
TEACHERS OF YOUNG CHILDREN IN TAIWAN: TEACHERS' CONCERNS 

ABOUT CURRICULUM AND THE IMPLEMENTATION 

OF THE PROJECT APPROACH 

A DISSERTATION 

SUBMITTED IN PARTIAL FULFILLMENT OF THE REQUIREMENTS FOR THE 

DEGREE OF DOCTOR OF PHILOSOPHY 

IN THE GRADUATE SCHOOL OF THE 

TEXAS WOMAN'S UNIVERSITY 

COLLEGE OF PROFESSIONAL EDUCATION 

BY 

YI MAN LIN, B.A., M.S. 

DENTON, TEXAS 

MAY2010 



TEXAS WOMAN'S UNIVERSITY 
DENTON, TEXAS 

To the Dean of the Graduate School: 

March 9, 2010 

I am submitting herewith a dissertation written by Yi-Man Lin entitled ;.Teachers of 
Young Children in Taiwan: Teachers' Concerns About Curriculum and the 
Implementation of the Project Approach." I have examined this dissertation for form and 
content and recommend that it be accepted in partial fulfillment of the requirements for 
the degree of Doctor of Philosophy with a major in Child Development. 

We have read this dissertation and recommend its acceptance: 

~~ ~;__vc:~ 
~ -------

Accepted: 



Copyright © Yi Man Lin, 2010 
All rights reserved. 

lll 



DEDICATION 

To my families, 

ik*-i~t¥-J*A, 
~531J~--~fflH':E~~tfi,t,s"J!!J!o 

To my god parents, 
~ 5311 ~ i3 I ~~Y}J ~iJJE~s,:1 ~*,Wi-~~ix-ft; ± o 

To my god grandparents and their families in New York, 
!j?f:J31J~-@:fjJlh~~~lffi Jft*s"J~ii"J 0-~7#( ~7t~o 

IV 



ACKNOWLEDGMENTS 

The journey of writing a dissertation is full of challenges. I fmiunately obtained 

support and contributions from many people on this arduous journey. I would first like to 

sincerely thank my academic and research advisor, Dr. Lin Moore for her encouragement 

and guidance. She has been a selfless mentor and an inspiring role model over the course 

of my doctoral studies. Her timely responses to my numerous inquiries significantly 

advanced my dissertation writing process. 

I would like to express my genuine appreciation for members of my dissertation 

committee, Dr. Joyce A1mstrong and Dr. Sylvia Vardell. I thank them both for giving 

their time to go over this dissertation as well as providing many insightful comments and 

fruitful ideas on both research design and writing structures. I would like to thank all 

faculty members in the Depaiiment of Family Sciences, including Dr. Aimi Chesky. My 

educational experience would not have been as productive without their presence. 

I would like to acknowledge all principals and directors for their support on my 

study and I am eternally grateful to all head teachers for sharing their valuable 

experiences and opinions. This study could not be completed without their contributions. 

Moreover, I would like to thank all my friends at Sam Mei Kindergaiien for their time 

invested and their valued suggestions in the pretest of the survey. My gratitude goes to 

the panel of experts in both Taiwan and New York for their advice and recommendations 

on the survey. 

V 



I particularly wish to thank Dr. Li-Fen, Anne, Jang for her inspiration and 

guidance to complete the program. I owe a special thank you to friends in Taiwan, 

including Yu-Yau You, Hui-Pin Lee, May Liu, Su-Zhu Lai, Maggie Chen, and Joy Liu 

for their collegial and emotional encouragement. I also thank to friends in New York, 

Jane and her daughter-Joy, for their sincere suggestions on my writing. I would to thank 

all the writing tutors in the Write Site at TWU for their four-year instructions. I owe a 

special thanks to Steve Gibson for his professional and patient guidance on my 

dissertation. 

Finally, I would like to express my deepest gratitude to my mother for her endless 

love and trust on me. I extend a heartfelt appreciation to my brothers and sisters-in-law, 

who helped me to take care of my mother while I was away from home. My sincere 

gratitude goes to my sisters, Peggy and Sandy, for their emotional support and financial 

suggestions. I particularly would like to thank to my sweet cheer-up group, Wendy and 

D(?ra, for giving me energy in writing the dissertation as well as Joanna's special 

company and assistance on the last journey of this project. 

vi 



. ABSTRACT 

YI MAN LIN 

TEACHERS OF YOUNG CHILDREN IN TAIWAN: TEACHERS' CONCERNS 
ABOUT CURRICULUM AND THE IMPLEMENTATION 

OF THE PROJECT APPROACH 

MAY 2010 

The Project Approach has been applied to early childhood education in Taiwan 

since 1993. The purposes of this study were to explore how teachers of young children 

conduct the Project Approach, what challenges they have encountered and what support 

they may need. In addition, this study investigates teachers' implementation of the 

Project Approach using an explanatory mixed method research. The survey research 

method was utilized to collect the major data, and face-to-face interviews were employed 

to obtain additional information. Two hundred and twenty-nine participants and six 

volunteer interviewees were recruited from 14 schools located in four regions of Taiwan, 

including urban and suburban areas. 

The results showed that teachers utilized three phases-beginning, developing, 

and concluding a project-in the implementation of the Project Approach to help children 

learn new concepts. Teachers used the processes of adopting, revisiting, and representing 

in order to enhance children's abilities via a path of exploration, observation, 

representation, and understanding. Children not only le·arned academic skills, but also 
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obtained practical life skills and acquired meaningful knowledge through their 

participation in project work. Teachers enhanced their professional development by 

utilizing this approach. Parents and teachers developed a good relationship, which 

benefited the children's learning. Parents also became more involved in school activities 

and children's learning experiences in project work. 

Teachers were more concerned about Impact Concerns than Self Concerns and 

Task Concerns. They remained concerned about curriculum choices and how this 

approach affected children's learning experience as well as collaboration with other 

teachers. The challenges which teachers have encountered were related to children's 

development and abilities, children's prior knowledge about a topic~ their teaching skills, 

and receiving parental involvement. Teachers' needed supports were professional 

trainings in the Project Approach, having more volunteer helpers, and having enough 

preparation time for project work. 

The research findings provided practical information for teachers and 

administrators in implementing the Project Approach. Additionally, the findings 

presented a guideline for teacher educators for the introduction of the Project Approach. 

For future studies, the researcher should investigate methods of different curriculum 

integrated with the Project Approach. Future studies should examine the challenges and 

support for new teachers, as well as discovering the solutions for each challenge and 

comparing the Project Approach between different regions or countries. 
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CHAPTER I 

INTRODUCTION 

Progressive education had substantial influence on Early Childhood Education 

during most of the twentieth century (Spodek & Saracho, 2001). "Child-centered 

activities" and "social reconstruction" are two important elements of progressive 

education (Dewey, 1938). Project learning has its roots in progressive education 

(Dewey, 1916; Kilpatric, 1918). In project learning, children are allowed to 

reconstruct experiences based upon their interests through investigating the 

environment (Dewey, 1916). This process of learning is the foundation of the Project 

Approach (DuCharme, 1993). 

The Project Approach involves in-depth investigations of the environment 

around children in a large domain of topics (Helm & Katz, 2001; Katz, 1994b; Katz & 

Chard, 2000). A project involves three phases: beginning a project, developing a 

project, and concluding phase. In Phase I, children and teachers decide on a topic and 

discuss directions of investigation. In Phase II, children conduct investigations for 

revisiting and representing their findings. In Phase III, children integrate their findings 

into culminating events (Chard, 1998; Katz, 1994b; Katz & Chard, 2000). In project 

work, children (a) develop their questions about a topic, (b) predict possible answers, 

( c) find methods to test their predictions, ( d) solve their problems through revisiting 

and representing, and ( e) discuss with teachers or peers using various methods to 

present their findings (Clark, 2006; Katz & Chard, 2000; Katz, 1994b). Children 



accomplish project work based on their interests, experiences, ideas, and questions in 

small groups or occasionally by themselves (Helm & Katz, 2001; Katz & Chard, 

2000). In addition, project work broadly refers to a method of teaching and learning, 

rather than a specific set of techniques or strategies (Katz & Chard, 2000). This 

approach can be incorporated into other early childhood curriculum in a variety of 

manners (Helm & Beneke, 2003; Katz & Chard, 2000). 

The features of project work present new functions when teachers' concerns 

are altered by project development (Chard, 1998). Helm and Beneke (2003) identified 

five challenges which are concerns of most early childhood teachers: 

1. Overcoming the ill effects of poverty. 

2. Moving young children toward literacy. 

3. Responding to children's special needs. 

4. Helping children learn a second language. 

5. Meeting standards effectively (p. 3). 

During project work, teachers need to address the above concerns (Helm & Beneke, 

2003). Fuller (1969) categorized teachers' concerns into three categories: self, impact, 

and task concerns~ In self concerns, teachers are concerned about themselves~ such as 

their teaching adequacy and classroom control. In task concerns, teachers are 

concerned about the performance of their duties and students' academic outcomes. In 

impact concerns, teachers are concerned about curriculum choices related to routine 

tasks, such as the classroom size, and a shortage of teaching materials (Fuller, 1969; 

Hall & Hord, 2001 ). 
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Teachers' concerns are different because of individual teaching experiences, 

which are motivators for being a teacher (Fuller, 1969). These concerns can be 

regarded as factors of teachers' professional developmental stages, changing with 

practice in the actual classroom (Fuller, 1969). Based upon Fuller's pioneering work 

on developmental changes in teachers' concerns, Katz ( 1972) divided the 

developmental stages of teachers into four stages: survival stage, consolidation stage, 

renewal stage, and maturity stage. 

In the survival stage, teachers are usually in the first year of teaching, and their 

major concern is all about their survival (Katz, 1972). Teachers need to be 

immediately support and in constant training, with on-site support and technical 

assistance to enhance their specific skills. Senior staff members, directors, or program 

assistants can be on-site trainers. In the consolidation stage, teachers are in the second 

year of teaching, and they are also concerned about their survival. Unlike the survival 
. . 

stage, teachers are able to identify specific tasks and have abilities to handle each 

individual problem in this stage. Teachers not only require continuous on-site training, 

but they also need face-to-face supervisors to observe their teaching methods and to 

provide better teaching techniques. In the renewal stage, teachers are in the third or 

fourth year of teaching. They would like to execute creative activities with individual 

children. Teachers enjoy learning from discussions with other colleagues, as well as 

sharing their experiences (Katz, 1972). Teachers start looking for off-site training, 

such as attending conferences and workshops, and joining professional associations 

(Katz, 1972). In the maturity stage, teachers have taught for five years or longer, and 
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they feel comfortable and confident in completing their tasks. Instead of being an 

audience member in symposiums, teachers as researchers like to share their 

experiences and they have spare time to attend degree programs (Katz, 1972). 

Early Childhood Education in Taiwan 

In Taiwan, early childhood programs include three systems: day nursery, 

preschool, and kindergarten. These programs provide child care services and 

education for young children before they reach school age. Day nurseries offer 

services for children, from birth to school age, and are restricted to no more than five 

children in each nursery center. Day nurseries are managed by childcare providers 

who have childcare nursery certificates. Most day nurseries involve more care taking 

than education; therefore, many parents transfer their children from day nurseries to 

preschool or kindergarten when children reach the age of two. Preschools legitimately 

service children from the age of one month to six years old; however, most preschools 

recruit children from the age of two to six years old. Kindergarten services children 

from the age of four to six years old. These systems are administered by different 

departments of the government. Programs in both day nurseries and preschools are 

regulated by the Child Welfare Bureau. Kindergartens are regulated by the Ministry 

of Education. 

The Child Welfare Bureau provides childcare guidelines for preschools to 

promote nutrition and support health. The Ministry of Education provides curriculum 

guidelines for kindergarten including six academic disciplines: cognition, play, music, 

artwork, language arts, and social studies. Chen ( 1999) suggested that curricula 
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should include art ( e.g., drawing, painting, music, dance and dramatic play); cognitive 

skills ( e.g., categorizing, sequence, and prediction); mathematics concepts ( e.g., time, 

space, and number); literacy (reading, and writing); and social emotion (self-control, 

and motivation). Curricula should integrate these concepts preparing children for 

elementary schools and provide meaningful learning activities related to their 

experiences (Chen, 1999; Chien, 1994). 

There is no required curriculum model for either system; therefore, principals 

and directors are free to adopt any curriculum model for their schools (Hung, 2007). 

In Taiwan, curriculum models are diverse in Early Childhood Education including 

unit, theme-based curriculum, Montessori, Waldorf, the Project Approach, High 

Scope, and Bank Street (Huang, 2007). Many schools still emphasize systematic 

instruction and utilize the traditional educational model, which focus on children's 

academic ac.hievement (Lue, 1993). 

Educational systems for educators of young children include two different 

preparation systems. Most kindergarten teachers have bachelor's degrees in Early 

Childhood Education (ECE), Child and Family Studies, or Human Development and 

Family Studies. Some of the teachers do not have bachelor's degrees in education. 

These teachers took the one-year training program and the six-month practicum in 

ECE a_fter they gaine~ their bachelor's degrees in other fields. Similar to kindergarten 

teachers, most preschool caregivers also have bachelor's degrees, but their majors are 

in Early Childhood Care and Education from two-year colleges or four-year_ 

universities. Kindergarten teachers can teach in preschool without any extra training, 
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but caregivers have to take one-year training programs in ECE to become 

kindergarten teachers. Even though there are public and private programs in 

kindergarten and preschool, welfare benefits and salaries for kindergarten teachers are 

higher than preschool caregivers. 

In Taiwan, the past decade was an important era for Early Childhood 

Education (Hsu, 2008). The government planned to merge kindergartens and 

preschools into one early childhood educational system. Educators of young children 

tended to utilize child-centered and integrated curricula (Hsu, 2008; Liu & Chien, 

1-998). The Project Approach was introduced to educators of young children during 

this critical era (Lu, 1998). 

The Project Approach in Taiwan 

In 1991, the Project Appro~ch was first introduced to pre-service teachers at 

the Pingtung Teachers College in southern Taiwan by Dr. Ching-Ying Lu based on a 

portion of information from the book Engaging Children's ~Minds: the Project 

Approach (Katz & Chard, 1989). Dr. Lu was unable to find an appropriate term in 

Chinese for t~e Project Approach, so she substituted the Chinese phrase "thematic 

units'~ for the term "Project Approach" (Lu,. 1998). In 1993, early childhood educators 

were inspired to utilize project work via children's work in Reggio Emilia schools 

(Liu & Chien~ 1998). 

In 1994,_ the book The Project Approach: Theory and Practice was published 

by Dr. Chu-Ying Chien who was an associate professor at Hsinchu Teachers College. 

The theoretical framework of the Project Approach and brief exampies of children's 
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project work from Reggio Emilia schools were formally introduced to educators of 

young children in Taiwan through this book. Dr. Chien also helped teachers of young 

children conduct the Project Approach in the laboratory school at her college which is 

the first Project Approach school in Taiwan. 

After the books Engaging Children's Minds: the Project Approach by Katz 

and Chard (1989) and The Hundred Langu(lges of Children by Edwards, Gandini, and 

Forman (1993) were translated into Chinese in 1998, educators of young children had 

better concepts about implementing the project work in theoretical perspectives and 

practical viewpoints. However, these materials did not involve cultural relevance; 

teachers did not have enough information about appropriately involving cultural 

considerations into the project work. Teachers had clearer information about better 

utilizing project work in the classroom after the first children's project work book; 

How High {s a Sugar Cane (Ii Nlf $~}was written by Yi Hong Lin and puQlished 

in 2001. 

By the end of 2009, eight addit_ional books related to project work in Taiwan 

had been published: Dancing with Children (JlilM -rftll) .(Jia Mei Kindergarten~ 

1995); Open Minded Track (/JlJJJi/tfJJE.111/i) (The laboratory school at National Taiwan . . 

~niversity, 1996); A Dove (~r) _(Lin, 2002); Lion, Drinking and a Steamed Bun (If 

T, IIS*!ll!Di.H) _(Tang, 2002); A Map Around School ( ¥/~/Jffilil/iJJt!Jjf/J (Emile 

Early Childhood Education Institution, 2003); A Laundry Shop Named Baby Beluga 

(1'Bilri.ft~/;§) (Lin, 2004); Monkey King (J!ifliE) (Chen, 2004); and Ma 
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Zu Temple (A,f.1:11/IJJ (Lin &.Sun, 2006). As a result ofth~ incr_ease .in the number of 

b_ooks, more ~eac~ers began to incorporate this approach in their curriculum (Chen, 

2007; Lu, 2004) . . 

Statement of the Problem 

The Project Approach has caused a great deal of debate since it was first 

introduced to early childhood educators in Taiwan (Chen, 2007; Lu, 2004). One of 

issues . is that teachers have difficulty in transferring from the traditional systematic. 

instruction to the Project Approach (Chard, 1998; Clark, 2006; Katz & Chard, 2000; 

Lue, 1993). In systematic instruction, teachers follow a lesson plan to manage 

curricula. They utilize direct instructions and offer a list of activities and worksheets 

(Clark, 2001; Katz & Chard, 2000), Even though the Project Approach can be 

organized into three phases, there is no curriculum guidance to write lesson plans 

(Chard, 1998; Beneke & Ostrosky, 2009; Katz & Chard, 2000). Many teachers . feel 

insecure in teaching without a specific lesson plan (Beneke & Ostrosky, 2009; Lue, 

1993). 

Additionally, the Project Approach is more flexible than the traditional 

systematic instruction in learning contents and environment, curriculum design, and 

the amount of time for each activity (Lue, 1993). Many teachers encounter challenges 

when implementing the Project Approach because of these flexibilities (Lu, 1998; Lu, 

2004 ). Even though many teachers share their teaching experiences via the online 

journal, Early Childhood Research and Practice (K<:1tz & Chart, 2000), these artides 

and studies are .not related to Taiwanese settings. Additionally, there are limited 
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research articles related to project work in the early childhood classroom environment 

in both Taiwan and the United States (Beneke & Ostrosky, 2009; Clark, 2006; Lu, 

1998). 

As a result, it is essential to conduct research regarding the implementation of 

the Project Approach in order to explore teachers' challenges. Additionally, teachers 

are major influences on a project's success (Chard, 1998) and their concerns are 

critical elements toward teachers' professional development (Fuller, 1969). Therefore, 

it is critical to examine teachers' concerns referring to their professional development 

as it pertains to implementation of the Project Approach. 

Purpose of the Study 

The purpose of this study was to examine kindergarten and preschool teachers' 

concerns about the Project Approach and their implementation of this approach by 

comparing teaching experience in the Project Approach, and stages of professional 

development. An explanatory mixed method design was undertaken for data 

collection. A survey was used to collect descriptive data. Interviews provided more 

detailed information about implementation. 

Research Questions 

The following research questions were investigated for the purpose of this 

study: 

1. What are the differences in teachers' concerns about the Project Approach 

measured by the Stage of Concern Questionnaire for Project Learning 

(SoCQ for PL) when comparing teachers of young children by general 
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teaching experience, teaching experience with the Project Approach, and 

stages. Qf professional development? 

2. What are the differenc,es in implementing the Project Approach when 

comparing teachers of young children by teaching experience with the Project 

Approach, and stages of professional development? 

Definition of Terms 

For the purposes of this study, the following definitions were applied: 

1. Child-centered: An approach to education focusing on the needs of students, 

rather than those of others involved in the educational process (Decker & 

Decker, 2005). 

2. Integrated curriculum: An approach that reflects the natural connections 

between school and life, and promotes a meaningful and relevant learning 

context (Nagel, 1996). 

3. Social reconstruction: Knowledge is individually and socially constructed via 

a process of re-reading, reflection, and revisiting to organize the experience 

within a broader system of relations (Fosnot, 1996). 

4. Systematic instruction: An approach focusing on individual children's 

~cademic skills, such as reading, writing, and arithmetic, by ~tilizing direct 

instruction and worksheets (Katz & Chard, 2000). 

5. Culminating activities: The main component of Phase 111 in the Project 

Appmach. Children summarize their learning processes in these activities 

before the end of project (Helm & Katz, 2001 ). 
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6. Representation: Children represent their experience, prior knowledge, 

questions, research findings, and explanations in a variety of ways, through 

dramatic play, drawing, construction, writing, and designing graphic 

organizers (Katz & Chard, 2000, p. 75). 

7. Teachers' concerns: Teachers' feelings and perceptions about changes in 

teaching including the teaching profession, teaching methods, planning, 

instruction~ evaluation, and classroom management (Fuller, 1969). 

8. Stages of professional development: The professional growth pattern of 

developmental sequences including the foilowing four stages: survival, 

consolidation, renewal, and maturity (Katz, 1995). 

9. The Project Approach: An in-depth investig~tion of a topic in which ail of 

children's learning is integrated into a.cti vi ties (Helm & Katz, 2001 ). 

10. The Reggio Emilia Approach: An educationa! method originated in Italy 

unified the distinctive philosophy, curricula and pedagogies, methods of 

organized schools, and environmental designs to foster children's knowledge 

through symbolic representation (Edwards, Gandini, & Forman, 1993). 

Assumptions 

The following underlying assumptions were based on existing research and 

apply to this study: 

Participants in this study responded honestly and accurately, and with 

open-minded attitudes towards the questionnaires. 
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D.elimitations 

The following delimitations were applied to this study and limited the findings: 

1. A convenience sample was used in the survey rather than a random sample, 

and a purposive sample rather than non-purposive sample was used in the 

interviews. 

2. The study was limited to kindergarten and preschool teachers who were 

currently using project work as a part ofcurriculum in Taiwan. 

3. Research sites in this study implemented curriculum that utilized prqject work 

including the Project Approach, project learning, or project-based cmTiculum 

in Taiwan. 

Summary 

This chapter introduced the field_ of the study related to teachers' concerns and 

their implementation of the Project Approach in Taiwan. The Project Approach is 

particularly interesting because this approach can satisfy alJ perspectives of children's 

learning. Additionally, teachers' concerns primarily influence children's learning and 

teachers' professional development. E~rly c~ildhood education and the Project 

Approach in Taiwan were introduced as well. The problem formed ~he rationale for 

this study and two research questi~ns were presented. The parameters of the proposed 

study were_ addressed by outlining d~finitions of.terms, delimitations, and assumptions. 

Detailed information about the Project Approach and the Reggio Emilia Approach are 

presented in the next chapter. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

Introduction 

The literature review of this study outlines the doctrine of the Project 

Approach, including Dewey's philosophy and practice of education, Piaget's 

cognitive developmental theory, Vygotsky's sociocultural theory, and 

Developmentally Appropriate Practice. The Project Approach and the Reggio Emilia 

Approach are introduced as well. Additionally, this literature review outlines the 

present body of research involving teaching the Project Approach, teachers' 

professional development, and specific research related to teachers' concerns. 

Figure 1 displays the outline of the review of literature. 

Theoretical Perspectives Project Work Curriculum 
*Constructivism: Dewey, ► *The Project Approach 

Piaget, and Vygotsky *The Reggio Emilia 
*Developmentally Approach 

Appropriate Practice 
~eachers' 

/f l -...___ . Concerns and 

~) Implementation 
"4. . of the Project 

~pproach · Teachers' Concerns The Implementation of 

*Novice teachers Proj~ct Work-including 

*Experienced teachers nine subthemes related the 

*Teachers adopting new .. Process of implement of PA, 

Professional Development and children's learning 

I experience 

Figure 1. The outline of the review of literature 
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Theoretical Perspectives 

The theoretical perspective underlying the Project Approach is based on 

constructivist perspectives (Katz & Chard, 2000) and Developmental Appropriate 

Practice which accomplishes important educational goals (Katz & Chard, 1992). 

Constructivists suggest an approach of teaching from the view of learning in which 

teachers provide concrete and meaningful experiences for children by searching 

patterns, raising their questions, and constructing concepts and strategies (Fosnot, 

1996). For instance, Dewey ( 193 8) emphasized that learning results from experience 

and initiated activities, and mental development comes through intelligent action. 

Piaget (1971 a) asserted that the construction is superior to instruction in which 

teachers emphasize that children's ~owledge is enhanced by actually doing the work. 

Vygotsky (1986) viewed learning as achieving a zone of proxim~l development in 

which children gain a_ new concept, independently or by assistance from adults and 

experienced peers. Additionally, from the viewpoints of Developmentally Appropriate 

Practice, children as active learners construct knowledge through initiative, 

interacting with environment in both physical and social experiences. Children's early 

experiences profoundly influence their individual development (C'?pple & Bredekamp, 

2009). All these theories suggest that children construct knowledge by extending their 

experiences. 

Dewey's Philosophy and Practi~e of Education 

Roots of what is now called the Project Approach grew from Dewey's studies 

and philosophy (DuCharme, 1993). In 1896, Dewey founded the first laboratory 
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school at the University of Chicago to design and conduct experiments on a sound 

theory of human behavior and society (Dewey, 1900). The curriculum in the Dewey 

School consisted of three intellectual strands: social studies, sciences, and 

communication/expression (Dewey, 1900). Purposeful activities of the Dewey School 

were often initiated by children themselves. Teachers and children together selected 

materials and books to solve problems and to investigate ideas on a topic initiated by 

them, which is similar to children's work in the Project Approach (Dewey, 1900). 

When children are interested in their work, learning is facilitated because their efforts 

are energized (Chard, 2000). 

Dewey ( 1900) declared that children bring four main "impulses" or interests to 

schoo_l with them, and teachers can build on these to create child-centered learning. 

The first impulse is the soc_ial instinct that children show in conversation and 

communication which is the greatest educational resource. The second impulse is the 

constructive impulse or the instinct of making things in play, or in _the desire to form 

materials into substantial modes. The third impulse is the instinct of investigation 

which combines the constructive impulse with social instinct; and the last impulse is 

artistic expression (Dewey, 1900) .. Children also learn through play activities based on 

their interests, and they should · have chances to connect play ~ctivities related to their 

daily activities (Dewey, 1916). 

Additionally, Dewey (1933) declared.that people learn when they seek 

answers that matter to them. He proposed, "C.ollateral learning in the way of 

formation of enduring attitudes of likes and di_slikes, may be and often is more 



important than a spelling lesson" (Dewey, 1933, p. 38). It means that the most 

important attitude is the desire to go on learning which can be formed. In 1916, 

Dewey vvrote that the purpose of education is to reconstruct or reorganize experiences 

which adds to 'the meaning of those experiences, and increases the ability to direct the 

course of subsequent experiences. Then~ in 1938, Dewey asserted that all knowledge 

emerges from everyday practical experiences and that experience consists of the 

interactions of a person within an environment. 

Dewey's philosophy of social constructivism is a framework of systematic 

perspectives on learning and development (McAninch, 2000). This philosophy guides 

teaching as it relates to the real lives of students in the classroom. Dewey (1933) 

described that the creation of a community for learning in which communication, 

shared interes~, and activity are given purposes through social interaction. Dewey also 

asserted _that a classroom is a community_ for children, teachers, and other adults. A 

community of learners works toward ~he construction of amiable classrooms. 

C~ildren engage in shared projects of learning and build a sense of a power which can 

create community pride and a feeling of accomplishment (Dewey, 1933). Education is 

the process of reconstructing one's experience, to grow and become better at what we 

require, to .rethink our positions in light of new experiences, and to transform 

ourselves in th~ process. Dewey (1938) also asserted_ when each individual comes into 

full possession of his or her personal power, the educational system is functioning. 
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Piaget~s Cognitive Development Theory 

Piaget ( 1969) conceived knowledge as a process of acting, involving physical 

and mental actions. Children, as active learners, receive knowledge through 

physically interacting with objects and environments. When children get older, they 

become able to produce mental images and symbols, and their increasing knowledge 

becomes more concerned with complex mental activities (Piaget, 1969). 

In ord~r to understand how children improve their intelligence, Piaget (1972) 

proposed children's cognitive development, from birth to adolescence, involves four 

universal stages: sensorimotor, preoperational, concrete operational and formal 

operational. Kindergarten and preschool children are at the preoperational stage. 

Piaget (1969) asserted that the developmental characteristics of this stage are reliant 
. ' 

on_concrete represen_tations, _acceler_ating language development, and internalizing 

knowledge. Development in each stage expands from the previous stage, reconstructs 

on a new level, and then exceeds the preceding stage. Children in the sensorimotor 

stage lac.k any symbolic function; therefore, they only display direct actions of reality. 

In the preoperational stage, children have abilities to use symbols and differentiate 

signifiers of o_bjects that represent things {Piaget, 1969). 

Piag{?t. ( 1952) asserted th~ developmental process is stru~tureo in an 

adaptation-organizati<;m system and operated by four underlying causal factors: 

heredicy, physical experiences with the world of objects, education, and equilibrium. 

Furth_ermore, assimilation and accommodation, -in addition to adaptation and 

organization, are other functional invariants of the developmental processes. 
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. . . . 

