
CHAPTER 1: INTRODUCTION
1.1Introduction
In this chapter, the three main sections summarise the overall research background, provide a justification of study and outline the structure of the thesis.  The history of early childhood education in relation to Thai educational policy is discussed briefly in the section on the background to the research.  Then, the section on the justification of the study describes the imbalance of early childhood teacher’s practice with regard to academic learning, children’s development and children’s needs and interests.  The reasons for applying Multiple Intelligences (MI) to the school curriculum are presented.   
1.2 Background to the Research
According to Dahlberg et al. (1999), while early childhood education in the nineteenth century focused on child development, the twentieth century saw a shift toward highlighting child context and complexity (p.5).  The child-centred approach was developed in order to fit educational policies and practices (Wood, 2007).  In addition, early childhood educators in many countries have been developing their own curriculum and pedagogy that fit to their socio-cultural context.  
Fifteen years ago, when I started my job as an administrator in a kindergarten in Thailand, it was the time of the Thai education revolution.  The Thai Ministry of Education had a policy that placed an emphasis on changing from the teacher-directed to the child-centred approach.  The Thai early childhood curriculum has been changed to be more hands-on and has a decreased focus on academic areas.  The child-centred approach was determined as an appropriate way to foster children’s development.  However, the standard and the quality of schools in Thailand, especially for elementary level, were still concerning.  There was an attempt to elevate the elementary students’ reading, writing and calculating skills.  This affected early childhood children, parents and teachers preparing their children to be ready for the elementary level.  In addition, the rapid changing of the political, environmental and economic context in Thailand affected the Thai school system.  One of my concerns is that the children spent most of their time on learning academic subjects, so that some other areas were neglected.  Furthermore, children have to take entrance examinations, in some cases, since there is a limited number of high quality elementary schools in Bangkok.  Therefore, many children are prepared for the test at school, home and special schools.  This causes  children distress, inevitably.  Their play time is decreased and they have a limited opportunity to discover and develop their wider competences.  These issues caused problems in the implementation of a Thai early childhood education programme which was based on the early childhood theories, the focus for this thesis.  

1.3 Justification for the Study

The study focuses on the school of which I am Principal.  In order to find a solution for the school to the issues raised above, three different educational approaches including Reggio Emilia, Te Whāriki and Multiple Intelligences (MI) were reviewed.  I found that these three approaches supported the early childhood theoretical foundation and they were appropriate to their countries’ context.  However, after reviewing all three approaches, I focus on the use of the MI approach. The MI approach was applied to many schools in the US and around the world in order to enhance learning. MI was used to decrease children’s and parents’ distress from, “Westist”, “Testist” and “Bestist” (Gardner, 2006, p.23).  MI encouraged children to learn to develop their own competence in multiple ways.  The MI project spectrum was designed to encourage young children’s cognitive skills using a child-centred approach (Chen et.al, 1998, p.29). In addition, the spectrum project emphasised an early childhood framework that was used to evaluate, identify and develop children’s strengths and areas for development (Chen et.al, 1998, p.xv).  Therefore, the project spectrum was used to prepare and develop children’s academic skills and enhance their other domains.  I conducted this research in order to focus on the impact on and outcomes of a Multiple Intelligences project with regard to the children, teacher and parents of a kindergarten in Thailand.  
1.4 Structure of the Thesis

Chapter 2 introduces the theories, ideas and research studies that were reviewed in order to determine the most effective teacher practice and parents’ support for encouraging children’s learning and development.  First, the history of early childhood curriculum and pedagogy (Dewey, 1944; Dahlberg et al., 1999; and Wood, 2007) and early childhood theoretical foundations (Hansen et al., 1996; Baker, 1998; Soler and Miller, 2003; and Roopnarine and Johnson 2005) are discussed.  Second, three educational approaches including Reggio Emilia (Wexler, 2004; Malaguzzi, 1993; and Edwards et al, 1998), Te Whāriki (Anning et al., 2004; Smith, 2007; and Alvestad et al., 2009) and MI (Gardner, 1983; Gardner, 1993b; and Armstrong, 2003), which have been successfully applied to the early childhood curricula of Italy, New Zealand and the U.S. respectively, are discussed and their perspectives on children, curriculum and pedagogy, professional development, learning environment, parent and community support are compared and contrasted.  The MI project spectrum (Chen et al, 1998 and Krechevsky 1998), a theoretical framework for assessing and strengthening children’s competences, is presented.  Finally, the three approaches in relation to the Thai context and the reasons for selecting the Multiple Intelligences approach for my project are discussed.  
Chapter Three introduces the research design, including the project spectrum framework (Chen, 1998), the project spectrum activities in five domains (Krechevsky, 1998), the Leuven Involvement Scale (Laever, 1994b) and the action research model (McNiff, 2002; Naughton and Hughes, 2009; Adams, 2006; and Opie, 2004).  The design employed non-participant observations of children (Greig et al, 2007), the review of children’s portfolios (Wortham, 2005), and semi-structured interviews with the class teacher and parents (Greig et al., 2007) as the primary mean of data collection.   
The children (two boys and two girls), teacher and parents in a kindergarten in Thailand were chosen to take part in the study.  The project, which took place from Oct 1st, 2010 to August 1st, 2011involved creating a MI classroom, providing teacher workshops and parent workshops and applying the project spectrum activities to the class.  The focus of the research was the impact of the project on the teachers’ understanding of Multiple Intelligences, the impact of the project on teaching practice, the impact of the project on the parents’ understanding of Multiple Intelligences and their home support of learning and the outcome for the children in terms of their levels of engagement in activities.
In Chapter Three, ethical considerations are considered, aligned to the data collection approaches of this study.  The discussion focuses on issues such as the anonymity of participants, the children’s sensitivity to strangers, and the development of appropriate materials and activities for the children’s age. 
In Chapter Four, the findings from the study are discussed.  The chapter considers the impact of the study on the children’s engagement in learning, the parental support and the teachers’ practice.
Chapter Five reflects on the key findings in relation to the research questions and discusses implications for policy and practice in early childhood.  In addition, the last section of Chapter Five considers the implications for future research and outlines the limitations of the study.
In the following chapter, I review theories relating to best practice in early childhood education in order to consider the principles that should underlie any programme developed in the Thai context.
CHAPTER 2: LITERATURE REVIEW
2.1 Introduction
The intention of this study was to develop good practice in a kindergarten in Thailand, in order to counter some of the pressure that exists in that context to deliver a formal, basics-centred, curriculum in the early years.  Therefore, I decided to review three international curricula that have been identified as excellent- Reggio Emilia, Te Whāriki and the Multiple Intelligences approach- in order to identify the best curriculum for the Thai context.  In this literature review, I begin by offering an overview of the key principles of early childhood education in a historical context.  I then consider early childhood policy as promoted by global NGOs, before reviewing the three approaches identified above: Reggio Emilia, Te Whāriki and the Multiple Intelligences approach.  The chapter concludes with a reflection on the approach chosen for the action-research study, outlining the reasons why this was identified as the most appropriate approach to use.
2.2 Early Childhood Curricula and Pedagogy: Key Principles
A great deal of the work completed by early childhood educators in the past has contributed to the practices used today.  These professional bodies of work have encouraged people to increase their recognition of the importance of early childhood education and its great impact on children’s future lives.  Thus, early childhood curricula and pedagogy have been developed through extensive studies and research in order to determine good qualities in education and care and to form the best practices for young children.  In the following section, I will consider the key principles of early childhood curricula and pedagogy, as developed over time.
2.2.1 History of Early Childhood Curricula and Pedagogy

Early childhood practices have changed over the past hundred years due to social changes brought about by the industrialisation of the world. Roopnarine and Johnson (2005) concluded that while educational systems in the eighteenth and nineteenth centuries emphasised ‘memorisation and recitation’, twentieth century thinking tended to promote the child’s development in all areas including physical, emotional, cognitive and social development (pp. 3-4).  It was during the late nineteenth and early twentieth century that progressive views of key early childhood educators began to influence curricula and pedagogy.  The main concept of the progressive view was child-centredness, which pays attention to the child’s choices and interests and promotes the creation of a meaningful environment that is filled with abundant learning materials and resources for children (Wood, 2007, p. 121). The progressive and sociocultural philosophers’ and educators’ studies and findings created and introduced new ways of teaching and learning for children which were different to the methods used for adult learning in many ways, including the learning materials, environment, and teaching and learning styles.  
The child-centred approach, based on the notion that children were different from adults, was promoted as an attractive way for young children to learn and be taught during the twentieth century.  Early childhood curricula and pedagogy began to place more emphasis upon the child’s development, as it was believed that it shaped the child’s characteristics, knowledge and skills for the future.  According to Dahlberg et al. (1999), early childhood education of this era not only supported the children’s development but also encouraged their readiness to learn and augmented their academic achievement (p. 1).  
Dahlberg et al. (1999) concluded that while early childhood education in the nineteenth century focused on child development, the latet wentieth century saw a shift towards highlighting child context and complexity (p. 5).  Dahlberg et al. (1999) stated that:

The very term child-centred might be thought to embody a particular modernist understanding of the child, as a unified, reified and essentialised subject- at the centre of the world- that can be viewed and treated apart from relationships and context.  The postmodern perspective, in contrast, would decentre the child, viewing the child as existing through hits relations with others and always in a particular context (p.43).  

Thus, it was recognised that the child’s sociocultural context influenced his or her development, attitude and competence.  Therefore, not only did early childhood educators and policy makers influence early childhood education in 20th and 21st century practices, but parents, teachers and the community also played an important role in determining an effective early childhood programme in many countries.  Therefore, early childhood educators developed their own curricula and pedagogy to fit their sociocultural context. Two good examples of this are Reggio Emilia from Italy and Te Whāriki from New Zealand, whose curricula were adjusted to fit their countries’ context.  In addition, Multiple Intelligences was applied in some US schools to decrease the stress on parents and teachers caused by standardised tests.  These three approaches will be discussed later in the chapter.

