants. 

Perceived Personal Use of Appropriate Practices 

The appropriate statement with the highest average 

level of perceived personal use by the participants 

(M = 4.97, SD = .18) reads "Children have daily 

opportunities to use pegboards, puzzles, legos, markers, 

scissors, or other similar materials in ways the children 

choose." The average personal level of use for the 

remaining statements reflecting appropriate practice 

ranged from 4.94 (SD = .27) for statement one to 4.59 

(SD = .65) for statement three. 

The overall average response for all appropriate 

statements combined was 4.80 translating into a very high 

level of personal use. Statements that illustrated 

appropriate practices with regard to curricular emphasis 

received an average rating for personal use of 4.77, 

while statements related to appropriate emotional climate 

in the classroom elicited an average usage of 4.86. 

In evaluating the participants' total score for the 

14 appropriate statements, which could have reached a 
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maximum of 70 (each statement rated at 5) , the 

participants' mean score was 67.1 (SD = 3.8). The 

correlation between the participants' total score for 

appropriate statements and the age of the teacher was 

r = .21, p < .03, while the correlation between the total 

appropriate statement score and the teacher's years of 

teaching experience was r= .23, p < .01. 

Perceived Personal Use of Inappropriate Statements 

In assessing the statements exemplifying 

inappropriate practice, the practice with the lowest 

level of personal usage in the classroom (M = 1.11, 

SD = .37), was "Teachers use competition, comparison, or 

criticism as guidance or discipline techniques." 

Averages of personal usage on the other inappropriate 

practice statements ranged from 2.40 (SD = 1.48) to 1.17 

(SD = .59). The inappropriate practices that 

participants rated with the highest levels of personal 

use were "Separate times or periods are set aside to 

learn material in specific content areas such as math, 

science, or social studies" (M = 2.40, SD = 1.48) and 

"Large group, teacher directed instruction is used most 

of the time. Children are doing the same things at the 

same time" (M = 2.08, SD = 1.07). 

The overall level of personal use for inappropriate 

practices was 1.56. The level of personal use of 
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inappropriate practices related to the curricular 

emphasis was calculated at 1.64, and personal use of 

inappropriate emotional climate statements averaged 

to 1.16. 

In evaluating the participants' total score for the 

12 inappropriate statements, which received total ratings 

ranging from 12 to 45, the participants' mean score was 

18.5 (SD = 3.8). No correlation between the 

participants' total score for inappropriate statements 

and any of the teacher variables was found. 

Correlations Between Participants' Knowledge 
and Use of Appropriate and 

Inappropriate Practices 

To ascertain how the participants' knowledge of DAP 

related to their reported level of personal use, the 

product-moment correlation coefficient was computed to 

determine the overall relationship between the total 

scores of two variables. The resulting value of the 

coefficient was r = .06, NS. To evaluate the 

relationship between the teachers' ratings of each 

statement with regard to its appropriateness and the 

responses given to the perceived level of personal use of 

each statement, point-biseral correlation coefficients 

were generated. The values are recorded in Table 5. 

Among the responses to the majority (11 of 14) of 

the statements reflecting appropriate practices, there 
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Table 5. Correlations Between Teachers' 
Responses to Statements on Level of 

Appropriateness and Level of Personal Use 
Scales of the Classroom Practices Inventory 

Level of 
Item Appropriateness Correlation Coefficient 

1 A 
2 I 
3 A 
4 I 
5 A 
6 A 
7 I 
8 A 
9 I 
10 I 
11 A 
12 I 
13 A 
14 I 
15 A 
16 A 
17 I 
18 I 
19 A 
20 I 
21 A 
22 A 
23 I 
24 A 
25 I 
26 A 

NS 
- . 6 7 

LV 
- . 6 3 

LV 
. 5 1 

- . 5 7 
LV 

- . 6 7 
- . 6 3 

LV 
- . 7 6 

LV 
- . 5 9 

LV 
. 5 5 

- . 4 9 
- . 7 8 

LV 
- . 7 1 

LV 
LV 

- . 4 9 
LV 

- . 4 8 
. 2 0 

* * 

it* 

* * 

ie* 

** 

* * 

ieie 

•kie 

is* 

* * 

•k-k 

* * 

* * 

** 

* 

'E < .05, **p <.001 

LV - There existed such low variance among the responses 
that the analysis yielded no correlation coefficients. 
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existed such low variance that the analysis yielded no 

correlation coefficients. The responses to the remaining 

three appropriate practice statements (numbers 6, 16, and 

26) did generate significant results. This seems to 

indicate that although some incongruency existed with 

regard to the participants' thoughts about these three 

statements, generally correct responses were paired with 

higher levels of personal use. 

In searching for links between the responses to the 

level of appropriateness and level of personal use of the 

statements reflecting inappropriate practice, negative 

correlations were generated. This indicated that while 

teachers are generally responding correctly in 

identifying the statements as inappropriate, they are 

also rating the statements as low in personal use. 