Assimilation reshapes the environmental input to fit existing schemes; whereas, 

accommodation revises or adds to the schemes readjusting for environmental features 

(Piaget, 1952). Adaptation is the equilibrium between assimilation and 

accommodation: Language as a medium of communication opens opportunities for 

socialization of these actions. Language· enables children to internalize words in the 

form of thoughts; moreover, language internalizes actions which help children to 

solve problems without relying on physically manipulating objects (Piaget, 1952). 

Even though Piaget (1972) recognized that the egocentric view can be 

decentralized in social settings, and the individual's development and learning is 

influenced by social interactions, he focused on the internal cognitive development 

more than the socio-cultural interaction. Children learn t_h_rough interacting with their 

environment, constructing their knowledge of people, places, and things in their world. 

Piaget, like Dewey, viewed education as a serial rebuilding, and children learn 

only when their curiosity is not fully satisfied. Piaget (1971 a) asserted that children's 

curiosity actually drives their learning. The best strategy for preschool curriculum is 

to keep children curious, make them wonder, and offer those real problem-solving 

challenges, rather than giving them information. Children reconstruct t?eir knowledge 

through a process of trial and error by repeatedly manipulating a new concept (Piaget, 

1971 a). Children learn best when they are actually doing the work by themselves and 

creating their own understanding instead of being offered explanations from adults. 

Y o~ng children can represent their experience and understanding through their 

spontaneous play (Piaget, 1971.a). Very often a project begins in dramatic play 
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extending activities to drawing, painting, and sketching based upon their needs in 

spontaneous play (Katz & Chard, 2000). When children engage in symbolic play, they 

make sense of the objects and activities surrounding them (Piaget, 1969; Vygotsky, 

1978). Children also demonstrate and strengthen their understanding about a topic 

through play (Piaget, 1969). Additionally, Piaget (1971 a) asserted that essential 

components of scientific education allow students to reconstruct their work, and 

individual experiences are built on experimentation. These elements are the essence of 

investigation in the Project Approach. 

Vygotsky's Sociocultural Theory 

Like Piaget, Vygotsky asserted that children construct their own knowledge 

without passively reproducing whatever is presented to them. Vygotsky (1978) 

disagreed with the theory of internal maturation ofchild~en's learning, and asserted 

that maturational prerequisites are important for certain cognitive accomplishments as 

well as influencing children's logical thinking; however, these prerequisites are not 

the only elements that affect children's intelligence. Qualitative changes in thought 

can only be accomplished through deep internalization and understanding~ not simply 

by memorizing facts or skills (Vygotsky, 1978). 

Vygotsky (1978) described general strategies that promote development and 

learning, including the Zone of Proximal Development (ZPD), language, social 

interaction, and culture. The ZPD is the distance between the individual child's 

independent problem-solving ability and skills he or she can accomplish through 

assistance from capable peers or adults (Vygotsky, 1978). Berk and Winsler (1995) 
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interpreted that the "zone" focused on the fact that instruction should be in an area of 

learning which children cannot accomplish alone, but require appropriate help. 

Children's development is enhanced thrnugh encountering concepts, skills, or tasks 

that lie beyond ·their immediate ability to accomplish, but which are within a "zone" of 

potential performance (Berk & Winsler, 1995). The Zone of Proximal Development 

(ZPD), which includes two levels of learning boundaries, is a way of conceptualizing 

the relationship between learning and development. The lower level includes the 

child' s independent performance which means children's basic knowledge and 

individual work. The higher level-assisted performance--is the maximum which 

children can attain by mediators through scaffolding and amplification. The potential 

capacity for development is based on awareness of the ZPD to organize and scaffold

the task (Berk & Winseler, 1995). 

Wood and Middleton (1975) emphasized that scaffolding is a Vygotskian 

techniqu~ to i~prove children's learning by using mediators to assist children's 

learning or discovery. This method is a changing quality of support by structuring 

participation through learning encounters to foster a child's emerging capabilities 

(Wood & Middleton, 1975). It can be provided by mediators which could be objects 

or _experiences of a culture, or the child's prior knowledge (Berk & Winsler, 1995). 

When a task is new, children need more support; however, less support is needed as 

the children begin to perform autonomously and independently. ~omponents and 

goals of effective scaffolding techniques include: (a) engaging children in culturally 

meani~gful learning and collaborative problem solving processes, (b) achieving true 
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collaboration and communication, ( c) exhibiting warmth and responsiveness towards 

their activities, ( d) keeping children working on tasks in their Zone of Proximal 

Development (ZPD), and (e) promoting self-regulation (Berk & Winsier, 1995). 

Furthermore, Vygotsky (1986) asserted that language is an actual mechanism, 

and a mental tool for thinking. It als'o plays an important role in cognitive and 

emotional development. Language is most frequently and widely used by human 

representational systems, and children cannot think logically without language 

(Vygotsky, 1986). Signs or symbolic tools are critical links between social and 

psychological planes of functioning. A broad variety of symbolic tools created by 

human beings exists through deliberate memory aids and various symbolic systems, 

such as the algebraic symbol system (Vygotsky, 1978). In mediation through signs, 

language plays an.essential role in human cognitive development. Vygotsky (1986) 

asserted that development, as a consequence of modeling and reinforcement, is 

directly shaped by external sources. Language allows children to imagine, manipulate, 

create .new ideas, communicate with others, and share ideas with other people 

(Vygotsky, 1978). It means that language is one way to exchange social information 

betwe~n people. When learning occurs in shared s~tuations being facilitated by 

symbols and concepts, language plays a significant role in children's learning .. 

Additionally, internalization of signs is a higher mentally functional process 

accomplished through communication with people. 

Vygotsky (1978) ~sserted that children can learn by themselves, and construct 

knowledge through social mediation, which includes lang,uage and social interaction. 
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Children's thinking and communicating are shaped by an individual's social context 

as well. Social context should be considered on several levels: (a) the immediate 

interactive level which the child is interacting with at the moment; (b) the structural 

level is when the family and school influence children; and ( c) the general cultural or 

social level includes features of society, such as lan·guage and numerical systems 

(Bodrova & Leong, 2007). 

Vygotsky (1978) emphasized that culture influences cognition because 

children's entire social world is shaped by what children know and how they think. 

Children's development and learning are influenced by multiple socially cultural 

contexts and cultural structures which also can interpret children's behavior and 

development (Vygotsky, 1978). The cultural line referring to learning is in regards to 

using cultural tools and human c,onsciousness, which emerge from c~lt~ral activity 

engagements (Berk & Winsler, 1995). Bruner (1986) proposed that "education 

implies for Vygotsky not only the development of an individual's potential, but also 

the historical expression and growth of the human culture from whic~ man springs" (p. 

1-2). 

Developmentally Appropriate Practice. 

Copple and Bredekamp (2009) emphasized that children's development and 

learning arise from mu~tiple social and cultural contexts. They proposed 12 principles 

of DevelopmentaUy _Appropriate Practice which provide criteria for early childhood 

cente~s. to acquire clccreditation and assisf early childhood programs in attaining a 

higher level of quality for both children and parents. Developmentally Appropriate 
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Practice (DAP) provides teaching principles and guidelines for teachers to design 

appropriate curriculum while considering child development. The following are a few 

principles related to teaching the Project Approach (Copple & Bredekamp, 2009). 

1. "Early experiences have profound effects, both cumulative and delayed, 

on a child's development and "learning; and optimal periods exist for 

certain types of development and learning to occur" (p. 12). 

2. aDevelopment proceeds toward greater complexity, self-regulation, and 

symbolic or representational capacities~' (p. 12). 

3. "Children develop best when they have secure, consistent relationships 

with responsive adults and opportunities or positive relationship with 

peers" (p. 13). 

4. "Development and learning occur in and are influenced by multiple social 

and cultural contexts" (p. 13). 

5. "Always mentally active in seeking to understand the world around them, 

children learn in a variety of ways; a wide range of teaching strategies 

and interactions are effective in supporting all these kinds of learning" (p . 

.14). 

6. "Play is an important vehicle for developing self-regulation, as well as for 

promoting language, cognition, and social competen~e" (p. 14). 

7. "Development and learning advance when children are challenged to 

achieve at a level just beyond their current mastery, and also when they 

have many opportunities to practice newly acquired skills" (p. 15). 
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8. "Children's experiences shape their motivation and approaches to 

learning, such as persistence, initiative, and flexibility; in turn, these 

dispositions and behaviors affect their learning and development" (p. 15). 

For children, the acquisition of knowledge becomes more highly differentiated 

and systematically organized via constructive methods with increasing age arid 

experience (Katz & Chard, 2000). The richer the experience and the more fluent the 

instruction, the greater the possibility of extending children's existing knowledge, 

skills, and abilities (Vygotsky, 1986). Planning curriculum is based on children's 

previous experience and depends on whether the concepts are developmentally 

appropriate for children and the ways children construct their knowledge (Copple & 

Bredekamp, 2009). The summary of theoretical perspectives is presented in Figure 2. 

(See figure in next page) 
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The Project Approach I 

Constructivist 
Perspectives 

------Developmentally 
Appropriate Practice 

.-------:---~~---=--=~~-,-===--~~=======:::;-::==-..::..==== .----------==--------, 
Dewey's 
Philosophy 

*Education is to 
reconstruct or 
reorganize 
experience 
*Learning results 
from experience 
*Initiated 

activities 
*Four impulses 
Of child-centered 

learning: 
conversation / 
play/ 
investigation / 

artistic expression 

Piaget's 
Cognitive 
Theory 

* Adaptation
organization / 
assimilation and 
accommodation. 
*Education is a 
serial rebuilding. 
*Learning from 
actually doing 
the work. 

*Language/ 
symbolic play/ 
scientific 
education 

Vygotsky's 
Sociocultural 
Theory 

*Learning is to 
achieve a 
Zone of 

Proximal 
Development. 
*Social 

interaction. 
*Culturally 
meaningful 

learning/ 
collaborative/ 

problem-solving 
*Language is a 
symbolic tool 

Figure 2. The summary of theoretical perspectives 

Project Work Curriculum 

Eight Principles 
*Early experiences 
*Learning involves 
Self-regulation / 
symbolic or 
representational 
capacities 
* A variety of 
methods 

*The ZPD 
*Social interaction. 
*Social/ cultural 
context. 
*Play is a mediator 
*Dispositiom 
/ learning 

behaviors. 

Learning depends on the social relationship between learners and teachers, and 

these relationships play vital roles in planning curriculum (Bruner, 1977). The Project 

Approach and the Reggio Emilia Approach both engage children and teachers in 

project work (Katz, 1993). These approaches focus on children's interest in expanding 

their previous experience and broadening their knowledge through in-depth 

investigations (Katz & Chard, 2000). The following introduction of the Project 

Approach and Reggio Emilia Approach both emphasize the roles of teachers and 

children. Additionally, the community and culture are critical elements in the Reggio 

Emilia Approach. 
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The Project _Approach 

The Project Approach is not a new method of teaching children in the United 

States (Ducharme, 1993). In 1896, Dewey established the first laboratory school at 

the University of Chicago and utilized the curriculum based on children's ~xperience 

and their initiative activities (Dewey, 1900). Kilpatrick termed this approach the 

Project Method (Kilpatrick, 1918) and introduced it to elementary schools across 

America (DuCharme, 1993). The interest of utilizing project work in young children's 

curriculum was renewed by Katz and Chard (1989) in their first publication Engaging 

Children's Minds: The Project Approach (DuCharme, 1993; Edwards, 2002). 

Educators of young children exhibited more interest in project work after receiving 

inspiration from children's work in the Reggio Emilia schools (Helm & Katz, 2001). 

Kilpatrick (1934) distinguished four types of project work in the Project 

Approach. The first type: a producers' project is about creating a project, such as a 

super~arket or a map. The second type: a consumer's project is to enjoy working on a 

project, such as watching fireworks or a dramatic play. The third type: a purposeful 

problem project is about problem-solving during project work. The fourth type: a 

specific J~arning project is about practicing particular academic skills. Katz and Chard 

( 1989) defined the structure of the Project Approach in three p~ases: Phase I: 

beginning a project; Phase II: developing a project; and Phase Ill: cqncluding phase. 

The five strategic features of the Project Approach include group discussion, 

fieldwork, representation, investigation, and display, applied across all three phases 

(Chard, 1998; Helm & Katz, 2001; Katz & Chard, 2000). 



In Phase I: beginning a project, teachers and childr~n decide on a topic based 

on children's interests and experiences. Teachers clarify and discuss the topic and 

s~btopic by using a web or concept map for brainstorming with children. Teachers 

help children to recall their past experiences and create a list of questions related to 

the topic (Chard, 1998; Helm & Katz, 200 l; Katz, 1994b; Katz & Chard, 2000). 

Phase II: developing a project is the major part of investigation. Visiting field sites 

and with experts are the two main components of investigation in order to gather data 

and gain new information. Children observe objects, propose questions, and discuss 

findings to explore possible answers during the visits. They record their findings by 

drawing from observation, using cardboards or blocks to construct a work, or 

producing a dramatic play. Teachers utilize pictographs, Venn diagrams, and flow 

charts to help children organize their findings. Before the end of Phase II, teac.hers 

and children reexamine the concept map to identify new questions for further 

i~vestigation. Phase III: concludi~g a project is the culmination of. a project. Teachers 

and ~hildren plan culminating events to display their findings by presenting children's 

a.rt\!vork, the story behind the project, or dramatic presentations. 

The goal_ of the Project Approach is to support yo.ung shildr,en's development, 

including !}Ot only knowleqge ·~nd. skills, but also social, emotional~ .morat _ae~thetic~ 

and spiritual sensibilities (Katz & Chard, 2000). Teachers play important roles to h~lp 

children in c)ttainin~ this. goal. They listen, ask, and .reflect on children's questions, to 

inspire, observ~, and guide children's work (Chard, 1998; Katz & Chard, 2000). . . . 

Teachers are supportive and demonstrate th~ options available in the environment 
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during the discus.sion. They are instruc~ors of skills and transmitters of knowledge in , 

order to enhance children's understanding during the investigation. Teachers are an 

imaginative anticipator for project work by facilitating materials and organizing the 

environment to support children's collaborativ~ learning (Chard, 1998; Cla~k, 2006; 

Katz, 1994b; Katz & Chard, 2000). Children learn new concepts in the classroom and 

explore knowledge surroundingthe environment within the school community (Katz 

& Chard, 2000). Similar to the Project Approach, the Reggio Emilia Approach also 

utilizes project work in the collaborative context around the school community (Katz, 

1993). 

The Reggio Emilia Approach 

The Reggio Emilia Approach is named after the city of Reggio Emilia which 

is _surrounded by art, beautiful old churches, and tree-filled parks in north central Italy. 

The first Reggio ~milia School was built as an exemplary system of municipal . 

schools and infant-toddler centers at the end of World War II (Edward, Gandini, & 

Forman, 1993).In 1963, the Reggio Emilia schools were reorgani:z;ed by Malaguzzi 

(Edward, Gandini, & Forman, 1993 ). He invited a group of expe.rts in education, 

biology, neurology, and psychology to draw the image of the child and design the 

educational philosophy from_ constructivism, including Dewey~ Piaget, Vygotsky, 

Bruner, and others (Edward, Gandini, & Forman~ 1993; Edward, 2002). Additionally, 

the culture in-the northern Italy influences the educational philosophy (Borgia, 1991 ). 

In Reggio Emilia schools, education based on relaJionships is the process of social 

interaction and cultural sharing between adults and children in order to expiore 
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knowledge through investigation and dialogue (Malaguzzi, 1993). The schools are 

family-centered and serve infants, toddlers, and preschoolers (Edward, Gandini; & 

Fo~man, 1993). 

The.ai.m of this program is to foster young children in building a r~lationship 

among parents, teachers, and the community (Edward, Gandini, & Forman, 1993; 

Borgia, 1991 ). Children are protagonists in relationships between teachers and parents 

(Edward, Gandini, & Forman, 1993). Teachers involve children's experience in 

dialogues to encourage children to exchange their idea with peers and adults. They are 

also recorders helping children trace and reuse their words. Teachers scaffold 

children's learning through the process of re-adopting sources and reconstructing 

material. They also help children explore different materials and provide instructions 

with tools, especially in using various media and symbols (Edward, Gandini, & 

Forman, 1993;_ Edward, 2002). Teachers are not only transmitters of knowledge, but 

also collaborators and co-constructors in children's learning activities (Borgia, 1991). 

All adults are viewed in the role of educators, including directors, staff: and 

cooks using this approach (Edward, Gandini, & Forma~, 1993; Borgia, 1991). The art 

teachers and parents play essential roles in enhancing children's collaborative learning, 

which are different roles from the .other approaches. The.art teacher works 

collaboratively with teachers, to encourage children to express their ideas through the 

language of visual arts. They also help children to discover materials for artwork 

during children's investigation, such as sand, l_eaves, or seeds (Edward, Gandini, & 

Forman, 1993). Parents are partners ~nd assets of the community. They are formed 
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into a panel to examine the history of neighborhoods. Parents are considered as 

experts in this approach because they have full experience with their children. 

Teachers need this expertise to know the child and support his/her learning (Edward, 

Gandini, & Forman, 1993). 

The Reggio Emilia Approach also regards the environment as educational 

tools (DuCharme, 1993). Classrooms are organized for sma11 group activities to 

support collaborative, problem-solving learning (Edward, Gandini, & Forman, 1993). 

The layout of the environment is created to welcome whoever enters the school and 

fosters relationships among people in the community. The beautiful environment 

conveys the message about engaging teachers and children in the pleasure of learning. 

The environment is also decorated with children's artwork, including paintings, 

drawings~ paper sculptures, wire constructions, and transparent collages coloring in 

the light through artistic manners (Gandini, 2004). 

The Implementation of Project Work 

Early Childhood Research and Practice is the online journal for teachers to 

share their teaching experiences (Katz & Chart, 2000). There are 31 articles related to 

the Project Approach since the first edition in 1999 until 2009. Four articles discussed 

the theoretical perspectives of the Project Approach (Chard, 1998; Clark, 2006). One 

article is regarded as a rigorous research article (Dresden & ~ee, 2007); and others 

articles include teachers sharing their experiences in project work. In addition, several 

research articles from other journals are included that follow descriptions of 

practitioner articles. 
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The Processes of Implementation of the Project Approach 

In the online journal, Early Childhood Research and Practice, ten articles 

discussed the processes of implementation of the Project Approach. Teachers 

described project work in three phases-beginning, developing and concluding- a 

project. They utilized the procedures-adopting, revisiting, and representing- to 

reinforce children's learning experiences (Alken, 2004; Aghayan, Schellhaas, Wayne, 

Burts, Buchanan, & Benedict, 2005; Bellous, 2004; Danyi, Sebest, Thompson~ & 

Young, 2002; Elizondo & Valencia, 2006; Gallick, 2000; Ganzel & Stuglik, 2003; 

Harden & Verdeyen, 2007; Harkema, 1999). The Apple Project (Danyi, Sebest~ 

Thompson, & Young, 2002) was referred by many researchers. In this project, the 

authors emphasized that children select activities according to their interests. The 

activities were adopted in this project as follows: drawings, class discussions, 

sketches, lists of µescriptive words and phrases, creating a topic web, and collecting 

topic-related books. The authors emphasized t_hat revisiting the child's discussions 

maintained and ignited children's interests. Field trips and visiting experts are typical 

activities in Phase II. Field trips provide the answers to questions which cannot be 

obtained in the classroom. Culminating activities were essential activities in Phase III, 

which provided opportunities for children to review and share their project work, to 

select materials ~nd reflect on their new knowledge. The authors emphasized that 

teachers had a better understanding on the topic through the implementation of the 

project. Children had more opportunities to work in small groups and enhance their 

knowledge via cooperative learning. 
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Children's Learning Experience 

In the Classroom Zoo project, Bowne and Brokmeier (2008) planned to 

integrate children's literature in children's dramatic play to understand how literacy 

fimctions in children's play at the beginning of the semester. Children actuai'ly had 

more interest in playing "house"; therefore, the authors changt?d the topic into a pet 

store. They followed three phase processes to implement the project and extended the 

topic to include a "zoo." The authors listed the children's questions and divided 22 

children into small groups to discover the answers. The teacher utilized topic-related 

books, including fiction and nonfiction books, to support children's questions about 

animals and zoos. Children utilized both verbal and nonverbal languages, and writing 

skills to exchange their ideas. They also used computer technology to gather 

information about certain animals. In addition, children's academic skills were 

developed through project activities. 

Benek_e and Ostrosky (200~) found that project work not only helped diverse 

learners to meet state learning standard~ and other readiness goals, but also .enhanced 

t_he children:s math and social skills, deyeloped scientifi~ dispos,itiop.s, acquired new 

vocabulary, and built self-esteem. They interviewed seven Caucasian teachers who 

were in current positions for less than two years, before and after a three--day 

workshop of the Project Approach. _Results showed that project work positively 

influenced diverse learners' social dev~lopment and enhanced their. interests,_ 
. . 

motivation, and attention in classroom activities. The diverse learners connected 

classro9m activities and the actual world by manipulating real objects or authentic 
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materials. Children were more motivated and enthusiastic about their tasks in project 

work than with other activities. 

Meeting Learning Standards 

Dixon (2001) examined a project on water with kindergarteners to meet state 

and local standards. Schuler (2000) examined a project relating to community in a 

second-grade classroom to meet the Illinois state learning standards. Both projects 

were developed via the three phases. In the water project, Dixon emphasized that 

project work provided opportunities for children to execute a real investigation and 

enjoy learning through exciting discovery. Children discovered new concepts by 

individual explorations or teamwork. They incorporated knowledge and skills in all 

content areas with project work. The author emphasized that as a teacher, she had a 

responsibility to provide developmentally appropriate activities for the individual 

child in order to strengthen the potential development of each child. She developed 

the goals incorporated with the standards and created activities based upon th.ese goals 

to enhance children are learning abilities. Schuler (2000) suggested that teachers 

should value teaching as a whole process of children's learning instead.of providing 

instructions by subjects. Children's learning involved sharing new knowledge with 

peers, and school ~nd community members. 

Practical Life Skills 

Brouette (2008) emphasized problem-solving via building a life-size model of 

the human body for the project named Building "Bob." The project activities were 

engaged in the process of the three phases. The teacher listed the children~s questions 
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about the human body and highlighted the children's problem-solving abilities. She 

helped children explore the human body by constructing the organs piece by piece 

and discovering the answers of each question by themselves. Brouette emphasized 

that children deeply concentrated on their investigations, and they were problem

solvers and decision makers in project activities. 

Mitchell, Foulger, Wetzel and Rathkey (2009) examined a first grade teacher's 

strategies, such as encouraging students' participation in project planning and 

independent problem-solving for integrating grade-level standards into project work. 

The participant was a teacher who had 36 years experience in teaching. She had 

earned National Board certification and had received awards from both her district 

and state. The research site was in a suburban and middle-class area, which included 

Caucasian, Hispanic, Asian and African-American students. There were 22 students, 

including English as a second language learner, four gifted students, one stu_dent with 

autism, and one early-entry student. Data collection came from a four-week project 

within six class sessions representing all three phases of the project, including field 

notes, teacher and student interviews,. and videotaped observations. Results showed 

that project. w~rk was a collaborative method allowing students to p~opose their 

questions, make predictions, negotiate with teachers ~nd peers, and solve their 

problems through trial and error. The grade level standards were to be integrated into 

project work via teachers' full understanding of the requirements of the district 

standards and students' interests. The teacher had better methods to manipulate the 

standards to fit ~he children's interests rather than manipulating the children . to fit the 
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standards. In project work, the teacher felt confident 'in their knowledge enough to 

integrate grade level standards into the curriculum, and students focused on learning 

rather than on performance. In addition, the researchers recommended· that other 

teachers should be encouraged to utilize project work with systematic support. 

Project Work for Toddler Aged Children 

Kogan and Pin (2009) highlighted the value of project work for toddlers and 

underlined the difficulties in working on a project with children that are too young. 

They chose topics close to the children's lives and involved sensory exploration. They 

emphasized that a project began with teachers' awareness about children's prior 

knowledge and developed children's basic learning skills before starting a project. 

The teachers provided guided activities before children became involved in self

directed explorations. Kogan and Pin emphasized that the teachers have learned from 

the toddlers by listening and responding to their feedback in project work. 

Children with Special Needs 

Servizzi (2008) conducted a puppet project in order to promote children's 

language development at the beginning of the year in an inclusive classroom. Ten 

children, including a five-year-old_ poy with Down Syndrome, were in the morning 

se~tion, and nine children were in the afternoon section. This boy w~s good at 

operating the overhead projector. He liked to make a shadow on the playground, and 

collaboratively manipulated stick puppets .with his friends via the overhead projector. 

The researcher emphasized that the child's talent on the overhead projector inspired 
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other children to create shadow puppets and he became a classroom leader in this 

project. 

Scranton (2003) explored the bird project in a multi-age prekindergarten 

classroom, including three children with special needs. Two boys were five years-old; 

one had a behavior disorder and the other had cerebral palsy. Another boy was three 

years-old with delayed speech. Scranton found that project work achieved many goals 

of Individualized Education Program (IEP). For example, drawing a representation of 

a bird's anatomy increased these children's vocabulary and writing skills. Project 

work provided strong motivation and opportunities for children in collaborative 

problem-solving activities. Helm, Beneke, Scranton and Doubet (2003) observed the 

bird project and described teachers' challenges in inclusive classrooms. For example, 

teachers had difficulties in providing a developmentally appropriate environment for 

all children, as well as meeti~g various learning styles and physical needs. In addition, 

they had trouble planning activities that included both teacher and child initiated 

projec~s, and implementing ongoing authentic assessments . 

.. Edmiaston (1998) emphasized that project work engaged all children's 

learning experiences at their own p~ce to meet their physical, social, and. academic 

goals. He provided five suggestions for teachers in inclusive classrooms: (a) valuing 

collaborative teamwork in children's learning experiences; (b) engaging children's 

interest in their work; ( c) providing diverse learning experi.ences; ( d) utilizing small 

group instructions; and (e) documenting children's learning experiences. 
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Youngquist and Pataray-Ching (2004) observed a four-year-old boy who had 

difficulty with concentration. Iri his work on .the topic of "space", the researchers 

observed the boy's thinking processes changing through inquiry activities. 

Researchers discovered that not only did the participant's thinking processes became 

more complex; but his drawing, language and literacy skills, collaborative discussion, 

and knowledge about "space" improved to an advanced level. Meanwhile, because of 

increased thinking processes, the individual project work al~o shifted to a 

sophisticated stage. The researcher also emphasized that the inquiry activities based 

on children's interests and strengths, helped children to broaden their thinking, and 

exploration through multiple sign systems. 

Schellhaas, Burts and Aghayan (2007) examined features of Developmentally 
. . 

Appropriate Practices (DAP) as used in "Project Katrina" through classroom 

observation and conducting informal interviews. Resear_chers observed project work 

in a gr(?Up of three- and four-year-old children, including four children with special 

needs and three children speaking English as a second language. Results showed that 

proje;ct_ work can be integrated with [?AP. Five themes related to DAP guidelines, 

including balance, interactions, integration, community~ and play. ·This project 

presented a balance between child-initiated activities and teacher-glJided or teacher

planned experiences, whicq repeated the process of teacher-initiated activities . ·. . . . 

followed by yhild-initiated activities. Thls project work embraced teacher-child, child

child, and child-environment communication, and also integrated other subjects, such 

as social studies, art, and math within project activities. Children in this prqject had 
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opportunities to ask questions of guest experts being interviewed which allowed them 

to create a strong relationship with the community. They also had many play episodes 

a.nd various types of play related to project work. Additionally, the teacher 

emphasized that it was helpful to work with an experienced teacher during the project. 

Documentation and Assessment 

Helm and Gronlund (2000) emphasized that the methods of documenting 

children's performance were needed to reach the National Science Education 

Standards. They defined documentation as providing evidence for children's learning 

processes. The documentation in project work included individual portfolios, 

individual or group products: teachers' observations, child self-reflections and the 

project narrative. 

Parental Involvement 

Souto-N.t:anning and Lee (2005) examined p~rents' viewpoints about the 

Project Approach by inviting parents to write down their understanding about this 

approach from their children. Nine participants from northeast Georgia included 

parents of gifted students, students with special needs, and English as second 

language lea~ners. Three-fourths of these students were from low-income families. In 

order to receive authentic answers, researchers conducted the study during the 

summer instead of the regular semester. Results showed that parents developed 

positive attitudes towards project activities including: (a) enhancing motivation; (b) 

building a community of learners; ( c) applying students' interests and strengths; ( d) 

improving students' academic performance; and (e) engaging parental involvement. 
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Liu and Chien (1998) observed and documented the implementation of the 

~roject Approach over one year at the laboratory school in Tai~an. They dis~overed 

several benefits of parental involvement in children's learning: (~) parents were more 

willing to become involved in their children's learning; (b) parents developed better 
. . ' . 

communication skills with their children; ( c) parents worked together and shared their 

experiences to enhance children's learning; (d) fathers increased their involvement in 

children's learning. In addition, the researchers provided strategies for teachers to 

engage parents into their classrooms: (a) creating portfolios to record parent's 

expertise; (b) using authentic assessments to help parents understand their children; ( c) 

determining project topics based on children's and parents' interests; (d) utilizing 

project activities to include parental . involvement. 