2.2.2 Early Childhood Theoretical Foundation

Early childhood practice is based on key theories and concepts created by previous educators whose studies supported child-centred education.  Tzuo (2007) stated that child-centred learning was based on the progressive views of early childhood theorists including Piaget, Vygotsky, Dewey and Montessori (p. 33). The child-centred method was established after an education evolution that tried to shift from instrumental views to the progressive view. According to Wood (2007), child-centred education gradually decreased teacher-directed experiences and subject-based curricula since the child-centred method combined the learning of knowledge with children’s play (p. 121).  Therefore, the child-centred method was determined to be an appropriate way of teaching and learning in the nineteenth and twentieth centuries since it emphasised children’s natural senses of learning and playing.  Soler and Miller (2003) stated that while the instrumental view emphasised the standard testing of knowledge, skills and contents, the progressive view focused on the child-centred approach, a social context, and the child’s development (pp. 59-60).  Thus, the child-centred method emphasised children’s rights and development rather than their academic skills. Roopnarine and Johnson (2005) argued that at the beginning of the twentieth century, the works of progressive educators such as Dewey, G. Stanley Hall and Darwin influenced early childhood education (p. 13).  Thus, child-centredness was the overriding concept of early childhood education at that time.  Baker (1998) suggested that child-centred education had the main aim of encouraging democratic education in school and motivating life-long learning (p. 155).  Thus, children were provided with more opportunities to make choices and pick their own interests.  Hansen et al. (1996) defined a child-centred classroom as:
A classroom where children construct their own knowledge through experiences and the teacher facilitates the learning process by building upon the child’s interests, strengths and needs (p. 131).

Therefore, child-centred classrooms encouraged children to be active learners, to choose activities based on their interests, to promote learning in a meaningful environment, and to gain success through self-motivation and self-decision-making with support and guidance from teachers and peers. Since child-centred education has impacted today’s practices, the theoretical foundation and concepts of the child-centred method including: learning by doing; individualism; the learning environment; the social environment, and play will be discussed in the following sections. 
To begin with, learning by doing is an effective way for children to learn in an active manner.  There have been many educators who have supported a hands-on method of encouraging children’s learning and development.  Monroe (1893) stated that John Amos Comenius (1592-1670), a Moravian Philosopher, divided children into four age levels: Mother School (0-6), Primary School (6-12), Latin School (12-18) and University (18-24).  He assigned a separate school level for each age, since he believed that each stage should have different learning materials.  He suggested that the three important concepts for the best experience in the first six years included forming children’s body, mind and soul; learning things through their multi-senses; and receiving support through their parents’ involvement in their education (Eller, 1956, pp. 21-23).  Thus, through direct experiences, children used their multi-senses to learn about the things around them.   Peltzman (1998) concluded that Robert Owen (1771-1858), Margaret McMillan (1860-1931) and Rachel McMillan (1859-1917) also defined the early years of life as an important period for children’s physical, emotional, social and cognitive development, and they confirmed that children learn best by playing and participating in hands-on activities (pp. 77-86).  Thus, hands-on experiences encouraged children to explore and learn through real experiments in class.  According to Dewey (1944), hands-on activities brought children’s natural impulses into play and made learning easier and happier, with a reduced burden of management (p. 194).  Hence, child-centred education encouraged teachers to be concerned with all areas of children’s development and to understand their basic rights to enjoy learning by being self-directed and experiencing freedom in their thinking and comments.  However, Blenkin and Kelly (1987) affirmed that without teacher guidance, it was unfeasible for every child to learn or discover through their hands-on experiences alone.  Therefore, children need to be supported by teacher guidance.
Secondly, the child-centred method promoted a focus on children’s individual needs.  Dewey (1990) stated that child-centred education supports the individual child’s needs and interests by providing them with many choices of activities and opportunities to receive support from teachers in their role as facilitators (pp. 34-47).  Therefore, children can engage in activities they select themselves and find fit for their own competences, needs and interests. Hansen et al. (1996) stated that providing freedom for children to choose what they want to do encourages the children’s self-initiative and tends to develop their self-efficacy when their efforts are successful (pp.  3-4). Thus, providing the child with a wide choice of activities in the classroom encourages teachers to understand the different ways in which each child develops and provides opportunities for the child to discover his or her own interests.  Hansen et al. (1996) concluded that in order to promote individualisation in the classroom, teachers should provide several challenging activities that encourage every child to succeed (p. 25).  Hence, not only are plenty of choices of activities included in many learning centres, but also different levels of difficulty are included to meet and enhance every child’s competences.  Hansen et al. (1996) suggested that the child-centred classroom environment should promote children’s self-initiative and choice-making by providing opportunities for children to make their own decisions and choose their own activities, toys and materials in order to encourage them to take responsibility for their choices (p. 14).  Therefore, children are encouraged to engage in the activities that they are interested in and to be responsible for their own decisions, which provide a good opportunity for the children to discover their own competences and enhance their learning experiences.  
However, several educators criticised the child-centred view of self-initiative and self-direction.  Galton (1987) suggested that self-initiative in the child-centred classroom was an impractical concept since it is not possible to create a school curriculum to fit every child’s interests.  In addition, Kogan (1987) stated that not every child in a class shows enthusiasm to learn or explore knowledge by himself for herself (p.4).  Therefore, the teacher plays an important role in guiding and assisting children to learn and complete their activities.  However, individualism has also been criticised by educators in many ways. Zepeda et al. (2006) suggested that an early childhood teacher should try to keep a balance between individualism and collectivism.  While individualism focuses on each child’s interests, choices and self-expression, collectivism stresses the group’s choices, norms and social responsibility (p. 5).  Thus, while creating a learning environment which is supportive of and appropriate to each child’s individual needs and interests is an important concern, teachers also need to provide activities which promote collaborative work to encourage the children to respect the voices, ideas and competences of others.  
Thirdly, children’s social environment influences their learning and development.  Not only was the child’s social interaction valued as an important part of education in the 20thand early 21stcenturies, but also the child-centred approach was valued as an appropriate way of decreasing adult authority over children.  John Dewey (1859-1952) valued the child’s social environment as an essential factor in promoting children’s learning in a democratic school society.  Dewey (1990) suggested that school should not only be a place for teaching children but should also be a community providing chances for children to interact and cooperate with friends and teachers.  He believed that interaction with people in the school community promoted children’s learning and developed their social skills, helping them to live with others in their society (pp. 25-28).  Social interaction and transmission were considered to be an important aspect of the child’s development to Dewey and other educators.  Penrose (1979) discussed Piaget’s cognitive development theory and supported the view that social interaction develops children’s concepts of love, loyalty and courage, since children could not construct these concepts merely by looking at things, but rather that they needed to develop them through interaction with other individuals and through the interchange of thought (p. 20).  Thus, a school community develops children’s social skills, especially the basic need to work cooperatively with others in their society.  In addition, working with teachers and peers provides chances for children to exchange experiences and thoughts, which amplify their own knowledge and skills. Vygotsky (1978, p. 86) developed the concept of the zone of proximal development (ZPD), which Daniel (2001) defined as:

     Actual developmental level as determined by independent problem-solving and the higher level of ‘potential development’ as determined through problem-solving under adult guidance or in collaboration with more capable peers(p. 57).

Thus, social interaction between the child and teacher, as well as between child and peer, facilitates the child’s learning more than in a situation where the child works alone.  Daniel (2001) studied sociocultural theory, especially Vygotsky’s interpretation of it.  He concluded that teaching and learning processes used with children should provide chances for children to work cooperatively with friends within a group in order to promote their intellectual, emotional and moral competences (p. 1).  Therefore, the social environment in school encourages children’s learning and experiences of living in harmony with teachers, friends, families and people in the community.
Fourthly, a meaningful learning environment supports children’s learning and development.  Hansen et al. (1996) said that to make a good learning environment for the school in a culture of democracy, schools should have plenty of learning materials to provide opportunities for the children to make choices.  In addition, learning materials and equipment should be ‘open-ended’ in that they should encourage children to apply and play with them in a variety of ways and they should have many levels of difficulty in order to fit different children’s ages and competences (pp. 17-18).  Therefore, the child-centred classroom environment cultivates children’s self-initiative and responsibility since children can make decisions in choosing the activities, toys and materials they liked in order to encourage them to take responsibility for their choices.  A well-created learning environment is essential to facilitate children’s learning and development, and to achieve the curriculum and pedagogical goals. 
Pestalozzi (1746-1827) was an educator whose teaching method was based on learning by doing.  His teaching method was based on the beliefs of two philosophers: John Locke (1632-1704), an important English philosopher who believed that the learning environment affected the child’s learning development, and Jean Jacques Rousseau. Rousseau wrote Emile (1772-1778), a book that discussed his commitment to the idea of children’s inborn goodness and stressed the importance of children’s right to learn things they are interested in and to explore knowledge by conducting experiments (Null, 2004, pp. 180-188).  Thus, Pestalozzi emphasised that children’s active learning environments motivated them to learn.  According to Roopnarine and Johnson (2005), Pestalozzi’s school had a homely environment since he believed that it encouraged the children’s emotional security, which in turn supported their learning and development (p. 6).
According to Mooney (2000), Montessori’s school environment was also adjusted to resemble a home atmosphere.  Children were allowed to use the child-sized tools and materials they were familiar with at home and were provided with well-organised and designed tools in the classroom (p.25). Therefore, at school, children had opportunities to practice and learn things that they might not be allowed to do at home, and they also had more freedom to choose activities and materials that interested them.  According to Neilsen (2006), not only should the classroom environment promote child-directed experiences that encourage them to learn through their curiosity, but it should also be full of meaningful materials and learning opportunities.  In addition, it should be safe and secure for the children’s physical as well as emotional development (p. 6).  Therefore, the classroom-learning environment should be a pleasurable place for children to play, learn and discover knowledge and skills in appropriate ways that support their growth in both body and mind. Curtis and Carter (2011) suggested that as well as creating early childhood learning environments that were safe and well organised with plenty of learning materials, teachers should pay attention to the aesthetics in order to cultivate the children’s imagination and should focus on the way of arranging and presenting the materials in order to motivate the children’s sense of curiosity and exploration (p. 36).  In addition, Curtis and Carter (2003) provide guidelines for teachers to consider when creating learning environments. These guidelines were developed based on Reggio Emilia’s classroom and incorporate the following characteristics.  Early childhood classrooms should include:

- Connections and a sense of belonging

- Flexible space and open-ended materials

- Natural materials that engage the senses

 - Wonder, curiosity and intellectual engagement

- Symbolic representation, literacy and visual art (p. 14).