Factors Reported by Participants as Influential 
in their Implementation of DAP 

The second modification done to the CPI for this 

study gave participants the opportunity to expound on 

reasons why they rated a statement as (1) appropriate but 

low in level of perceived personal use or (2) 

inappropriate yet high in level of perceived personal 

use. Table 6 gives the number of such responses made to 

each statement on the CPI. 
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Table 6. Responses Made by Teachers Employed 
in NAEYC Accredited Child Care Centers as to 
the Disparity* between their Ratings on the 

Level of Appropriateness and Level of Personal 
Use Scales of the Classroom Practices Inventory 

(N = 65) 

Item 

1 
2 
3 
4 
5 

6 
7 
8 
9 

10 

11 
12 
13 
14 
15 

16 
17 
18 
19 
20 

21 
22 
23 
24 
25 
26 

Appropriateness 
of Statement 

A 
I 
A 
I 
A 

A 
I 
A 
I 
I 

A 
I 
A 
I 
A 

A 
I 
I 
A 
I 

A 
A 
I 
A 
I 
A 

Frequency of 
Disparate Responses 

2 
19 
1 

23 
0 

1 
14 
2 
5 
0 

0 
12 
1 
7 
1 

2 
14 
26 
0 
9 

1 
0 
6 
2 
3 
2 

Total number of responses =153 
Maximum/Minimum number of responses per teacher =3/1 

* Such a disparity is seen when participants rate a 
statement as an appropriate practice but then couple this 
response with a low level of personal use or couple a 
practice rated as inappropriate with a high level of 
personal use. 
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In evaluating the responses by item, 90% of the 

responses given were in reaction to the statements 

exemplifying inappropriate practices. The statement 

receiving the most comments overall (number 18) and 

reflecting an inappropriate practice reads "Separate 

times or periods are set aside to learn material in 

specific content areas such as math, science, or social 

studies." Two statements related to teacher direction of 

student activities and both rated as inappropriate 

practices also elicited numerous comments from of the 

responding participants. Statement number 4 received 

comments from 3 5% of those responding while statement 

number 2 drew remarks from 3 0% of those who chose to give 

additional clarifications on their own personal use of 

the practices. No statement relating to appropriate 

practice drew more than two explanatory comments. 

Responses to Specific Statements 

In examining the comments made by the teachers to 

each statement, of the total 153, 138 were made in 

response to the teachers' higher levels of personal use 

of inappropriate practices in their classrooms. In 

responding to statement 2 which raises the issue of how 

instruction is delivered, 19 teachers chose to respond. 

Among the reasons they stated for the use of large group 

time was that it is a way to prepare students for what 
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they perceived as standard procedure in public school 

kindergarten. While acknowledging the inclusion of this 

method of instruction in their school day, they did 

emphasize, though, that instruction aimed at their class 

as a whole was not when the bulk of instruction occurred 

nor was it the totality of what occurred during large 

group time. One participant wrote, "I have 2-3 large 

group times a day, 15-20 minutes in length. At this 

time, we are involved in teacher-directed activity. The 

rest of the time is spent in child-directed small groups 

or center play." Five of the teachers noted that times 

such as these was primarily used for sharing, songs and 

fingerplays, demonstrations (e.g., erupting a volcano), 

and the giving of instructions for subsequent 

table/center activities. 

In response to statement 4, which emphasizes the 

children doing exactly what they are told to do by the 

teacher, 15 of the participants stated that there are 

times when they need to tell children exactly what to do 

(e.g., fire drills) and that they do set boundaries and 

plan activities. But, as one participant responded, 

"(while) a teacher should plan for her children, (the 

plan) should be flexible enough to let children decide 

the flow of play and/or indicate interest in activities 

not planned." 
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Participants' responses to statement 7 which 

advocated the use of workbooks, ditto sheets, flashcards, 

and other abstract learning materials, again reflected 

the teachers' concern for their students• preparation for 

public schools. However, parental expectations and the 

fact that these type of materials are provided as a part 

of pre-packaged curricula were also reasons given for 

the use of such materials. Comments included, "I use 1-2 

worksheets per week. Parents like 'homework' although it 

is not required. However, kindergarten will require 

(it)." 

Expecting children to sit and listen, a part of 

statement 9, elicited responses from five teachers. 

These individuals indicated that children are indeed 

expected to sit and listen although their comments to 

this effect were qualified by the fact that quiet time is 

only done for short periods and for specific reasons 

(e.g., instruction before attending field trips, fire 

drills, listening to other children share). 

Statement 12, which advanced the idea that children 

should have lessons in writing with pencils, coloring 

predrawn forms, tracing, or correct use of scissors drew 

comments from 12 teachers indicating that they do give 

instruction on correct use of scissors and on how to 

write names and individual letters. One respondent 

replied, "My class has a 15 minute time weekly that they 
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write in their journals with a pencil, to get use to the 

feel of them and using a lined book. We also have 

scissor cutting activities." The teachers also pointed 

out that writing materials are available at 

free-choice centers and often children seem eager to 

practice their writing skills. 

In commenting on statement 14, which advocates 

children responding with one correct answer and 

emphasizes memorization and drill, one participant wrote, 

"I try to use open-ended questions most of the time but 

some things have only one answer." For those teachers 

who indicated that they do use memorization/drill, three 

contended that this type of instruction could be made 

non-judgmental and fun. 

Statement 17, which drew responses from 14 

participants, suggests that art projects should be 

planned and initiated by teachers and involve copying an 

adult-made model. One participant responded that instead 

of labeling the activities listed in statement 17 as art 

projects, the term, crafts, would better suffice, thereby 

making a distinction between arts and crafts. Art 

projects, then, would be activities initiated by the 

child involving free choice of subject and materials 

while crafts would be projects done with a specific aim 

in mind (e.g., following directions). 
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statement 18 generated 2 6 responses, accounting 

for nearly 17% of the total number of responds. 

Participants indicated that the concept of teaching 

specific content at specific times rather than 

integrating all content areas into center activities was 

something they did. In explaining why they chosen to 

give this statement diverse responses on the two scales, 

four of the participants first wanted to clarify their 

position by stating that concepts involving math and 

science were being taught in centers. These same 

teachers also indicated that they used group times to do 

such things as introduce themes of the day/week, specific 

reading/math skills, do science experiments, and cook 

with the children. They see these group activities as 

considered springboards children can use for further 

self-initiated discovery during center times. One 

participant responded, "Some math and science projects 

work easily in manipulative centers for individual 

learing, but there are some projects that need group 

discussion before they are set up as a center." 