T~aching Practice 

In order to explore how a project-based approach was implemented, and what 

chan~es occurred in teaching practices, Hertzog (2007) collected field notes of . 

observations, interyiews, documents associated with teaching activities, and students' 

products in two first-grade classrooms. There were 18-20 students in each class 

during the academic semester. Participants included two classroom teachers; and the 

study was conducted after each participant attended a weeklong workshop presented 

by Katz and Chard. Results showed that participants were able to adopt project 

activities, such as brainstorming and creating inquiry activities to change their 

teaching practices. The participants both enjoyed utilizing a child-centered and 

project-based approach in their curriculum. Classroom observations revealed that 
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students exhibit~d better behavior in project and small-group activities. Challenges of 

implementing project work included both external and internal barriers. External 

obstructions were related to district curriculum and policies involving: (a) the 

challenges of teachers' roles shifting from dominators to facilitators; (b) the 

accomplishment of curriculum requirements; ( c) the conflict in reward systems 

between school districts and the Project Approach; (d) teachers' assumptions about 

students needing basic skills to do investigations; ( e) time consumption in leading 

students and preparation; and (f) the value of the learning processes. Internal 

obstructions were: (a) teachers' willingness to try a new task; (b) difficulties in 

assessing students' learning; and ( c) students becoming initiative learners. 

Additionally, the results also found the following benefits for students: (a) more 

hands-on activities which were engaged in project inquiry than other daily activities; 

and (b) greater clarification of their misconceptions through sharing and discussing 

their experiences with others. 

Beneke and Ostrosky (2009) also found that project work enhanced teachers' 

professional development in their abilities .of observation and documentation which 

helped teachers to become more observant of individual children's interests. 

Additionally, project work improved teachers'_ inquiry skills in open-en~ed 

questioning which helped children to rephras(; their thoughts. It also increased 

teachers' abilities in identifying potential sources of materials and sharing techniques 

to support higher levels of activities. Results St.Jggested that a combination of formal 
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workshops and on-site individual consultations may be the best way to enhance 

teachers' capabilities in the Project Approach. 

In order to explore how teachers investigate children's learning and how 

developmental processes influence the implementation of curriculum; Marquez and 

McGinty (2000) analyzed dialogue .between a trainer and a teacher working in a 

Southwest Head Start program with 12 years of teaching experience. Results revealed 

that it took time to change the way of thinking and teaching in order to adopt the 

Project Approach or any new curriculum because teachers' teaching styles are 

influenced by previous teaching experiences. Project work in the participant's 

classroom presented six aspects of DAP: (a) supporting children's play; (b) providing 

problem solving activities; ( c) including child:-initiated activities; (d) enhancing the 

opportunities of decision making; ( e) focusin~ on the processes of learning and 

understanding; ~nd (f) using observations of individµal children to design curriculum. 

One of the biggest challenges for teachers was to maintain enetgy for developing and 

sustaining a project. Other pressing concerns _were not having enough qualified 

teachers, having more children with special needs, and having children with 

challenging behaviors in the classroom, aH ~f which contributed to increased teachers' 

workload. The participants reported that the intensive. training pr<?gram _provided too 

much i_nformation at one. time presenting another c.hallenge. The researchers 

suggested that ongoing training with the same theme over a year would have been 

more effective. Other ways to i_ncr~ase teachers' professional development ~vere 



through c.lassroom mentors; visits by experts to the classroom, and working with 

experienced teachers. · 

Dresden and Lee (2007) compared students' learning processes in a teacher

directed unit and a project-based unit. A group of.nineteen first-graders, including an 

equal amount of boys and girls from a public elementary school in the southeastern 

United States were selected as participants. Most of these p~.rticipants came from 

single-parent families and diverse ethnicities. They were taught in a teacher-directed 

science unit about animals ·for eight sessions, and then in a project-based unit about 

chicks for nine sessions. Researchers examined the teacher's planning and her suppo~ 

style of instruction, and teaching resources. Results showed major differences 

between ~hese two methods in planning curriculum and instructional strategies. 

Results indicated that children in project-based units accomplished a broader variety 

of standards. and performed at an advanced academic. level than in a t~acher-directed 

unit. Additionally, the study suppo~ed that p~oject work provided educational benefits 

for chil~ren from economically disadvantaged families in their writing skiJls and . 

active learning strategies. 

l?ilee.n (1994) compare~ students' learning attitudes, s~bject matter~, and 

decision .making abilities in a thematic unit about dinosaurs .to a project-based unit 

abo~t frogs i!1 one first grade classroom. Results showed that students in the project

based unit demonstrated greater enthusiasm for collaborative worJ( and decision 

making than in the thematic unit. They were also more engaged in reading and 
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research in the frog unit than in the dinosaur unit. Meanwhile, students in the project

based unit used meaningful skills and retained positive attitudes towards learning. 

Teachers' Concerns 

Teaching is a complex task involving; knowledge of child development and 

teachers' learning, knowledge of effective teaching strategies, and content knowledge 
. ; . 

(Kostelnik, Sode1man, & Whiren, 2007). In order to fully examine teachers' concerns 

about their teaching, Fuller (1969) categorized teachers' concerns into three 

developmental categories: · self, task, and impact concerns. Teachers with concerns can 

be divided into three categories: pre-service and beginning teachers, experienced 

teachers, and teachers with concerns about adopting new curriculum. 

Pre:--Service and Beginning Teachers 

Veenman (1984) analyzed 83 international empirical studies published or 

presented from 1960 to 1984. Most research was conducted using the questionnaires 

and interviews. The results showed that classroom discipline was the most seriously 

perceived problem of beginning teachers. Other concerns were motivating students, 

dealing with individual differences, assessing students' work, relatio!lships with 

parents, organization of class work, insufficient teaching materials and supplies, and 

dealing with problems of individual students. Kagan (1992) examined forty '"learning 

to teach" studies published or presented between 1987 and 1991. The results 

concluded that beginning teachers had a ~ap between their beliefs and the classroom 

reality, and they lacked the ~nowledge and skills to better handle classroom 

management, students' behavior and academic performance. 
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Research conducted after 1992 showed a similar pattern in beginning teachers' 

concerns. For example, Walker (1993) reported seven issues of concerns: classroom 

management interactions, utilization of audio-visual equipment, identification and 

planning for exceptional learners, effective teaching of reading/language arts~ ability 

to work with groups of varying sizes, maintaining pupil records, and utilizing 

adequate written and oral communication skills. Britt ( 1997) reported four events 

which caused beginning teachers' concerns: time management, discipline, parent 

involvement, and preparation. 

Meister and Jenks (2000) conducted 11 focus group interviews. The number of 

participants in each group was ranged from two to six; five participants were 

interviewed by e-mail. The group of forty-two teachers (12 male and 30 female) 

included elementary, middle, junior and senior high school teachers from urban, 

suburban and rurnl area. Results indicated that the greatest concern reported by all 

new teachers was their inability to deal with students' unusual behaviors and diverse 

needs. Other concerns were about workloads, time constraints, and difficulties in 

communicating with parents and other adults. 

Experienced Teachers 

Unfortunately, fewer studies refer to the concerns of experienced teachers than 

beginning teachers. Tye and O'Brien (2002) focused on teachers~ early abrasion; Ben

Peretz (2002) examined teachers' memory; and Thibodean and Hillman (2003) 

studied teachers' concerns in a specific curriculum. Fuller (1969) compared 

differe~ces between beginning teachers and experienced teachers. by conducting two 
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interview ·studies with beginning teachers and one review of literature for experienced 

teachers.-Results showed beginning teachers focused on self-concerns, the ability to 

control the classroom, and self-adequacy. However, experienced teachers were 

concerned about impact concerns, such as students' progress and performance. Fuller 

(1969) also stated (a) actual teaching· could change concerns from one to another 

category; (b) later concerns could appear after early concerns were resolved, and ( c) 

individual counseling and actual teaching could resolve self concerns and motivate 

impact concerns. 

Melnick and Meister (2008) surveyed 494 teachers including 276 beginning 

teachers and 193 experienced teachers. Results revealed, first, a gap exists between 

pre-service teachers' personal beliefs and classroom reality wh~ch can be retrieved by 

early field experience with substantial feedback. Secondly, there are significant 

differences between beginning teachers and experienced teachers in the areas of 

classroom management and parental interaction because experienced teachers have 

better communication skills and classroom management abilities. Thirdly~ 

experienced teachers need less preparation than beginning teachers for students with 

special needs. The re~ults also revealed that both groups spend less time preparing for 

teaching reading and language arts. When using multiple assessment methods, 

beginning teachers took more time to prepare than experienced teachers. Finally, both 
. - . . ' . . . 

groups struggled with time management. 

Hsu (~008) conducted in-dept~ interviews with seven experienced teachers 

from urban anp suburban communities in northern Taiwan in the constructivist 
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paradigm .. The data was categorized into four major themes: interaction with children, 

parents and colleagues; change and improvement in services; benefits to professional 

development; and barriers to professi~:mal development. The results exhibited that: 

1. Begini:iing teachers have difficulties in communicating ~ith parents because 

they possess less self-confidence, communication skills, information, and 

experience. 

2. Most of the changes and improvements happen through participants' work 

experiences, training and receiving help from experienced teachers which can 

also occur through educators' professional development. 

3. A gap exists between educational theory and practice. It was difficult for 

_participants to apply what they have learned to real situations. 

4. All participants are ove~he!med by spending too much time working with 

children and other tas~s _related to teaching which drains their energy and 

motivation(Hsu, 2008). 

Hsu provided two .suggestions for educational administrato_rs: (a} help practitioners 

shorten t~e gap between theory and practice by reducing teachers' work load, and (b) 

provide teachers opportunities to increase their teaching skills by observing others' 

teaching or visiting other classroom settings. 

Teachers' Concerns in Adopting New Curriculum 

Christou, Eliophotou-Menon and Philippou (2004) surveyed 655 teachers 

from one hundred elementary ~chools in Cyprus by utilizing the Stages of Concern 

Questioqnair~ (SoCQ) with 36 items in six scales. The purpose ~f this study was to 
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investigate concerns of both beginning and experienced teachers when implementing 

a new mathematics curriculum, and to ·understanding differences of teachers' 

concerns according to their levels of involvement and their experiences. Results 

revealed: 

· 1. Teachers did not have high self-concerns about the innovation; therefore, they 

were not worried about their abilities to use the n·ew curriculum. 

2. The lowest mean score was in the management category, indicating teachers 

were most concerned in the task stage and implicated that their concerns 

would change when they get more involved with the innovation. 

3. Teaching experience was the most important factor in explaining the 

dev~lopment of teachers' C0!}cerns. Beginning teachers focused on the 

implications of the curric.ulum. In contrast, experienced teachers had greater 
. . 

interest in the innovation's affect on students. 

4. In-service education should provide training with a high level of task concerns 

for beginning teachers. 

Similarly, Lun (2008) surveyed fi~een teachers from three primary schools 

using the Stages of Concern Que.stionnaire for Project Learning which included 22 

item questions in five categories. The researcher also conducted,~ semi-structured 

interview. for gaining extended information after teachers attending a training session 

related to teaching project learning with .the Hong Kong version of the Project 

Approach. Results from this survey determined teachers' concerns with (a) how 

curriculum models impact students' performance, (b) coordination/cooperation with 
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others, and ( c) the possibility of improvement based upon revising ce11ain features of 

activities. Most of the concerns from three schools were in the category of "impact 

concerns." Participants in this study from school B were placed into both "task 

concerns" and "impact concerns" categories~ which possibly resulted from them 

having more experienced teachers. This study did not compare teachers' stages of 

concerns with teachers' experience; therefore, Lun suggested that foture research 

should include teachers' experience levels. 

Researchers expended energy in conceptualizing teachers' concerns and 

explored the issues of concern that provided systematic perspectives in order to design 

proper training programs (Fuller, 1969}~ Therefore, it is important to understand 

teachers' anxieties and their needs in teaching in order to enhance the quality of 

education and provide appropriate training programs. 

Professional Development 

Teachers' experience~ and theinoles in interacting with children can become 

"filters" to examine teaching styles (Curtis & Carter, 1996). Teachers enrich their 

teaching abilities of children through observation of their classroom activities and 

discussion with other colleagues, directors, and experts (Jones & Nimmo, 1994). 

Teachers' education (Early, et al., 2006; Early, et al., 2007) and their 

professional development are not only the vehicles for developing quality programs, 

but they also help teachers to adjust their teaching philosophies and practices in order 

to create meaningful activities for t~eir pupils (Clift & Alber, 1998; Hsu, 2008). 

Similarly, K.atz (1995) stated that experience is the best teacher. In other words, 
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teachers may make changes and improvements in their teaching as time passes. 

Understanding teachers' transformations in their teaching is a prerequisite to 

providing appropriate training programs to increase higher levels ·of professional 

teaching. Katz (1995) classified teachers' training into four dimensions: (a) 

developmental stages of teachers, (b) the acquired training for each stage, ( c) training 

sites, and ( d) the time schedule for training. 

Onchwari and Keengwe (2008) created a mentor-coaching program to enhance 

teacher professional development in early literacy skills in Head Start Programs 

across two mid-western states. This mentor-coaching program utilized a ~'train the 

trainer" concept to coach a few teachers from their programs to become mentors to 

help other teachers for implementing a reading program. They in~ividually 

interviewed forty-four participants to learn if initial support enhanced thefr teaching 

practices and what challenges teachers encountered while implementing the literacy 

practice. Results showed that the main challenges were time limitations; most 

participants stated they did not have enough time to execute all activities because of 

the class schedule, workloads, lack of supplies or resources, and children at different 

levels in one classroom. They also asserted that the 

mentor-coaching approach en~anced their pedagogy via ·ongoing support and dialogue 

between teachers and mentors. 

Researchers reported that teachers increased their professional development 

via their teaching (Clandinin, 1989; Hsu, 2008). Fosnot (l 996) defined teacher's 

professional development into four levels: (a) analyzing their teaching and discussing 
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with other c~lleagu~s; (b) analyzing and understanding chil~ren' s thinking processes; 

( c} field experienc.es, especially working with experienced teachers; and ( d) being 

mentored by an experienced teacher in the first year ·ofteaching. _ 

Hsu (2008) interviewed seven Taiwanese early childhood teachers including 

beginning te~chers and experienced te~chers in order to explore their professional 

development. In the study, one of the participants demonstrated having an expanded 

way of thinking after utilizing the Project Approach; meanwhile, this approach also 

enhanced teachers' abilities to propose questions and to communicate with children. 

Results also showed that teachers' professional development benefited from their 

teaching experiences, work tasks, communicating with people (parents, colleagues 

and supervisors) andjob training. 

Catapano (2005) e~amined the professional development of two early 

childhood teachers teaching the Project Approach .by analyzing each teacher's stories 

of project work. Results revealed that teachers, as researchers, developed teachi~g 

skills in reciprocal teaching and reflection-in--action. It meant that teachers used the 

four cognitive strategies of questioning, summarizing, clarifying, and predicting to 

support children remodeling the project work. Meanwhile, participants obtained 

feedback from children, other colleagues, and supervisors which also improved their 

teaching skill~. Additionally, document_ation provided strong evidence of the feedback 

from children in diverse features, such as photograph_s and teachers' narratives. 

Clandinin (1989) explored how the novice teacher extended his personal 

practical teaching knowledge through reconstructing personal experiences. The 
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researcher examined one teacher's daily journal and had frequent informal 

conversations with the teacher throughout the year. Meanwhile, the researcher held 

three semi-structured interviews to collect narrative information about the dilemma of 

the first year teaching. The data demonstrated that the participant insisted on a 

personal belief of "teaching as relating to children" and designed curriculum based on 

that belief. However, the participant struggled with integrating school schedules into 

curriculum and cooperating with team partners at the beginning of the teaching year. 

The participant's attitudes and beliefs had gradually changed by rethinking his 

teaching process and reconstructing his experiences. The results indicated that a 

novice teacher' s teaching involved the reconstruction of teaching experiences based 

upon a personal belief shaped in practical teaching and learning situations. Through 

appropriate experiences of reflect~9n, the participant, a novice teacher, explored his 

personal practical knowledge. Additionally, the participant did not have enough 

meaningful support in teaching. At the same time qriefdiscussions were not good 

enough to increase practical teachi_ng. As the participant stat_ed, he needed an 

evaluation with detailed commentsabout his teaching. 

Teaching is a life-oriented task (Hsu, 2008) ~nd it is an at1 involving 

experiences (Dewey, 1933); meanwhile, theoretical framew,orks are foun?ations of 

teaching t~sks including fully understanding about theories, children development and 

practices. However, educators of yovng children have to spend aH day and al 1 of th~ir 

energy working with children whicl~ may diminish their impetus to enhijnce 

professional development. Therefore, it is import to either reduce the workload for 
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teachers qfyoung children orto help them to reconstruct their knowledge to improve 

their professional development. 

Summary 

This chapter presented the theoretical perspectives and the review of literature 

for this study. The Project Approach stemmed from constructivism, pewei s 

philosophy and practice of education, Piaget's cognitive development theory, and 

Vygotsky's sociocultural theory provided the framework to explain children ' s tasks 

and support teachers' implementation of the Project Approach. In addition) eight 

principles of Developmentally Appropriate Practice (DAP) involved the concepts of 

children as learners with initiative and physically and socially interacting with the 

environment to clarify the path of children's learning. 

r~he literature review emphasized the implementation of the Project Approach 

regarding the three phases of implementation and children's learning experiences. In 

addition, tea~hers ' concerns, including Self Concerns) Task Concerns~ and Impa_ct 

Concerns were addressed. Studies related to teachers concerns were org~nized by pre

service, beginning, and experienceq teachers' concerns. I~ addition, teachers 

remained concerned about adopting a new curriculum. Finally, teachers' professional 

development referring to their teach_ing skills was highlighted by .the stage~ of 

te<,1chers' profes_sional development: Survival1 Consolidation, Renewal, and Maturity 

Stages. 
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CHAPTER III 

METHODOLOGY 

Introduction 

This chapter describes the methodology used in this study to investigate 

teachers' concerns about curriculum, their teaching experience in the Project 

Approach~ and teachers' professional development. The study explored the 

implementation of this approach, as well as teachers' challenges and support. This 

chapter includes following sections: (a) research design, (b) population and sample, (c) 

protection of human participants~ (d) instrumentation, (e) data collection, (t) data 

analyses, and (g) summary. 

Research Design 

An explanatory mixed method design was undertaken for this study to collect 

extended information on the research topic. The survey research method was utilized 

to collect the data of teachers' conc~rns about implementing the Project Approach and 

to investigate how they actually conducted this approach. Face-to-face interviews 

were employed to obtain additional information. 

Population and Sample 

The study_ involved teachers of young children currently using project work in 

their cur~iculum, such as the Proj_ect Approach, project learning, or project-based 

curriculum. A list of Project Approach schools was recommended by an expe.rt in 

Early Childhood Education from southern Taiwan and verified by a second expert 
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working in northern Taiwan. Additionally, the researcher first sent e-mails to each 

potential research site to inform them about the purposes of the study and then 

individually called to invite the schools to become research sites. 

A total of 14 schools, including one preschool and 13 kindergartens met the 

criteria and were invited to participate in this study. Research locations were from the 

northern, central, southern, and eastern areas of Taiwan, representing five public and 

nine private schools. Eleven schools were located in urban neighborhoods, and the 

other three schools were in suburban counties. Two hundred and fifty participants 

were recruited as a convenience sample for the survey and 29 volunteers were drafted 

through a purposive sample for face-to-face interviews. 

Protection of Human Participants 

Prior to conducting this study, the research_er submitted an application to the 

Institutional Review Board (I~) of Texas Woman's University, Denton, Texas, and 

received approval to conduct the study (Appendix A). Consideration of ethical issues 

was indicated in this application. The researcher limited potential harm to participants 

by ensuring anonymity and confidentiality which was rigorously maintained 

thr'oughout the process of this study. Data collection and data analyses ensured 

privacy by replacing participant's names with codes, ap.d only the researcher and the 

research advisor could access the data. 

All participants were volunteers who had no risk of penalty for early 

withdrawal from the study. They w~re informed about the possible potential risks in 

the process of this st~dy and about the purposes of the study vja cove~ letters 
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(Appendix B). The participants were also given consent forms (Appendix C) to read 

and sign before completing the surveys. · 

Instrumentation 

The Survey of Teachers in the Project Approach (Appendix D) included three 

sections: Part I-Teachers' Demographic Information; Part II-Teachers' Concerns 

about the Project Approach; and Part III-Implementation of the Project Approach. 

Part I of the questionnaire, Teachers' Demographic Information~ was utilized 

to establish gender, age, educational background, academic major, years of experience 

as kindergarten and preschooi teachers, years of experience in teaching the Project 

Approach, school location, job title, age group of children, the teacher-to-child ratio, 

the languag~ of instruction, and the stages of professional development. 

Part II of the questionnaire, Teachers' Concerns about the Project Approach, 

was derived from items in the Stages of Concern Questionnaire for Project Learning 

(SoCQ for PL) revised by Lun (2008) from the Stages of Concern Questionnaire 

(SoCQ) innovated by Hal], George, and Rutherford in 1977. The SoCQ for PL was 

chosen because it is an updated instrument used to investigate teachers' concerns 

about the Project Approach, and has been utilized in Hong Kong. The ~oCQ for PL is 

a 22-item teacher questionnaire divided into three categories: Self Concerns 

(Indifference, Informational/Personal), Task Con?erns (Management)~ and Impact 

Concerns (Consequence/Collaboration, Refocusing). It_ was rated along an 8-point 

Likert Scale that ranges from 0 (irrelevant), 1-2 (not true of me now)~ 3-4 (somewhat 
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true of me now), to 5-7 (very true of me now). Higher numbers ·reflected greater 

concerns and lower scores reflected less cone-ems. 

Part III of the survey, Implementation of the Project Approach was designed 

by the re.searcher. Major items were derived from the book, You~ig Investigators: the 

Project Approach in the Early Years (Helm & Katz, 200 l ), and approval i·as received 

from Dr. Lilian Katz (personal communication, May 18, 2009). Other items were 

based on the knowledge gained by the researcher from publications and journal 

articles. This section of the survey is comprised of 30 items. The questions include 

perspectives on parental involvement, the implementation of beginning a project, 

developing a project, concluding a project, and possible challenges and suppmts. Five 

items relate~ required participants to select a single choice from the response options. 

The other 25 items with multiple resp~nse options required participants to select as 

many as were applicable. 

The instrument was evaluat_ed by a team of experts including early childhood 

education and child development professors, directors qf early childhood programs, 

and teachers of young children. Reviewers were asked to determine the applicability 

of the items on the Survey of Teachers _in the Project Approach. The revised survey 

was employed as ~ pretest instrument to .gain further insight in regards to the efficacy 

of the instrument. 

Pretesting of Ins~rurpent 

In this study, pretesting of the instrument was used to determine the necessity 

of re-wording items deemed unclear or confusing. It also revealed items that were 
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unnecessary or difficult for participants, and estimated the amount of time requiied 

for participants to complete the surveys. Pretesting for the instrument included two 

components: the English and Chinese versions. The pretest of English version was 

conducted in _New York City, in early June 2009, by five teachers of young children. 

At that time, they used the. Project Approach in first g~ade, kindergarten, and 

preschool, and their dominant language was English. The pretesting of the Chinese 

version included two segments conducted in Taipei, Taiwan, during the last week of 

May and June 2009 with six kindergarten teachers. These teachers did not use project 

work at that time, but had experience in this approach, and their dominant language 

was Mandarin. 

Participants in these pretests were not_ the same as those in the main study 

because of geographical and cultural differences; however, they had comparable 

experiences in project work with young children. Both pretests were administered to 

participants using the same method as in the main study. The final instrument was 

revised by referring to the participants· recommendations from the pretests. 

Data Collection 

.A tot~I of 250 participants were recruited for the survey data. Qf those . 

participants, 230 completed and returned their surveys yieldi~g a 92% return rate. One 

copy oft~e survey from a director was not currently teaching; therefore. only _229 . 

surveys were used for the data analyses. Six of the 29 volunteer interviewees were 

eligible and available for the study. _Data collection was conducted from September to 

9ctober, 2009. 
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Survey Data 

The study was conducted by the researcher after permission was granted from 

each research site. The survey packages, including consent forms, cover letters, and 

surveys were sent to each research site. Directors and principals were asked to 

distribute the survey packages to participants. A reminder note was sent to each . 

director/ principal by email to encourage the participants to complete the surveys 

within two weeks. The researcher collected the survey packages, consent forms, and the 

contact information of volunteer interviewees from directors or principals two weeks 

after distribution. 

Interview Data 

The researcher contacted the volunteer interviewees individually by phone, to 

arrange a date and time for face-to-face interviews after collecting the survey 

packages. The interviews were scheduled and took place at the sc~ools~ in a spac~ or a 

room designated by the directors or principals based on a convenient time for the 

interviewees. The interviewees were asked to response to five open-ended questions 

including issues about planning a curriculum, organizing academic learning into 

inquiry activities, integrating cultural issues into the curriculum, teachers' 

perspectives about the Project Approach, and their challenges and needeq support. 

The interviews were audio-taped, and the researcher explained the purposes of 

audio-taping to the interviewees before the session started. Interviewees were allowed 

to stop answering the questions or the audio-taping at any time if they had any concerns. 
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The purpose of audio-taping was for translating the interview data accurately from 

Chinese into English, and for verification of the transcript by a second translator. 

Validity, Reliability, and Trustworthiness 

Validity. The content validity of the Survey of Teachers in the Project 

Approach was examined by a panel of six experts. Three experts were working in the 

Early Childhood Education and Child Development Faculty in Taiwan. They have a 

Masters' degree in Early Childhood Education either from schools in the United 

States or in Taiwan. The otherthree experts are native English speakers and were 

teaching kindergartens or preschools at least five years in the United States. They 

either have a Bachelor degree or a related Master's degree in Early Childhood 

Education. 

Reliability. The reliability of the full survey was examined by Cronbach's 

alpha. The measurement of the full survey produced a Cronbach' s alpha coefficient 

was 0.90. In Part II-Teachers' Concerns, the measurement of Self Concerns 

generated a Cronbach's alpha coefficient of Self Concerns was 0.75, indicating good 

internal consistency. The Cronbach's alpha coefficient of Task Concerns was 0.35 

indicating a less strong internal consistency. The Cronbach's alpha coefficient of 

Impact Concerns was 0.90, indicating good internal consistency. In Part III

Implementation of the Project Approach, a Cronbach's alpha coefficient was 0.90. 

Trustworthiness. The information of interview was verified by triangulation, 

participants' feedback, and peer review. The researcher asked the same question in 

different ways and summarized the descriptions from the interviewees during the 

59 



interviews for the purpose of triangulation. The interviewees were asked to provide 

feedback after examining the transcriptions of the Chinese version of the participants~ 

feedback. For the purposes of peer reviews, the researcher invited a panel of two 

experts including a member with a Masters' degree and a member with a Ph.D. in 

Child Development to examine the transcriptions and the coding system. 

Data Analyses 

The survey data were based upon information compiled from the completed 

survey packages. The survey data was coded and analyzed by using the Statistical 

Package for the Social Sciences 15.0for Windows. Part I: Teachers' Demographic 

Infonnation was analyzed by using frequencies, percentages and crosstab statistics for 

variables. Part II: Teachers' Concerns about the Project Approach were analyzed by 

multivariate analysis of variance (MANOVA). Differences were considered 

significant at t~e 0.05 level. Part III: Implementation of_the Project Approach included 

two parts: the single response questions and the multiple response questions. 

Frequencies and percentages were used to. analyze the data from the single response 

questions. Frequencies and multiple response crosstabs were used to explore the data 

from the multiple response questions. The independent variables were general 

teaching experience, teaching experience in the Project Approach, and the teachers' 

professionally developmental stages. The dependent variables were the scores on the 

Survey of Teachers'. in the Project Approach. 

The data from interviews were grouped by common keywords using thematic 

analysis. The process of generating themes w~re categorized into six steps: 

60 



familiarization with the data, generating primary codes, exploring for th~mes, 

reviewing and refining themes, defining and identifying themes, and constructing 

reports (Braun & Clarke, 2006). The information from the interviews was transcribed 

by the researcher and was reviewed by each interviewee for accuracy and clarity (i.e., 

partici_pant feedback). The data were translated from Chinese ipt~ English by the 

researcher, and verified by a second translator. A coding process was used to begin a 

detailed analysis, and then to group the data into categories. The completed coding 

was used to generate themes and was corroborated by a second coder to ensure the 

themes generated from the completed coding and to examine the connection between 

the themes and the narratives. 