Therefore, when creating such a learning environment, not only should teachers consider the children’s direct experiences, but they should also consider that the environment should be a place where the children enjoy learning.
Lastly, children’s learning and development is promoted through play. Froebel (1782-1852), the father of the kindergarten, emphasised the importance of children’s playing.  Curtis (1998) concluded that Froebel was an educationalist whose approach was influenced by Pestalozzi and Rousseau, and his approach was developed to promote children’s learning through play, experiences and practice.  He created his six sets of ‘gifts’ which provided detailed instruction of how children should play, since he believed that children gained logical thinking through instructional playing (p. 4).  According to Roopnarine and Johnson(2005), children in Froebel’s kindergarten learnt mathematical concepts and skills through his ‘gifts’, including knitted balls and wooden block sets, and the children developed their attention span and fine motor skills through ‘occupation’ activities, including weaving, clay modelling and paper folding (pp. 9-11).  Hence, children’s playing was considered to be an essential part of teaching and learning because it trained children to be ready for the next levels of school and life. In addition, many kinds of children’s play were introduced by different educators to supplement the children’s daily school schedules.  Curtis (1998) explained the differences between the children’s play in the schools of early educators, such as Froebel, Montessori, McMillan and Steiner. While Froebel and Montessori recommended that playing with instruction and guidance from the teachers provided chances for children to practice and learn things, Steiner provided many kinds of materials and toys in order for children to have the freedom to create and apply these materials in their own ways. McMillan provided a nature classroom in the garden and supported children’s free play, since she believed that children explored and learned many things such as science, geography and literacy when they played (pp. 3-11).  
Another educator whose approach promoted children’s free play was Malaguzzi, who founded the Reggio Emilia approach. According to Edwards et al. (1998), Reggio Emilia supplemented project work with playing time, especially free play, in various ways including role play, outdoor play, play with blocks, and artwork, which promoted children’s symbolic skills and creativity.  Thus, play-based activities are an important part of early childhood curricula, since both instructional play and free play promote children’s learning and development in different ways.  While instructional play supports children to learn and build knowledge and skills through play, free play allows children to use their creativity and imagination.  Therefore, play in early childhood not only supports the child’s learning and development, but is also determined as an effective teaching approach. In addition, both instructional play and free play in child-centred classes encourages children’s learning, self-regulation and cooperative working with their peers.  According to Curtis and Carter (2011), there are several values of playing in a child-centred class that encourages children to:

- Understand the logic and value of rules and routines

- See themselves as competent, contributing members of the group

     - Understand and express their feelings and ideas (self- regulation)

            Initiate their own activities and stay focused on their play and learning

            for long stretches of time, and

-See the value of working together and learn skills for collaboration (p. 75).

Therefore, children’s play is a fundamental part of early childhood classroom activities and teachers should allow plenty of time for children to play.  Goodine (2010) concludes that play-based curricula are recognised as a natural way to support children’s learning and development in a way that positively influences children’s future success in school. However, social change and educational policies aimed at increasing the attachment of young learners caused a decrease in children’s play time in the 20th and early 21stcenturies.  Activities that promoted children’s basic academic skills, such as worksheets and tests, influenced schools’ decreasing focus on children’s play in order to prepare the children to be ready for their elementary level education (pp. 70-71).  Therefore, children’s playtime was reduced and their stress was increased.  In fact, playtime is necessary for early childhood curricula for such reasons as promoting the children’s development in all areas.  Piaget and Inhelder (2000) stated that there were four forms of children’s play – exercise, symbolic play, games with rules, and games of construction – which promoted children’s development in all areas, especially cognitive development (p. 65).  Therefore, play is essential to an early childhood curriculum as well as to a child’s daily activity. According to Wood (2007): 

          Curriculum-generated play experiences can be planned intentionally to help children learn specific skills and concepts, and play-generated curriculum activities can emerge from children’s spontaneous interests and activities. This integrated approach arguably avoids the work/play dichotomy, and the parallel subject-centred/child-centred dichotomy (p. 130).

Hence, activities which are either the free choices of children or teacher-guided and which incorporate just the right amount of challenge encourage children’s self-esteem, self-discipline and self-motivation, and promote their positive values, thereby fostering children’s curiosity and love of learning.  However, it is important that the level of difficulty and the challenge of work and play should be appropriate to children’s competence.  Donaldson (1978) found that children would not enjoy learning materials that were inappropriate to their competence (p. 120).  In fact, tasks which were too difficult and which children might not be able to solve could cause the children to lose interest in completing the tasks.  Therefore, children’s play was a good indicator to show their interests and develop their competences. 
It could be concluded that these main concepts reviewed above are important concerns when creating effective teaching and learning environments in the early childhood classroom.  Children’s early learning experiences in school are considered to constitute an essential stage of life that shapes the future citizens of each country. 

2.2.3 Impact of Educational Policy on Early Childhood Practice

There have been many educational policies that have impacted on early childhood teachers’ education and practices.  According to Kwon (2002), while early childhood educators view basic teaching and learning in early childhood classrooms as a pleasurable and enjoyable time that promotes children’s learning and growth in all areas, including physical, emotional, intellectual and social development, the policy makers viewed this fundamental stage of life as an initial stage to set the quality of future citizens for the country’s growth in economic, social, political and cultural areas (p.1).  Therefore, it was inevitable that early childhood practices would be impacted by educational policy in many ways, ways that will be discussed in the following paragraphs.
Firstly, educational policy’s emphasis on school readiness has impacted early childhood practices.  According to the United Nations Educational Scientific and Cultural Organization (UNESCO, 2004), early childhood is an important stage, in that all countries should develop their early childhood programmes to support their children’s cognitive, physical, social and emotional development and prepare children for their next schooling (p.1).  This worldwide organisation enacted policy on early childhood education in 2004, which led to changes in early childhood curricula and practices in many countries around the world.  UNESCO (2004) stated the aim of curricula in early childhood education and care as follows: 

The aim is to encourage a shared sense of purpose between parents and early childhood centres; to promote social and cultural values important for society; to ensure a certain unity of standards; and to inform and facilitate communication between staff, parents and children (p. 1).

Therefore, child development in all areas was considered as a basic goal in early childhood education; however, school readiness and parents’ involvement were crucial parts of the programme. 
The UK context is of interest here.  According to Clark and Waller (2007), the United Kingdom’s School Curriculum and Assessment Authority (SCAA) (1996) found that: 

Emphasis on a play-based approach to early years education had been lacking in the desirable outcomes (SCAA, 1996) that had preceded Curriculum Guidance for the Foundation Stage (pp. 34-35).  

Thus, the United Kingdom national curriculum was reconstructed and teachers’ professional development was amended in order to achieve the nation’s early childhood education goals.  The Organization for Economic Co-operation and Development (OECD) (2000) defined the United Kingdom’s Early Learning Goals as: 

     The Early Learning Goals affirm the importance of play but also set out ambitious academic expectations for children to achieve by the end of the Reception year, when they are about five years of age. The goals are divided into six areas: personal, social and emotional development; communication, language and literacy; mathematics; knowledge and understanding of the world; physical development; and creative development (p. 21).

These learning areas were considered important components in the creation of a good quality early childhood programme.  Bennett (2003) stated that educational policy which focused on school readiness, as was the case in the Desirable Outcomes, might cause too much stress on children’s cognitive areas rather than support their social development (p. 44).  Hence, early childhood practice was adjusted in the light of the new educational policy.

According to Alvestad and Samuelsson (1999), school readiness policy also impacted pre-schooling in Norway and Sweden.  Pre-school was introduced into the school system and the academic skills were more focused on than before (p.13).  As a result, this shift of perspective impacted on children’s activities in school and even at home.  Kwon (2002) concluded that the educational policy of raising standards impacted children’s learning experiences in school and encouraged teachers to focus on the children’s literacy and numeracy (p. 7). Therefore, children’s playtime tended to decrease since teachers had to spend more time on providing activities that promoted the children’s learning of literacy and numeracy.  

According to Seager (2010), while national early childhood curricula in England emphasised literacy, numeracy, and science and technology, they also paid attention to health and well-being, art and design, and social and environmental understanding which would be developed through play (p. 53).  Therefore, he concluded that the UK policy emphasised that play-based learning was still necessary for young children and should be placed in early childhood curricula and children’s daily lives. However, teachers were the key to success.  Alvestad and Samuelsson (1999) suggested that in order to accomplish educational policy goals without losing early childhood concepts, the teachers had to understand the differences between the new and the old curricula, and they must have knowledge about the new early childhood perspective and be well trained (p.13).  Therefore, teachers’ professional development was very necessary and a key to success.  
Secondly, the worldwide policies sponsored by The United Nations Educational Scientific and Cultural Organisation (UNESCO), such as Education for All (EFA) and Lifelong Learning, caused many countries to enact their own educational policies in order to develop the quality and standards of early childhood education.  According to Kagan and Reid (2008), No Child Left Behind (NCLB) was an important policy of the US government in supporting EFA to decrease the gap between children from different family backgrounds (p. 14).  EFA provided more chances for children with disabilities and poor family backgrounds to acquire equal educational services. While equality and the rights of children were emphasised in EFA, the curricula and pedagogies in early childhood education were identified as effective ways to promote lifelong learning.  Alvestad and Samuelsson (1999) concluded that the Organisation for Economic Co-Operation and Development (OCED) launched a project to support lifelong learning, the Thematic Review of Early Childhood Education and Care Policy, which introduced the five approaches of Experiential Education, High/Scope, Reggio Emilia, Te Whāriki and the Swedish curriculum as effective approaches to promote the OECD policy and lifelong learning.  Therefore, well-planned national curriculum development supported educational goals, in the view of the OCED and UNESCO.

Thirdly, since early childhood education was a key approach to developing future citizens who would be responsible for the development of their countries, both socially and economically, early childhood teacher professional development was identified in educational policy as an effective way to implement this approach.  According to the OECD (2010), education in the 21st century should focus on the professional development of teachers in order to produce effective education (p. 11).  Thus, teachers’ teaching skills and knowledge were deemed crucial factors in the promotion of children’s learning and development.  Clark and Waller (2007) suggested that high quality teachers and staff made for high quality teaching and learning since they had skills and a lot of experience, which impacted on their teaching (p. 172).  Therefore, teachers’ professional development became crucial for many countries in enhancing their early childhood education.  For example, Zaslow and Martinez-Beck (2006) stated that teachers’ professional development was a necessary part of implementing the goals of Good Start, Grow Smart, an educational policy launched in 2002 in the US to support No Child Left Behind and school readiness (pp. 2-3).  Therefore, teacher professional development was initiated to develop the quality of teachers in the US and enhance their skills to work with children in order to support the children’s development and competence.  Zaslow and Martinez-Beck (2006) concluded that teachers’ professional development in the US consisted of three parts: the teachers’ education, teacher training and the credentials that are used to measure teacher quality (p. 23).  Thus, these areas of measurement were defined to enhance the standard of early childhood teachers.  However, National Association for the Education of Young Children (NAEYC) introduced the five main standards of teacher professional development as follows:

1. Promoting child development and learning; knowing and understanding children’s characteristics and needs

2. Building family and community relationships; knowing about and understanding family and community characteristics

3. Observing, documenting, and assessing to support young children and families; understanding and practising responsible assessment

4. Teaching and learning; knowing and understanding the importance, central concepts, inquiry tools, and structures of content areas or academic disciplines