Requiring children to participant in activities was 

the portion of statement 20 to which participants 

responded. Teachers indicated that they do, at times, 

require children to participate in activities they have 

planned (e.g., field trips, school programs, or 

activities they perceive as being preparatory for public 
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school attendance) but that the manner in which this 

occurs reflects a positive experience. 

Teachers' use of competition, comparison or 

criticism as guidance or discipline techniques, as 

reflected in statement 23, elicited comments from 6 

teachers. One participant expressed the idea that 

comparison can be used to demonstrate expected classroom 

behavior, allowing those children not behaving 

inappropriately to compare themselves to those who are. 

In summarizing the comments given in this section of 

the CPI, 21 of the practices were remarked upon by at 

least one of the 65 teachers who chose to respond. 

Generally the participants wanted to explain why they 

chose to use teacher-directed instruction in place of 

child-directed learning. 
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CHAPTER V 

CONCLUSION 

The National Association for the Education of Young 

Children, comprised of nearly 100,000 members, is 

currently the largest single professional association in 

the field of early childhood education (Clifford, 1997). 

One of the prime objectives of this organization is to 

support individuals and child care programs in t'heir 

quest to provide quality care and education for young 

children. The NAEYC advocates taking into account the 

chronological age of the child, the unique qualities 

inherent in each child, and the cultural milieu in which 

the child exists when making decisions about how to 

provide the best possible environment for children. 

To assist early childhood professionals in their 

endeavors, the NAEYC established its accreditation system 

and subsequently published its first position statement 

complete with a set of guidelines by which practitioners 

could establish procedures germane for use with young 

children. To clarify further what was deemed appropriate 

care and education for children, the document featured a 

list of practices dichotomously presented as either 

appropriate or inappropriate. 

However, it has been suggested that many within the 

field of education rely upon more than the theories and 
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research of others when making decisions about their own 

practices. These individuals, who are not content to be 

mere imitators, are continually searching for answers to 

their own unique situations. Classified by some as 

reflective practitioners, these educators make sense of 

teaching by integrating their own practical knowledge 

with others' theories and research (Alexander & Dochy, 

1995; Kirby & Teddlie, 1989; Schon, 1983; Schubert & 

Ayers, 1992). 

The purpose of this study was to determine whether 

early childhood educators understand what constitutes 

appropriate and inappropriate practices by utilizing a 

modified version of the Classroom Practices Inventory 

(Hyson et al., 1990). And, assuming that they do, a 

second aspect of the research was to discover whether 

these teachers, too, search for answers to their own 

unique situations which may involve deviating from the 

use of appropriate and inappropriate practices as 

espoused by the NAEYC. In an effort to meet the needs of 

their individual classrooms they create, instead of a 

dichotomy of appropriate versus inappropriate practices, 

a continuum of DAP. 

Results of the Modified CPI 

The alpha coefficient generated utilizing the scores 

on the modified CPI demonstrated moderate reliability 
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with relation to the total scores on the level of 

personal use scale, however, the coefficient was lower 

than that of the author's original scale. This may 

reflect the fact that this was the first time the 

instrument had been used by the participants and that 

self-rating is a quite different endeavor than rating 

done by trained observations, as was done in the original 

study. When the scale was divided into the subscales of 

appropriate and inappropriate statements, though, the 

reliability of the scores increased. 

Analyses were also conducted on the total scores on 

the level of appropriateness scale and on the subscales 

of appropriate and inappropriate statements. All 

analyses yielded moderately high internal consistency. 

Thus, it appears that asking first-time raters to score 

their own perceptions may have a depressing result on the 

overall reliability of the scores on the level of 

personal use scale, however, the scores on the new scale, 

level of appropriateness, did prove reliable. Adding a 

second scale did not diminsh the viability of the new 

instrument but did provide supplementary data from which 

to make more complex inferences about the decisions made 

by teachers in NAEYC accredited centers. 

Intercorrelations among the total score and 

subscales of level of personal use scale show that 

appropriate and inappropriate statements are negatively 
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related. This suggests that if the teachers rate 

themselves with high levels of personal use on 

appropriate statements such as "Children are involved in 

concrete, three-dimensional learning activities...," that 

inappropriate statements such as "Children use workbooks, 

ditto sheets, flashcards, and other abstract ... 

materials" would receive low levels of personal use. 

Positively correlated were the subscales of 

appropriate statements and emotional climate. This 

suggests that teachers who create a classroom atmosphere 

responsive to the emotional needs of children are also 

apt to provide an environment in which children are free 

to initiate their own activities with a variety of 

materials without feeling the need to copy teacher-made 

models. 

Related to a high degree were the subscales of 

inappropriate statements and curricular emphasis. It 

appears that inappropriate practices do play a part in 

the curriculum that the participants' provide for their 

children. 

In evaluating the correlations between the scores on 

the level of appropriateness scale, the strong 

relationship between the total score for the scale and 

the score for the inappropriate statements may suggest 

that inappropriate statements play a major role in the 

the total score on the level of appropriateness scale and 
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subsequently have a large effect on the program that the 

teachers provide for their students. The low positive 

correlation between the scores on the appropriate 

statements and the inappropriate statements may also lend 

credence to this train of thought. 