~ummary 

The purposes of this study were to explore teachers' concerns about 

curriculum and their implementation of the Project Approach. This chapter outlined 

the methodology which explained the process of the survey and the interviews that 

underpm the study. This chapter described the research design, research sites, and 

sampling procedures. Additionally, it listed the procedure of developing the survey 

instrument, and also addressed protocols of ethics in rese~rch including 

confidentiality, consent forms, and the protection of human partkipants. Finally, the 

methods for collecting and analyzing data were presented. The results and findings 

are discussed in. Chapter IV. 
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CHATERIV 

RESULTS 

Introduction 

This chapter presents the findings for the dissertation research. The focus was 

on reporting both quantitative and qualitative findings of teao::hers' concerns about 

teaching the Project Approach, and the implementation of this approach. Descriptive 

statistics were used to summarize the quantitative results. The qualitative findings 

were identified by both patterns and the emphases of a theme and then emerged 

themes were derived relating to the purposes of the study. 

Survey Results 

Data were collected by the Survey .of Teachers in the Project Approach fwm 

teachers of young children who were currently implementing the Project Approach in 

Taiwan. Survey data were provided by 2~9 participants for the data analyses. 

Part I: Teachers' Demographic Information 

Demographic data were based on the first 12 i~ems i~ the survey. Detailed 

descriptive data and statistics regarding the participants are shown in the tables and 

figures below. A brief discussion precedes eac~ table or figure: 

G~nder and age. All of the 229 participants were female. They were asked to 

report .their age in the four categories shown in Table l. Nearly half of the teachers 

were 30 years of age or younger, and .a total of83.8% of the teachers were forty years 

of age or younger. 
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Table 1 

Participants' Ages 

Age (n = 229) 

21-30 years · 

31-40 years 

41-50 years 

51 or more years 

Descriptors f 

113 

79 

31 

6 

% 

49.3 

34.5 

13.5 

2.6 

Education and academic majors. Participants were asked to indicate their 

highest level of educational attainment based on one of four categories that consisted 

of high school diploma, associate's degree, bachelor's degree, and master's degree. A 

bachelor's degree was the category most frequently reported by teachers (Table 2). A 

master's degree was the second highest category reported by teachers. Participants 

also reported the academic major of the highest level of education attained. Their 

responses were coded into one of five categories. The Early Childhood Training 

program in Taiwan provides 28 credit hours in early childhood education for people 

who have a bachelor's degree but not from an educational background. The results 

indicated that over 95% of the participants had an early childhood educational 

background. 
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Table 2 

Participants' Education and Academic Majors 

Descriptors 

Education (n = 229) 

High School Diploma 

Associate 's Degree 

Bachelor's Degree 

Master's Degree 

Academic Major (n = 229) 

Human & Child Development & Family Sciences 

Early Childhood and Child Care Education 

Special Education 

Early Childhood Training Program 

Other Majors 

I 

. 1 

10 

188 

30 

192 

1 

32 

2 

% 

0.4 

4.4 

82.1 

13.1 

0.4 

84.2 

0.4 

14.0 

0.9 

Job titles and languages of instruction. The sample consisted of a majority 

of lead teachers. Participants were also asked to report the primary language used for 

instruction. Chinese was found to be the predominate language spoken in classrooms. 

Multilingual instruction was reported by 49.3% of the participants. 
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Table 3 

Participants, Job Titles and Languages of Instruction 

Descriptors 

Job Title (n = 228) 

Lead Teacher 

Assistant Teacher 

Substitute Teacher 

Other title 

Language of Instruction (n = 229) 

Chinese 

Chinese & English 

Chinese & Taiwanese 

Chinese & Taiwanese & English 

f 

221 

6 

8 

3 

114 

52 

52 

7 

% 

92.5 

2.6 

3.5 

1.3 

50.7 

23.1 

23.1 

3.1 

Children's age groups and teacher-child ratios. Participants were asked to 

report the children's age group and teacher-child ratio in their current classrooms. The 

responses of the children's age group were coded into eight age categories, and the 

teacher-child ratio was comprised of seven levels. In child care licensing laws, the 

Taiwanese government regulates that teacher-child ratio is 1 :5 for children under two 

years, and the ratio, 1: 15 for children over two years. The results revealed that the 

teacher-child ratios of most classrooms followed the regulations of child care 

licensing for preschoolers. One hundred and fifty-five of 229 participants reported 

that the teacher-child ratio was 1: 15 (Table 5). However, most infant and toddler 

classrooms did not follow the regulations; and ten of 22 participants reported that the 

teacher-child ratio was 1: 10 (Table 4). Twelve of the 227 participants taught infant 
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and toddler groups, and 215 of the 227 participants taught children ages three or older 

(Table 4). One hundred and forty-eight of the 227 participants supervised straight age 

groups, and 79 of the 227 participants supervised mixed age groups (Table 5). 

Table 4 

Children 's Ages and Teacher-Child Ratios of Infants and Toddlers 

Age 

12-23 months 

24-35 months 

Table 5 

f 

2 

8 

1: 10 

% 

0.9 

3.5 

f 

0 

2:20 

% 

0 

0.4 

Children 's Ages and Teacher-Child Ratios of Preschoolers 

1: 10 1: 15 2:20 

Age f % f % f 

3 years 4 1.8 25 11.0 

4 years 4 1.8 41 18.1 2 

5 years 5 2.2 32 14.1 2 

3 & 4 years 0 0 7 3.1 0 

4 & 5 years 3 1.3 39 17. l 2 

3, 4, 5 years 0 0 11 4.8 0 

% 

0.4 

0.9 

0.9 

0 

0.9 

0 

f 

0 

1 

2:20+ 

% 

0 

0.4 

2:20+ 

f % 

3 1.3 

3 1.3 

12 5.2 

0 0.4 

9 3.9 

4 1.8 

General teaching experience. Participants were asked to report the number of 

years teaching in early childhood education within six categories. The highest 

frequency reported by the teachers was that they had taught between five to ten years 

(Table 6). A pie chart of the responses is shown in Figure 1. The data were collapsed 

to create three categories for further analyses: (a) 1-4 years, (b) 5-10 years, and ( c) 
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11 +years.The results revealed that eighty teachers (35%) reported their teaching 

experience was between one and four years. Seventy-five teachers (33%) were 

between 5 to 10 years, and 74 teachers (32%) had more than 10 years of teaching 

experience (Figure 3). 

Table 6 

Participants' General Teaching Experience 

Descriptors 

Teaching Experience 

First year 

Second year 

Third and fourth years 

5-10 years 

11-15 years 

15 or more years 

67 

f 

17 

21 

42 

75 

38 

36 

% 

7.4 

9.2 

18.3 

32.8 

16.6 

15.7 



7% 

17% 

18% 

Figure 3. General teaching experience in six categories. 

Figure 4. General teaching experience in three categories. 
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Teaching experience in the Project Approach. Participants were asked to 

specify the number of years that they have taught the Project Approach within six 

categories. The highest frequency reported was teachers in the category of five to ten 

years; the next highest frequency reported was teachers in the category of three to four 

years experience with the Project Approach (Table 7). The data were collapsed to 

create three categories for further analyses: (a) 1st & 2nd years, (b) 3rd & 4th years, and 

( c) 5+years (Figure 5). 

Table 7 

Participants' Teaching Experience in the Project Approach 

Descriptors f % 

Teaching Experience in the Project Approach (n = 225) 

First year 31 13.8 

Second year 30 13.3 

Third and fourth years 77 34.2 

5-10 years 78 34.7 

11-15 years 7 3.1 

15 or more years 2 0.9 
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1% 

35% 13% 

■ 1st year 

■ 2nd year 

II 3rd & 4th years 

■ 5-10 years 

B 11-15 years 

11 15 years+ 

Figure 5. Teaching experience in the Project Approach in six categories. 

■ 1st & 2nd years 

■ 3rd & 4th years 

till 5+ years 

Figure 6. Teaching experience in the Project Approach in three categories. 
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Stages of professional development. Participants were asked to specify their 

professionally developmental stages in four categories: Phase I-Survival Stage; 

Phase II-Consolidation Stage; Phase III-Renewal Stage, and Phase IV-Maturity 

Stage. The results revealed that almost half of teachers reported being in the Renewal 

Stage (Table 8), and the second highest frequency reported was teachers in the 

Maturity Stage. Very few teachers identified themselves in the Survival Stage. (Figure 

6). 

Table 8 

Participants' Stages of Professional Development 

Descriptors 

Stages of Professional Development (n = 226) 

Stage I: Survival 

Stage II: Consolidation 

Stage III: Renewal 

Stage IV: Maturity 

71 

f 

22 

45 

111 

48 

% 

9.7 

19.9 

49.1 

21.2 



20% 

Figure 7. Stages of professional development. 

Part II: Teachers' Concerns about the Project Approach 

11 Survival Stage 

■ Consolidatioin Stage 

~ Renewal Stage 

II Maturity Stage 

Participants' concerns about the Project Approach were assessed via 22 items 

of the survey comprised of three subscales. Self Concerns included nine items which 

were related to awareness and personal concerns about the Project Approach. There 

were three negative questions in Self Concerns (item I, item 2, and item 8). Task 

Concerns included four items which were related to management skills. Impact 

Concerns included nine items which were related to the consequence of using the 

Project Approach, collaboration between colleagues, and the revising/refocusing of 

the curriculum. Participants were asked to rate their responses along an 8-point 

Likert-scale, ranging from O (irrelevant), 1-2 (not true of me now), 3-4 (somewhat 

true of me now), to 5-7 (very true of me now). In negative questions, the ranges were 

from 0-2 (very true of me now), 3-4 (somewhat true of me now), 5-6 (not true of me 
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now), to 7 (irrelevant). Reliability was determined by assessing internal consistency 

using Cronbach' s alpha coefficient. The reliability coefficients for the total scale and 

the subscales, Self Concerns, Task Concerns, and Impact Concerns are shown in 

Table 9. 

Table 9 

Reliability Coefficients for Teachers' Concerns About the Project Approach 

Scales Cronbach's Alpha Number of Items 

The Total Scale 0.90 22 

Self Concerns 0. 75 9 

Task Concerns 0.39 4 

Impact Concerns 0.90 9 

In Table I 0, the means and standard deviations of teachers' concerns are 

presented from the highest to lowest mean scores by subscales. Higher mean ratings 

indicated that teachers had more concerns regarding that particular issue. In Self 

Concerns, the highest mean scores of the first two items were derived from the 

responses of two of the negative questions which both meant "Not true of me now." 

One question was "Not concerned about the Project Approach" (M = 6.66, SD= 0.67). 

Another item was "Not interested in learning about the Project Approach" (M = 6.23, 

SD= 1.14). In Task Concerns, the item "How to effectively accomplish the 

requirement in the Project Approach" obtained the highest mean rating (M= 5.35, SD 

= 1.33), and "Time spent working with non-academic matter" were the second highest 

mean rating (M = 5.17, SD= 1.56). In Impact Concerns, the item with the highest 

mean rating was "Use feedback from students to change the curriculum" (M = 5.91, 
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SD= 0.95), and the second highest mean rating was "How the Project Approach 

affects students" (M = 5 .86, SD = 1.12). 

Table 10 

Means and Standard Deviations of Teachers' Concerns About the Project Approach 

Survey Items n M SD 

Self Concerns 

Q8. Not concerned about the Project Approach 229 6.66 0.67 

Q 17.Not interested in learning about the Project 226 6.23 1.14 

Approach 

Q20.How my role will change 224 5.64 1.17 

Q 16.Have more information on time and energy 225 5.62 1.12 

commitments required 

Q2 l. Why the Project Approach is better than the 225 5.43 1.35 

current curriculum 

QI. Do not even know the Project Approach 229 5.21 1.49 

Q15.What teachers are required to do 225 5.03 1.42 

Q22.How the Project Approach differs from 225 5.00 1.63 

theme teaching or other curriculum designs 

Q 12.Occupied with other teaching duties 226 3.62 1.76 

Task Concerns 

Q4. How to accomplish effectively the requirements 228 5.35 1.33 

Ql4.Time spent working with non-academic matter 224 5.17 1.56 

Q9. Inability to manage the teaching resources 224 3.61 1.60 

Q2. Not having enough time for preparation 228 3.06 1.59 

( continued) 
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Table 10 Means and Standard Deviations of Teachers' Concerns About the Project 

Approach ( continued) 

Survey Items n M SD 

Impact Concerns 

QI 9.Use feedback from students to change the 226 5.91 0.95 

Curriculum 

Q7. How the Project Approach affects students 229 5.86 1.12 

Q6. Develop working relationships with other 228 5.70 1.21 

teachers 

Q 13 .Adjust the learning arrangement/resources 224 5.70 1.12 

based on students' experiences 

Q5. Revise teaching strategies of the Project 229 5.69 1.57 

Approach to improve its effectiveness 

Q 18.How to supplement, enhance or replace project 226 5.56 1.29 

activities 

QI0.Familiarize other departments or people with the 224 5.43 1.27 

progress the Project Approach 

QI I .Modify certain practices in student assessment of 226 5.33 1.18 

the Project Approach 

Q3. Develop professionally in teaching the Project 228 4.85 1.68 

Approach 

Subscale mean scores were produced by adding the item ratings and dividing 

by the number of items in the subscale. Means and standard deviations of each 

subscale- Self Concerns, Task Concerns, and Impact Concerns-are displayed in 

Table 11 and figure 7. 
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Table 11 

Mean and Standard Deviations of Teachers' Concerns by Subscales 

Self Concerns 

Task Concerns 

Impact Concerns 

6 -

5 

4 

rl) 

s:: 3 c,::s 
ll.) 

~ 
2 

1 

0 

Self Concerns 

n 

222 

221 

220 

Task Concerns 

M 

5.39 

4.31 

5.57 

Impact Concerns 

Figure 8. Mean scores of teachers' concerns by subscales. 

SD 

0.74 

0.91 

0.90 

Person product-moment correlations were calculated to determine whether the 

subscales were related (Table 12). The subscales were found to be significantly 

correlated in a positive manner. 
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Table 12 

Correlations of Subscales of Teachers' Concerns About the Project Approach 

Self Concerns Task Concerns Impact Concerns 

Self Concerns 0.331 ** 0.658** 

Task Concerns 0.331 ** 1 0.509** 

Impact Concerns 0.658** 0.509** 1 

Note. ** Correlation is significant at the 0.01 level (2-tailed). 

Because the three subscales were significantly correlated, MANOV A was 

employed for the following data analyses. When MANOV A results revealed 

statistically significant differences, ANOV As compared the differences between each 

subscale of teachers' concerns (Self Concerns, Task Concerns, and Impact Concerns) 

by independent variable. Then post hoc results were used to identify which levels of 

mean scores in the independent variables significantly differed for each subscale. 

General teaching experience. Participants were divided into three categories: 

"one to four years," "five to ten years," and "more than ten years." MANOVA results, 

Wilks' A= 0.92, F(2, 208) = 2.56, p < 0.05, revealed statistically significant 

differences in teachers' concerns (Table 13). ANOVA results showed that Self 

Concerns were F(2, 208) = 1.31, p > 0. 05); Task Concerns were F(2, 208) = 4.22, 

p < 0. 05); and Impact Concerns F(2, 208) = 1.27, p > 0. 05) in Table 14. The results 

revealed that there were only significant differences in Task Concerns by general 

teaching experience. In post hoc tests, the results of Scheffe tests showed significant 

differences in the mean scores between "five to ten years," and "more than ten years." 
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Teachers with "five to ten years" of experience (M = 4.4 7) had higher mean scores 

than teachers with "more than ten years" of teaching experience (M= 4.07) in Table 

15. 

Table 13 

Multivariate Analyses of Teachers' Concerns by General Teaching Experience 

Variables 

General Teaching Experience 

Note. * p < 0.05. *** p < 0.001. 

Table 14 

Wilks' 

Lambda Value 

0.92 

F p 

2.56 0.02* 

Univariate Tests of Teachers' Concerns by General Teaching Experience 

Variables n M SD F p 

Self Concerns 208 5.41 0.05 1.31 0.27 

Task Concerns 208 4.32 0.06 4.22 0.01 * 

Impact Concerns 208 5.60 0.06 1.27 0.28 

78 

Partial 

Eta 

Squared 

0.04 

Partial 

Eta 

Squared 

0.01 

0.04 

0.01 



Table 15 

Post Hoc Tests of Teachers' Concerns by General Teaching Experience 

Subscale 

Self'. ·· 

1-4 Y 

(n = 72) 

M SD 

C&h@~h{~ , , ':_?:?~ ~' 
Task 

4.42 0.85 
Concerns 

Note.** p < .01. 

5-10 Y 

(n = 70) 

M SD 

4.47 0.92 

11 +Y 

(n = 69) 

M SD 

4.07 0.87 

F p 

4.22 0.01 ** 

Teaching experience in the Project Approach. Participants were divided 

into three categories: "the first and second years," "the three and four years," and 

"more than five years." MANOVA results, Wilks' A= 0.84, F(2, 204) = 5.95, p < 

0.01, revealed statistically significant differences on teachers' concerns (Table 16). 

ANOV A results showed that Self Concerns were F(2, 204) = 4.81, p < 0. 05); Task 

Concerns were F(2, 204) = 3.22, p < 0. 05); and Impact Concerns F(2, 204) = 6.86, 

p < 0. 01). The results revealed that there were significant differences in Self Concerns, 

Task Concerns, and Impact Concerns by teaching experience in the Project Approach 

(Table 17). 

In post hoc testing, the Scheffe tests revealed that in the Self Concerns, 

teachers with "more than five years" of experience (M = 5 .5 8) had higher mean scores 

than teachers in "the first and second years" of teaching experience (M = 5.19). In the 
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Task Concerns, teachers with "three and four years" of experience (M = 4.51) had 

higher mean scores than teachers with "more than five years" of teaching experience 

(M= 4.14). In the Impact Concerns, teachers with "three and four years" of 

experience (M = 5.66) had higher means scores than "the first and second years" of 

teaching experience (M= 5.23). Teachers with "more than five years" of experience 

(M= 5.78) had higher mean scores than "the first and second year" of teaching 

experience (M = 5.23) in Table 18. 

Table 16 

Multivariate Analyses of Teachers' Concerns by Teaching Experience in the Project 

Approach 

Variables 

Teaching Experience in the 

Project Approach 

Note. * p < 0.05. *** p < 0.001. 

Wilks' 

Lambda Value 

0.84 

80 

F p 

5.95 0.00*** 

Partial 

Eta 

Squared 

0.08 



Table 17 

Univariate Tests Teachers' Concerns by Teaching Experience in the Project 

Approach 

Partial 

Eta 

Variables n M SD F p Squared 

Self Concerns 204 5.39 0.05 4.81 0.09* 0.05 

Task Concerns 204 4.34 0.06 3.22 0.04* 0.03 

Impact Concerns 204 5.56 0.06 6.86 0.00** 0.06 

Table 18 

Post Hoc Tests of Teachers' Concerns by Teaching Experience in the Project 

Approach 

Subscale l st & 2nd y 3rd & 4th y 5+Y 

(n = 55) (n = 71) (n = 81) 

M SD M SD M SD F p 

Self 
5.19 4.80 0.00** 

Concerns 

Task 
4.35 0.98 4.51 0.76 4.14 0.92 3.22 0.04* 

Concerns 

Impact 
5.23 0,-99 ·· . . 5.66 0.75 5.78 0.87 . 6.86 0.00** 

Concerns 

Note. ** p < .01. 

Stages of professional development. Participants were divided into four 

categories: Survival, Consolidation, Renewal, and Maturity stage. MANOVA results, 

Wilks' A= 0.92, F(2, 204) = 2.04, p < 0.05, revealed statistically significant 
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differences among stages of professional development in conjunction with teachers' 

concerns {Table 19). ANOV A results showed that the Self Concerns were F(3, 204 ) 

= 0.31,p > 0.05); the Task Concerns were F(3, 204) = 1.18,p > 0.05); and the Impact 

Concerns were F(3, 204) = 1.99, p > 0. 05). The results revealed that there were no 

significant differences in Self Concerns, Task Concerns, and Impact Concerns by 

stages of professional development in Table 20. 

Table 19 

Multivariate Analyses of Teachers' Concerns by Stages of Professional Development 

Partial 

Variables 

Stages of Professional 

Development 

Note. * p < 0.05. *** p < 0.001. 

Table 20 

Wilks' 

Lambda Value 

0.91 

F p 

2.04 0.03* 

Eta 

Squared 

0.03 

Univariate Tests of Teachers' Concerns by Stages of Professional Development 

Partial 

Eta 

Variables n M SD F p Squared 

Self Concerns 204 5.38 0.06 0.31 0.82 0.00 

Task Concerns 204 4.33 0.08 1.18 0.32 0.02 

Impact Concerns 204 5.53 0.07 1.99 0.12 0.03 
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The comparison of mean scores by general teaching experience, teaching 

experience in the Project Approach, and stages of professional development of 

teachers' concerns (Self Concerns, Task Concerns, and Impact Concerns) are in Table 

21. 

Table 21 

Comparing Means by Three Independent Variables 

Task Concerns 

General 

Teaching 

5-10 years> 

Teaching 

Experience in the 

3rd &4th years > 

Part III: Teachers' Implementation of the Project Approach 

Stages of 

Professional 

NS. 

The data for the implementation of the Project Approach were collected via 30 

items of the survey. Five items related to Parental Involvement and Curriculum 

Approach required participants to select a single choice from the response options. 

Twenty-five additional items with multiple response options required participants to 

select as many as were applicable. The topics included eight categories: (a) Parental 

Involvement, (b) Curriculum Approach, ( c) Phase I-Beginning a Project, ( d) Phase 

II-Developing a Project, (e) Phase III-Concluding a Project, (f) Children's 
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Learning, (g) Support from Administration, and (h) Teachers' Roles and Challenges. 

These are listed in Table 22. 

Table 22 

Categories of Part III: Implementation of the Project Approach 

Category Items 

Parental Involvement 

Curriculum Approach 

Phase I 

Phase II 

Phase III 

Children's Learning 

Supports from Administration 

Teachers' Roles and Challenges 

1, 2, 3, 4, 26, 27 

5 

6, 7, 8, 9, 10 

11, 12, 13, 14, 15, 16, 17, 18, 19 

20,21,22 

24,25 

23,28 

29,30 

Parental involvement Participants were asked to answer four single response 

questions and two questions with more than one possible response. Results are shown 

in Table 23; the frequency is ranked from highest to lowest. Single response questions 

were about "Frequency oflnviting Parents," "Frequency of Parent-Teacher 

Conferences," "People who Attended Conferences" and "Difficulty in Involving 

Parents." In item 1, "Frequency oflnviting Parents," the most frequently selected 

option was "More than Two Times a Year." This response was reported as having a 

frequency of38.1%. In item 2, "Frequency of Parent-Teacher Conferences," the most 

frequently selected option was Twice a Year." This response was reported as having a 

frequency of 65.2%. In item 3, "People who Attended Conferences," the most 
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frequently selected option was "Mother." This response was reported as having a 

frequency of 98.9%. In item 4, "Difficulty in Involving Parents." the most frequently 

selected option was "No." Responses were reported as having a frequency of 65%. 

Additionally, participants were asked to answer one open-end question about 

"Reasons for Absence from Parent-Teacher Conferences." Results showed that the 

most frequently selected option was "Busy at Work." This response was reported as 

having a frequency of 15.3%. 

In multiple response options, participants were asked to answer two questions 

about "Strategies to Involve Parents," and "Events to Involve Parents." Results are 

shown in Table 23; the frequency is ranked from highest to lowest. In item 26, 

"Strategies to Involve Parents," the most frequently selected option was "Children's 

Invitations." This response was reported as having a frequency of 79.5%. In item 27, 

"Events to Involve Parent," the most frequently selected option was "Lending 

Resources and Materials to the Class." This response was reported as having a 

frequency of 84. 7%. 
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Table 23 

Parental Involvement 

Descriptors f % 

Frequency of Inviting Parents (n = 226) 

More than Two Times a Year 86 38.1 

Twice a Year 72 31.9 

Not at All 42 18.6 

Once a Year 26 11.5 

Frequency of Parent-Teacher Conferences (n = 227) 

Twice a Year 148 65.2 

More than Two Times a Year 45 19.8 

Once a Year 30 13.2 

Not at All 4 1.8 

People who Attended Conferences (n = 227) 

Mother 92 98.9 

Both Parents 134 59.0 

Grandparents 0.4 

Difficulty in Involving Parents (n = 220) 

Yes 77 35.0 

No 143 65.0 

Reasons for Absence from Parent-Teacher Conferences 

Busy at Work 35 15.3 

Time Conflicts 31 13.5 

Not Willing 3 1.3 

No Interest 0.4 

( continued) 
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Table 23 Parental Involvement (continued) 

Descriptors 

Strategies to Involve Parents 

Children's Invitations 

Bulletin Boards 

Classroom Newsletters 

Topic Notes/Letters 

Phone Calls 

Parent-Teacher Conferences 

Curriculum Documentation 

Information from Other Parents 

Home Visits 

Events to Involve Parents 

Lending Resources and Materials to Classroom 

Discussing Topics at Home 

Providing Community Information 

Visiting Field Sites with Children 

Participating in the Field Trip 

Purchasing Books or Materials 

Participating in the Investigations 

Answering Children's Questions as Experts 

I 

182 

168 

168 

166 

147 

146 

138 

54 

33 

194 

186 

152 

148 

139 

133 

128 

103 

% 

79.5 

73.4 

73.4 

72.5 

64.2 

63.8 

60.3 

23.6 

14.4 

84.7 

81.2 

66.4 

64.6 

60.7 

58.1 

55.9 

45.0 

Curriculum approach. Participants were asked to answer one single response 

question about "Curriculum Approach." Results are shown in Table 24; the frequency 

is ranked from highest to lowest. In item 5, the most frequently selected option was 

"The Theme with the Project Approach." This response was reported as having a 

frequency of 61. 9%. 
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Table 24 

Curriculum Approach 

Descriptors 

Curriculum (n = 223) 

The Theme with the Project Approach 

The Project Approach 

Other Curriculum with the Project Approach 

The Topic with the Project Approach 

f 

138 

71 

10 

4 

% 

61.9 

31.8 

4.5 

1.8 

Phase I-beginning a project. Participants were asked to respond to five 

questions about beginning a project. These items explored participants' options about 

"Methods to Determine the Topic," "Methods to Know if Children Are Interested in 

the Topic," "Events to Focus Children's Attentions," "Methods to Determine 

Children's Prior Knowledge," and "Techniques to Record Children's Prior 

Knowledge." Results are shown in Table 25; the frequency is ranked from highest to 

lowest. In item 6, "Methods to Determine the Topic," the most frequently selected 

option was "Children's Interests." This response was reported as having a frequency 

of 86%. In items 7, "Methods to Know if Children are Interested in the Topic," the 

most frequently selected option was "Conversations." This response was reported as 

having a frequency of 93%. In item 8, "Events to Focus Children's Attentions," the 

most frequently selected option was "Discussions." This response was reported as 

having a frequency of 89.5%. In item 9, "Methods to Determine Children's Prior 

Knowledge," the most frequently selected option was "Recording Discussions." This 

response was reported as having a frequency of 94.3%. In item 10, "Methods to 
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Record Children's Prior Knowledge," the most frequently selected option was 

"Recording Discussions." This response was reported as having a frequency of 85.1 %. 
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Table 25 

Phase I-Beginning a Project 

Descriptors I % 

Methods to Determine the Topic 

Children's Interests 196 86.0 

Discussions 179 78.5 

Significant Events 107 47.1 

Children's Decisions 61 26.8 

Other 

Teachers' Decision 5 2.2 

School Meeting Decide 5 2.2 

Parents' Suggestions 1 0.4 

Methods to Know if Children Are Interested in the Topic 

Conversations 214 93.9 

Observations 199 87.3 

Questions 170 74.6 

Drawings 113 49.6 

Parent Reports 65 28.5 

Other 

Center Time 2 0.9 

Teachers' Guidance 0.4 

Events to Focus Children's Attention 

Discussions 204 89.5 

Related Objects 186 81.6 

Books . 177 77.6 

( continued) 
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Table 25 Phase I-Beginning a Project (continued) 

Descriptors 

Events to Focus Children's Attention 

Language Products 

Sketches 

Drawings 

Videos 

Other 

Field Trips 

Center Activities 

Classroom Decorations 

Methods to Determine Children !s Prior Knowledge 

Recording Discussions 

Play 

Art Work 

Construction 

Other 

Center Time 

Children ·s Books 

Children~ s Experience 

Techniques to Record Children~s Prior Knowledge 

Recording Discussions 

List of Questions 

Web 

91 

f 

151 

114 

106 

98 

5 

215 

]42 

134 

128 

194 

162 

136 

% 

66.2 

50.0 

46.5 

43.0 

2.2 

0.4 

0.4 

94.3 

62.3 

58.8 

56. l 

0.4 

0.4 

0.4 

85. l 

71.1 

59.6 

( continued) 



Table 25 Phase I-Beginning a Project (continued) 

Descriptors 

Techniques to Record Children's Prior Knowledge 

Drawings 

Constructions 

No Records Kept 

Other 

Children's Conversations 

PhotosNideo Taping 

Assessments 

Individual Portfolios 

f 

128 

123 

3 

3 

3 

1 

1 

% 

56.1 

53.9 

1.3 

1.3 

1.3 

0.4 

0.4 

Phase II-developing a project. There were two parts in Phase II. In the first 

part, participants were asked to respond to four questions about developing a project. 