5. Becoming/growing as professionals; engaging in continuous, collaborative learning to inform practice (Zaslow and Martinez-Beck, 2006, pp. 288-289).
Thus, not only did teachers’ professional development encourage teachers to expand their teaching skills and knowledge, but the communication skills that enhanced good relationships among school, family and community were also improved.  Even though early childhood teachers’ professional development was very important for accomplishing educational goals and policies, early childhood curricula and pedagogy guidelines were crucial for keeping teachers on the right track of the nations’ curriculum framework.  
So far, I have introduced some of the key principles which underpin early childhood education in an international context in order to set the framework for my study. However, I needed to identify a high-quality programme that could be adopted in order to improve practice in my own Kindergarten in Thailand. In order to do this, I decided to critically review early childhood programmes that have achieved widespread acclaim across the world. In the following section, I will consider three different approaches in three countries.
2.3 Three Different Approaches from Italy, New Zealand and the United States 

Even though the impact of broader educational policies on early childhood curriculum and pedagogy was unavoidable, it was very important to be concerned with children’s nature of learning and their social domains when designing curricula and pedagogy.  UNESCO (2007) suggested that early childhood education should not be situated in the school system since it might cause the school to introduce formal education for young children too early (p.1).  Early childhood curricula should not be formal. Instead, Bowman et al. (2000) stated that early childhood curricula should encourage children’s love of learning by using a pedagogy that promotes children’s learning at the same time as providing a pleasant time when learning (p. 8).  Therefore, pedagogy is an important factor in making teaching and learning interesting and enjoyable.  Best (1988) defined pedagogy as the method of transmitting knowledge and skills to a child in a way that should be adjusted to fit contexts, including society and culture (p. 4).  Thus, good pedagogy should promote enjoyable learning, offer a learning environment and experience appropriate to the children’s contexts, and encourage parents and the community to be involved with the school.   The designs of early childhood curricula and pedagogy in the 20th and early 21st centuries had the main purpose of promoting a better understanding of the child’s social and cultural values.  The two examples of well-known local early childhood curricula and pedagogies of Reggio Emilia and Te Whāriki will be discussed in the next section in order to learn how they were appropriate for their communities. Then the Multiple Intelligences approach that is applied in the study outlined in this thesis will be described.

2.3.1 Reggio Emilia

According to Wexler (2004), Reggio Emilia’s approach involved an effective curriculum and pedagogy created by Loris Malaguzzi after World War II.  It was established by parents from the region of Reggio Emilia and was intended to develop a new perspective of the education system and strengthen democracy in society (p. 13).  Later, this approach was applied to other countries worldwide, since it had a much-admired curriculum and approach to pedagogy. According to Edwards et al. (1998), Reggio Emilia became known as one of the best cities in the world for a high quality of education (p. 3).  Therefore, I would like to discuss this approach in more detail, including its view of the child, curriculum, teachers’ professional development, learning environment, and parents and community support in order to identify its strengths and weaknesses.

2.3.1.1 Reggio Emilia’s Perspective on Children

According to Malaguzzi (1993), the image of children in Reggio Emilia’s approach depicted them as being very intelligent, powerful, beautiful, motivated and desirous to learn (p. 56).  Thus, teachers should be aware and supportive of the fact that children had the right to know and learn things through the teachers’ support. Hewett (2001) suggested that the Reggio Emilia approach believed in the children’s right to express their ideas in multiple ways, and in the children’s role as active constructors of knowledge, as researchers and as social beings (p. 96).  Based on the belief that children are born with the nature of a learner and a discoverer, Reggio Emilia’s children were encouraged to think, create, question, and express their ideas.  Edwards et al. (1998) stated that Reggio Emilia’s educators viewed the young child as the protagonist of his or her own growth (p. 180).  Thus, Reggio Emilia had a positive view of the child’s strength, competence and potential in his or her own way.  Stegelin (2003) concluded that Reggio Emilia teachers viewed children as active learners who had valuable thinking and skills that could construct infinite knowledge (p. 164).  
Hence, Reggio Emilia’s school enriched children’s freedom to think, discover and demonstrate their competence.  

2.3.1.2 Reggio Emilia Curriculum and Pedagogy  

Reggio Emilia has a unique curriculum and pedagogy that is related to many theories and beliefs which promote the child’s learning and development.  The Reggio Emilia approach promotes teaching and learning through scientific processes, interactive and cooperative learning, and embeds the concept of children presenting their acquired knowledge in multiple ways.

According to Wexler (2004), the Reggio Emilia approach is based on the ideas of theorists including Piaget, Dewey and Vygotsky, who viewed children as active learners, investigators and social beings (p. 96). Thus, Reggio Emilia’s children learn and construct their knowledge and skills through active ways of learning, scientific processes and social interaction.  Bennett and Leonarduzzi (2004) define the Reggio Emilia curriculum in the following way: 

     It is a curriculum that favours learning: learning to learn through experimentation with many different contents and forms; learning to communicate with others through the use of many “languages”; and again learning through reflection with others and self-reflection (p. 13). 

Thus, while teachers and children talk, question, debate and discuss, they learn and gain knowledge and a perspective of others that enhances their intellectual and social development. However, each child has to construct his or her own knowledge and the interest areas that he or she wants to study.  Bennett and Leonarduzzi (2004) conclude that there is no standardising of the content and knowledge that children should learn, but teachers and children make their own choices of the things they like to study, which they then work on as individual and group projects (pp. 13-14).  Therefore, the projects reflect the children’s ideas and knowledge and express their emotions as well.  Shuster (2000) states that:
     The pedagogy of Reggio Emilia emphasizes the dynamic collaboration of young children and teachers, working together in projects that support the “Hundred Languages” projects in which children represent themselves, their feelings, and their understanding of their world in multiple ways (p. 285).

Thus, through multiple views of children and teachers in every process of teaching and learning, children gradually but deeply learn new things.  Bennett and Leonarduzzi (2004) concluded that the Reggio Emilia pedagogy encourages children to complete projects, the so called ‘progettazione’, which are defined as:

     Hypothesised projects characterised by a wide array of educational resources and objectives that are flexible and adapted to the particular needs and desires of each group of children (p. 14).            

Therefore, there are many ways for children to present through the so called “hundred languages of children” which they can use to express their ideas.  Bennett and Leonarduzzi (2004) state that:

     The hundred languages of children”: words, gestures, discussion, mime, movement, drawing, painting, constructions, sculpture, shadow play, mirror play, drama and music.  High levels of expression are reached by Reggio Emilian children in many forms of symbolic representation, particularly the graphic arts, which in turn are documented by the pedagogical staff and the children themselves (p. 13).  

Thus, the ways the children use to present their ideas are not only artworks but several kinds of competences and knowledge including language, acting, music, maths and science wherein they can make their own choices.  However, to make a success of the use of these multiple modes, teachers’ skills, experience and knowledge are crucial. 
2.3.1.3 Reggio Emilia Teacher Professional Development
Teacher professional development is a significant part of Reggio Emilia schools since it promotes teachers’ quality of interactions with the children, their colleagues and the parents, which leads to the children’s success. Gardner (1993c) states that:

In my view, the central endeavour consists of the daily interaction among teachers, students, and sometimes parents and other adults from the community; the equally regular give-and-take among the classroom teachers and specialized colleagues the pedagogista and atelierista; and, above all, the astonishing documentation of student work undertaken by the instructional staff during the course of each day (p.88).

Thus, not only do Reggio Emilia’s teachers have to spend time with the children to work on their projects and encourage them to reflect on their works in several ways, but they also have very good skills for working collaboratively with other teachers, atelierista, children, parents and community members.  Abbott and Nutbrown (2001) define the Reggio Emilia educators as: 

Unique people; those we met were articulate and confident men and women who held the shared view of children as competent, capable learners, central to their work (p. 4).  

Thus, the teachers need to have deep knowledge and understanding of the Reggio Emilia concepts and then play their role as co-learner, supporter and researcher.  The professional development at Reggio Emilia follows a similar strategy to that of the children’s learning experience in class.  Rinaldi (1994) stated that rather than giving the teachers all the information they were supposed to know and remember, Reggio Emilia’s staff development strategy encourages teachers to think, create, and construct their knowledge through their practices.  In addition, teachers have the opportunity to talk and discuss with colleagues and parents to share their experiences of working and to support one another (pp. 55-56).  Therefore, Reggio Emilia’s professional development strategy promotes teachers’ creative ideas and develops their skills of working and communicating with both children and adults.  Rinaldi (1994) stated that there were four major parts of the training, as summarised in Table 2.1.
Table 2.1 - Reggio Emilia’s Teacher Professional Development

	Part of Training
	Important learning Concepts

	1. Daily Working Conditions

2. Time and Space

3. Parent Participation

4. Competence
	-Create a learning environment where children could always express their ideas and work well with their peers

-Be concerned about the child-adult ratio to ensure there is enough time to finish narratives

-Continue to keep the same group of children with the same pair of teachers who always observe and interpret them for several years in order to build a good interactive relationship and to get the different views of children’s observations and interpretations
-Plan daily and weekly time to discuss children’s observation and interpretations with the co-teacher and other teachers in order to share views 

-Meet with parents to exchange ideas and report their children’s progress

-Involve all parents in the class to show their children’s documentation to see their progress and to compare and accept the different cultural and subjective points of view

-Develop teachers’ competence by fostering interaction with children, other teachers, parents and people from several fields who could provide particular knowledge

-Develop teachers’ skill of criticising, questioning and analysing information rather than consuming 

-Develop teachers’ competence in encouraging children to create their own cultures and symbolisation, and respect those of others.


Adapted from Rinaldi, (1994): Staff Development in Reggio Emilia, (pp. 56-59).

This means that the Reggio Emilia professional development encourages teachers to construct knowledge and competence by sharing experiences and discussing them with the people around them, thus providing several point of views. Therefore, beyond the knowledge that the teachers have, their competence of using language and communicating with people is practised through their training, teaching experiences, and collaborative works.   

2.3.1.4 Reggio Emilia Learning Environment

The learning environment in Reggio Emilia’s school is created with care and intention.  According to Roopanarine and Johnson (2005), Reggio Emilia’s school environment is a well designed classroom that aims to promote children and adults’ relationships, children’s sense of beauty, and children’s real life experiences (pp. 318-319).  Therefore, Reggio Emilia’s school learning environment is a pleasant place for children’s learning.  Many educators visit Reggio Emilia’s school and are impressed by its learning environment.    