To explore further the characteristics of the 

modified CPI, factor analysis was performed. Results of 

the factor analysis suggested that the scale had four 

interpretable factors. Factors 1 and 2, although both 

dealing with method of instruction, expressed contrasting 

themes. Factor 1 focused on child-directed instruction, 

an essential component of a program employing DAP, while 

Factor 2 centered on instruction led by the teacher 

The other two factors also dealt with the same basic 

idea both expressed in contrasting views. Factor 3 

focused on appropriate teacher-child interaction while 

Factor 4 was related to inappropriate teacher-child 

relations. The fact that the four factors divide so well 

along the lines of appropriateness gives further credence 

to the idea that appropriate and inappropriate practice 

can be viewed as two distinct and contrasting factors. 

Teachers' Understanding of DAP 

The data gathered by the modified CPI show that 

teachers employed by NAEYC accredited child care centers 

do, overall, have a very good understanding of what 
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constitutes appropriate versus inappropriate practice, 

although it must be noted that the teachers who 

participated in this study are different in several way 

from child care workers in general. The fact that the 

majority of the participants were at least 4 0 years of 

age is especially important because research has reported 

that the vast majority of child care workers are under 

the age of 40 (Whitebook, Howes, & Phillips, 1989). This 

fact may have implications for, among others, the 

motivation, empathy and patience demonstrated by the 

teachers. As adult caregivers gain not only child care 

experience in particular but general "life" experience, 

all of the affective qualities listed above have been 

shown to improve (Ragozin, Basham, Crnic, Greenberg, & 

Robinson, 1982). Also older teachers, especially those 

over 50, were found more likely to be intellectually 

informative (Clarke-Stewart & Gruber, 1984) . The results 

of this study add to the findings about the age of 

teacher and its possible effects on the children with 

whom the teacher interacts. The teachers' ages were 

correlated with their knowledge about DAP in general, and 

inappropriate practice, in particular. 

The average number of years that the participants 

had been employed with their centers also distinguishes 

them from many others in child care. The national 

average annual turnover rate, or rate at which employers 
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leave child care centers, is as high at 50% (Whitebook 

et al., 1989). For teachers to continue to work at their 

center for over 5 years clearly makes them unique in the 

field of early childhood education. 

The teachers' level of education also would seem to 

make them unique to the general landscape of child care. 

Although no research was found with which to compare the 

figures of the current study, for 62% of the teachers to 

hold college degrees, 2 0 of which were at a master's 

level of better seems extraordinary. Although the 

National Academy of Early Childhood Programs, the 

accrediting arm of the NAEYC, does strongly suggest that 

teachers hold at least "a CDA Credential or an associate 

degree in Early Childhood Education/Child Development" 

(NAEYC, 1991, p.30), the general level of the teachers' 

education in this study far exceeds this standard. 

Lastly, the type of centers in which the teachers 

work could be a distinguishing factor also. The centers 

participating in the study had been in existence for an 

average of over 20 years, half of which had the same 

director as when accreditation was first achieved. 

Additionally, the centers had completed the accreditation 

process through the NAEYC which is an intensive process 

that involves evaluating every aspect of the care and 

education the center offers children. To be employed in 

such an environment would seem to provide the perfect 
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opportunity for these teachers to acquire much basic 

information about what makes up appropriate practice. 

The findings of this study did not confirm this 

assertion, though. The length of time the teacher had 

been employed in the accredited center did not correlate 

with an increased knowledge of DAP. Further study should 

be done to re-evaluate these findings. 

In evaluating the two areas that the CPI 

encompasses, teachers' responses reveal that they are 

especially cognizant of the emotional climate they should 

be affording their students, being able to distinguish 

clearly between appropriate and inappropriate practices 

in this area. They understand that they should show 

affection to the children, encourage talk about feelings, 

and use positive guidance or discipline methods rather 

than competition or criticism. They are also aware that 

type of environment should allow for pleasant 

conversation with no need for enforced quiet. 

In evaluating the statements related to curricular 

emphasis, a somewhat different picture emerges. It is 

evident that teachers, for the most part, know what 

comprises both appropriate and inappropriate practice in 

this area. However, they do seem to know more about what 

comprises appropriate than inappropriate practice. Of 

the 10 statements reflecting appropriate practices to 

which the 124 participants reacted, only five incorrect 
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responses were made. In rating statements reflecting 

inappropriate practices, however, a lack of understanding 

surfaces. Specific instances where teachers' dearth of 

knowledge resulted in rating inappropriate practices as 

appropriate include overuse of large group, teacher 

directed instruction, telling children exactly what to do 

and when, providing writing instruction, and planning 

separate times during which to specifically teach math, 

science or social studies as appropriate. Less in 

question but still revealing a lack of knowledge on the 

part of some participants were the practices of using 

pencil and paper activities including workbooks and ditto 

sheets, asking children to respond to questions with one 

correct answer, and presenting art projects that require 

children to copy an adult-made model or follow adult 

directions to complete the project. These inappropriate 

practices were also rated as appropriate by some 

teachers. This finding would seem to lend credence to a 

study by Lawler-Prince and Slate's (1993) which suggested 

that examples illustrating inappropriate practices are 

more difficult to identify than are exemplars of 

appropriate practice. 

Thus, in answer to the first question posed by this 

research, "To what extent do early childhood teachers' 

understanding of the appropriateness or inappropriateness 

of specific examples relating to the education and care 
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of young children compare with the ratings designated by 

the NAEYC?", teachers working at NAEYC accredited centers 

do have a very good knowledge of DAP, although they 

recognize more statements as being appropriate practice 

than those reflecting inappropriate practice. 