These items explored participants' options about "Resources to Stimulate Children's 

Interests," "Methods to Make Investigations Become Focused," "Additional 

Resources to Support In-Depth Investigations," and "Activities Used in a Project." 

Results are shown in Table 26; the frequency is ranked from highest to lowest. In item 

11, "Resources to Stimulate Children's Interests," the most frequency selected option 

was "Books." This response was reported as having a frequency of 96.5%. In item 12, 

"Methods to Make Investigations Become Focused;" the most frequency selected 

option was "Discussions." This response was reported as having a frequency of 96.5%. 

In item 13, "Additional Resources to Support In-Depth Investigations;" the most 

frequency selected option was "Books." This response was reported as having a 

frequency of 96%. In item 14, "Activities Used in a Project." the most frequency 
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selected option was "Circle Time." This response was reported as having a frequency 

of96.9%. 

In the second part, participants were asked to respond to five questions about 

field trips. These items explored participants' options about "Preparations of Field 

Site Experiences for Children," "Teachers' Preparations for Field Trips," 

"Preparations of Field Trips for Parents," "Methods to Organize Children on the Field 

Trip," and "Methods to Review Children's Experiences." Results are shown in Table 

27; the frequency is ranked from highest to lowest. In item 15, "Preparations of Field 

Site Experiences for Children," the most frequently selected option was "Discussions." 

This response was reported as having a frequency of 91. 7%. In item 16, "Teachers' 

Preparations for Field Trips" the most frequently selected option was "Pre-Visit Field 

Sites." This response was reported as having a frequency of 91.2%. In item 17, 

"Preparations of Field Trips for Parents," the most frequently selected option was 

"Reminder Note." This response was reported as having a frequency of 78.9%. In 

item 18, "Methods to Organize Children on the Field Trip," the most frequently 

selected option was "Grouping Children on a Specific Task." This response was 

reported as having a frequency of 70.2%. In item 19, "Methods to Review Children's 

Experiences," the most frequently selected option was "Review Photos." This 

response was reported as having a frequency of 90.3%. 

93 



Table 26 

Phase II-Developing a Project 

Descriptors f % 

Resources to Stimulate Children's Interests 

Books 220 96.5 

Pictures 202 88.6 

Photographs 175 76.8 

Parents' Contributions 155 68.0 

Construction Materials 122 53.5 

Artifacts 115 50.4 

Visitors 98 43.0 

Other 

Field Trips 5 2.2 

Objects 4 1.7 

Review Children's Work 0.4 

Videos 0.4 

Methods to Make Investigations Become Focused 

Discussions 203 89.0 

List of Questions 149 65.4 

Assigned Tasks 126 55.3 

Develop a New Web 96 42.1 

Other 

Center Time 4 1.7 

Community Resources 0.4 

( continued) 
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Table 26 Phase II-Developing a Project (continued) 

Descriptors f % 

Additional Resources to Support In-Depth Investigations 

Books 218 96.0 

Construction Materials 177 78.0 

Visitors 164 72.2 

Parent Contributions 164 72.2 

Artifacts 124 54.6 

Other 

Field Trips 9 3.9 

Objects 2 0.9 

Community Resources 1 0.4 

Activities Used in a Project 

Circle Time 221 96.9 

Center Time 203 89.0 

Collaborative Activities 199 87.3 

Field Trips 198 86.8 

Group Discussions 195 85.5 

Storytelling 192 84.2 

Dramatic Play 181 79.4 

Art 176 77.2 

Playground Activities 166 72.8 

Language Arts 163 71.5 

( continued) 
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Table 26 Phase II-Developing a Project (continued) 

Descriptors f % 

Activities Used in a Project 

Science 148 64.9 

Individual Activities 143 62.7 

Math 122 53.5 

Music and Movement 117 51.3 

Other 

Field Trips 1 0.4 

Interview Experts 0.4 
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Table 27 

Phase II-Fie Id Trips 

Descriptors f % 

Preparations of Field Site Experiences for Children 

Discussions 209 91.7 

Reminders 168 73.7 

Reading Related Information 142 62.3 

List of Questions 125 54.8 

Rehearsals 45 19.7 

Practicing Skills 45 19.7 

Other 

Setting up Goals for the Field Trip 1 0.4 

Teachers' Preparations for Field Trips 

Pre-Visit Field Sites 208 91.2 

Contact the Field Site Personnel 187 82.0 

Handout/Flyer from the Field Site 181 79.4 

Phone Calls 164 71.9 

Reminder Letters 57 25.0 

Other 

Inviting Volunteers l 0.4 

Inviting Tour Guides 1 0.4 

Website Information 0.4 

Preparations of Field Trips for Parents 

Reminder Notes 180 78.9 

Phone Call Invitations 140 61.4 

( continued) 
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Table 27 Phase II-Field Trips (continued) 

Descriptors f % 

Preparations of Field Trips for Parents 

Request Letters 62 27.2 

Meetings 59 25.9 

Handouts 54 23.7 

Other 

Pre-Visit Field Sites with Parents 1 0.4 

Teachers' Invitations 1 0.4 

Methods to Organize Children on the Field Trip 

Grouping Children on a Specific Task 160 70.2 

Assigning Children to Specific Adults 106 46.5 

Individual Approach 86 37.7 

One Large Group 71 31.1 

Other 

Assigning Children to Specific Visiting Areas 1 0.4 

Methods to Review Children's Experiences 

Review Photos 205 90.3 

Discuss Sketches 190 83.7 

Dictate Experiences 176 77.5 

Discuss Drawings 139 61.2 

Scrapbooks 136 59.9 

Displays 101 44.5 

Answer Questions on the List 68 30.0 
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Phase III-concluding a project. Participants were asked to respond to three 

questions about concluding a project. These items explored participants' options 

about "Evidences of Children's Learning," "Presentations of Children's Learning," 

and "Documentations of Project Work." Results are shown in Table 28; the frequency 

is ranked from highest to lowest. In item 20, "Evidences of Children's Learning," the 

most frequently selected option was "Drawings." This response was reported as 

having a frequency of 89%. In item 21, "Presentations of Children's Learning," the 

most frequently selected option was "Exhibitions." This response was reported as 

having a frequency of 93%. In item 22, "Documentations of Project Work," the most 

frequently selected option was "Individual Products." This response was reported as 

having a frequency of 86%. Additionally, participants were asked to answer one open

ended question about the most effective documentation at the end of item 22. The 

most frequently reported option was "Individual Portfolios." 
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Table 28 

Phase Ill-Concluding a Project 

Descriptors f % 

Evidences of Children's Leaming 

Drawings 203 89.0 

Sketches 187 82.0 

Constructions 180 78.9 

Language Products 152 66.7 

Dramatic Play 146 64.0 

Paintings 135 59.2 

Final Webs 119 52.2 

Question Lists 107 46.9 

Presentations of Children's Leaming 

Exhibitions 212 93.0 

Plays 167 73.2 

Role Play 181 79.4 

Individual Scrapbooks 165 72.4 

The Project History 152 66.7 

Open House 123 53.9 

Take-Home Books 122 53.5 

School Presentations 117 51.3 

Music and Movement 55 24.1 

Community Displays 17 7.5 

Write Reports 20 8.8 

( continued) 
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Table 28 Phase Ill-Concluding a Project (continued) 

Descriptors 

Documentations of Project Work 

Individual Products 

Observation Records 

Project Narratives 

Individual Portfolios 

Children's Self-Reflections 

Anecdotal Notes 

Group Products 

Checklists 

The Most Effective Documentation 

Individual Portfolios 

Project Narratives 

Observation Records 

More Than One Method/Integrating all Methods 

Individual Products 

Anecdotal Notes 

Checklists 

Teachers' Reflections 

Project Narratives 

Dramatic Play 

f % 

196 86.0 

170 74.6 

169 74.1 

164 71.9 

155 68.0 

151 66.2 

144 63.2 

110 48.2 

50 21.8 

27 11.8 

16 7.0 

15 6.6 

12 5.2 

5 2.1 

3 1.3 

3 1.3 

2 0.9 

0.4 

Children's learning. Participants were asked to respond to two questions 

about children's learning. These items explored participants' options about "Skills for 

Child-Need Assistance," and "Skills for Child-Learning in a Project." Results are 

shown in Table 29; the frequency is ranked from highest to lowest. In item 24, "Skills 

for Child-Need Assistance," the most frequently selected option was "Observational 
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Skills." This response was reported as having a frequency of 72. l %. In item 25, 

"Skills for Child-Leaming in a Project," the most frequently selected options were 

both "Problem Solving" and "Collaborative Leaming." This response was reported as 

having a frequency of 92%. 
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Table 29 

Children's Learning 

Descriptors 

Skills for Child-Need Assistance 

Observational Skills 

Posing Questions 

Using Materials 

Field Sketching 

Interpreting Information 

Using Construction Tools 

Using Art Materials 

Taking Photographs 

Skills for Child-Learning in a Project 

Problem Solving 

Collaborative Learning 

Social Skills 

Communication Skills 

Self-Confidence 

New Concepts 

Practical Life Skills 

Applying Concepts 

Academic Skills 

f % 

165 72.1 

147 64.2 

133 58.1 

133 58.1 

129 56.3 

126 55.0 

126 55.0 

86 37.6 

213 93.0 

213 93.0 

207 90.4 

206 90.0 

194 84.7 

188 82.1 

175 76.4 

161 70.3 

145 63.3 

Support from administration. Participants were asked to respond to two 

questions about support from administration. These items explored participants' 

options about "Technological Tools Used in a Project," and "Existing Support.'' 

Results are shown in Table 30; the frequency is ranked from highest to lowest. In item 
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23, "Technological Tools Used in a Project," the most frequently selected option was 

"Digital Cameras." This response was reported as having a frequency of 95.6%. In 

items 28, "Existing Support" the most frequently selected option was "Meeting for 

Sharing and Dialogue." This response was reported as having a frequency of 88.2%. 

Additionally, participants were asked to respond to what support they needed at the 

end of item 28. Results showed that participants required "Human Support," "Experts' 

Suggestions," and "Continued Workshops and Trainings." 
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Table 30 

Support from Administration 

Descriptors f % 

Technological Tools Used in a Project 

Digital Cameras 219 95.6 

Computers 206 90.0 

Internet 155 67.7 

Camcorders 139 60.7 

Copy Machines 137 59.8 

Overhead Projectors 125 54.6 

Cameras 111 48.5 

Computer Programs 92 40.2 

Tape Recorders 63 27.5 

Voice Recorders 61 26.6 

Handheld Tape Recorders 38 16.6 

Existing Support 

Meeting for Sharing and Dialogue 201 88.2 

Equipment Support for Children's Investigations 183 80.3 

Support from the Principal/Director 178 78.1 

The Project Approach Training 172 75.4 

Professional Development Courses 144 63.2 

The Project Approach Workshops 122 53.5 

Planning Time for Developing a Project 102 44.7 

( continued) 
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Table 30 Support from Administration ( continued) 

Needed Support 

Human Support 

Experts' Suggestions 

Descriptors 

Continue Workshops and Trainings 

I 

1 

2 

1 

% 

0.4 

0.9 

0.4 

Teachers' roles and challenges. Participants were asked to respond to two 

questions about teachers' roles and their challenges. These items explored participants' 

options about "Teachers' Roles in the Project Approach," and "Challenges." Results 

are shown in Table 31; the frequency is ranked from highest to lowest. In item 29, 

"Teachers' Roles in the Project Approach," the most frequently selected option was 

"Recorders." This response was reported as having a frequency of 90.4%. In item 30, 

"Challengest the most frequently selected option was "Enhancing Children's 

Cultural Awareness." This response was reported as having a frequency of 63.2%. 
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Table 31 

Teachers' Roles and Challenges 

Descriptors f % 

Teachers' Roles in the Project Approach 

Recorders 206 90.4 

Facilitators 205 89.9 

Guides 202 88.6 

Co-Learners 145 63.6 

Instructors 135 59.2 

Classroom Managers 126 55.3 

Demonstrators 123 53.9 

Documenters 115 50.4 

Mediators 114 50.0 

Advisors 107 46.9 

Leaders 78 34.2 

Others 

Collaborators 0.4 

· Listeners 1 0.4 

Observers 0.4 

Challenges 

Enhancing Children's Cultural Awareness 84 63.2 

Children with Special Needs 81 35.5 

Including Parental Involvement 54 23.7 

Lack of Appropriate Equipment 46 20.2 

Literacy Improvement 44 19.3 

( continued) 
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Table 31 Teachers' Roles and Challenges ( continued) 

Descriptors 

Challenges 

Poor Staff-Child Ratios 

Meeting Educational Standards 

Children with Other Second Language Learners 

Lack of Administrators' Support 

Children with the Ill Effects of Poverty 

Not at All 

Other 

Children's Individual Differences 

Lack of Knowledge about the Topic 

Extending In-Depth Investigations 

Lack of Appropriate Teaching Strategies 

Construct Children's Abilities 

No School for Field Trips 

Scaffolding Children's Knowledge 

f 

44 

31 

13 

13 

9 

24 

3 

2 

2 

1 

1 

% 

19.3 

13.6 

5.7 

5.7 

3.9 

10.5 

1.3 

0.9 

0.9 

0.4 

0.4 

0.4 

0.4 

The summary of the implementation of the Project Approach is presented in 

Figure 9. (Se figure in next page) 
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I The Implementation of the Project Approach I 
Phase I-Beginning a 
Project-Determining 

a Topic 

• 
Methods to Determine 
a Topic: 

Children's interests 
I Discussions I 
Significant events. 

Methods to Know 
Children's Interests: 

Conversations I 
Observations / 
Questions. 

Events to Focus 
Children's Attention: 

Discussions I 
Related books / 
Language products. 

Methods to Learn 
Children's Prior 
Knowledge 

Art work I Play / 
Recording 
Discussions/ 
Constructions. 

I 

Phases II-Developing 
a Project-In-depth 
Investigations (Field 

Trips/ Visiting 
Experts) 

• 
Resources to Stimulate 
Children's Interests: 

Books I Pictures I 
Photographs. 

Methods to Focus 
Investigations: 

Discussions / List of 
questions I Assigned 
tasks. 

Resources to Support 
In-Depth Investigations: 

Books I Constructions 
materials / visitors. 

Activities in a Project : 
Circle time / Center 

· time / Collaborative 
activities / Field trips. 

Teachers' Preparations 
for Field Trips: 

Pre-Visit Field Sites/ 
Contact the Field Sites 
Personnel / Handout or 
Flyer from the Field 
Site 

Phase III-Concluding 
a Project

Culminating Activities 

• 
Evidence of 
Children's 
Learning: 

Drawings I 
Sketches 
I Constructions. 

Presentations of 
Children's Leaming: 

Exhibitions / Plays / 
Role play. 

Documentations of 
Project Approach: 

Individual 
productions I 
Observation records 
I Project narratives. 

The Most Effective 
Documentation: 

Individual 
portfolios. 

Figure 9. The summary of the findings in the implementation of the Project 
Approach 

Comparing Teaching Experience in the Project Approach and Stages of 

Professional Development 

When comparing teachers' implementation of the Project Approach between 

teaching experience in the Project Approach and stages of professional development, 

results show that there were no significant differences in Phase I between these two 

variables (Table 32). 
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Table 32 

Comparing Phase I Between Teaching Experience in the Project Approach and 

Stages of Professional Development 

Descriptors 

·~H;it~r.!2·•·•···· 
Children's Interests 

Discussions 

Significant Events 

Methods 

Conversations 

Observations 

Questions 

Events to Focus 
' . 

Children's Attentions 

Discussions 

Related Objects 

Books 

Teaching Experience 

in the Project Approach 

1 st&2nd 3rct&4th 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

110 

5+ 

X 

X 

X 

X 

X 

X 

X 

X 

X 

Stages of Teachers' 

Professional Development 

Stage Stage Stage Stage 

I 

X 

X 

X 

X 

X 

X 

X 

X 

X 

II 

X 

X 

X 

X 

X 

X 

X 

X 

X 

III 

X 

X 

X 

X 

X 

X 

X 

X 

X 

IV 

X 

X 

X 

X 

X 

X 

X 

X 

X 

( continued) 



Table 32 Comparing Phase I Between Teaching Experience in the Project Approach 

and Stages of Professional Development ( continued) 

Descriptors 

., ,,. ,· .·," ·· .. ,·· ,· ·c.c ·· •. < 

~J'll)~ l.¢~,gy: :}, 

Recording 

Discussions 

Play 

Art Work 

Recording 

Discussions 

List of Questions 

Web 

Teaching Experience 

in the Project Approach 

1 st&2nd 3rd&4th 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

5+ 

X 

X 

X 

X 

X 

X 

Interview Results 

Stages of Teachers' 

Professional Development 

Stage Stage Stage Stage 

I 

X 

X 

X 

X 

X 

X 

II 

X 

X 

X 

X 

X 

X 

III 

X 

X 

X 

X 

X 

X 

IV 

X 

X 

X 

X 

X 

X 

The interview data were collected from face-to-face interviews. Six volunteer 

interviewees were asked to answer five questions. The data were transcribed in 

Chinese and then translated into English. Transcriptions in Chinese were verified by 

each individual interviewee and then were examined by a panel of experts to check 

consistency between the transcription of Chinese and English. An overview of this 
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section was organized in the following segments: (a) demographic characteristics of 

participants, (b) teachers' concerns, and (c) the implementation of the Project 

Approach. 

Demographic Characteristics of Participants 

Six volunteer interviewees from six different schools were equally chosen 

from northern, central, and southern urban cities. Two interviewees were between the 

ages of 21-30 and two were between 31-40 years-old. One interviewee was more than 

50 and one was between 41-50 years-old (Table 32). 

The majority of interviewees had bachelor's degrees in Early Childhood 

Education. Four out of the six interviewees taught children of the same age, and the 

other two interviewees taught children of different ages. All of classrooms followed 

child care regulations, and the majority of teacher-child ratios were more than 2:20. 

Chinese was the predominate language in all classrooms; however, half of the 

interviewees spoke both Chinese and Taiwanese in classrooms. 

Three interviewees had five to ten years of teaching experience, and the other 

three interviewees had more than ten years of experience. The majority of 

interviewees specified more than five years of teaching experience in the Project 

Approach and identified themselves in the Renewal Stage. Only one participant 

reported that she was in the Maturity Stage. 
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Table 33 

Demographic characteristics of Interviewees 

Education 

Children's Age 

Curriculum 

Language of 

Instruction 

General Teaching 

Experience 

Teaching 

PA 

Stages of 

Professional 

Development 

Ms.D 

B.D. 

5&6 

Theme 

5-10 

Years 

Stage 

III 

Ms.L 

A.D. 

4 

Theme 

10+ 

Years 

Stage 

IV 

Ms.E 

B.D. 

3 

Center-

Based 

113 

5-10 

Years 

Stage 

III 

Ms. Y 

MS.D. 

5 

Theme 

10+ 

Years 

Stage 

III 

Ms. S 

B.D. 

3 

Theme 

10+ 

Years 

Stage 

III 

Ms.F 

B.D. 

4&5 

Art-Based 

5-10 

Years 

Stage 

III 



Teachers' Concerns 

The interviewees were asked to answer one broad question related to teachers' 

concerns about the curriculum as follows: 

What challenges have you encountered and what support do you need and 

what are the benefits or impacts related to teachers' professional development 

when you conduct a project? 

After data analyses, four major themes related to teachers' concerns emerged: 

( a) teachers remained concerned about their own teaching skills and parental 

involvement; (b) project work was associated with multiple teaching skills at one time; 

( c) the existing support was not enough for an on-going project; and ( d) the project 

work had a positive influence on teachers' professional development. 

Teachers remained concerned about their own teaching skills and 

parental involvement. Four sub-themes were generated: (a) to create 

developmentally appropriate activities; (b) to propose appropriate questions and 

trigger children's interests; (c) to conduct a project with an unfamiliar topic; and (d) to 

receive parental involvement. 

To create developmentally appropriate activities. It was difficult to provide 

age appropriate activities for all of the children, especially children in their infancy 

and toddler stages. Ms. E and Ms. S both taught three year-old children. They both 

said that the biggest challenge was that these children were too young with very little 

previous experience of learning or prior knowledge about a topic. Ms. D emphasized, 

"The biggest challenge was to include children with disabilities into project work. I 
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had difficulties to create project work for them and to help them involve into a 

project." 

To propose appropriate questions and trigger children's interests. The 

interviewees were challenged by proposing proper questions in order to encourage 

children's interests on the topic. Ms. F and Ms. D stressed the challenges related to 

teaching skills. They both said that the biggest challenge was to provide appropriate 

questions in order to encourage them to solve the problems instead of giving them the 

answers. Ms. D emphasized, "It was difficult to propose appropriate questions during 

the group discussion in order to extend children's interests on an in-depth 

investigation." Ms. Land Ms. Y both had similar difficulties as Ms. D. They both said 

that igniting children's interests and helping them become enthusiastic about the 

topics was their biggest challenge. 

Even though Ms. Land Ms. Y both had solutions to work on this problem, 

sometimes it caused them to become frustrated. Ms. L said, "My solution was to build 

up children's basic learning skills and to assist children working in small groups. I 

reviewed the theories related .to child development and read practitioner articles for 

reexamining my curriculum design." Ms. Y suggested utilizing picture books to 

discuss a topic, and she said, "It has worked well so far." 

To conduct a project with an unfamiliar topic. Half of interviewees had 

difficulties working on an unfamiliar topic with children. Ms. E, Ms. F, and Ms. D 

were challenged by their lack of prior knowledge about topics during the 

implementation of the Project Approach. Ms. E said, "I had difficulties working on an 
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unfamiliar topic because by having little knowledge on the topic made me feel less 

confident in working with children and parents." Ms. D said, "I felt challenged when 

children were 

interested in: a topic which was unfamiliar to me. I needed to spend a lot of time 

researching the information in order to encourage children's learning." 

To receive parental involvement. One interviewee declared that she had 

difficulty obtaining parental involvement. Ms. D emphasized that the challenges she 

faced in receiving parental involvement. She said, "The other challenge was getting 

parents involved in project work, such as being volunteers, or attending culminating 

activities, especially for children raised by their grandparents." 

The project work was associated with multiple teaching skills at one time. 

Two sub-themes were generated: (a) project work depended on a teacher's proper 

preparation; and (b) teachers felt frustrated in their work. 

Project work depended on a teacher's proper preparation. Half of 

interviewees emphasized that teachers' preparation is an important factor for 

implementing successful project work. Ms. D, Ms. S, and Ms. L disclosed that it was 

not easy _to conduct successful project work which deeply relied on teachers' 

experience and teaching skills. Ms. D said, "Teachers needed to have well-prepared 

teaching skills and the knowledge.about a given topic in order to work with children's 

in-depth investigations." Ms. L emphasized: 

It was difficult for new teachers to implement this approach because teachers 

in project work had too many responsibilities, such as being an observer, a 
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curriculum designer, and a communicator. Moreover, it was not easy for a new 

teacher to implement curriculum based upon the children's interests. 

Finally, Ms. L stressed, "The Project Approach is a good curriculum to enhance 

children's .learning abilities; however, I doubt whether it is right to ask teachers to 

utilize this approach when they are not well-prepared." 

Teachers felt frustrated in their work. Teachers played different roles, 

simultaneously, in project work. They were discouraged by being unable to 

appropriately play these roles. Ms. F said, "Teachers have to change their roles for 

different activities, such as becoming mediators, observers, and facilitators in order to 

provide diverse activities for children's learning." Even though Ms. Y has more than 

five years teaching experience, she still felt frustrated when she did not inspire 

children's interests on an in-depth investigation. She said, "Sometimes, I became 

discouraged by repeated failures in curriculum design and satisfaction from parents." 

The existing support was not enough for on-going projects. Two sub

themes were generated: (a) existing support, and (b) support needed for on-going 

projects. 

Existing support. All interviewees received .support from sharing teaching 

experiences on regular meetings. Ms. D and Ms. F said that the teachers who taught 

the same age level met together to discuss possible topics which children might be 

interested in and to create the initial web. Ms. F, Ms. L, and Ms. S mentioned that 

they had weekly meetings. Ms. S stated, "The director and other experienced teachers 

shared their teaching experiences and discussed curriculum during weekly meetings." 
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Ms. E, Ms. L, Ms. S, and Ms. Y said that schools invited educational experts to 

provide suggestions regarding the curriculum through classroom observations. These 

experts became consultants who answered questions related to teaching. Ms. S was a 

teacher in the laboratory school. She explained, "Professors in the Child Care 

Department regularly visited my classroom. They provided suggestions about my 

teaching." Ms. L and Ms. S said that the administrators provided the training for the 

Project Approach when we started using this approach. Ms. D, Ms. E, and Ms. Y 

stated that in addition to providing training for the Project Approach, administrators 

offered a professional training program which included training on storytelling and 

child development in order to enhance our teaching skills." Finally, Ms. D 

emphasized, "The school provided some technological tools to help me effectively 

record the children's work." 

Support needed for on-going projects. All interviewees mentioned the need 

for teachers' training regarding the Project Approach or workshops in Early 

Childhood Equcation. Additionally, Ms. D and Ms. E both emphasized that they 

would like to have more volunteers in their classrooms. Ms. D and Ms. L explained 

that teachers spent a lot of time in preparing the curriculum. They would like to have 

more time to collect resources for the project or atTange materials in the classroom 

environment. 

Project work had a positive influence on teachers' professional 

development. Four sub-themes were generated: (a) teachers' knowledge increased, (b) 

118 



teaching skills improved, (c) teachers' communication abilities increased, and (d) 

more collaborative learning involvement. 

Teachers' knowledge increased. All interviewees stated that they obtained 

new knowledge about the topic by using project work. Ms. D said, "Project work has 

had a positive influence on me." She emphasized, "In order to propose appropriate 

questions to encourage children learning new concepts, I have to read a lot of 

information related to the topic." Ms. S and Ms. F also said that teachers have to study 

concepts of the topic in order to provide an in-depth investigation; therefore, teachers 

have learned the knowledge of the topic with the children. Additionally, Ms. Y, Ms. S, 

Ms. E, and Ms. L said that they had a better understanding of child development. 

They also emphasized that teachers needed to have in-depth understanding of child 

development and to know children's individual differences very well in order to 

provide different tasks for each child. 

Teaching skills improved. Four out of six interviewees emphasized that their 

teaching skills were improved. Ms. D, Ms. F, Ms. Y, and Ms. L referred to improving 

their professional teaching skills in project work. Ms. D said, "I had better skills to 

propose appropriate questions and improve my abilities of data co1lection by utilizing 

technology in the teaching procedure." Ms. Y and Ms. F both said that teaching skills 

were improved because teachers have to provide various strategies to help children 

learn new concepts. Ms. Y emphasized, "I could use refle.ctive thinking to revise my 

curriculum for the following learning activities. l had a strong confidence in my 

teaching methods." Ms. L also emphasized that she had more self-confidence in 
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teaching and had better communication skills with parents. She said, "I utilized 

various activities to enhance children's abilities which helped me develop a strong 

self-confidence regarding my teaching methods in proj~ct work." 

Teachers' communication. abilities increased. Two interviewees disclosed 

that project work provided many opportunities and evidence to help teachers 

communicate with parents. Ms. Y and Ms. L both emphasized teacher-parent 

communication. Ms. Y said, "I had a better communication with parents by providing 

evidences to show their children's growth." Ms. L said, "Parents had a better 

understanding about the curriculum and their children. Project work helped parents 

develop trust in my teaching, and they were willing to share their professional 

experiences with me and the children." Ms. S said: 

Parents and teachers developed a good relationship for children's ~earning in 

this approach. Parents also easily became involved wi_th project activities and 

learned more effective methods to work with their children than other 

curriculum models which I had used in the past. 

Collabf!rative learning involved. Half of interviewees emphasized that project 

work provided opportunities for teachers anµ parents to collaborate to enhance 

children's learning. Ms. E said, "The children and I improved our knowledge about 

the topic through the process of shar_ing." Ms. Y said: 

I have learned new conc_epts with the children. For example, I did not know 

Anthony Browne very well before teaching this topic. Children, parents, and I 
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collected all his books, and then I read them with the children. Now, I have 

become an expert on Anthony Browne. 

When Ms. L emphasized sharing experiences with other teachers, she said, "In project 

work, it was not only a learning process between the children and me, but it also 

involved many sharing opportunities for me as well as other teachers." 

The Implementation of the Project Approach 

The interviewees were asked to answer the following four questions: 

1. How do you go about planning the curriculum for a project? Please 

explain the steps and preparations for creating a project. 

2. Do you think it is important to organize academic learning into inquiry 

activities? What types of activities do you integrate into students' 

academic learning? 

3. Have you ever integrated cultural issues into a project? What cultural 

issues have you integrated into project activities? 

4. Do you think the Project Approach enhances stude~ts' learning abilities? 

Please explain. Do you think it is the best way for students to learn? Why 

do you think so? 