There are some key aspects of Reggio Emilia practice.  First, Reggio Emilia classroom promote relations between children and adults.  Malaguzzi (1996) stated that:

We consider the environment to be an essential constituent element of any theoretical or political research in education.  We hold to be equally valuable the rationality of the environment, its capacity for harmonious coexistence, and its highly important forms and functions.  Moreover, we place enormous value on the role of the environment as a motivating and animating force in creating spaces for relations, options, and emotional and cognitive situations that produce a sense of well-being and security.  It has been said that the environment should act as a kind of aquarium which reflects the ideas, ethics, attitudes and culture of the people who live in it (p.40).

Thus, Reggio Emilia’s school learning environment encourages children to work collaboratively with others in harmony by supporting the children to express their ideas and discuss them with friends and teachers in order to expand their knowledge.  The class is designed very specially to promote the children’s relations.  Abbott and Nutbrown (2001) report that Reggio Emilia’s classrooms have a piazza, a place for everyone to meet and talk in the centre of the classroom with mirrors in each area to encourage the children to see themselves and their friends from several perspectives, and an antelier, an art area where children can work with the artists, the so called atelierista (p.2).  Hence, children can create their own works but also receive support from the atelirista.  Thornton and Brunton (2010) conclude that: 

An atelierista has skills and interests in a range of creative forms of expression. He or she may be an artist, a musician, a dancer, a photographer, a geologist or an ICT expert.  The atelierista work with teachers to help them plan and carry out long-term projects with the children.  They also share their creative skills with the children and staff (p.11). 

Therefore, the atelierista can help teachers and children to develop their projects, even though the teachers and children do not have some of the specific skills required for the projects.  Hence, Reggio Emilia’s learning environment encourages children to interact with people around them and supports the children to construct their own projects with art professionals who can help them to transfer their thinking to their works.  According to Katz and Cesarone (1994), Rabitti stated that Reggio Emilia’s school environment encourages children to have good memories of their school’s experiences by promoting good relationships among teachers, the children and their friends, who listen and share their ideas while working (p.73).  Therefore, Reggio Emilia encourages teachers and children to enhance good relationships and good experiences of learning in a supportive atmosphere.   

Secondly, Reggio Emilia’s classrooms are designed to promote a respect of and care for nature.  Bennett (2001) states that:

Some of the environments are breathtakingly beautiful.  The environment of each center supports the imagination and creativity of each child.  The inside of the center is warm and calm (no primary colors jump out at you), featuring wood, glass, and muted colors (p.4).

Therefore, Reggio Emilia’s classrooms are comfortable and natural.  These homely environments encourage the children to absorb the sense of beauty and enhance the value of nature and recycled materials.  Eckhoff and Spearman (2009) state that Reggio Emilia’s classrooms encourage children to use recycled materials; to create and transform them in a new way in order to develop their projects.  By encouraging children to choose their own materials to do their works, children develop their visual skills including investigation, imagination and designing (p.11-12).  Hence, children have opportunities to renovate and recreate their work from the recycled materials in a meaningful way that encourage them to value nature. Borgia (1991) conclude that Reggio Emilia’s school environment is the “the third teacher” because the school’s environment is so well designed in both the outdoor and the indoor areas.  Nature is brought into the classroom and the indoor courtyard with the use of sunlight, plants and trees that enhance the homely atmosphere (p.12-13).  Thus, Reggio Emilia’s learning environment is full of natural beauty and encourages the children to love nature.  Borgia (1991) states that:

On almost all available wall surfaces, on small shelves, in doorways, along hallways, suspended from ceilings, in bathrooms, kitchens, and in stairwells, children’s art is displayed, attractively, respectfully, and with artistic flair (p.14).

Therefore, the display of the children’s art created from nature and recycled materials encourages the children not only to be responsible about caring for nature, but also to be proud of themselves and respect each others’ efforts.  

Thirdly, Reggio Emilia classrooms are designed and carefully arranged in a meaningful way which is relevant to the children’s everyday living experiences.  Borgia (1991) concluded that Reggio Emilia uses child-size furniture that can be moved and adjusted easily by the children.  In addition, the housekeeping areas are filled with real sets of kitchenware, tools and costumes that are nicely arranged and easy for children to reach (p.13).  Therefore, children are in a learning environment that was created especially for them to discover and explore things by their own direct experiences.  Edwards et al. (1998) conclude that the Reggio Emilia classroom environment also promote children’s responsibility and “communal feeling” through their daily life in school, including helping the teacher to keep the materials well arranged, prepare the table for meals, and clean up afterwards (p.41).  Hence, the school is a place that provides opportunities for children to practice self-help skills and to help others, which forms a good basis for co-existing with other people in society in their future.                    

2.3.1.5 Reggio Emilia Parents and Community Supports

According to Dahlberg et al (1999), Loris Malaguzzi stated that in order to create good quality in early childhood education, a school’s strong philosophy and practices alone were not enough.  The support from early childhood organizations in terms of administration, teacher training and funding are also essential to succeed (p.13).  Reggio Emilia’s parents and community provide several ways in which they support the school and developed their children.  Bennett (2001) states that Reggio Emilia’s parents and community value the importance of the family, culture and children; therefore, they provide many kinds of support, including funding and engaging themselves in the planning of their children’s activities and collecting information for their projects (p.7).  Many educators described the Reggio Emilia parents and community support as an effective way of encouraging the children’s learning and development.  Langford-Thomas (1992) states that: 

The involvement of parents and community in Reggio is the story of a people who have empowered themselves socially, economically, and politically.  They are not simply recipients of a program; and therefore, they are not alienated nor oppressed by it.  They are choice makers (p. 3).

Thus, parents are in a supportive environment where everyone can share and speak.  According to Katz (1994), Rinaldi concluded that whole class parents’ meetings encourage them to discuss and share ideas that help them have a better understanding of their children and hear several views from others (p.64).  Therefore, the discussions they have in meetings provide opportunities for them to learn from the 
mistakes and successes of others, which enhances their own experiences and help them to know how to support their children’s learning and development.

2.3.1.6 Criticism of Reggio Emilia

The Reggio Emilia approach was drawn from many theories which influenced its special learning environment and ways of educating young learners.   However, there have been some criticisms from educators with regard to implementing this approach.  According to Borgia (1991), the major problem found in implementing the Reggio Emilia approach in Head Start schools in the US was funding.  The school did not have enough funding to develop its learning space and to hire atelierista to support the children and homeroom teachers to construct the children’s projects (p.30).  

Therefore, the approach could not be applied successfully because the school lacked money and atelieristas.  In addition, Edward et al. (1998) suggested that Reggio Emilia’s parents and community were enthusiastic in supporting the school and were willing to be involved, which contributed greatly to the success of the programme.  Therefore, the success of Reggio Emilia could be emulated only if the school received the full support of parents and the local community (p.44).  Pound and Miller (2010) stated that there were two criticisms of the Reggio Emilia approach: the lack of a framework for content and knowledge, and a focus on a localised approach that was hard to apply to other cultures and contexts (p.11).  Thus, it would be very important for schools that wanted to apply the Reggio Emilia pedagogy to their own curriculum to consider these matters carefully before applying it so that they could create ways to support implementation.  Hence, Reggio Emilia was an example from Northern Italy of the localised approach that was created in order to promote a democratic educational system and concept appropriate to the country’s context.  However, there was also another localised approach in New Zealand, Te Whāriki, which was created in order to promote the country’s bicultural education and is described in the following section:
2.3.2 Te Whāriki

Te Whāriki was created by the New Zealand Ministry of Education in 1996.   According to Anning et al.  (2004), Te Whāriki was the New Zealand National Curriculum that was established to implement a new education policy at the beginning of twentieth first century.  The main purpose of the policy was to develop a better service, improve quality, and create a collaborative relationship among those involved in early childhood education (pp.10-11).  Alvestad et al.  (2009) concluded that Te Whāriki was created in order to increase the value of each child’s individual interests, skills and experiences while continuing the previous curriculum’s main concept of play-based learning (p.10).   New Zealand’s Ministry of Education (1996) defined whāriki as “a woven mat made from the principles, strands and goals that supported the diversity in the country” (p.11).  Therefore, Te Whāriki was created especially for young learners since the New Zealand Ministry of Education considered that children at each age had different natures of learning and sociocultural behaviour.   The Ministry of Education (1996) further stated that Te Whāriki was a holistic and bicultural curriculum that encouraged children to understand the socioculture of Te Tiriti o Waitangi and to build a good relationship among teachers, children and family (p.9).  

Te Whāriki was a unique pedagogy that had many specific concepts, described as follows. 

2.3.2.1 The Te Whāriki’s Perspective on Children 

According to Smith (2007), in the 1980s and 1990s, there were many problems in New Zealand including family poverty, poor healthcare services, and child violence as a result of political changes.  Therefore, Te Whāriki was a way to solve these problems and to recognise and incorporate the children’s rights into the national curriculum.  Duhn (2006) stated that the New Zealand Ministry of Education created Te Whāriki in order to develop their future citizen to have high competence and self-confidence, and to be good communicators in order to produce ‘ideal children’ who could develop the country’s society and economy in the future (p. 191).  Therefore, Te Whāriki views every child as an important person who needed special care and education.  Smith (2007) stated that:

Children are valued as active learners who choose, plan, and challenge.  This stimulates a climate of reciprocity, ‘listening’ to children (even if they cannot speak), observing how their feelings, curiosity, interests, and knowledge are engaged in their early childhood environments, and encouraging them to make a contribution to their own learning (pp.4-5).

Thus, Te Whāriki is a pedagogy that respects children’s rights, listens to children’s voices, and understands the differences among children.   Te Whāriki also emphasises the sociocultural perspectives of children and is an early childhood curriculum that not only provides knowledge and skills, but also encourages children to learn their cultural values.   

2.3.2.2 Te Whāriki Curriculum and Pedagogy

The Te Whāriki curriculum was especially designed for a better quality of early childhood education in New Zealand, which intended to change and develop its future citizens.  The Ministry of Education (1996) stated that the Te Whāriki curriculum was based on the aspirations for children:

…to grow up as competent and confident learners and communicators, healthy in mind, body, and spirit, secure in their sense of belonging and in the knowledge that they make a valued contribution to society (p. 9).

New Zealand’s Ministry of Education (1996) concluded that Te Whāriki was a bicultural programme designed for use in two distinctive contexts—Māori and Tagata Pasefika—each with its own specific principles, strands and goals (pp. 11-14).  Five strands and eighteen goals were created from the programme’s four principles.  The Te Whāriki Curriculum’s principles, strands and goals are shown in Table 2.2.
Table 2.2-Te Whāriki Curriculum’s Principles, Strands and Goals                                                               
	The Four Principles
	The Five  Strands
	                               Goals

	Empowerment
HolisticDevelopment

Family and Community

Relationships

The Four Principles
	Well-being / Mana Atua
	Children experience an environment where:

- their health is promoted;

- their emotional well-being is nurtured; and

- they are kept safe from harm. 