Teachers' Perceived Use of DAP 

In recording their own perceptions of how frequently 

practices are used in their classes, teachers, by in 

large, view themselves as extensively utilizing 

appropriate practices. This research suggests that this 

usage may be positively enhanced by an increase in the 

age of the teacher and the teacher's years of teaching 

experience. 

Inappropriate practices, though, received more 

mixed ratings. Generally the personal usage of the 

inappropriate practice by the teachers was rated as low 

to very low but specific inappropriate practices are 

utilized more frequently. It is unremarkable that these 

practices were, at times, the same practices that were 

identified incorrectly on the level of appropriateness 

scale. 

In evaluating the two subscales of curricular 

emphasis and emotional climate, teachers rated themselves 

slightly higher with regard to emotional climate. From 

the analysis done on their self-reports, teachers seem to 
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know how to promote an appropriate emotional climate in 

their classes. Even the comments offered on the part of 

the CPI where discrepancies between the ratings on the 

two scales could be explained showed the only real 

disagreement offered by the teachers was in regard to the 

inappropriateness of competition as a guidance or 

disciplinary technique being questioned. At least one 

suggested that competition could be used to motivate 

children. 

In evaluating teachers' responses to statements 

about curricular emphasis, though, the picture becomes 

slightly less clear. Teachers' perceptions of how much 

they utilize appropriate curricular practices in their 

classrooms were fairly consistent. The majority of their 

responses fell into the categories of "Used much in my 

classroom" and "Used very much in my classroom," with few 

instances of more infrequent usage. The teachers 

perceived themselves as implementing appropriate 

practices correctly in their classrooms. 

In estimating how much they utilized inappropriate 

curricular practices, though, the participants' ratings 

become more diffuse. Albeit most responses to the 

personal use of inappropriate practices should register 

in the categories of "Used not at all in my classroom" or 

"Used very little in my classroom," the participants' 

actual ratings were spread over all five categories. 
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Four of the statements received from 2 0% to 3 9% of their 

ratings in the three other categories representative of 

more frequent use. 

Correlations Between Knowledge 
and Use of DAP 

In evaluating the correlations between the knowledge 

that teachers have about appropriate and inappropriate 

practice and the manner in which they use the practices, 

a stable picture emerges with relation to appropriate 

practice. Teachers seem not only to understand 

appropriate practice but also promote it in their 

classrooms. With regard to inappropriate practice, the 

trend is similar but not as distinct. Teachers generally 

understand inappropriate practice and typically use it 

sparingly but are not adverse to its more frequent use. 

From the comments offered by the teachers themselves, 

the use of inappropriate practices is done for specific 

reasons and at specific times. 

Thus, in response to the second question posed by 

this research, "How is teachers' understanding of DAP 

correlated to the their self-reported level of personal 

use?", the answer is a mixed one. Teachers' 

understanding of appropriate practices correlates highly 

with their reported level of personal use, while the 

relationship between understanding and use of 
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inappropriate practice is somewhat murky. Teachers 

appear to understand and use DAP well but also may choose 

to use inappropriate practices to meet the perceived 

needs of their students or the school setting. 

Factors Influential in 
Teachers' Implementation of DAP 

In answering the third question proposed by this 

study, "What factors do teachers report as being 

influential in their personalized implementation of 

DAP?", the comments of the teachers themselves were 

analyzed. In searching for commonalities for why 

teachers' use of inappropriate practice is inconsistent 

with their use of appropriate practice, the conflict 

between child-directed learning as advocated in DAP and 

teacher-directed instruction inherent in academic 

preschooling emerges. 

Teachers of four- and five-year-old children in 

accredited centers are especially concerned about the 

future welfare of their students. The next environment 

that most of their students will enter is public school 

kindergartens, environments these teachers perceive as 

very "academic" in nature. Bennett's (1986) statistics 

confirm this supposition in the about one-half of the 

kindergartens reporting gave evidence of teaching either 

reading or reading readiness skills. Thus, in an effort 
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to prepare their students for this type of environment, 

the teachers choose to use inappropriate practices to 

accomplish this aim. Expecting children to participate 

in large group instruction and teaching the fundamentals 

of writing with pencils and the correct use of scissors 

is seen as preparation for a time when the use DAP is not 

necessarily assured. Parental expectations also were 

noted as a reason for the use of inappropriate practices. 

Parents expect children to bring home completed 

worksheets and other abstract learning materials viewing 

this as proof of what the child accomplished in school. 

Attempting to make inappropriate practices less 

inappropriate by making them fun and non-judgmental was 

another rationale teachers used to justify their use of 

inappropriate practices. Also utilizing inappropriate 

practices for short time periods was one way that 

teachers tried to limit the possible detriments of 

inappropriate practice. Finally, some teachers stated 

that there simply are times when children must listen and 

do exactly what they are told. This confirms the 

findings of DeVries, Haney, and Zan (1991) who found that 

teachers cannot always avoid insisting upon heteronomy, 

especially in situations involving health and safety. 

The comments by the participants confirm what other 

early childhood researchers have found. Greenberg (1990) 

contended that even programs rated as excellent with 
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regard to the use of DAP still include some aspects of 

academic preschooling. While Henry (1990) suggested that 

augmenting DAP with activities mutually directed by the 

adult and child may ultimately benefit the child. 

Discussion 

In 1997 the NAEYC revised its publication on DAP to 

reflect the current understanding of child development 

and education and to give more emphasis to the role of 

decision maker that is played by early childhood 

educators (Bredekamp & Copple, 1997). This would seem a 

wise move on the part of the NAEYC, for as the results of 

this study demonstrate, early childhood practitioners are 

decision makers. They evaluate what it best for their 

children and plan and act accordingly. Even teachers 

employed in NAEYC accredited centers, where knowledge of 

appropriate practice is high, sometimes go against 

established norms in order to create an environment that 

responds to the unique needs of the children and families 

involved. These teachers are, in fact, creating a 

continuum along which developmentally appropriate 

practices, which are rated dichotomously by the NAEYC, 

are slightly more evenly distributed. 