Five themes for the implementation of the Project Approach were generated 

from the data analyses as follows: (a) teachers followed three phases-beginning, 

developing, and concluding-in implementing a project; (b) teachers utilized three 

procedures to help children learn new concepts in project work: adopting, revisiting, 

and representing; ( c) children spontaneously utilized and learned academic skills 
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through their project work; ( d) chHdren obtained practical life s_kills, enhanced 

learning abilities, and acqu~red meaningful knowledge through project work; and (e) 

cultural issues became important to children when they compared v~rious life 

experiences through project work. 

Teachers followed three phases-beginning, developing, and concluding

in implementing a project. Four sub-themes were generated: (a) teachers followed 

three phases; (b) Phase I-beginning a project; ( c) Phase II-developing a project; 

and (d) Phase III-culminating a project. 

Teachers followed three phases. Five out of the six interviewees did not 

mention the term "phase." They generally explained the procedures following the 

timeline for the implementation of project work. Ms. F was the only one who referred 

to the term ';phase" to describe how she implemented project work. Sh~ said: 

There were three phases of imple~enting project work. In the first phase, other 
. . 

teaches of the same grade level and I discussed possible topics .. .In the second 

phase, _I utilized community resources and integrated experts' experiences to 

help children execute in-depth investigations and have a better understanding 

about the topic. In the third phase, the children and I did ... as the culminating 

activity. 

Phase 1-begin_ning a project. Ms. D also discussed with the classroom co

teacher in order to create possible activities which might be interesting to children via 

the initial web. The other interviewees had different preparations related to children's 

abilities and child development before deciding on the topic. Ms. S and Ms. Y 
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developed a curriculum to help the children improve basic learning skills. She worked 

in a lab school, and had to submit a curriculum plan at the beginning of a school year 

to the chair of Department of Early Childhood Education; therefore, she created broad 

themes related to children's daily life and goals for each theme.:Ms. S said: 

These curriculum plans became the preparation and framework for the project 

work. I discussed with the children; and together, we decided on the topic 

based upon this framework and children's interests. Additionally, children' s 

individual differences and their personal dispositions were used as the 

guidelines of learning new concepts. 

Ms. Y also considered children's dispositions and their individual differences before 

creating project work. She said: 

In my classroom, most of children were in their first year of school. They had 

very little basic learning skills and lacked prior knowledge either for studying 

or project work. Therefore, I did a lot of work to develop their strength in 

learning and social skills at the beginning of the first semester. For example, I 

created curriculum about friendship, to enhance the children's communication 

abilities and social skills. In the second semester, I sel~cted a broad topic 

based upon children's abilities and their development. Then I observed the 

children's work and found what they were most interested in to generate 

project work. 
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Ms. E and Ms. L arranged the classroom environment to enhance children's 

learning skills. They both organized various materials and supplements in each 

learning center. Ms. E said: 

I put different learning materials in each center based upon my teaching 

experiences and the schema of three year-olds. For the newcomers, they could 

play in centers without any pressure and develop their basic learning skills. 

For experienced children, they performed the in-depth investigation based on 

their interests. 

After Ms.Ladded materials in each center or children's play activities, she asked 

various questions related to the topics in order to understand the problems which 

children are encountering during their practices in the centers. Ms. L said: 

Through discussions with the children, I discovered their interests on the topic. 

I found outstanding issues for doing in-depth investigations in children's 

conversations, including current events and children's life experiences. 

Additionally, I spontaneously incorporated the environment of the school 

community with children's interests into their tasks. 

Phase JI-developing a project. Field trips and in-depth investigations were 

essential activities in Phase II. Ms. D and Ms. E emphasized the importance that field 

trips play in project work. They both highlighted that children easily learned new 

concepts through observation. Ms. E said: 

At one time, children were interested in the architecture of the Forbidden City 

in the block center. They wanted to construct a building like that; however, it 
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"'.as difficult to construct a building merely by looking at pictures. One child 

said the architecture of the Forbidden City looked like a temple in the school's 

neighborhood. We visited several temples and observed the architecture. 

Children also compared buildings in the school's community with the 

architecture of the temples, and discussed the differences between those 

buildings and the ones in the Forbidden City. 

Ms. Y and Ms. S emphasized that children could watch and touch real objects in field 

trips which provided sensory incentives to learn new concepts. Ms. Y said: 

On the topic of insects, we went to visit the insect museum at the zoo. 

Children watched caterpillars eating leaves on trees and pupas sticking on 

branches. They held and observed butterflies and beetles on their hands. These 

experiences were not replaced by any other learning experiences, and these 

methods were also different than merely reading books or watching video 

tapes. 

Ms. S also underlined: 

Tour guides from field trips served as specialists who could answer children's 

questions. Children could solve their problems by observing real objects, and 

clarifying their questions on field trips. Additionally, children not only learned 

new concepts on field trips, but also realized the rules of visiting an exhibition, 

not to mention traffic safety. 

Topic related books, especially picture books, community resources, and 

parents as visiting experts were important factors in- helping children exec.ute in-depth 
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investigations. Ms. D reported, "Parents were not only volunteers on the field trips, 

but also served as visiting experts who shared their expertise answering children's 

questions. They were also valuable resources for in-depth investigations/' Ms. F said, 

~'I utilized community resources and integrated expe·rts' experiences to help children 

have an in-depth understanding on the topic." Ms. Y said, "I incorporated the school's 

special events and community resources into the Anthony Browne project via 

watching the exhibition of Millet's paintings." 

Ms. S, Ms. E, and Ms. Y all emphasized that books were important resources 

in project work. Ms. S said, "I used picture books or community resources in order to 

help children do in-depth investigations." Ms. E also declared, "I put new resources 

and materials into learning centers in order to help the childrento find out answers, 

such as reference books or picture books." Ms. Y emphasized, "Children's books, 

especially pictu_re books, were very helpful tools for in-depth investigations. I also 
' . 

used picture books to bring up a topic." 

Phase_ III-concluding a project. AU interviewees would like to establish 

activities and gather all children's work together to help them review and recall their 

tasks in the project before the end of the project. Ms. Y let the children decide the best 

method to present their work. She said, "The exhibiti_on of child~en' s work, the 

dramatic play of opening a store, the project work fe~tival, and the open house for the 

project events were all wonderful culminating activities which integrated the 

children's experiences in_project work." Ms. S emphasized, "Children remembered 
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the learning processes of project work and integrated their learning in culminating 

activities." She also described possible culminating activities as follows: 

I would have liked to bind all children's writing, drawing, and sketch work in 

a book to compile records of project work. An exhibition of children's work, a 

fashion show, the themed festival, and dramatic play, such as a pizza parlor, 

were culminating activities before the end of the project. 

Ms. L would have liked to try different activities for each project. For example, .in the 

project of planning a field trip, the children were abie to introduce the whole process 

of the trip through sharing photos with their parents after returning from the trip. 

Children talked about and showed how they planned and what they did on the trip. 

Sometimes, Ms. L made a history book of the project for each child including all 

his/her tasks, products, photos, and records at the end of the project. 

Like Ms. Y and Ms. S, the other interviewees also valued the processes of 

developing culminating activities as part of children's learning. Ms. F collaborated 

with the art teachers to integrate these final activities with all children's art work in 

the project. She said: 

The culminating activities were like classroom activities involving parents' 

resources, summarizing and presenting children's acquisition of knowledge on 

the topic before -the end of the project. It was an excellent opportunity to 

scaffold children's learning abilities in these final activities; therefore, the art 

teac.hers and I discussed the children's work and their favorite parts in order to 

create culminating activities. 
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Ms. D and Ms. E both utilized the -final web to recall the children's work as a . 

culminating activity in the project. Ms. D asked the children ·what was the most · 

impressive part of this topic before the end of the project. She said: 

The children and I created a final web and wrote down whatever we did and 

learned on the web. The children had to recall whatever they played and 

learned in the project during the discussion. The processes of creating a final 

web were not only to recall the events in project work, but also to integrate 

and summarize concepts which children have learned about the topic. 

They both emphasized that the culminating activities were very important for children, 

parents, and teachers to be aware of what children have learned on the topic. Ms. E 

also posted the final web and the list of answers, or children's drawings in the hallway 

as culminating activities. She said, "Children could read, recall, and revisit the 

processes of project work to get better ideas for problem-solving." 

Teachers utilized three procedures to help children learn new concepts in 

project work: adopting, revisiting, and representing. Two sub-themes were 

generated: ( a) the arrangement of adopting~ revi.siting, and representing; and (b) the 

processes of adopting, revisiting and representing. 

The arrangement of adopting, revisiting, and representing. Teachyrs utilized 

these processes to scaffold children's learning abilities and to design appropriate 

activities. Ms. E said: 

I arranged the environment with appropriate materials and pictures related to 

the topic to discover children's interests. I found their interests and their 
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difficulties in learning while they worked with materials or through their 

conversations. I discussed these difficulties with the children ... and some 

children shared their experiences in helping other children solve problems. I 

also applied new resources .. .I invited parents or experts to share their 

professional experiences and conducted field trips for children to learn new 

c.oncepts through observations. When children had problems working on a 

project, I drew a final web ... , and wrote down answers for their listed 

questions. I posted this web and the list of answers to help the children to find 

answers by the way of revisiting their experiences. 

The processes of adopting, revisiting, and representing. Four out of six 

interviewees stressed that they utilized the process of adopting, revisiting, and 

representing to help children acquire new concepts. Ms. D said, "Children shared their 

experiences by revisiting their work ... One week before the end of a project, the 

children and I went over the project history and then created the final web." Ms. Y 

said, "The children also recalled their work and reviewed a peer's project work in the 

culminating activities. Through these processes, children enhanced their lea~ing 

skills and the acquisition of knowledge in a mutual way." Ms. S said, "Drawing, 

sketching, and the field experience books were records for the processes of revisiting 

and representing in project work." Finally, Ms. F disclosed, "The children revisited 

their products and represented their work when they recorded or sketched their_ project 

work. They also reviewed sketches from other peers to obtain more ideas about their 

work." 
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Children spontaneously utilized and learned academic skills through their 

project work. Four sub-themes were generated: (a) literacy skills improved, (b) 

literacy environment importance was established, ( c) mathematicai abilities increased, 

and (d) academic skills were not only one aspect of children's learning. 

Literacy skills improved. Al 1 interviewees disclosed that literacy skills were 

integrated into children's project work; and they were given more opportunities to 

practice literacy skills. Ms. S emphasized, "Children used literacy skills in project 

work because these skills were parts of the in-depth investigations." She said, 

~'Children wrote words because the words represented special meanings in their work. 

They wrote words for signboards and posters in dramatic play, and copied words or 

symbols on their experience books." As Ms. D said: 

It was easy to have children copy words when they played in centers or did 

their art work, and they enjoyed writing on their work. Children enjoyed 

copying words in their tasks if the words were represented in their products. 

They also used words and symbols, or drawings in order to record their peer's 

names or the things that they observed on field trips. Reading also 

spontaneoµsly occurred during project work. Children read words that they 

~aw on the way to field trips. They read pic_ture books or booklets in order to 

. know more about the topic. They also read reference boo~s in order to figure 

out the scientific name of the beetle. All these actions were a part of reading 

activities. 
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Ms. L stated, "In the project of planning a field trip, the children read the booklet 

about the national park and read billboards on the way to the park." Ms. E emphasized, 

"Children copied words from the environment in their field-experience books. 

Reading picture books and creating the initial and final web of the project were both 

reading and writing activities." 

Ms. Y said; "Learning literacy skills, including reading and writing, were a 

part of the project activities and could not be separated from any activity in project 

work." She further stated: 

Children read and reread one of Anthony Browne's books in order to make 

their own picture books. They used words and symbols to present their ideas 

or special meanings in their books. If the classroom is full of literacy materials, 

they copied words from books or from the environment. 

Literacy environment importance was established. Four out of six 

interviewees stressed the importance of establishing a literacy environme~t. Ms. Y 

and Ms. E both emphasized that the whole language environment was good for 

enhancing children's literacy abilities. Ms. Y and the children collected all of the 

materials and information related to the topic, including pictures, booklets, . ' . 
newspapers, adverti_sements, reference, and picture books. She said, "I put these 

collections all around the classroom to make it easier for the children to reach these 

resources for problem solving." M~. E said, "Children read and wrote down words 

when the environment could be explained. In order to encourage children to learn 

literacy skills, I created an environment full of language arts." Ms. F and Ms. D also 
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emphasized the importance of creating a positive reading and writing environment so 

that children could apply their academic skills in project work. Ms. F said: · 

I created an environment in order to encourage spontaneous reading and 

writing. Children used drawing, sketching, or copying words · to present 

whatever they needed in their project work, such as making a book related fo a 

theme, and a sketchbook about designing toys. 

Ms. D also said, "I created a reading and writing environment for children to draw 

pictures, sketch objects, or copy words in their experience books and sketch books.'~ 

Ms. E said, "Even though academic skills may not be as important for three year-olds 

as they are for five year-olds, I created the initial and final web with three year-olds to 

demon~trate reading and writing for children." 

Mathematical abilities increased. Two out of six interviewees emphasized 

that mathematical skills were interweaved with children's project work. Ms. D and 

Ms. S both disclosed that learning mathem~tical skills was similar to learning literacy 

skills spontaneously involved in project work. Ms. D said: 

In the dinosaur project, .children wanted to make a dinosaur the same size as a 

real dinosaur. Children used the dif(erent size of boxes to build a big dinosaur. 

They realized that the siz~ of a dinosaur was several times that o~ hu~an 

_beings. Children utilized math concepts during building the dinosaur, such as 

measurements, predictions, .and comparisons., . 

Ms. S said, "Counting, predicting, estimating, and measuring were all math skills 

involved in children's dramatic play. For example, when children opened a grocery 
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store, they needed to put goods on the shelves, to estimate·the val~e of each product, 

and to calculate the amount of money. 

Academic skills were not only one aspect of children's learning. Two out of 

six interviewees emphasized that academic skills were not ·the most importaht skills in 

children's learning.·Ms. D said, "I would like to support children.'s reading and 

writing development especially when those skills emerged from project activities." 

Teachers believed that academic skills were important, but these skills were not the 

most essential skills for children's learning. Ms. L emphasized, "It was unlike the 

traditional systematic instruction. Academic skills were not developed strictly from 

the drills in project work. Children instinctively practice these skills in various project 

activities." She also said, "The mastery of applying academic skills was more 

important than recognizing words or math concepts." Ms. L stressed, "I would like to 

focus on the pro_cess oflearning concepts and to utilize the knowledge related to 

children's life experiences. These beliefs have been integrated into the children's 

tasks in project work." 

Children obtained practical life skills, enhanced learning abilities, and 

acquired meaningful knowledge through project work. Three sub-themes were 

generated: (a) self-confidence improve,d; (b) problem-solving, communication and 

social skills developed; and (c) children's initiative and experience in sharing grew. 

Self-c01~fidence improved. All interviewees agreed that children had 

improved .their self-confidence through project work. As Ms. Y said, "Academic skills 

were important for children but were not the only acquisition of skills in proj~ct work." 
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She emphasized, "Children became ·more confident about speaking in front of people 

because they had many opportunities to introduce their work and to convince other 

peers to accept his/her ideas. Ms. L dis~losed, "In project work, children showed 

remarkable improvement in their self-confidence and self-esteem with successful 

experience in learning through the processes of reaction and reflection on their work. 

They also developed better observational skills and a higher sensitivity towards the 

environment." 

Problem-solving, communication, and social skills developed. Four out of six 

interviewees reported that children improved their problem-solving, communication, 

and social skills through project work. Ms Y said, "Communication skills and 

thinking abilities were improved through discussions. In group activities, children 

could be either leaders or followers as they practiced social skills. They also needed to 

collaborate with other peers to achieve success in their work." Ms. E said, _"Children 

developed better problem-solving skills and were able to fully understand the new 

concepts. They examined problems in-depth, and searched for methods to solve those 

problems." Ms. S agreed that children developed improved problem-solving skills and 

comm~nication abilities. She emphasized that children had a great imagination and 

this showed ~hrough their creativity .in project work. Ms. S said: 

There were no time limitations with project work. Children could com~lete 

tasks at their own pace without time limits. They incorporated their learning 

with their creative imagination when participating in dramatic play and their 

a1t work also showed their high creativity levels. Children were good at 
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summarizing their experiences and enjoyed sharing those experiences with 

peers. Additionally, Ms. D. said, "Children's o~servational abilities and 

recording skills were also improved when children observed objects or visited 

field sites." 

Children's initiative and experience in sharing grew. Three out of six 

interviewees emphasized that children were eager to learn new concepts and enjoyed 

sharing their experiences. Ms. Sand Ms. E both revealed that children had initiative 

in project work. As Ms. E said: 

Children automatically paid attention to their surroundings and completely 

concentrated on investigating their work. They planned ahead for working on 

a project, and were willing to try different methods to solve problems. 

Additionally, children utilized various practical strategies to persuade peers to 

adopt their methods in project work. 

Ms. D emphasized the value of experience in sharing knowledge. She said, "The 

children with more prior knowledge became mentors in modeling strategies to the 

children with less prior knowledge. The other children had opportunities to learn from 

peers and observe how to clearly manage and present their personal experiences." 

All interviewees agreed that the Project Approach was a good method for enabling the 

children to learn the many aspects of knowledge, including culturalissues. 

Cultural issues became important to children when they compared 

various life experiences through project work. Three sub-themes were generated: 

(a) cultural issues were intertwined with children's life issues; (b) cultural respect 
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should be included with cultural issues; and (c) community cultural events were 

integrated into the curriculum. 

Cultural issues were intertwined with children's life issues. Four out of six 

interviewees emphasized that children discussed cultural issues by comparing 

different life events. Ms. Y said: 

Cultural issues that related to the children's life experience were easily noticed 

in project work. For example, during the project on Anthony Browne, children 

were interested in the author's surname; therefore, we compared the 

differences between the surnames of authors in picture books and Taiwanese 

surnames. In other project, children discover many differences in food, 

architectures, and the environment between different cultures, especially when 

they read picture books or other topic-related books. During the pizza project, 

we disc.ussed people's tastes and appetites were different. They found that 

some people liked pizza more than cake. Therefore, cultural issues were 

discussed regarding the diversity and traditions of all ethnicities. 

Ms. Y and Ms. E both did not create specific topics to encourage discussions on 

cultural issues. They had more experiences to introduce _these issues in other related 

projects. For example, Ms. E discussed the architecture of different culture in the 

project of the F~rbidden City. The other interviewees had experience creating a topic, 

which compelled the children to discus cultural events. Ms. L illustrated: 

The children's learning was related to their daily life; therefore, I did cultural 

issues as they happened in the children's life experiences. I dida project about 
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Brazil because one of my students went to visiJ his father in Brazil and other 

children wanted to know where Brazil was located. I used the global map to 

show them the location of Brazil and Taiwan. When the child came back to 

school, he brought the flag of Brazil to school and talked about his experiences 

there. His mother helped introduce the customs and the traditional festival 

through photos and pictures from their trips. Because of this experience, the 

children became interested in the flags of other countries~ especially the shapes 

and patterns on the flags. 

Cultural respect should be included with cultural issues. Two out of six 

interviewees stressed the importance of cultural respect. Ms. L and Ms. S both 

emphasized that the cultural respect should be incorporated into any discussions about 

cultural issues with children. Ms. S said, "Children became more respectful and 

tolerant of each other's culture after the project of Brazil." Ms. S would like children 

to discover rpore and value other culture through the experience of learning culture 

related project. She utilized community resources to introduce local culture events to 

help the children understand cultural differences, such as unique dialects, foods, 

buildings, liv~ng ~xperiences, g~mes and toys. Ms. Seven invited grandparents to 

share their life experiences with the children. 

Community cultural events. were integrated into the curriculum. Three out of 

six interviewees utilized community cultural events for discussing cultural issues. Ms. 

S, Ms. D, and Ms F tended to discuss Joca_l cultural events more than other cultural 
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issues with children. Ms. D introduced cultural issues related to temples and the 

Taiwanese drama plays. She stated: 

In the temple project, I intro~uc_ed the .architecture of temples and the 

meanings behind the features on temples. Children found that the building of 

temples was different from the churches; therefore, we compared these 

differences by photos, pictures, and films from books, pamphlets, and the 

internet. In the Taiwanese drama project, children compared differences 

between clothing worn in drama plays and their clothes, such as shapes, 

colors, and ornaments. They also found that the melody and tone of songs in 

drama were in certain patterns which were also different from a nursery 

rhymes and modern music. I used real objects~ more than pictures, to enable 

the children to compare differences in cultural events, such as the special 

clothing and ornaments . . 

Finally, as Ms. F emphasized, "Cultural issues were emerged from comparing 

differences involved in project work." All of the interviewees discussed these issues 

with the children and either created a cultural project or integrated with other topic in 

the cultural issues . . 

Summary 

This chapter provided the findings regarding teachers' concerns about the 

Project Approach and the implementation of this approach by an explanatory mixed 

method. _The data were collected from 229 young children's teachers in Taiwan who 

responded to the. Survey of Teachers in the Project Approach, and six volunteer 
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interviewees answered five open-ended questions. In the survey data, the results of 

teachers' concerns were analyzed by MANOVAs. It revealed that there were no 

significant differences in teachers concerns. When comparing teachers' general 

l 

teaching experience, the results showed that there were significant ·mean differences 

in Task Concerns. Additionally, when comparing teaching experience in the Project 

Approach, there were no significant differences in teachers' concerns. The results 

showed that there were significant mean differences in Self Concerns, Task Concerns, 

and Impact Concerns. Finally, when comparing stages of professional development, 

there were no significant differences in teachers' concerns. The results showed that 

there were no significant mean differences when comparing each stage of professional 

development. 

The results from more than one answered question revealed the methods of the 

participants' implementation of the Project Approach in three phases: beginning, 

developing, and concluding a project. In addition, the ~esults presented the 

participants' challenges and gained support in implementing this approach. Finally~ 

the interview data generated four themes regarding teachers' concerns about the 

Project Approach and five themes related to the implementation of this approach. 

Implications of the results are discussed in Chapter V. 

139 



CHAPTER V 

DISCUSSION 

Introduction 

This study described how the teachers of young children in Taiwan implement 

the Project Approach. The purposes were to explore what concerns they had about the 

curriculum and how they utilized this approach in terms of realizing their challenges 

and needed support. This chapter includes a summary of the study, followed by a 

discussion of the findings referring to the research questions. Additionally, 

conclusions are drawn from the findings, and limitations of the study are presented. 

Finally, the implications of the study provide outlines for implementing the Project 

Approach in order to enhance the knowledge for teachers and present information 

about creating extensive preparation programs for administrators and teacher 

educators. Recommendations for further study are also discussed in this chapter. 

Summary of the Study 

The purposes of this study were to explore the concerns of the teachers of 

young children in Taiwan when implementing the Project Approach and how they 

emp~oyed this approach. The Project Approach stems from Constructivism; therefore, · 

Constructive Theory, including the work of Dewey, Piaget's cognitive developmental 

theory, and Vygotsky's sociocultural theory were used as a theoretical framework for 

this study. Developmentally Appropriate Practice (DAP) served as an additional 

framework providing perspectives for.children's learning within this approach. The 
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data were collected from 229 participants and 6 volunteer interviewees recruited from 

14 research sites in the northern, centrat southern, and eastern regions of Taiwan. 

Quantitative data were collected via the Survey of Teachers in the Project Approach. 

Qualitative data were elicited to supplement the findings through five open-ended 

questions in the face-to-face interviews. 

The data of teachers' concerns were examined by the multivariate analysis of 

variance (MANOVA). The data of implementation of the Project Approach were 

investigated by frequencies and multiple response crosstabs. The data collected from 

the interviews were explored by thematic analyses. The research findings are 

described as follows. 

Discussjon of Findings 

This section discusses the findings based upon the data collected from both the 

survey and interview data. The main findings 'Yere generated from the survey data 

and refined through the interview data. There are two segments in this section: a 

discussion of the findings about teacher's concerns, and a discussion of the findings 

about implementing the Project Approach. 

Discussion of the Findings about Teachers'. Concerns 

The findings of this segment were based. upon the data collected from the 

Stage of Concern Questionnaire for Project Learning and one interview question to 

answer the research question as follows: 

What are the differences in teachers) concerns about the Project Approach as 

measured by the Stage of Concern Questionnaire for Project Learning when 
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comparing teachers of young children by general teaching experience, 

teaching experience in the Project Approach, and stages of professional 

development? 

Comparing teachers' concerns by their general teaching experience. 

Participants were divided into three categories of general teaching experience: "one to 

four years," "five to ten years," and "more than ten years." In Table 14, the results 

revealed the mean scores of each subscale by teachers' general experience. Impact 

Concerns (iv.I= 5.60) obtained higher mean scores than Self Concerns (M= 5.41) and 

Task Concerns (M = 4.32). These findings indicated that teachers were more 

concerned about Impact Concerns than Self Concerns and Task Concerns. According 

the study conducted by Fuller in 1969, the patterns of teachers' concerns are Self 

Concerns, Task Concerns, and I~pact Co~cerns which are related to teaching 

experience. Becaus~ more experienced teachers were involved, and they have 

overcome Task Concerns and focused on Impact Concerns, the findings in this section 

support the patterns of teachers' concerns which were established by Fuller. 

impact Concerns obtained the highest mean scores among the subscales, 

which indicated that teachers tended to be more concerned about curriculum choices 

than classroom control and students' performance. In this study, _teachers remained 

co~cerned about revising curriculum (.M= 5.91) and a~justing learning materials (M= 

5. 70) based upon children's feedback. They were concerned about how the 

curriculum affected children's learning abilities (M= 5.86). They also remained 

concerned about develop~ng collaborative relations~ips with other colleagues (M = 

.142 



5.70) and th~ir own profe~sional development (M= 4_.85). Thes~ findings were 

supported by the study conducted by Christou, EHophotou-Menon and Philippou 

(2004). In t~eir study, the researchers found that experienced teachers were. more 

concerned about the consequences of their stud~nts' learning and their _collaborations 

with other colleagues. 

In post hoc tests, the results revealed that mean differences in teachers' 

concerns crossed different categories of general teaching experience. The findings 

revealed that only the Task Concerns had significant mean differences between "five 

to ten years" CM= 4.4 7), and "more than ten years" (M = 4.07). Teachers with "five to 

ten years" of experience remained more concerned about the Task Concerns than 

teachers with "'more than ten years." The findings revealed that only Task .Concerns 

chang~d across the three categories in general teaching experience. The above 

findings indicated that general teaching experience did not explain the patterns of 

teacher's concerns which were established by Fuller in detail. 

Comparing teachers' concerns by their teaching experience in the Project 

Approach. Participants were divided into three categories: "the first and second 

years," "the third and fourth years," and "more than five year~." In Table 17, the 

results revealed the mean scores for each subscale by teaching experience in the 

Project Approach. The findings ~ere similar to the results from general teaching 

experience. Impa~t Concerns (M= 5.56) obtained higher mean scores .than Self 

Concerns (M = 5.39) and Task Concerns (M = 4.34). These results i.ndicated that 

teachers in the Project Approach were more concerned about Impact Concerns than 
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Self Concerns and Task Concerns; Teachers remained concerned about using 

children's feedback to change curriculum and revised their teaching strategies. They 

were concerned about developin_g working relationships with other teachers. The 

above findings were supported in the study conducted by Lun (2008). The researcher 

found that e~perienced teachers presented more concerns in the scale of Impact 

Concern referring to collaborative teaching and learning, the consequences of students' 

learning, and the refocusing of teaching methods. 

In the post hoc tests, the results revealed that teachers' concerns were changed 

across the three categories of teaching experience in the Project Approach. In Self 

Concerns, teachers with "more than five years" of experience (M = 5.58) had more 

concerns than teachers in "the first and second years" (M = 5.19). In Task Concerns, 

teachers in "the third and fourth years" of experience (M = 4.51) had more concerns 

than teachers with "more than five years" (M= 4.14). In Impact Concerns, teachers in 

"third and fourth years" of experience (M = 5.66) had more concerns than teachers in 

"the first and second years" (M= 5.23). Teachers with "more than five years" of 

experience (M= 5.78) had more concerns than teachers in "the first and second year" 

(A,f = 5 .23 ). These findings presented the vari_ances in teachers' concerns across the 

different categories of teaching experience in the Project Approach. The above 

findings indicated that teaching experience in the Project Approach was a criti~al 

factor in explaining the patterns of teacher's concerns. These findings were different 

from the findings in the study conducted by Christou, Eliophotou-Menon and 

Philippou (2004). In their study, the researchers found that teaching experience 
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involved with innovative curriculum in Mathematics was not an important factor of 

explaining the patterns. of teachers' concerns. 

There were three themes that demonstrated the similar findings about teachers' 

concerns in the survey: (a) teachers remained concerned about their qwn teaching 

skills, and parental involvement; (b) project work was associated with multiple 

teaching skills at one time; (c) project work had a positive influence on teachers' 

professional development. These findings supplemented the survey data. 