	
	Belonging / Mana Whenua    
	Children and their families experience an environment where:

- connecting links with the family and wider world are affirmed and extended;

- they know that they have a place;

- they feel comfortable with the routines, customs, and regular events; and

- they know the limits and boundaries of acceptable behaviours.

	
	Contribution / Mana Tangata
	  Children experience an environment where:

- there are equitable opportunities for learning, 

   irrespective of gender, ability, age, ethnicity, or background; and

- they are affirmed as individuals.

	
	Communication/ Mana Reo
	Children experience an environment where:

- they develop non-verbal communication skills for a range of purposes;

-they develop verbal communication skills for a range of purposes;

-they experience the stories and symbols of their own and other cultures; and

-they discover and develop different ways to be creative and expressive.


	
	The Five Strands
	Goals

	Empowerment

 Holistic    Development

Family and Community 

Relationships


	Exploration / Mana Aotūroa
	Children experience an environment where:

- their play is valued as meaningful learning and the importance of spontaneous play is recognised;

- they gain confidence in and control of their bodies;

- they learn strategies for active exploration, thinking, and reasoning; and

- they develop working theories for making sense of the natural, social, physical, and material worlds.


Adapted from Ministry of Education (1996), pp.12-16.  

Thus, The Te Whāriki curriculum was carefully designed to encourage children to value their culture, language, and themselves in a supportive learning environment. The Ministry of Education (1996) stated that since each individual child has different interests, strengths and needs, teachers should provide several choices of activities and learning experiences for the child to choose from (p.20).  The Te Whāriki curriculum and pedagogy supports teachers and families to have a better understanding of each child’s different interests and competences, which can be supported through learning experiences both at home and in school.   The Ministry of Education (1996) suggested that: 

The curriculum for the early childhood years must, therefore,   be flexible enough to encompass the reality of:

- fluctuations in individual behaviour and learning

- the need for repeated, familiar experiences to consolidate concepts and reassure the child

- the need for challenge as a medium for growth (p.21).

Therefore, the learning experiences in school should be well designed and considered with a variety of activities for children to choose from, with sufficient time for children to explore and practice, and challenging activities for motivating the children to develop their competences to a further level.  However, the Ministry of Education (1996) stated that each community had the responsibility to create its own curriculum to fit its context and culture and that it should integrate art, dance, mathematics, music, reading, science, technology and writing (p.19).  Therefore, the curriculum has flexible content and no specific knowledge to follow.  Hence, each community has a distinctive curriculum in design, structure and environment that matches its local culture.  In addition, the curriculum should support the individual child’s needs and interests and provide opportunities for each child to discover, explore and practice his or her competences.  Since the Te Whāriki curriculum and pedagogy emphasises the learning experience and environment in school, at home and in the community, it needs collaborative input from teachers, parents and the community to accomplish the goals of its early childhood education.                        
2.3.2.3 Te Whāriki Teacher Professional Development

Mitchell and Cubey (2003) suggested that there were eight characteristics of effective professional development that led to success in early childhood education, as follows:

1. The professional development incorporates participants’ own aspirations, skills, knowledge and understanding into the learning context.

2. The professional development provides theoretical and content knowledge and information about alternative practices.

3. Participants are involved in investigating pedagogy within their own early childhood settings.

4. Participants analyse data from their own settings.  Revelation of discrepant data is a mechanism to invoke revised understanding.

5. Critical reflection enabling participants to investigate and challenge assumptions and extend their thinking is a core aspect.

6. Professional development supports educational practice that is inclusive of diverse children, families and whänau.

7. The professional development helps participants to change educational practice, beliefs, understanding, and/or attitudes.

8. The professional development helps participants to gain awareness of their own thinking, actions, and influence (p. xi).  

Thus, it is necessary for teachers to get advice and training from professionals in order to strengthen their theoretical knowledge, research skills, and communication skills so that they could be successful in their career.  Mitchell and Cubey (2003) found that the best evidence synthesis encouraged teachers to enhance their pedagogy knowledge, which contributed to a better outcome for the children and built better relations between school, family and community (p. viii).  Therefore, the Te Whāriki teacher professional development was a major improvement of the teachers’ pedagogical practice, knowledge of childhood, and relationship with children and parents. These contributed to success in the goals of the nation’s early childhood education.

2.3.2.4 Te Whāriki Learning Environment

The Ministry of Education (1996) stated that the learning environment was a crucial factor that encouraged children to learn through interaction and relationships with people, places and things.  The good learning environment should be comprised of:

- adults knowing the children well, providing the basis for the “give and take” of communication and learning

          - adults providing “scaffolding” for the children’s endeavours—supports and connections that are removed and replaced when and where they are needed

- appropriate and interesting play materials are that children can change and interact with

-active and interactive learning opportunities, with opportunities for children to have an effect and to change the environment 

- are opportunities for social interaction with adults and other children (p.42).  

Hence, the Te Whariki required learning environment which supports children through five strands—well-being, belonging, contribution, communication and exploration—has no specific classroom design.  However, it places emphasis on the provision of a safe, warm, and supportive learning environment for children to learn by themselves and work collaboratively with their peers.  

The Te Whāriki learning environment encourages children’s emotional and cultural learning. According to the Ministry of Education website (2009), it is very important to consider the aesthetics and location of the classroom, since these influence the children’s emotions and feelings.  Teachers should be concerned with aesthetics when designing a classroom for children by choosing appropriate internal colours (avoiding primary colours), using natural lighting, displaying children’s art work in a respectful way, considering the needs of mixed age children, and providing a variety of sensory learning experiences.  These considerations encourage the children’s emotional and social development.  In addition, the materials in class should support the children to learn their own culture and that of others.  Nagel and Wells (2009) suggested that the Te Whāriki classroom provide materials such as books, clothing and natural materials that encourage children to absorb and learn different cultures (p.42).  The mixed-age and multicultural classroom promote children to develop their social skills.  Therefore, the Te Whāriki learning environment supports children to live in a warm atmosphere and multicultural environment that provides opportunities for children to work collaboratively and build a good relationship with their peers and teachers.  

In addition, Te Whāriki provides several kinds of natural and multicultural materials that also support the children’s skills. The Ministry of Education (1996) stated that there were several skills that children needed to develop, including communication skills, numeracy skills, information skills, problem-solving skills, self-management and competitive skills, social and co-operative skills, and work and study skills. Therefore, the key learning areas for children could be language, mathematics, science, technology, social science, art and health and physical well being (p.94).   Thus, learning skills were defined in order to guide teachers to develop effective learning environments and encourage the children to apply the skills in their real life.  

In summing up, the Te Whāriki learning environment was created in order to support five strands in the curriculum, as shown in Table 2.3.
Table 2.3 - Te Whāriki Learning Environment

	Strands
	Learning Environment

	1.Well-being


	-Promote children to be deeply involved with the activities and feel secure, both physically and emotionally

-Define activity areas, including quiet spaces and small group activity areas

	2.Belonging
	- Provide warm soft and textured spaces to encourage children to snuggle up to adults or their favourite teddy

-Provide a homely environment

-Provide a good presentation of items that promote children’s curiosity and motivate them to be involved

	3.Contribution
	- Support each child’s individual learning  and collaborative learning

	4.Communication
	- Promote an art learning environment and encourage children to express themselves through their hundreds of languages

-Provide choices and encourage communication among children and teachers

-Provide a mixed-aged setting

	5.Exploration
	-Provide well presented materials that support children to explore and learn

-Consider appropriately challenging work 


Source: http:www.educate.ece.govt.nz/learning/curriculumandlearning/learningenvironment 
Thus, the Te Whāriki learning environment was carefully designed in a meaningful way that encourages children to interact with teachers, friends and materials from multicultural environments and that supports them to live in harmony in a diverse, modern society while still supporting their own national identity.  

2.3.2.5 Te Whāriki Parents and Community Support

The “family and community” is one of the main principles of Te Whāriki.  Parents and community are involved in schools and support children’s learning at home in several ways.  The Ministry of Education (1996) stated that:

The wider world of family and community is an integral part of the early childhood curriculum.  The well-being of children is interdependent with the well-being and culture of:

- adults in the early childhood education setting

- wħānau/families

- local communities and neighbourhoods (p.42).

Therefore, families and community play an important role in supporting children’s learning and work cooperatively with teachers to aid the children’s holistic development.  There are several ways for parents to support their children’s learning and development. 

Firstly, the Ministry of Education (1996) concluded that each family and community had a different culture which contributed to different ways of child rearing and attitudes.  Thus, the family and community were responsible for fostering their young children in their own culture and respecting others (p.42).   The family and community are involved in the programme, not only supporting the curriculum implementation, but also encouraging the children to value their own culture and respect others.  

Secondly, the Ministry of Education (1998) stated that the Desirable Objectives and Practices were created in order to support the implementation of the curriculum by developing the teachers’ effective communication between home and schools and encouraging parents and community to know and understand the children’s learning and development, which encouraged them to grow with self confidence, knowledge, and good spirit and mind (p.51). Therefore, the family and community have a responsibility to work collaboratively with the school to form the future citizens of the country, to value them, and to develop their society.  The Ministry of Education (2005) suggested that information and communication technology (ICT) was an effective way for parents, community and school to support the children’s learning (p.1).  Therefore, teachers and parents have to use ICT to support the children’s learning and development and use it as a means to share ideas, construct knowledge, and keep in contact.  The Ministry of Education (2005) stated that:

All ICT developments within early childhood education need to empower the child to learn and grow, support the holistic way children learn, support the wider world of family and community, and provide for reciprocal relationships between people, places, and things (p.17).

Thus, parents are responsible for guiding and supporting their children to use ICT as a tool for learning and a way to communicate and share their knowledge, ideas and experiences with others.            

2.3.2.6 Criticism of Te Whāriki 

Even though Te Whāriki is a well known pedagogy that was successfully applied to many countries, it recieved some criticisms from a few educators.  Blaiklock (2010) suggested that Te Whāriki is an integrating curriculum that lacks a focus on content and subject areas. 

Thus children might not have access to the necessary skills and learning experiences that they could have (p. 201).  Alvestad and Duncan (2006) stated that the Te Whāriki curriculum has no direction in terms of how it should be implemented. Therefore, some teachers might have difficulty in implementing it without proper training (p.41).   Kay (2008) suggested that while ICT is used to enhance children’s learning experiences and the collaborative relationships among children, teachers, families and community, children are at risk of over-consuming the Western perspective, which might influence the children’s social values (p.126-127).  Therefore, teachers and parents should provide the right guidance in order to encourage the children to choose appropriate and useful programmes and websites.  