Of course, there are practices which will never move 

far from the continuum's ends. As demonstrated by this 

study, teachers strongly endorse the idea that children 
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should select their own activities from a variety of 

learning areas and just as strongly promote this concept 

within their classes. On the opposite end of the 

continuum, they strong disagree with enforced quiet in 

their classrooms and, according to their own perceptions, 

rarely employ this restriction. 

Yet, there are areas in which teachers exercise 

their own discretion. They do use large group times and 

other activities to help children learn what they 

perceive their students will need for success in public 

school. They also exhibit flexibility with regard to 

parental expectations in an attempt to make parents feel 

an integral part of their programs. When using practices 

they know to be inappropriate, they attempt to make them 

fun and non-judgmental. It would seem that Johnson and 

Johnson (1994) were correct in asserting that DAP simply 

provides the guidelines by which to establish practices. 

DAP can, in reality, encompass a wide range of possible 

practices. 

But teachers must be aware of all that these 

guidelines suggest. As the data indicate in this 

research, there are practices included in the instrument 

about which the teachers were unsure. Naber (1995) 

suggested that a combination of methods should be used to 

facilitate knowledge of DAP. These methods included: 

direct instruction, feedback from classroom observation, 
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mentor programs, teacher support groups, and observation 

by teachers in other classrooms. The changes that occur 

in classrooms as the result of this instruction might 

then reflect the changes that the Far West Laboratory for 

Educational Research and Development (1994) found: 

improvement in learning environment, materials and 

curriculum, daily routine, and adult interactions and 

interventions with children. 

Research (e.g., Burts, Hart, Charlesworth, & Kirk, 

1990; Cryer & Phillipsen, 1997) is beginning to suggest 

that employing DAP in preschool classrooms can be 

beneficial for children. Helping teachers to acquire 

knowledge about DAP and its usage is, therefore, one step 

along the path to a better future for many children. 

The modified CPI has shown its potential in even a study 

as limited as the present one. Its adaptability 

and ease of use could make it a valuable tool in helping 

teachers learn more about their own knowledge of DAP and 

the way they are using it in their classrooms. 

Possible Limitations of the Study 

Possible limitations to the generalizability of the 

results of this study may stem from the fact that 

accredited centers "do not play a significant role in the 

child care market" (Bredekamp & Glowacki, 199 6, p. 6) in 

the United States. Thus, the conclusions drawn from 
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research utilizing only accredited centers may not be 

applicable to non-accredited centers. 

Differential selection of participants may affect 

the generalizability of results, too. Since all 

participants were employees of accredited centers and, 

presumedly more knowledgeable about DAP than the average 

child care employee, research employing only teachers 

working in accredited centers may not be relevant to the 

belief system of teachers in non-accredited centers. 

Other factors that may limit the level of 

generalizability include the phenonemenon known as the 

"Hawthorne effect," in which participants realize they 

are taking part in a study which leads them to guess the 

intent of the research, the self-selected nature of the 

participation in the study, and the fact that the centers 

were only contacted once about the study and no follow-up 

was done. 

Suggestions for Further Research 

The data gathered for this study revealed several 

surprising results. First, two of the variables related 

to the participants (e.g., level of education and years 

taught in an accredited center) did not correlate with 

any of the scales or subscales of the CPI, research with 

more participants may be in order to establish whether 

these links in fact exist. If the links do exist, 
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further study may establish to what degree these 

variables influence a teacher's knowledge and use of DAP. 

If these links do not exist, why is this so? 

The other surprising result was the consistency with 

which the participants had difficulty accurately rating 

several of the inappropriate practices correctly. More 

study into the actual wordings of the statements and 

what the teachers perceive the statements to mean would 

be interesting. 

Further study of accredited centers as contrasted 

with non-accredited centers may also be of interest. Are 

centers that choose not to pursue accreditation able to 

consistently and effectively implement DAP? Is the time 

and money spent achieving accreditation a worthwhile 

investment or can the same results be achieved with going 

through the process? 

Ending Remarks 

The requests for copies of the results of this 

research combined with the rapidity with which the copies 

of the inventory and director questionnaires were 

returned to the author suggests that the results of 

research involving accredited centers is interesting to 

the centers involved but limited. This was borne out by 

the lack of research results in the current literature 

base on DAP. As accredited centers take on a more 
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prominent portion of the child care facility market, an 

understanding of the benefits for all involved, children, 

families, and teachers, is essential. Centers accredited 

by the NAEYC seem to provide a safe learning environment 

where children's emotions are safeguarded. If this is 

truly the case, increased press should be given this 

issue so that more parents can begin to look for 

accredited centers in which to place their children. 
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Classroom Practices Inventory 
"'^S ^-^r^r-^-'^Tr'^ ;::^:z.r^p.CQ 

* - * ^ — • • 1 — • I to 
This scale was developed to assess 
and use of classrocm practices. It 
evaluate the c^^rricular emphasis and emotional climate 
educational programis for young children. 

rp Ihe rating is done on two scales. To the left of each 
statement is the scale used to determine the 
appropriateness of each practice. Circle the letter "A" 
if you feel the statement reflects a practice that Is 
appropriate for use with 4- and 5-year old children or an 
"I" if the practice is inappropriate. The scale to the 
right of each statement asks how often you personally use 
this practice in your classroom. Circle one answer on 
this scale, too. 