Teachers remained concerned about their own teaching skills, and parental 

involvement. The results found that teachers were concerned about providing 

developmentally appropriate activities due to the children's lack of basic learning 

skills, such as posing questions and communication. Kogan and Pin (2009) 

emphasized that projects usually begin with the teachers being aware of the children's 

prior knowledge and strengthening the children's learning abilities before they start 

project work. The interviews revealed another concern related to developmentally 

appropriate activities, which was to include children with special needs in project 

work. These findings are similar to the findings of studies by Helm, Beneke, Scranton 

and Doubet (2003) and Servizzi _(2008). The researchers of both ~tudies emphasized 

that teachers had difficulties in providing developmentally appropriate activities for 

all of the children to meet the diverse learning styles in an inclusive classroom. One 

interviewee noted difficulties receiving parental involvement because interacting with 

parents involved various communication skills. In addition, the results found that half 

of the interviewees were often overwhelmed by c.onducting an unfamiliar topic 
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because they were concerned about their lack of knowledge about the topic. This 

additional finding was never addressed by other research studies. 

Project work was associated with multiple teaching skills at one time. Katz 

and Chard (2000) explained that the Project Approach seemed to be a complex 

teaching method for many teachers. The interviewees responded that this approach 

might be difiicult for new teachers because the implementation of project work 

involves various teaching skills and communication expertise at one time. Teachers 

had to play various roles to assist children's learning, such as becoming mediators and 

facilitators. Clark (2006) stated that new teachers may not yet grasp the complex 

nature of the dynamics involved in the processes of doing project work. 

Project work Juul a positive b~fluence on teachers' professional development. 

Clark (2006) emphasized that the implementation of the Project Approach had a 

positive influence on teachers' professional development. The interviewees deemed 

project work as a mutual learning process between teachers and children. They 

emphasized that in the Project Approach, teachers improved their knowledge of the 

topic. teaching skills. collaborative abilities. and communication skills. These 

developments were enhanced via practical teaching experience and sharing 

experiences with other colleagues. Hsu (2008) emphasized that teachers' professional 

development was enhanced via practical teaching experience. Many studies supported 

that teachers' professional development was improved through implementing the 

Project Approach (Alkon. 2004: Bcllous. 2004: Danyi, Scbcst. Thompson. & Young. 
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2002; Elizondo & Valencia, 2006; Gallick, 2000; Ganzel & Stuglik, 2003; Harden & 

Verdeyen, 2007; Lun, 2008). 

Comparing teachers' concerns by stages of professional development. The 

participants were divided into four categories: Survival, Consolidation, Renewal, and 

Maturity stages. In Table 20, the results showed that there were no significant 

differences in all three subscales of Self Concerns, Task Concerns, and Impact 

Concerns by the stages of professional development. These findings indicated that 

stages of professional development were not a factor in explaining the patterns of 

teacher's concerns. 

Discussion of the Findings in Implementing the Project Approach 

The findings of this section were generated from Part III: Implementation of 

the Project Approach in the survey and four additional interview questions in order to 

answer the research question as follows: 

What are the differences in implementing the Project Approach when 

comparing teachers of young children by teaching experience in the Project 

Approach, and stages of professional development? 

In Table 32, the results revealed that there were no significant differences 

when comparing teachers' implementation of the Project Approach, by teaching 

experience in the Project Approach and by the stages of professional development. 

The following section discusses the findings of teaching experience in the Project 

Approach. 
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The findings related to curriculum approach. Many educational experts 

emphasize that the Project Approach can be integrated with other curriculum in early 

childhood education (Helm & Beneke, 2003; Katz & Chard, 2000; Clark, 2006). The 

results revealed that 31.8% of the teachers reported that the dominant curriculum was 

the Project Approach. The other teachers integrated a different curriculum in 

conjunction with this approach. This finding was supported by the interview findings. 

The interviewees reported that there were several diverse curricula integrated with the 

Project Approach, such as theme-based curriculum, center-based curriculum, and art

based curriculum. 

The findings related to parental involvement. In the Project Katrina, 

Aghayan, Schellhaas, Wayne. Burts, Buchanan and Benedict (2005) emphasized that 

parents had a better understanding about children ~s learning. It was easier to involve 

parents with classroom activities in the Project Approach than any other curriculum. 

The survey findings revealed that most teachers (65%) had no difficulties with 

involving parents in classroom activities. Lun (2008) emphasized that one of the 

benefits in implementing the Project Approach was to develop student-parent and 

student-teacher relationships. 

Teachers utilized several strategies to invite parents to attend classroom 

activities, such as children's invitations and posting information of curriculum on 

bulletin boards and classroom newsletters. The teachers reported that parents gave for 

missing parent-teacher conferences were because they were busy at work (15.3%) or 

had time conflicts with their schedules (13 .5% ). Most parents supported classroom 
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activities by lending resources to the class and discussing topics with their children at 

home. Additionally, they provided community information to the class. 

The interview data supported the above findings. The interviewees reported 

that parents had a better understanding about the curriculum and their children's 

development. Parents trusted teachers with their teaching methods and were willing to 

share their professional experiences in the classroom. However, one interviewee still 

had difficulties in receiving parental involvement, especially for the children who 

were raised by grandparents. 

Teachers followed three phases-beginning, developing, and 

concluding-a project to implement the Project Approach. These results were 

verified by both the survey data and the interview data which were supported by the 

descriptions in practitioner articles (Alkon, 2004; Bellous, 2004; Danyi, Sebest, 

Thompson, & Young, 2002; Elizondo & Valencia, 2006; Gallick, 2000; Ganzel & 

Stugl ik, 2003; Harden & Verdeyen, 2007). 

Katz and Chard (2000) emphasized that children's interests and their 

dispositions are essential elements of the Project Approach. Helm and Katz (2001) 

emphasized that teachers initiate a broad topic in order to observe children's interests 

(Katz & Chard, 2000). The survey revealed that teachers discussed possible topics 

with children based upon the children's interests and significant events. They 

recorded children's discussions. observed their play. and collected children's artwork 

to understand children's prior knowledge. They examined children's interest in the 

topic via conversations, observations, and proposing questions. Finally, teachers 
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focused children's attention on the topic through discussions and providing related 

objects and topic books. 

In Phase II, in-depth investigations ar~ essential activities. Field trips and 

visiting experts are main factors of investigations (Katz & Chard, 2000; Helm & 

Beneke, 2003; Helm & Katz, 2001). Teachers reported that they scaffold children's 

abilities for these assignments before starting a project. The survey revealed that 

teachers stimulated children's interests by using topic-related books~ pictures, and 

photographs. They discussed the issues related to the topic with children, helped 

children list the questions about the topic, and assigned tasks to help children focus on 

investigations. Additionally, they supported in-depth investigations by providing 

topic-related books and constr~ction materials, and inviting visitors to share their 

experiences and answer children's questions. The findings revealed that the other 

activities related to the topic were circle time, center time, and collaborative activities. 

In Phase III, culminating activities are the dominant activities (Katz & Chard, 

2000; Helm & Beneke, 2003; Helm & Katz, 2001). The survey revealed that teachers 

verified the children's learning experiences by their work, such as drawings, sketches, 

and constructions. The culminating activities included the exhibition of children's 

work, play, and their dramatic play. The interview data provided the additional 

examples of culminating activities, such as the project work festival~ an open house 

for the project event, the final web, and the introduction of the proj_ect history. 

Teachers recorded children's project work by their individual products, observation 
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records, and project narratives. The findings revealed that individual portfolios were 

the most effective documentation method. 

Teachers utilized the pro·cedures-adopting, revisiting, and 

representing-to help childr·en learn new concepts. Many practitioner articles 

emphasized that adopting, revisiting~ and representing were the processes for the 

implementation of the Project Approach (Alkon, 2004; Bellous, 2004;Danyi, Sebest, 

Thompson, & Young, 2002; Elizondo & Valencia, 2006; Gallick, 2000; Ganzel & 

Stuglik, 2003; Harden & Verdeyen, 2007). The findings from the interview data 

revealed that teachers applied these processes in project activities in order to scaffold 

children's learning and to design appropriate activities. They arranged the 

environment by providing resources and materials related to the topic. The 

interviewees _utilized activities such as field trips, interviewing experts, discussions, 

and sharing experiences for children to adopt and revisit the topic. Drawing, sketching, 

field experience books, and culminating activities allowed the children to rev~sit and 

represent their experiences. 

Teachers' roles and children's learning. Early childhood educators 

emphasized that teachers are to respond and reflect on children's questions in order to 

inspire and guide their work. Teachers facilitate materials, and organize the . 

environment to help children's learning in the Prqject Approach (Chard, 1998; Katz & 

Chard, 2000). Results revealed that teachers played various roles in project work. 

They were recorders, facilitators, and guides to enhance children's observational skills1 

to help children propose questions and practice using materials. 
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In the survey data, teachers reported obtained problem-solving, collaborative 

learning, and social skills through project work. The interview findings supported the 

above results. Teachers reported that the opportunity of problem-solving enhanced 

children's thinking abilities and communication skills. They became more confident 

about speaking in front of people and presented a higher self-esteem in their work. 

Children's social skills and collaborative abiiities were improved through group 

activities. Children obtained practical life skills and acquired meaningful knowledge 

in project work. These about findings were consistent with the study conducted by 

Lun (2008). 

In the interview, teachers reported that children spontaneously utilized and 

learned academic skills through their project work. Academic skills, such as literacy 

and mathematic concepts, were intrinsic in project work. Helm, Gainedti~b and 

O'Mara-Thieman (2003) emphasized that project work offers many opportunities for 

literacy development through reading, writing, speaking, and listening. In addition, 

teachers reported thatchild~eq used literacy skills because these_ skills were . . 

incorporated into the project activities. Additionally, project work involved counting, 

estimating, measurements, predictions, and comparisons. Childrt?n learned these _ 

mathematic skills, as well as literacy skills, in their project activities. 

The interview data revealed additional findings of children's learning related 

to cultural awareness. Teachers reported that cultural issues becan~e important when 

children compared various life experiences in project work. Cultural issues can_ 
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include local cultural events, food; people's taste·s, clothing, music, and architecture. 

Cultural respect is also an important issue which should be discussed with children. 

Challenges·and support. The survey and the interview data both revealed that 

teachers had -difficulties in enhancing children's cultural awareness, to include 

children with special needs, and solicit parental involvement in classrooms. Teachers 

obtained support through meetings for .sharing and dialogue with other colleagues~ 

equipment support for children's investigations, and support from administration. 

Teachers would like to have more human support, experts' suggestions, and 

continuing workshops and training for the Project Approach and child development. 

Conclusions 

Investigating Taiwanese teachers of young children by their concerns about 

the Project Approach and their implementation of this approach is important because 

there are rarely any research studies thataddress this issue. The dominant part~cipants 

in this study are experienced teachers. The failure of including new teachers may 

cause the results to favor the viewpoints of experienced teachers, but nevertheless, 

provide the information regarding the Project Approach in Taiwan. The findings of 

this study led to the following conclusions. 

~eachers were mor~ concerned aboutlmpact Concerns than Self Concerns and 

Task Concerns because there were mqre experienced te~c:he_rs than new teachers in 

this study. Teachers remained iess concerned about the basic information of the 

Project Approach, their per_sonal interests of this approach and the ct1nict_11um 

m~nag~ment. Fu] ]er ( 1969) ~mphasized that experienced teachers are c.oncerned about 
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"Impact Concerns," such as students' progress and performance. Teachers in this 

study were concerned about methods .of refocusing children's learning experiences. 

They remained concerned about how this approach affected children's learning 

experience in te1ms of revising their teacihing strategies. They were concerned about 

adjusting curriculum and providing resources-based on children's learning 

experiences, and then modifying learning activities. Teachers were concerned about 

using feedback to change the curriculum and to enhance children's learning. 

Additionally, teachers were concerned about collaboration with other 

colleagues. They remained concerned about development with other teachers, and 

would like to learn about how other schools or teachers implement the Project 

Approach. Teachers were also concerned about their professional development in 

teaching the Project Approach. 

Taiwanese teachers followed the same route as other teachers in conducting 

project work by following three phases: beginning, developing,. and concluding a 

project. They led children in learning new concepts via the processes of adopting, 

revisiting, and representing, and helped enhance their abilities through a path of 

exploration, observation, representat_ion, and understanding. Additionally, it is 

important to understand the prior knowledge and experiences of the children before 

beginning a project (Copple & Bredekamp, 2009; Kogan & Pin, 2009; Servuzzi, 

2008). 

Katz and Chard (2000) emphasized that children's interests and their 

dispositions were important factors in determining on a topic. A prqject incorporate 
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children's interests into the curriculum is at the heart of Developmentally Appropriate 

Practice ~nd Constructivism. Teachers discussed the possible topics with the children, 

observed their work, and then discovered their interests through their conversations or 

significant life .events. Edmiaston (1998) emphasized that in the Project Approach, 

teachers focused on the children7s interests in classroom activities with respect for the 

children and their ideas. 

Field trips and visiting experts are regular activities in the second phase of the 

Project Approach. Teachers used discussions, lists of questions, and assigned tasks to 

help children focus on their investigations. Topic-related books and picture books, 

pictures, photographs, parents' contributions, community sources, and artifacts were 

not only resources to help stimulate children's interests, but were also used as 

additional resources to support in-depth investigations. Children represented their 

knowledge by observing, discussing, and recorded their findings through c:lrawings, 

sketches, constructing models, predicting and conducting investigations. 

Culminating activities were valued as activities for revisiting and representing 

children's learning experience. Helm and Katz (2001) emphasized that viewing 

documentation during culminating _events is an excellent method to celebrate the 

accomplishments of the project. Teachers established activities and gathered all 

children's work together to help them review and represent their tasks in a project. An 

exhibition of children's accomplishments was the major culminating activity. In 

addition, a fashion show, a topic-related festival, project history books, the final web, 
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and dramatic play, such as creating and running a pizza parlor, were other activities in 

the concluding phase. 

Teachers reported that children not only learned academic skills, but also 

improved their self-confidence and self-esteem through project work. They build self

confidence discovering answers by themselves and knowing adults can be both 

assistants and consultants. In addition, children also developed better observational 

skills and a higher sensitivity towards the environment. They had better problem

solving skills and acquired a full understanding of the new concepts through in-depth 

investigations. Children exhibited improved communication and social skills while 

performing their tasks. 

Children. were engaged in a small group in project activities, which provided a 

social context for discussions, and collaborative learning. It was benefits for all of 

children, especially for children with disabilities. Edmiaston (1998} emphasized that 

sn:i.all group activities provided many opportunities for children to become good 

partners for children with disabilities, which helped facilitate all children in 

developing social interaction skills. 

Culture is a system of knowledge and beliefs shared by a large group of people. 

Children discussed cultural issues regarding the diversity and traditions of all 

ethnicities in the Project Approach .. Burner (1986) emphasized that learning and 

thinking are always found in a cultural setting and dependent upon the operation of 

cultural resources. In a culturally diverse classroom, these similarities and differences 

often come to the forefront of project work, allowing the oppc;,rtunity for children to 
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learn more about each other. Meier (2000) emphasized that teachers find it easier to .. 

encourage social and cultural inclusion, promote academic achievement, and 

empower parents as advocate for their child's education in the Project Approach. 

Project_ work is a mutual learning process between teachers and children. Clark 

(2006) emphasized that the implementation of the Project Approach is a 

developmental process for both teachers and children. Teachers reported that project 

work had a positive influence on teachers' professional development. Teachers 

obtained new knowledge of concepts and child development, and improved their 

teaching skills in implementing project work. They used reflective thinking to revise 

their curriculum, and had strong confidence in their teaching methods. Teachers 

developed better communication skills and goo.d relationships _with parents, which 

promoted children's learning abilities. Liu and Chein (1998) emphasized that parents 

become more readily involved with project activities and learned more effective 

methods in working with their children. 

Several challenges that teachers hav~ encountered which wer~ found in this 

study: (a) teachers had difficulties in providing developmentally appropriate activities 

for all of the children; (b) children with special _needs were included in the classroom; 

( c ). teachers were hesitant t? ,implement _unfamiliar topics; ( d) some difficultie~ were 

related to teaching skills; ( e) te~chers felt frustrated trying involve_ p~rents in 

classroom activities; and (f) it was difficult for ~eachers to facilitate_various group 

activities at one time. In addition, the requirements of the Project Approach and 

preparation demand a large amount of time for preparation. In other ~tudy, Chien 
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(1994) and Hsu (2008) emphasized that teachers are often overwhelmed by spending 
' . . . . . 

too much time working with children and other tasks related to teaching. 

Teachers have received some support from administrators, including: (a) 

meetings for sharing experiences and dialogue with other teachers; (b) equipment 
• ' • I 

support for the children's investigations; ( c) support from directors and principals; ( d) 

training for the Project Approach; and ( e) professional development courses. In 

addition, teachers need experts to provide suggestions regarding their curriculum, and 

to be their consultants during the implementation process. They would like to have 

on-going workshops and training available for the Project Approach, and have more 

human resources available for their classrooms. 

. Limitations 

This study provided the perceptions of teachers' concerns about the 

curriculum and the implementation of the Project Approach. Several limitations of 

this study were evident: 

1. The participants of the study were recruited from four regions in Taiwan. With a 

limited ~mount of time, it was difficult for the researcher to expand the study to 

cover all of the regions in Taiwan. 

2. The study ~id not include one model Project Approach school in Taipei, Taiwan 

because of the time conflict between conducting this research and schedule of that 

school. 

3. The Prnject Approach can be integrated with any other curriculum by various 

aspects; therefore, children are not always occupied by project work. This study 
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did not include some teachers of young.children because these teachers were 

hesitant to admit using the Project Approach since they did not use this approach 

all the time. 

4. Samples of this study consisted of more than -70% experienced teachers, but 

involved few new teachers. It was difficult to determine how new teachers 

implementing the Project Approach would respond in terms of exploring their 

challenges and needed support for this study. 

5. There were no interview questions related to parental involvement; therefore, it 

was difficult to assess or discuss this issue in detail. 

Recommendations 

The findings of this study reveal several implications for teachers and 

administrators who are currently utilizing the Project Approach or those who attempt 

to apply this approach, as well as teacher educators. The findings also provide the 

implications for further study. 

Recommendations for Professional Practice-Early Childhood Education 

The findings of challenges and support needed in implementing a project 
' ' 

assist administrators in understanding the dilemmas faced by teachers in order to 

provide effective support. For example, administrators can provide prompt assistance 

in curriculum and maintain an open dialogue with teachers to support this approach, 

supply technological support of teaching _materials and equipment, or offer intensive 

training programs to enhance teaching skills. Hsu (2008) suggested that 

administrators should reduce teachers' workloads and increase teachers' teaching 
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skills by observing others' teaching or visiting other classroom settings. 

The findings of this study consistent with Katz and Chard (2000) which 

specified steps of implementing the Project Approach: beginning, developing, and 

culminating a project, as well as paths of this approach: adopting, revisiting, and 

representing. These findings provide a blueprint for teachers in the Project Approach 

to help refine their teaching skills, and can be used as a guideline for other in-service 

and pre-service teachers. Teacher educators can integrate these findings into activities 

to help in-service teachers realize how to implement this approach. 

The Project Approach should be supported in early childhood education 

because teachers reported that in this approach, children showed initiative in learning 

activities, teachers explored professional development in teaching skills and the 

knowledge of child development, as well as parents _improved communication skills 

with their children and involved in their children's project work. Parents and teachers 

developed a positive relationship toward children's education. 

Finally, the responses from open-ended questions provided additional 

information to identify teachers' concerns about the Project Approach and methods of 

implementation of this approach. Items baseµ on these findings could be added to the 

survey for future use. 

Recommendations for Future Study 

More and more teachers utilize the Project Approach and share their teaching 

experience via the online journa] Early Childhood Research and Practice and other 

early childhood educational journals (Katz & Chart, 2000), but only a few articles are 
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research based. In order to highlight the essential information of the Project Approach 

for early childhood education, the following are recommendations for future studies. 

Research sites in this study included several diverse curricula, theme-based 

curriculum, center-based curriculum, art-based curriculum, as well as differenttypes 

of school systems___;_public, private and laboratory schools-which are involved with 

project work. Katz and Chart (2000) emphasized that the Project Approach can be 

integrated with any other curriculum; therefore, future studies should investigate how 

these schools integrated project work into their current curriculum and school system, 

and what preparation is needed to encourage teachers involved with this approach. 

The results can benefit potential schools or teachers that would like to adopt this 

approach .. 

The findi~gs of this ~tudy revealed that teachers remain~d concerned about the 

difficulties in implementing the Project Approach for ~ew teachers. However, this 

study did not provide information to clarify this problem because of the lack of data 

from new tea~hers. It will be imperative for future research to investig_ate the 

challenges and support needed for new teachers conducting the Project Approach by 

replication of the face-to-face interviews in this study . . 

Based upon the findings of this study, teachers had difficulties in providing 

developmentally appropriate activities, and including children with special needs in 

the classroom. Additionally, they were concerned about how to teach an unfamiliar 

topic and utilize proper teaching skills, as well as receiving parental involvement. 
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F_utur~ studies should investigate each difficulty and provide possible solutions by 
' . 

examining project work in the classroom of experienced teachers. 

In addition, during the interview, the interviewees and administrators 

emphasized that they were eager to know how teachers in other countries 

implementing the Project Approach. In order to provide this information, future 

research should conduct content analyses of articles from childhood educational 

journals, or compare the Project Approach between different regions. 

Finally, the Project Approach is a new curriculum in Taiwan. Educators of 

young children adopted this approach from the United States, Copple and Bredekamp 

(2009) emphasized that an appropriate curriculum needs to reflect cultural and 

linguistic diversity. Helm and Katz (2001) emphasized that teachers needs to respond 

to children's diverse cultures in creating project work. In order to understand whether 

cultural factors affect the implementation of the Project Approach, it is important for 

futur~ research to compare the differences of the Project Approach between Taiwan 

and the United States. 

Summary 

This study investigated Taiwanese young children's teach~rs' concerns about 

the Project Approach in Taiwan and the implementation of this approach. This 

chapter sum~arized the study, as well as the findin~s related to two research 

questions. The chapter included implications for teachers, administrators, teacher 

education regarding the findings and recommendations for future studies. 
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This approval is valid one year frnm September 2, 2009. According to regulations from the 
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changes in any way, and the !RB must be notified immediately regarding any adverse events. If you 
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Dear Director: 

My name is Yi Man Lin, and I am a doctoral candidate in the Department of 
Family Sciences at Texas Woman's University. I am conducting my dissertation. The 
purpose of this study is to understand Taiwanese young children's teachers' concerns 
about the Project Approach and their implementation in this approach. 

I would like to invite your school teachers to become participants in my research 
study. This survey will only take about 30 minutes for teachers to complete. Please 
distribute the survey packages to your teachers and encourage them to complete 
package within two weeks. There are a survey and a consent form in each survey 
package. Once they complete the survey packages, please collect the completed 
survey packages. Additionally, I also would like to invite one of your school's 
teachers to become a volunteer interviewee. The approximate time of the interview is 
60 minutes. I would like to ask you to arrange a quiet place or a room for the 
interview based on the interviewee' s convenience. 

While conducting the study and the interview teachers can recognize their 
concerns to strengthen their teaching abilities. It will also help them to identify 
cha11enges which they encounter and find the support which they need. From their 
perspectives, school administrators will know how to support teachers in their 
teaching. 

Potential risk to teachers to participate in this study is fatigue during the 
interview. To avoid fatigue, teachers may take breaks during the interview as needed. 
Other possible risks to teachers are loss of confidential and anonymous information. 
Confidentiality and anonymity will be protected to the fullest extent allowed by law. 
To ensure the confidentiality of the participant, the researcher will provide an 
envelope for each completed survey package. To ensure the anonymity of participant, 
codes will be utilized in the survey and the interview data. Only the researcher and the 
researcher's advisor will have access to the survey and transcripts of the interview 
data. Because the survey package will be transcribed in codes, the researcher will be 
unable to know the identity of the participant. Thus, the researcher will not able to 

· provide any information regarding participants to a particular school or other persons. 

The hard copies of the questionnaires, audio tapes, and the computer diskettes 
containing the text files will be stored in a loc.ked filing cabinet at the researcher's 
home. All diskettes, printed materials, and audio tapes will be destroyed five years 
from the completion of the study. 
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This study is approved by the Institutional Review Board (IRB) of Texas 
Woman's University. Ify6u have any further questions regarding this study, please do 
not hesitate to contact me. I deeply appreciate your assistance. Thank you in advance! 

Best Regards, 

Yi Man Lin 

Texas Woman's University, Denton, TX 76204 
Department of Family Sciences 
Researcher: Yi-Man Lin, M.S.D. 916-216-1457, YLinl@mail.twu.edu 
Advisor: · Lin Moore, Ph.D. 940-898-2210, LMoore@mail.twu.edu 
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Dear Teachers: 

My name is Yi Man Lin, and I am a doctoral candidate in the Department of 
Family Sciences at Texas Woman's University. I am conducting my dissertation. The 
purpose of this study is to understand teachers of young children in Taiwan remained 
concerned about the Project Approach and their implementation in this approach. 

There will be no identifiable risks or discomforts associated with teachers' 
participation. You will receive the survey package from your sc_hool's director or 
principal. The survey package includes the survey and the consent form. The survey 
involves a three-part questionnaire related to your concerns aboutthe Project 
Approach and how you actually implement it in your classroom. It will only take 
approximately 30 minutes to complete. There are no "right'~ or "wrong" answers, and 
you do not need to give your name. Please read the consent form carefully then write 
your initials at the end of the first page and put your signature at the bottom of the 
second page. After completion of the survey, please put this consent form and the 
survey within the envelope and give it to the director. 

Additionally, I would like to invite you to become a volunteer interviewee. The 
interview will take about 60 minutes. You will be asked five open-ended questions in 
a quiet place or a room in your school based on your convenience. Interview 
questions include the issues about planning a curriculum, organizing academic 
learning into inquiry activities, integrating cultural issues into a curriculum, teachers' 
perspectives about the Project Approach, and their challenges arid needed support. 
There are no physical and emotional questions in the interview. If you would like to 
be an interviewee, please leave your personal information within the com.pleted 
survey package. The researcher-will contact you by phone. 

Potential risk to you as a result of your participation in this study is fatigue 
during your interview. To avoid fatigue, you may take breaks during the interview as 
needed. Other possible risks to you are loss of confidential and anonymous · 
information. Confidentiality and anonymity will be protected to the fullest extent 
allowed by law. To ensure the confidentiality of the participant, the researcher will 
provide an en,,elope for each completed su·rvey package. To ensure· the anonymity of 
participant, codes will be utilized in the survey and the interview data. Oniy the 
researcher and the researcher's advisor ·will have acc.ess to the survey and transcripts 
of the interview· data. Because the survey package will be transcribed· in codes, the 
researcher will be unable to know the identity of the participant. Thus, the researcher 
will not be able to provide any information regarding participants t~ a particular 
school or other persons. · 

Page 1 of2 

182 



The hard copies of the questionnaires, audio tapes, and the computer diskettes. 
containing the text files will be stored in a locked filing cabinet at the researcher's 
home. All d.iskettes, printed materials, and audio tapes will be destroyed five years 
from the completion of the study. 

This study is approved by the Institutional Review Board (IRB) of Texas 
Woman's University. If you have any further questions regarding this study, please do 
not hesitate to contact me. I deeply appreciate your assistance. Thank you in advance! 