WhileTe Whāriki approach might not be appropriate for schools which focus on content and subject areas, another approach which places emphasis on the various kinds of competences and interests of children, Multiple Intelligences (MI) might be used as pathway to focus on content and subject areas.  MI is described in the following section:

2.3.3 Multiple Intelligences

The theory of Multiple Intelligences (MI) was drawn from an attempt to define people’s intelligences in a multiple ways.  MI encourages educators to develop children’s intelligences through their learning experiences and practices.   Under the MI approach, children’s multiple competences are considered, not just their academic skills, and this child-oriented perspective influences the curriculum, teacher professional development, learning environment, and parent and community involvement.It was developed in the USA.
2.3.3.1Gardner’s Theory of Multiple Intelligences and Perspective on Children 

According to Oxford Advanced Learner’s Dictionary, intelligence is defined as the power of learning, understanding and reasoning; mental ability: a person of high/average/low intelligence.  Many educators challenged professionals to amend the view of defining and measuring intelligence.  In the 1920s, when Piaget began the study of the intellectual processes of children, little was known about this subject (Penrose, 1979). 

Piaget defined that intelligence was an adaptation based on logical and mathematical knowledge that was constructed by each child from within (Kostelnik, et al., 2007).Gardner (1993a) noted that intelligence was more complex than the mere capacity for storing, retrieving, and processing information, and while some demonstrated intelligence in a range of areas, some were usually stronger than others’.  Sternberg (2006)stated that people were either primarily analytical, creative, or practical in terms of intelligence. 

Clearly, the increased demand for attending to the intellectual processes of children is partly due to the eagerness of demonstrating how smart children can be.  However, Gardner’s MI theory viewed smart children differently from previous studies.  Gardner (1993a) showed a major shift of thinking from that of the Intelligence Quotient test created by Alfred Binet, a psychologist, which was the only tool to measure human intelligence at that time.  Gardner (1993a) questioned the concept of intelligence and argued that intelligence must be redefined since the traditional intelligence test was not perfect, as it tested only two areas of human intelligence, which were linguistic and logical intelligence.  Gardner (1993a) demonstrated that different parts of brain seemed to be tied to different ways of being smart by creating his views of multiple human intelligences from his review of research relating to the following eight criteria:
1. Potential isolation by brain damage

2. The existence in it of idiots, savants, prodigies and other exceptional individuals

3. An identifiable core operation or set of operations

4. A distinctive developmental history, along with a definable set of expert end-state performances

5. An evolutionary history and evolutionary plausibility

6. Support from experimental psychological tasks

7. Support from psychometric findings

8. Susceptibility to encoding in a symbol system (pp.62-69).

These eight criteria were the basis of his MI Theory and indicated there were more human intelligences than was believed by the traditional thinking at that time.  Thus, Gardner provided a definition of intelligence that was different to the traditional one.  Gardner (1993b) stated that:

In the classic psychometric view, intelligence is defined operationally as the ability to answer items on tests of intelligence.  Multiple intelligences theory, on the other hand, pluralizes the traditional concept.  An intelligence is a computational capacity-a capacity to process a certain kind of information-that originates in human biology and human psychology.  An intelligence entails the ability to solve problems or fashion products that are of consequence in a particular cultural setting or community (p.6).

In his MI theory, Gardner suggested that there were eight areas of human intelligence includinglinguistic,musical,logical-mathematic,spatial,bodily-kinesthetic,interpersonal, intrapersonal and naturalist intelligence. His MI theory mainly emphasises that everyone has a unique level of each of these eight intelligences that could grow and develop further throughout their lives through different learning styles.  In addition, each of the eight intelligences is equally important and they are usually used together to complete any work or activity.  Therefore, Gardner viewed each child as a unique person who had different strength and weakness areas of intelligence.  Gardner (1993b) stated that it was possible to identify children’s set of intelligences as young as four years old.  The eight intelligences of young children can be identified as follows: 

1. Linguistic Intelligence (Word Smart): Children who have this     intelligence will enjoy reading, writing and telling stories or poetry to others.  They will be good second language learners and have good memories of vocabulary and spelling and be good at playing word games.

2. Musical Intelligence (Music Smart): Children will love to sing and listen to music.  They will discover that they can learn to play a musical instrument easily.  They will be very good at hearing and remembering the different tunes, melodies and rhythms.  

3. Logical-Mathematical Intelligence (Logic Smart): Children will find that they are interested in math and science.  For example, they will like to measure, estimate and calculate things.  They also have a skill in organizing things and even create charts and different kinds of graphs to introduce information.

 4. Spatial Intelligence (Picture Smart): Children will be good at “learning and thinking in pictures”.  They can remember the detail of faces, places and objects.  They like to express their ideas through drawing and love to do art projects.    

 5. Bodily-Kinesthetic Intelligence (Body Smart): Children will be active and have good physical skill.  They can play sports, dance and imitate people’s gesture very well.  

6. Interpersonal Intelligence (People Smart): Children will find that they feel confident and comfortable to be around people or meet new people.  They enjoy playing in groups and have a good understanding of other people’s feelings.

7. Intrapersonal Intelligence (Self Smart): Children mostly prefer to work alone rather than with peers.  They know their feelings and understand themselves very well.  They may enjoy expressing themselves through writing, for example in a diary.  

8. Naturalist Intelligence (Nature Smart): Children will find that they can understand and learn things about nature very well.  For example, they may love taking care of pets, growing plants and going to parks, zoos or aquariums (Armstrong, 2003, p.4).

Therefore, MI views each child as unique, having different sets of intelligences that can be developed through individual-centred education.                       
2.3.2.2 Multiple Intelligences Curriculum and Pedagogy

In contrast to the regular school where standard tests are used to measure children’s intelligence and determine the basic skills and knowledge that the children should have, Gardner (1993c) defined the MI school as an individual-centred school that paid attention to the differences of each child in all intelligence areas.  His view of school was different from the traditional school, which he claimed was a “uniform” school wherein every child had to practice and learn things that were determined by the school (p.6).   

However, Gardner (1993c) stated that the main goals of the MI school are to support children to engage in and develop their intelligences to their full potential in order to guide children to know and understand their own set of competences that should be developed appropriately for their chosen careers in the future (p.9).   Therefore, the MI programmes were specially created since Gardner was concerned with the differences of each child at each age.  However, Gardner (1993c) described the roles of staff in MI individual-centred school as follows:

1. Assessment Specialist: to assess the child’s multiple intelligences that could not be identified by the standardised tests

2. Student-Curriculum Broker: to advise on the course that is appropriate to each child

3. School-Community Broker: to find educational opportunities including community courses and other learning resources that could encourage children’s competences (p.73).

Therefore, the MI school encourages children to know their strengths and weaknesses, and supports them to choose the right course and career in their future.  Gardner (1993a) concluded that MI education provided “crystallizing experiences” that arouse children to discover their particular sets of intelligences and styles and enhance their intelligences throughout all of their lives (p.29).  

In order to set up the MI programme, Gardner and his colleagues developed the Project Spectrum. Gardner (1995) explained that he and his colleagues David Feldman and Mara Krechevsky developed the Project Spectrum—a programme for preschool to primary children—at Tufts University in Medford, Massachusetts based on his MI theory in order to measure children’s intelligences and understand their working styles.  

Gardner (1993b) found that there were many benefits of using the Project Spectrum with young children, as follows:

First, spectrum engages children through games that are meaningful and contextualized.  Second, Spectrum blurs the line between curriculum and assessment, thereby integrating assessment more effectively into the regular educational program. Third, the Spectrum approach to assessment makes the measure “intelligence-fair” by using instruments that look directly at the intelligence in operation, instead of through an intermediating linguistic or mathematical lens (p.90). 

However, not only should teachers observe and collect children’s work in order to find the child’s intelligences, strengths and weaknesses, the child’s working style is also a master key to know what children’s interest areas are.  Gardner (1993b) defined a child’s working style as ‘the way in which the child approached each activity’ (pp.97-98), which could be determined from observing the child’s preferred working style when completing a task with confidence, enjoyment and concentration.   

However, Armstrong (2000a) suggested that MI teachers should have a range of techniques in their instructional strategies, as follows:

1. Observation: Teachers should observe children when they engage in activities in order to identify their areas of weakness, areas of strength, and working styles. They should know and understand the differentiation of each child and provide appropriate ways to support everyone, even the special needs child.  

2. Hands-on experiences:  Children should engage in many activities that promote multiple intelligences.  Teachers should create many ways to link their learning activities to the real world.  

3. Interaction with teachers and peers: Children should have opportunities to interact with friends in pairs, small groups, and large groups. They should have opportunities to reflect on their own works and those of others. MI teachers should encourage children to work cooperatively rather than in competition.   

4. Using a wide range of instructional strategies: Teachers should understand that one teaching strategy may work with one child or a group of children but they may have to create some other effective ways of teaching for others (pp.39-40).

Thus, the MI curriculum and pedagogy provides choices for children and supports the teachers to assess children’s intelligences in order to find an appropriate way to support each child.  Therefore, MI teachers should understand the MI theory and apply it to their classes in their own way.  Gardner (1995) stated that there was no single way to assess children’s intelligences.  In fact, children should have opportunities to use their strong intelligences to express their knowledge and competence in various ways.  Chen et al (1998) suggested that teachers should observe children in both formal and informal circumstances since it helps teachers to have a better understanding and clearer picture of each child’s intelligence.  

Thus, a child’s assessment could be undertaken during classroom activities and free play at school or at home.  Krechevsky  (1998) stated that the Project Spectrum (a pilot programme at the Eliot Pearson Children’s School at Tufts University in Medford, Massachusetts) used fifteen elements of activities in seven areas of competences as shown in Table 2.4, to measure and analyse each domain of every child’s intelligence.  

Table2.4 - Fifteen Parts of Activities for Children Assessment

	           Areas of Competence
	Elementsof Activities for Assessment

	Children’s Movement
	1. Creative Movement 

2. P.E.  Movement

	Language
	3.  Made-up Story 

4. Explanatory Story

	Mathematic
	5. Counting/ Strategy

	
	6. Calculating/Notation

	Science
	7. Environmentalist

8. Reasonable Conclusion

9. Hypothesis Proving

10. Mechanical

	Social
	11. Social Analysis

12. Social Role

	Visual Art

Music
	13. Art Work Collection

14. Production

15. Perception

	
	


Adapted from Krechevsky (1998)

In addition, MI assessment is based on observing children when they engage in activities in each content area in order to reflect on and compare how they work and play during each activity.  Krechevsky (1998) determined a list of children’s working 
styles and their meaning.  He described that observation of children’s working styles could identify children’s distinctive areas and areas for development and explained how children engaged in activities in each domain.  The meaning of the child’s working styles is outlined in Table 2.5.
Table 2.5 - Children’s Working Styles

	                Working Styles
	                                                 Meaning

	1.  Easily Engaged   
	Child joins in the activity enthusiastically and rapidly.

	2. Reluctant to Engage
	Child may have some reluctant to do the activity.

	3. Confident
	Child has much confidence to complete the activity and respond to questions eagerly.

	4. Tentative
	Child has some problems completing the task and is cautious about giving wrong answers.

	5. Playful
	Child has a pleasurable time to do the activity.

	6.  Serious
	Child is serious and shows no delight when engaged in the activity.

	7. Focused
	Child focuses on the activity ignoring disturbances in the environment.

	8. Distractible
	Child shows more interest in other activities than the one that he or she is doing.

	9. Persistent
	Child is continues working and unrelentingly to complete the task even it is very difficult.

	10. Frustrated  by Activity
	Child may ask for adult’s help in several parts of the activity and distress to continue work.