On the back of this page is space for you to give further 
opinions. You may select up to three statements about 
which you would like to make additional comments. This 
input is very valuable and will make the information that 
you provide on this inventory even more meaningful, 
first some Questions about you. 

3ul 

Sex Years of Teaching Experience Age 
Years Taught in Accredited Center 
Level of Education Certifications Held 
Ages Taught Type of care center 

(Non-profit/profIt, fuli/part day, full/part year, public school) 

Now, for the inventory. Circle one answer on each scale 
for each statement. 

The choices for the 
left side are: 

A = Appropriate Practice 
I = Inappropriate Practice 

The choices for the 
right side are: 

1 = Used not at all in my classroom 
2 = Used very little in my classroom 
3 = Used somewhat in my classroom 
4 = Used much in my classroom 
5 = Used very much in my classroom 

Level of ADorooriateness Level of Personal Use 

A I 1. Children select their own activities from a 1 
variety of learning areas the teacher prepares, 
including dramatic play,- blocks, science, math, 
games and puzzles, books, recordings, art, and .TIUSIC 

A I 2. Large group, teacher directed instruction is 1 
instruction is used most of the time. Children 
are doing the same things at the same time. 

102 



Level of -Appropriateness Level cf Personal Use 

A X -. Children are involved in. concrete, i ^ -; j 
three-dmensicnal learning activities with 
T.aterials closely related to chi_dren's dailv 
life experiences. 

- '̂  • '̂ hs teacher tells the children exactly what 1 2 2 -
they will do and when. The teacher 
expect the children to follow her plans. 

A I 5. Children are physically active in the 1 2 3 4 
classroom, choosing from activities the 
teacher has set up and spontaneously 
initiating many of their own activities. 

A I 6. Children work individually or in small, 1 2 3 4 
child-chosen groups most of the time. 
Different children are doing different things. 

A I 7. Children use workbooks, ditto sheets, 1 2 3 4 
flashcards, and other abstract or 
two-dimensional learning materials. 

A I 8. Teachers ask questions that encourage 1 2 3 4 
children to give more than one right answer. 

A I 9. Teachers expect children to sit down, watch, 1 2 3 4 
be quiet, and listen, or do paper and pencil 
tasks for major periods of time. 

A I 10. Reading and writing instruction emphasizes 1 2 3 4 
direct teaching of letter recognition, reciting 
the alphabet, coloring within the lines, and 
being instructed in the correct formation of letters. 

A I 11. Teachers use activities such as block building, 1 2 3 4 
measuring ingredients for cooking, woodworking, 
and drawing to help children learn concepts in 
math, science, and social studies. 

A I 12. Children have planned lessons in writing 1 2 3 4 
with pencils, coloring predrawn forms, 
tracing or correct use of scissors. 

A I 13. Children use a variety of art media, 1 2 3 4 
including easel and finger painting, and 
clay, in ways of their choosing. 

A I 14. Teachers expect children to respond 1 2 3 4 
correctly with one right answer. 
Memorization and drill are emphasized. 

A I 15. When teachers try to get children involved 1 2 3 4 
in activities, they do so by stimulating 
children's natural curiosity and interest. 

A I 16. The classroom environment encourages children 1 2 3 4 
to listen to and read stories, dictate stories, 
notice print in use in the classroom, engage 
m dramatic play, experiment with writing by 
drawing, copying, and inventing their OWT. spelling. 

103 



Level of Appropriateness Level of ?erscna_ '^se 

^ I 17. Art projects involve copying an adult-niade 1 2 3 - ; -
model, coloring predra'<vn forms, rinisning a 
project the teacher has started, or fcllcwmc 
adult instruction. 

A I 18. Separate times or periods are set aside to 1 2 3 4 : 
learn material m specific content areas sucn 
as math, science, or social sTiudies. 

A I 19. Children have daily opportunities to use 1 2 3 4 5 
pegboards, puzzles'^ leges, markers, scissors, 
or other similar materials m ways the 
children choose. 

A I 20. When teachers try to get children involved 1 2 3 4 5 
in activities, they do so by requiring their 
participation, giving rewards, disapproving 
of failure to participate, etc. 

A I 21. Teachers show affection by smiling, touching 1 2 3 4 5 
holding, and soeaking to children at their 
eye level throughout the day, but especially 
at arrival and departure times. 

A I 22. The sound of the environment is marked by 1 2 3 4 5 
pleasant conversation, spontaneous laughter, 
and exclamations of excitement. 

A I 23. Teachers use competition, comparison, or 1 2 3 4 5 
criticism as guidance or discipline techniques. 

A 1 24. Teachers talk about feelings. They encourage 1 2 3 4 5 
children to put their emotions (positive and 
negative) and ideas into words. 

A I 25. The sound of the environment is characterized 1 2 3 4 5 
by harsh noise or enforced quiet. 

A I 26. Teachers use redirection, positive 1 2 3 4 5 
reinforcement, and encouragement as guidance 
or discipline techniques. 

As vou were selecting your ratings for the statements, you may have had 
some for which you circled A for appropriate and 1 or 2 for a low level 
of personal use OR you may have circled I for inappropriate and 4 or 5 
for'a high level of personal use. Look back at the statements that were 
rated like this and select three. Explain why you chose to rate the 
statements 
as you did. 