Sincerely, 

Yi Man Lin 

Texas Woman's University, Denton, TX 76204 
Department of Family Sciences 
Researcher: Yi-Man Lin, M.S.D. 916-216-1457, YLinl@mail.twu.edu 
Advisor: Lin Moore, Ph.D. 940-898-2210, LMoore@mail.twu.edu 
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TEXAS WOMAN'S UNIVERSITY 
CONSENT TO PARTICIPATE IN RESEARCH 

Title: Teachers of Young Children in Taiwan: Teachers' Concerns About Curriculum 
and the Implementation of the Project Approach. 
Investigator: Yi-Man Lin, MSD 916-216-1457, YLinl@mail.twu.edu 
Advisor: Lin Moore, Ph.D. 940-898-2210, LMoore@mail.twu.edu 
Explanation and Purpose of the Research 
You are being asked to participate in a dissertation research for Yi-Man Lin at Texas 
Woman's University. The purpose of this study is to understand Taiwanese young 
children's teachers' concerns about the Project Approach and their implement in this 
approach. 
Research Procedures 
For this study, you will be asked to complete a survey regarding demographic 
information, your concerns about the Project Approach, and the implementation of 
this approach. You will receive the survey package including the survey, the consent 
form and the cover letter from your school director or principal. The maximum time 
of this survey is estimated to be 30 minutes. After you have completed the survey, 
please return the completed survey and the consent form within an envelope. If you 
would like to be a volunteer interviewee, please leave your personal information 
within the completed survey package. The approximate time of the interview is 60 
minutes. You will be asked five open-ended questions in a quiet place or a room in 
your school based on your convenience. The interview questions are about planning a 
curriculum, organizing academic learning, integrating cultural issues into a 
curriculum, your perspectives about the Project Approach, and challenges and needed 
support. The interview data will be translated from Chinese into English and be 
verified by a second translator. 
Potential Risks 
Potential risk to you as a result of your participation in this study is fatigue during 
your interview. To avoid fatigue, you may take breaks during the interview as needed. 
Other possible risks to you are loss of confidential and anonymous information. 
Confidentiality and anonymity will be protected to the fullest extent allowed by law. 
To ensure the confidentiality of the participant, the researcher will provide an 
envelope for each completed survey package. To ensure the anonymity of participant, 
codes will be utilized in the survey and the interview data. Only the researcher and the 
researcher's advisor will have access to the survey and transcripts of the interview 
data. Because the survey package will be transcribed in codes, the researcher will be 
unable to know the identity of the participant. Thus, the researcher will not able to 
provide any information regarding participants to a particular school or other persons. 
The hard copies of the questionnaires, audio tapes, and the computer diskettes 
containing the text files will be stored in a locked filing cabinet at the researcher's 
home. All diskettes, printed materials, and audio tapes will be destroyed five years 
from the completion of the study. 
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The researcher will attempt to prevent any problem that might happen because of this 
research. It is anticipated that the results of this study will be published in the 
researcher's di~sertation as well as in other research.publications. However, no n~mes 
or other identifying information will be included in any publication. If you have any 
concern, you should contact the researcher immediately for her assistance. However, 
Te1'.as Woman's University does not provide medical services or financial assistance 
for injuries that might happen because of your participation in this research. 
Participation and Benefits 
Your participation in this study is completely voluntary, and you may withdraw your 
participation in the study at any time without penalty. The only direct benefit of this 
study to you is that a summary of findings in this research will be mailed to your 
school at the completion of the study. If you would like to receive these results of the 
study, you may pick-up hard copies of the summary in schools. You can also leave 
personal information on the last page of the consent form and the researcher will mail 
the summary to you. Data obtained from this study will be useful to administrators to 
realize teachers' challenges in order to provide immediate changes in trainings and 
extended support making the project work successful. 
Questions Regarding the Study 
If you have any questions about this study, you should contact Lin Moore, Ph.D. or 
myself at the phone numbers or the email addresses indicated. If you have questions 
about your rights as a participant in this research or the way this research has been 
conducted, you may contact the Texas Woman's Un'iversity Office of Research and 
Sponsored Programs at (940)-898-3378 or via e-mail at IRB@twu.edu. 

y OU will be given a copy of this consent signed and dated to keep. 

Thank you for your participation. 

I have reviewed the above information and l consent to participate in this study: 

Signature of Participant Date 

** .If you would like to receive a summary ofresults o~this study, please provide 
your information to which this summary should be sent: 

Page 2 of2 

186 



· 1f1'1'1~-=f *~. . . 
g~#s.xr..~ 
.X j:j:r:.\r13 I l=lJ ,!@-. f=1 

•~~M:#•~~~~ffl:1J~~•~~~&•~m&a· 
1Vf~!t: ttf~r~ lf9F~:n~: 002-1-916-216-1457, 
YLin l@twu.edu 
t~~~~: Lin Moore tf± im~:1J~: 002-1-940-898-2210, LMoore@twu.edu 

~~an#•~~fflffl~**•m±•~A#~-~nx~~o ~-Jt~ 
§ tE~Ht~i#t1ft£Jftim:1J~~~a~~grppJr!Ul,CA1'-J~~W-&1f:Mff • ~~0§~, * 
~~~~~~~-~, TMtEW•:1J~~•~~~l¥J~tt,ffl* ... ~~~0-& 
Ht~~Jtf~s'-J~~~Jftim~•s'-J~Wo 

*1l}f ~i&J f¥ cp , f ~rJrflfr 1¥]{:£:{PJ:i :fr#~11tii 'I~ S'-J~ffl Bu J, 1 L" S'J1* ii, IDJ FA~ 
nt1.%fi@iBdl1f s'-J$a~w~~~1-tii~1&1-\:1~s'-J~1~, 1ms'-J~t~ ~A-ftl1-AT1~11t~ia'-J~ 
*-1#4~ it te mtE?ffii Jtg\Z !i* s"J Wff!J • ·a • ~ ~ &JJl~f~ M~1&#1ncttc__.fi J:iJt S'-J 
" ~~ a , 1*1¥Ji1¥1fili'~~j(f*1f~ 20151¥ 5 jj 15 ~ )a 

~~~~-i¥J~~tE~~~~~~~, ~•~-~1l}f~*ffl~~~~mg\Z 
~ 1~ a'-J ~ 3K M41iJf ~ft-tL~ *ffl **i1mo ti□ *1~Jt Jl:t1iJf ~ 1f {f:{PJ ~ rA~, 1m PJ J2J. ~ ~ 
~~:ft J::7; s'-J!fr;~ :1J~!m Pimiif ~j§.a· · fro *f~ !-t~~ Jl:t1iJF~ s·~tl 1nt ~1Vf 7E:n i~if 
·f±fPT~rA~, f~AJ £),~~=~5(002~ l"940~898-3378)~~i&J E-mai) (lRB@twu.edu.) 

ft~ffik**•m~T~-~~~~ •ffim■~ffcp~~--T:1J~~' * 
f.D t:fJ Jt~~:fiM:#4~~1P]~-~t-i~fi:o ~HM1~~~~!, . 

+H- ·i:':1 =.1: .(, in=-- '.fil. ,1-1,, s ..::o=.-.3'3:" · R~liinntm~.ra :i:c:l. -rt.~ ,L,hf1it z±. · .:;:µ. s ~ r;;}. .ffil 1ri., mm 
-f,,~ L.. pf';f-µ.J P.~J.l!!! JJ-L 1PJ ,W, ~, . fl)j\}'j't-1l/1 :Tu.l.lE1 ~/X.1'X.ll'J1'ffililt, _-rx. ,~.J ,~- ~--,...--., L1l}I ·JLo 

* * ~ * * * * wt1~:t£~ x IP]~• q:i ~~-{~~IP] rp~ ~ :x: ii111 ~, ti□ *1m ~ ~ ~5( i1J-uJF ~ 
k-it~ jJ~, twft1:E~Jt rm ~-ffi _JCF:o {i 7~-f~ s~im~ 7J=r-t; 111f ~~ iw ~ * 1iJf 

******* 

.187 . 



APPENDIXD 

English Version of Instrument 

188 



Survey of Teachers in the Project Approach 

Dear teachers, 
I am a doctoral candidate at Texas Woman's University. I am asking you to help 

me by answering the following three-part questionnaire about your concern about 
the Project Approach and how you ~ctually implement it in your classroom. It will 
only take you about 30 minutes to complete. There are no "right" or "wrong" 
answers, and you do not need to give your name. Your sincere consideration 
answering these questions will g~anmtee the success of my study. 

Investigator: Yi-Man Lin, M.SD. 916-216-1457, YLinl@mail.twu.edu 
Advisor: Lin Moore, Ph.D. 940-898-2210, LMoore@mail.twu.edu 

Part I: Teachers~-Demographic Information 

1. Gender 

□ Female 

2. Age 

□ Male 

□ Under 20 years □ 20-30 years □ 31-40 years □ 41-50 years □ 51 years and over 

3. Education 

□ CDA 

□ Bachelor's Degree 

4. Academic major 

□ Child Development 

□ Special Education 

□ Elementary Education 

□ Associate's Degree 

□ Master's Degree 

D Early Childhood Education 

D Bilingual Education 

□ Other. Please specify: ______ _ 

5. Total years of experience as a preschool/kindergarten teacher/caregiver 

D The first year □ The second year O The third and fourth year 

□ 5-1 O years □ 11-15 years □ More than 15 years 

. 6. Total years of experience using the Project Approach 

D The first year □ The second year □ The third and fourth year 

D 5-1 O years □ 11-15 years □ More than 15 years 

7. Where is your school located? ________________ _ 

8. Your job title 

□ Lead Teacher □ Assistant Teacher □ Substitute Teacher D Resource Teacher 

□ Other. Please specify: ________ _ 
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9. Age group in your classroom 

D 12-23 months □ 24-35 months D J years old □A years old 

D 5 years old D Mixed age (3s & 4s) □ Mixed age (4s & 5s) 

□ Mixed age (3s, 4s & 5s) □ Other. Please specify: ---------
10. What is the teacher to student ratio in your classroom? 

D Underl:10 · □ 1:15 □ 1:20 □ Over 1:20 □ 2:10 

D 2:15 □ 2:20 □ Other.Please specify: ______ _ 

11. Language of instruction in your classroom 

D English D Spanish □ English/Spanish □ Chinese 

D Chinese/English □ Chinese/Taiwanese □ Other. Please specify: _____ _ 

According to developmental stages for teachers by Dr. Katz ( 1995), in the survival 
stage, teachers are concerned about surviving as teachers and they need on-site 
support with specific skills. In the consolidation stage, teachers can survive 
immediate crises and focus on individual problems. They need continuous on-site 
training and one-on-one supervisors to answer precise questions. In the renewal 
stage, teachers can engage in creative thinking and concerns about their roles as 
teachers. They look for off-site trainings. In the maturity stage, teachers are 
confident in their teaching and become researchers sharing their teaching 
experiences . . 

12. Based on the previous statement, what stage best describes your current status as a 

t'eacher? 

□ Survival stage □ Consolidation stage □ Renewal stage □ Maturity stage 

Part II: Teachers' Concerns about the Pro· ect A roach 

Please indicate your responses to the following 22 statements by selecting and 
marking the number which represents your situation. 

0 I 2 3 4 5 6 7 
Irrelevant Not true of me now Somewhat" true of me now Very true of me now 

Please circle only one whole number for each item statement~. Be sure to 
respond _to every item. Thank you for your help. 

1. I do not even know .the Project Approach.-

2. I am concer~ed about not having enough time for 

Preparation_ in using the Project Approach. 

3. I am concerned about developing professionally in 

teaching the Project Approach. 

4. I am concerned about how to accomplish effectively 

the requirements of the Project Approach. 
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0 l 2 3 4 5 6 7 

0 l 2 3 4 5 6 7 
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0 2 3 4 5 6 7 
Irrelevant Not true of me now Somewhat true of me now Very true of me now 

5. I am concerned about how to revise teaching strategies 

of the Project Approach to improve its effectiveness. 

6. I · am concerned about developing working relationships 

with other teachers in using the Project Approach. 

7. I am concerned about how the Project Approach affects 

students. , 

8. I am not concerned about the Project Approach. 

9. I am concerned about my inability to manage the 

teaching resources of the Project Approach. 

10. I would like to familiarize other departments or people 

with the progress of the Project Approach. 

11. I am concerned about modifying certain practices in 

student assessment of the Project .Approach. 

12. I am occupied with other teaching duties. 

13. I am concerned.about adjusting the learning _ 

arrangement/resources of the Project Approach 

based .on students' exper1ences. 

14. I am ·concerned about time spent working with 

non-academic matters related to the Project Approach; 

15. I would like to know what teachers are required to do 

in teaching the Project Approach. 
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16. I would like to have more information on time and energy O 1 2 3 4 5 6 7 

commitments required by the Project Approach. 

17. I am not interested in learning about the Project Appro~ch. 0 1 2 3 4 5 6 7 

18. I \Vould like to determine how to supplement, enhance, 

or replace project activities with students' learning 

experiences from other subjects.· 

19. I am concerned about using feedback from students to 

change the curriculum of the Project Approach. 

20. I would like to know how my role will change in 

the Project Approach. 
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0 , 2 4 5 6 7 
Irrelevant Not true of me now Some,vhat true of me now Very true of me now 

21. I am concerned about why the Project Approach · is 

better than the current curriculum. 

22. I would like to know how the Project Approach differs 

from theme teaching or other curriculum designs. 

Part III: Implementation _of the froject Approach 

0 1 2 3 4 5 6 7 

0 1 2 3 4 5 6 7 

There are 30 questions in this section. The first five questions require a single 
choice. The remaining questions 6-30 are multiple choice questions. Please · 
indicate your answers by placing an "X" in the box that best represents your 
opinion. Again thanks very much for your help. 

l. How often have you sent information suggesting ways parents and other family 

members can be volunteers in the classroom? (Single choice) 

□ Once, at the beginning of the year □ Twice, once each semester 

□ More than two times □ Not at all 

2. How often do you have parent-teacher conferences? (Single choice) 

D Once, at the beginning of the year. : □ Twice, once each semester 

□ More than. two times □ Not at all 

3. Do both parents come to parent-teacher conference? (Single choice) 

□ Yes □ No 

If the answer is "No," which parent or relative attends parent-teacher conference 

more often? D Father ·· · . · D Mother D Grandparent 

□ Other. Please specify: __________________ _ 

4. Do yo~ h~ve di(ficulty invol':'ing parents in center/classroom activities? (Single 

choice) D Yes D No 

If the answer is "Yes," what barriers do you think prevent parents from attending 

center/classroom activities? 

5. What kind of curriculum approach is used in your classroom? (Single choice) 

D The Project Approach· □ The theme integrated with the Project Approach 

D The topic integrated with the Project Approach 

D Other curriculum approach integrated with the Project Approach 
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Please indicate your answers by placing an "X" in the box that best represents 

your opinion. Again thanks very much for your help. 

* Please chose as many as apply in the following questions. 
6. How.do you decide the topic? 

D Children decide □ Discussion □ Students' interests 

□ Significant events □ Other. Please specify: _________ _ 

7. How do you know if students are interested in the topic? 

□ Conversations 

D Parent re.ports 

D Drawings O Observations □ Questions 

□ Other. Please specify: ___________ _ 

8. What events do you use to focus the students' attention on the topic? 

D Books □ Videos O Related objects 

□ Discussion 0 Drawing 0 Sketches 

□ Language products ( e.g., telling a story and a list of questions) 

□ Other. Please specify: _________________ _ 

9. How do you know students' prior knowledge about the topic? 

D Art work □ Play D Recording discussions 

D Constructions (e.g., block structures and models) 

D Other. Please specify: _________________ _ 

1 O. How do you record students' prior knowledge? 

D No record D Web □ List of questions 

D Drawings □ Constructions □ Recording discussions 

D Other. Please specify: _________________ _ 

11. What resources do you use to stimulate students' interest and clarify questions? 

D Books D Visitors D Artifacts □ Photograph 

D Pictures D Construction materials □ Parent contributions 

D Other. Please specify __________________ _ 

12. How do you make the investigation become focused? 

D Discussion D New web D List of questions 

D Assigned tasks D Other. Please specify: _________ _ 

13. What additional resources do you use to enable and support in-depth study? 

□ Books □ Visitors D Artifacts D Construction materials 

D Parent contributions D Other. Please specify: ____ _ 
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Please indicate your answers by placing an "X" in the box that best represents 

your opinion. Again thanks very much for your help. 

14. What types of activities do you use in a project? 

D Center time □ Circle time □ Storytelling □ Group discussion 

D Collaborative activity □ Individual activity □ Field trip □ Language arts 

D Art D Dramatic play D Music and movement D Play ground 

D Math D Science □ Other. Please specify: ______ _ 

15. How can students be best prepared for field-site experiences? 

□ Discussion □ Reminders □ Rehearsal 

D Practicing skills □ Read related information □ List of questions 

□ Other. Please specify: __________________ _ 

16. How do you prepare the field-site to maximize investigation opportunities for 

students? 

□ Phone call □ Reminder letter D Pre-trip visit 

□ Handout/flyer from the field-site □ Contact the field-site personnel 

□ Other. Please specify: ___________________ _ 

17. What plans do you need to prepare parents for field-site visits? 

□ Meeting □ Phone call invitation □ Request letter 

□ Reminder note □ "How. Students Are Leaming" handout 

18. How are students organized for field-site visits? 

D Assign students to specific adults □ Groups with a specific task 

D Students individually approach or observe the visitor D One large group 

19. What events do you employ to allow students to review their experiences and field 

work? 

□ Discuss sketches □ Discuss drawings D Dictate experience 

□ Display □ Review photos D Scrapbook 

□ Answer questions on lists 

20. What evidence of students' learning are gathered and discussed with them in a 

project? 

□ Drawings 

D Final webs 

□ Sketches 

□ Dramatic Play 

□ Paintings D Constructions 

□ List □ Language products 
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Please indicate your answers by placing an "X" in the box that best represents 

your opinion. Again thanks very much for your help. 

21. Which types of activities do your students present for their learning? 

D Exhibit □ Write reports □ Plays □ School presentation 

D Open house for parents □ Community displays 

D Make histories of the project □ Make individual scrapbooks or files 

D Take-home books □ Role-play in play environments 

D Music and movement □ Other. Please specify: ______ _ 

22. What types of documentation do you use to record students' work in a project? 

D Anecdotal notes □ Individual portfolios □ Individual products 

□ Group products D Self-reflections of students 

D Observations of child development 

D Checklists of knowledge and skills in curriculum 

D Project narratives ( e.g., telling the story) □ Other. Please specify: ___ _ 

Which type of documentation is the most effective? __________ _ 

23. What kind of technology have you used to implement project activities? 

D Camcorder □ Tape recorder D Camera D Digital camera 

D Handheld tape recorder □ Voice recorder □ Photocopy machine 

D Overhead projector D Computer D Computer program 

□ The Internet D Other. Please specify: ______ _ 

24. What skills do students need help with when implementing the Project Approach? 

D How to pose a question (to an adult) D How to tally (interpret) data 

D Taking photographs D Using construction tools 

□ Using art materials ( e.g., clay, Play-Doh or plasticine) 

□ Using materials (e.g., tape, glue and staplers) 

D Observing and talking about what they observed 

□ Observational drawing and field sketching 

□ Other. Please specify: __________________ _ 

25. What have students learned in the Project Approach? 

D New concepts D Applying concepts 

D Academic skills □ Communication skills 

D Collaborative learning □ Practical life skills 

D Problem-solving 

□ Social skills 

D Self-confidence /self-esteem □ Other. Please specify: _______ _ 
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Please indicate your answers by placing an "X" in the box that best represents 

your opinion. Again thanks very much for your help. 

26. What strategies do you use to involve parents in center/classroom activities? 

D Center/classroom bulletin board □ Classroom newsletter/flyer 

D Note/letter about the topic D Parent-teacher conference 

D Teacher or other staff phone call □ Communication with other 

parent D Documentation about curriculum □ Children's invitation 

D Home visit □ Other. Please specify: __________ _ 

Which strategy is most effective ________________ _ 

27. What events are parents involved in center/classroom activities? 

D Visit field-sites after school with their children 

D Purchase books or materials related to the topic 

□ Discuss the topic with their children at home 

D Lend resources and materials to the classroom 

□ Serve as visiting experts answering questions about the topic in class 

□ Participate in the investigation □ Participate in the field trip 

□ Become volunteers in a culminating event 

□ Provide information ofactivities for the school community 

D Other. Please specify: _________________ _ 

28. What supports do you have when implementing project activities? 

□ Professional development courses □ The Project Approach workshops 

□ The Project Approach training □ Meeting for sharing and dialogue 

0 Planning time for developing projects O Supports from the principal/director 

0 Equipment support for children's investigations 

□ Other. Please specify: _________________ _ 

What else do you need ___________________ _ 

29. What is (are) your role(s) in conducting the Project Approach? 

D Instructor □ Facilitator □ Guide D Leader D Mediator 

□ Demonstrator D Adviser 

D Co-learner/co-investigator 

D Recorder D Documenter 

□ Classroom/materials manager 

□ Other. Please specify:. __________________ _ 

196 



Please indicate your answers by placing an "X" in the box that best represents 

your opinion. Again thanks very much for your help. 

30. What challenges have you encountered when implementing a project? 

D Not at all D Including parent involvement 

D English as second language learners □ Lack of administrators' support 

D Students with special needs O Meeting the educational standards 

0 Students with the ill effects of poverty 

D . Lack of appropriate equipments/materials 

0 Enhancing students' awareness of culture 

D Improving students' literacy (e.g., reading, writing, speaking and listening) 

D Poor staff~child ratios □ Other. Please specify: ________ _ 

********** ************** The end of survey*********************** 

In order to attain further information about your perspectives on implementing the 

Project Approach, I would like to invite you to become a part of the interview process. 

If you are willing to be one of my interviewees, please leave your information in the 

next page, and I will contact you. Thank you very much for youi help. 
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Interview Questions 

1. How do you go about planning curriculum for a project? Please explain steps and 

preparations for creating a project. 

2. Do you think it is important to organize academic learning into inquiry activities? 

□ Yes □No 

If the answer is "Yes," how important is it? □Important □Very important 

What types of activities do you integrate into students' academic learning? 

3. Have you ever integrated cultural issues into a project? 

□ Yes □No 

What cultural issues have you integrated into project activities? 

How did you integrate these issues into project activities? 

4. Do you think the Project Approach enhance students' learning abilities? Please 

explain. 

Do you think the Project Approach is the best way for students to learn? 

□ Yes □No 

Why do you think 
so? __________________________ _ 

5. What challenges have you encountered and what support do you need and what 

are the benefits or impacts related to teachers' professional development when 

you conduct a project? 
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APPENDIXE 

Chinese Version of Instrument 
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□ (4) !fflJt@Jnffi □ (5) f1Jfflmib~~ □ (6) ~,,tj1Jm~irJ:l 
0 (7) ·@~~f~jlj13'-)pp~Jm 

20. 1~!&~ T~IJl1Jl5®~f4, W-1~~~M:t±JJ~s"J~1§3? 
□ c1) ~~13'-J• □ c2) AAMs"Jn~• □ (3) Jtfmif.tilft 
D (4) Jl1A:1"F£ D (5) 1f ::EMffl~*$1 D (6)~~iH.rlx 
□ (7) {~jljpp~~ □ (8) ffl§t§IUJ13':Jf"FJ11=1 

21. ~ ~~~ 11J15® mib ~ m 1m 1r~ 13'-J ~ 1§1? 

□ o) 1t&11=1Jm~ □ c2) ~i~~ □ (3) iQ'fmxt;}~ □ (4) ~ • !i~ 
D (5) ~t~~fl f3 D (6) t±hlkmk,l D (7) n~Jf:ottti&If.¥fc • 
□ cs) 1i.A.ft&11=1~M~~ • ~ □ (9) ~mmn~i&H£s"J,J\li 
□ (lO)fli-er';}~mib, ,WrJfto: 00 Pizzafi5□ (11) tf~1f:j}j 

Jt~---------------
22.f~{tffl~®jjft*~E • ~~1£:JJ~W{~1ls"Jif"F? 
□ (1) ***tc · □ c2) {@1531111:: • ~iia 
□ (3) {@l.A.{"F£ □ (4) /J\t~ftJ11=1 
□ (5) ~~ffif,J-5g)~I ft~',~, □ (6) ~~!iffikft~re • 
tJ (7) AA.~:n~rtibit:a~ □ (8) 1f ~~f£tc · 
~~ · ~-•jj~-~~~m~~~ffl? __ _ 
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23 . • jjw;jj~~~a~, 1~{!ffl@IS®f3J.tt~1l}JI*? 
□ (1) fflH§t~ □ (2) 15c{1Z:t§t~ □ (3) fl · ~t~ □ (4) • ift~ 
□ (5) ~1:~ • wt~ □ (6) J5cfft • wt~ □ c1) ~i=n □ (8) N:~~ 
□ (9) fflij~ · □ (lO)fflij~~~,xn □ (II)~~ 

;tt{m. -----
~-Jr:OOI:15"·~~~, ~~~@IS®tt~-~~~mWJW~~? 
□ (1) fr□ f"iiJ:tl!FA~ □ c2) from ~~&ti~~*4 
□ (3) fr□ {PJ{!ffl fffif§t~ D (4) fr□ {PJ{!fflMH1'HiIA 
□ (5) frD{PJ{!fflltmt;tf;+, {~Jfro : ~tiu±fr:it~± 
□ (6) fr□{PJ1tm~~Htt4, fftlfr□ : ~1tlt2~7kfr:ijr&m 
□ (7) frD{PJU~W r::l JZl!fl~jMJf£W~* 
□ (8) frD{PJWi~fl~s'-J~ftt: A{ill ______ _ 

25. tE:15"~~~-:JmfjMJf.¥ tp, ~~~JIJ@IS®~~~tt~!g? 
□ (I) lJrs'-Jtll~ □ c2) fr□ fPJR!fflm~s'-Jfft~ □ (3) 1g;~rA~~ 
□ (4) ~·~•s'-JtlgiJ □ (5) ~~&ilillHxJJ5 □ (6) A~1ilbttJJ5 
D (7) WA~fAJ~W¥~ D (8) 1!£~1=:r!tttig 

· D (9) 13 fi~ § tit•m ;ttfm _____ _ 
26. 1~fr□{PJ~lb*~~W~Iff&~*~s'-Jr!lb? 
□ (1) 3j)Iff&~*&0,(ffj;fl 
o (3) W:15"~~rffl~im~¥ 
□ (5) mitim~*~ 
D (7) flJffl ~IDH£f§IUJs'-JJtftt: 
□ (9) *J%WJFA~ 

□ (2) ~Iff&~¥~~'if{f¥ 
D (4) ~HI~~t-
□ (6) ;ttfili*-If ®~ 
o (8) ~~~~l*-If 
;tt{m. _____ _ 

@IS-mn~~~~-------------
21.1~s'-l**•~~WT)11J@IS®W1f~t§1UJ~rtlb? 
□ (I) flJfflIDIH.&~~~~iUlln~f§rffls'-Jmtti 
□ c2) ~,r~~ffi • WJJ~t§rffls'-J:C:ffi 
D (3) t1:*W~~li[miJ!JJ~1f!ffls'-J:tl! D (4) xtl~~~~&-t--tt4 
□ (5) fj{:E§l:~~t1€§l:~~VJFA~s1E@J~FA~M 
□ (6) mWJ~~~~rttti □ c1) mWJ~~~Dr!tti 
□ (8) fj{:f:JJ~~*Mifve~mlbs'-J~I. □ (9) tJ!1~W,n~~rms~r!lb~!R 
. ;ttM ________________ _ 
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28. :t±1fn'tli:1J~~~a~, 1~tu~at1~~@1f~J:s1xtfk? 
□ (1) ··*~iffits"J~JII** □ (2) n~~~ii;f~(&~) 

□ (3) 1J~~~iiJF~c& ·) □ (4) ~gmr~,51-~~t-t~if 
□ (5) ~ -~:n~~~s1~-0ma~r~, □ (6) m*~:t:1:£:s"Jx~ . 
□ c1) ~-Om»Jt*4 J:s"Jx~ jtfm -------

f~~fiW~~@x~ --------------
29. 1f:1iw::n~~~a~, f~s"J~{3~fPJ? 

D (1) t5gijj D (2) thhP)J~ D (3) §I~~ 

□ (4) iJ~~ □ (5) ~fr~ □ (6) ~ii~ 
□ (7) !~!iiJ-1=f □ (8) ~E • ~ D (9) X{tJ:~~~ 
□ (I0)~IAJ~f&&~~~ • ~ □ (ll)~~~m!~ jt{{!! _____ _ 

30. Jf:1iw::n~~~a~, f~~JIJ~@~~~? 
□ (1) ti~ 
□ (3) tJIJ:f:f • ~{iliffi-§ 13'-J#JM 
□ (5) ~IJ:ff~~~:tjts'-)#)52. 
□ c1) #J52.~JtIBimmms1~® 
D ( 9) ti 5:4i ~ 52. f.t x 1 ~ 13'-J j[jrj ~ ~l3 JJ 
□ (l l)~IJ:~1:.i&1$(~rp(£.J:t~f~) 

□ (2) ~!w**~~:1J~mmt 
□ (4) ~z1f~J:s1:x~ 
D (6) f4f-fr#J#JlfflxJii'Bs"J~3Jt 
□ (8) ~~z-@-®s"J~iiffl~t-t:¥4 
□ (l0)#J~!Jl~~~jJ13'-)~ft 

;ttfm --------
********************* 7-fs:FA~~JIJll:tlili*, umr1~a1:tl~ ***************** 
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~~ifiVJ~PP~i! 
1. 1~:tz□ 1ilHJ!t1J~ffi~i+ 0- Jr:Mf!:JJ~~~? 

2. ~~~-ffl~JJ•~-~~~ffi~~, MA■••~~•&~~~m~~? 
□ (I)~ □ (2) ~ . 

~~m~? □ o)m~ □ c2)1.~m~ 
~~@ffl~~~~MA■--~~M&tt~ff~~~*~ffl~~? 

3. f&Hik~ffJI~~*~' MAX{ta,~~,ffi? 
0(1)¾ 0(2)~ 

fWi!N~f!l!A~@x{t~~~? 

4. ~~~-ffl~~~*MM~~~~?~¾~-ffl~*~*~MM~~~ffl~ 
Ji 

D (2) B ffnt~? □ o) -& 
JJ!m ~ ---------------------

5. -~n~~~W~MA~-~~B~~~~-~-M?•~~~~oo•~~ 
~E¥Jt&Jl1~~®x~? 
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