Statement Number: Explanation: 

Statement Number: Explanation: 

Statement Number: Explanation: 

Oriamai inventory developea by: Hyson, M. C , Hirsh-Pasek, K., i 
Rescorla, L. (1990) . Sarlv Childhood Research Quarterly, 5, 475-494 
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CONSENT LETTER AND 
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22 April 1997 

Hellol 

As the director of a child care facility, I know that 
you and your staff are very busy people. I, too, am the 
director of a center and know that spring is sometimes a 
hectic time with the end of school approaching. I do ask, 
though, that you consider taking part in my research involving 
appropriate practice in NAEYC accredited centers. It should 
only take about 15 minutes for you to complete the 
questionnaire found on the back of this page and about the same 
amount of time for three of your teachers to complete the 
Classroom Practices Inventory (CPI). Your input is very 
valuable and your participation would greatly enhance the 
quality of my results. 

Enclosed you will find three copies of the CPI. This 
instrument was developed to evaluate the curricular emphasis 
and emotional climate of early childhood programs. I am asking 
that three of your staff members responsible for the care 
and/or education of 4- and 5-year-old children give me their 
opinions on the statements included in the survey. I would 
further request that the teachers filling out the forms be 
individuals who have worked for your centers for a minimum of 
two years. 

Participation is on a strictly volunteer basis and total 
confidentiality will be maintained. Nowhere on either form is 
there a place for the participant's name or the name of your 
center. The only person who will have access to the completed 
forms is me. If you so choose, a copy of the results of the 
study will be sent to your center. 

By returning the requested information you are consenting 
to participate in this study. This research, being conducted 
under the supervision of Dr. Mary Tallent-Runnels, College of 
Education, Texas Texas University, has been approved by the 
university's Institutional Review Board for the Protection of 
Human Services. I can be reached at (915) 697-3563 for further 
information. 

Tharik you for your assistance with this project. As soon 
as you and your staff members have completed the forms, please 
return them to me. It would be helpful if your responses were 
mailed by May 23rd. 

Sincerely, 
Rebecca Oekerman 
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Director Questionnaire 
How long has your center been in operation? 

What age children does your center serve? 

How many children are currently enrolled in 

your center? 

When was your center first accredited? 

How long have you served as director of your center? 

Thank you for your assistance with this project 
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APPENDIX C 

SAS PROGRAM 

AND SAMPLE DATA 
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Proc Format; 
Value educfmt; 
Value certfmt; 
Value appfmt; 
Value likert; 

Data Dl: 

111101111011110110110100115543 514213151425143 514 3 521 

Input 

Label 

ID 1-2 Teacher 3 Age 4-5 Years 6-7 Accredit 8-9 
Educ 10 Cert 11 @13 (S1-S26) (1.0) §40 (S27-S52) 
(1-0); 

ID 
Teacher = 
Age = 
Years = 
Accredit= 
Educ 
SI 

'Center Identification' 
'Teacher Identification' 
•Age of Teacher' 
'Years of Teaching Experience' 
'Years in Accredited Center' 
'Level of Education' 
'Children select own activities' 

S52 
TOTAL 
TOTALA = 
TOTALB = 
TOTALl = 
TQTAL2 = 
T0TAL3 = 
T0TAL4 = 
CURRICUL= 
EMOTION = 

'Teachers use redirection' 
'Total Score for Scale' 
'Total Score for R/W Scale' 
'Total Score for Usage Scale' 
'Total Appropr. R/W Scale' 
'Total Inappr. R/W Scale' 
'Total Curricular R/W Scale' 
'Total Emotional R/W Scale' 
'Total Score for Curricular Items' 
'Total Score for Emotional Items'; 

Total 
Approp 
Inapprop 
Curricul 
Emotion 

= sum (of S1-S2 6); 
= S27+S29+S31 +S52; 
= S28+S30+S33 +S51; 
= sum (of S27-S46); 
= sum (of S47-S52); 

Format educ educfmt. cert certfmt. S1-S2 6 appfmt. 
S27-S52 likert . ; 

Title 'Descriptive Statistics for Dissertation Data'; 
proc freq; 
tables accredit educ cert age years S1-S52; 
p r o c m e a n s ; 
v a r a g e y e a r s a c c r e d i t educ S1-S26 S27-S52; 
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proc sort; by ID; 
proc means; 
var total totala totalb totall total2 total3 total4 
appropr inapprop curricul emotion age years accredit 
educ; 
by ID; 
Title 'Correlation Analysis of Variables'; 
proc corr; 
var total totala totalb totall total2 total3 total4 
appropr inapprop curricul emotion age years accredit 
educ; 
Title 'Correlation Analysis of Right/Wrong Scale and 
Usage Scale'; 
proc corr; 
var S1-S52; 

Title 'Reliability Analysis of All Perceived Practices-
Likert'; 
proc corr nomiss nocorr alpha; 
var S27-S52; 

Title 'Reliability Analysis of Appropriate Practices 
Subscale'; 
proc corr nomiss nocorr alpha; 
var S27 S29 S31...S52; 

Title 'Reliability Analysis of Inappropriate Practices 
Subscale'; 
proc corr nomiss nocorr alpha; 
var S28 S20 S33...S51; 

Title 'Reliability Analysis of A/I Practices 
Right/Wrong Subscale'; 
proc corr nomiss nocorr alpha; 
var S1-S2 6; 

Title 'Reliability Analysis of Appropriate Practices 
Right/Wrong Subscale'; 
proc corr nomiss nocorr alpha; 
var SI S2 S5...S26; 

Title 'Reliability Analysis of Inappropriate Practices 
Right/Wrong Subscale'; 
proc corr nomiss nocorr alpha; 
var S2 S4 S7...S25; 
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Title 'Principal Axis Factor Analysis for All Practices'; 
proc factor data= dl 

method=p 
n=4 
priors=smc 
rotate=promax 
flag=.3 0 
round 
reorder 
scree 

var S27-S52; 
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