	11. Impulsive
	Child does his or her work hurriedly and not carefully.

	12. Reflective
	Child reflects on and evaluates his or her work.

	13. Apt to Work Slowly
	Child needs sufficient time to plan and complete the activity.


	                Working Styles
	                                                 Meaning

	      14. Apt to Work Quickly
	Child engages in the activity right away and completes it before other children.



	       15.Conversational
	Child talks with adults when doing activity.

	16. Quiet
	Child rarely talks when doing activities and feel unpressured.

	17. Responds to Visual, Auditory, or Kinesthetic
	Child mostly engages in the activity through visual stimuli, auditory stimuli or kinesthetic stimuli.

	18. Demonstrates planful Approach
	Child has a clear idea of his or her purpose and implements a plan to complete the task.

	19. Brings Personal  Strength to Activity
	Child uses his or her distinct competence to do the assigned task.

	20. Finds Humor in Content Area
	Child finds the humorous side when doing an activity.

	21. Uses Materials in Unexpected Way
	Child uses materials in a creative and effective way.

	22. Shows Pride in Accomplishment
	Child shows pride and happiness when successful in a task.

	23. Attends to Detail; is observant 
	Child recognizes fine facets of material and activity.

	24. Is curious about materials
	Child keep questioning about materials made, used and purpose.

	25. Shows concern over         “correct” answer
	Child keeps asking an adult if he or she is doing the activity right and will be satisfied when he or she is doing it right and unhappy when he or she is doing wrong.

	26. Focuses  on interaction with Adult                
	Child tends to interact with adult while doing activity.


Adapted From Krechevsky (1998)

Therefore, observations on how children engage in the fifteen prepared activities and what their working styles are help teachers to identify each area of a child’s competence and interest area. Gardner (1993b) concluded that the Project Spectrum used several appropriate ways to assess children, for example by collecting their art works and recording their story telling, and observing when children were singing songs before an audience.  The purpose of assessment is to report the progress of the children, which makes the children feel successful.  He concluded that their collection of work would include the children’s favorite pieces.  Such works of achievement promote children’s self-esteem, especially for those who are not successful in academic tests.  

However, Gardner did not set up the Project Spectrum only as a model of applying the MI theory.  Armstrong (2000a) found that the MI Theory could be applied together with the Integrated Thematic Instructional (ITI) model of Susan Kovalik and encouraged teachers to focus on all eight intelligences with one objective.  According to Armstrong (2000a), Kovalik’s ITI model was based on year-long themes (such as “What Makes It Tick?”) that were themselves made up of month-long components (such as clocks/time, electrical power, transportation) and weekly topics (such as seasonal change and geologic time) (p.46).  Therefore, the MI theory could be applied to the school’s curriculum in several ways and could provide a variety of experiences to promote the individual child to develop his or her areas of strength and get support from the teachers in his or her areas for development, since each child needed different ways of teaching and learning.   

2.3.3.3 Multiple Intelligences Teachers’ Professional Development
Gardner (2000) stated that well-trained and enthusiastic teachers were an important factor in accomplishing MI’s goals.  He concluded that MI teachers should not only be experts in their fields, but also have skills of teaching in a way that motivates children to learn and that they should always be enthusiastic to practice and develop their 
understanding of MI (p.133).  Therefore, the MI teachers know their competence areas and have knowledge and skills to use in a variety of ways to foster children’s competences. In addition, teachers should have effective ways to communicate with children, parents and other teachers in order to accomplish the MI education goals.  

Since the MI schools needed specialist teachers who understood the different competences and learning styles of the children in their class, the MI teacher professional development was different from other approaches. Gardner (1993c) stated that while most teacher professional development approaches had the main purpose of developing the teachers’ teaching skills, MI developed the teachers to be experts in their fields and to have good skills of teaching and encouraging children’s intelligences (p.79).  Therefore, children have good opportunities to get advice from experts who know how to teach.  Gardner (2000) suggested that it was very important for teachers of young learners to know how to impress the children so that they enjoy watching how the teacher introduces new materials (p.133).  Hence, the teachers motivate children to learn and discover the new experiences that might encourage them to know their interests and competences in the future. In addition, teachers should be good role models for their children to become good learners who are eager to learn and continue to develop their competences and knowledge.  

In order to make MI an effective way for children to learn, there should be cooperation among teachers, parents and children.  Armstrong (2000a) emphasised that MI teachers should have good skills in communicating with children and parents as well as with other teachers, since they have to work together in order to make the project successful.  

He suggested that teachers should share their classroom experiences with other teachers in order to get more information to assess each child’s multiple intelligences. In addition, talking with parents also provides more information about the child and opened up opportunities for teachers to suggest to parents how they could support their children’s intelligences. Also, teachers needed to talk with the children in order to probe and search for the child’s intelligences through considered questions (pp.28-29).  

Even though MI teacher professional development emphasises producing high quality and expert teachers, there were some limitations found during implementation. VanGilder (1995) found that in implementing a multiple intelligences approach in a school, there was discomfort among some teachers when teaching areas of intelligences that were their own weak areas. Also, some teachers commented on how time-consuming lesson planning and preparation was. Gannon (2004) confirmed that from her study, the individual strengths of teachers affected their teaching strategies, creation of learning environments, and assessment of children.  According to Anderson (2006), teachers’ ethics, cultures and learning styles affected their teaching styles.  

2.3.3.4 Multiple Intelligences Learning Environment

Gardner (1993c) suggested that it would be beneficial for young children if school changed their learning environment from formal study to discovery learning, as in a children’s museum.  A school should be a place in which the environment welcomes children to engage in several ways with hands on opportunities learn, practice and develop their intelligences.  

The Spectrum Program provided a meaningful environment which was similar to a children’s museum where children had lots of opportunities to engage, explore and experiment with materials that were designed to stimulate various aspects of children’s intelligences.  Armstrong (2000a) asserted that the classroom environment would be very useful if teachers understood the way to use it properly.   Gardner (2000) described the Spectrum class as follows:

Spectrum classes are richly stocked with materials designed to stimulate the several intelligences, as if a children’s museum-with its scientific displays, live animals, artistic and musical materials, games and puzzles had been transported into a nursery or kindergarten class.  Over the course of a year, children are encouraged to interact with all the materials, and thus to exercise their range of intelligences (p.104).

Therefore, children are in a learning environment which has several kinds of materials that support them to discover their multiple intelligences.  Gardner (1993c) described that the learning areas in the spectrum classroom encourage children to observe adults or other children working, to interact and practice with the materials and to discover their potentials (p.206).  Moreover, the learning environment should not be limited only to school.  Gardner (1993a) recommended that it would be very constructive if parents could create a learning environment at home to support their children’s intelligences. This links to the literature on parental involvement in education, including the work of Robinson&Moore (1998) who stated that in the project, the parents went to the museum not only as child supervisors but as educational guides, armed with specific ideas for becoming involved with their children’s learning (p.81).

2.3.3.5 Multiple Intelligences: Parents and Community Support 

In order to accomplish the MI educational goals, the school should be supported by parents and the community.  Anderson (2006) found that parent involvement and support affect children’s success in school.  Armstrong (2000b) asserted that parents are the most important people who can support their children’s success in their future lives.  If parents can discover their children’s intelligences, areas of interest, and learning styles, they will know how to support their children’s strengths and weaknesses appropriately.  Gardner (1993c) suggested that the assessment of children’s intelligences should be “intelligences fair” in a way that provided equal opportunities to discover children’s intelligences in all areas (p.79).  Thus, teachers and parents should look for children’s competences in many aspects.  Chan (2004) stated that the high expectation of Hong Kong parents of their gifted children’s academic 
success affected their ways of creating activities and a learning environment at home.  She suggested that parents should keep the balance between helping their child’s learning mathematics and language and supporting other areas of their children’s intelligences.  Thus, parents should know their role as a supporter and use their expectations in a positive way to encourage their children to reach their highest competence. Armstrong (2000b) suggested many ways for parents to be involved in their children’s learning; for example, parents and children can learn new things from each other and apply their learning to real life. Hence, schools should provide several ways to involve parents in the schools in order to work together with parents to encourage the children’s development and success.
Not only should parents be involved with school, but community support also plays an essential role in promoting the school’s success.  Gardner (1993c) asserted that it was very important to get community support in schools.  He stated that:

In the past, Americans have been content to place most educational burdens on the schools.  This is no longer a viable option.  The increasing cognitive demands of schooling, the severe problems in our society today, and the need for support of students which extends well beyond the nine-to-three period each day, all make it essential that other individuals and institutions contribute to the educational process (p.79).

Therefore, education for young learners should be the responsibility not only of the school but also of everyone in society.  Gardner (1995) suggested that the Spectrum Project was an example of collaborative work among school, parents and community.  He stated that there were several ways that parents and community could support children’s learning.  The Boston Children’s Museum helped to create take home sets which parents and children could take home and play with together long after the visit to the museum was over. This meant that the parents not only enhanced the children’s learning, but they would also take their children back to revisit the museum.  

In addition, Project Spectrum always received support from parents and people in the community to come to class to act as trainers and apprentices and guide the children (pp.205-208).  Thus, parents and community were the children’s learning resources, 
who worked with them intimately. Working together provides opportunities for teachers, parents and children to learn and discover their children’s strengths and identify any difficulties so that they could get further support. 
2.3.3.6 Criticisms of Multiple Intelligences 

While the MI Theory has been applied successfully in many countries around the world, many people have found that it still has some weak points.  To begin with, White (2004) suggested that there were too many human intelligences to fit into only eight areas.  He described that there were as many types of human intelligences as there were types of human goal.  There were two problems about developmentalism including 1) it was not enough to pick out innately given capacities and there was no doubt that such capacities existed and 2) the notion that all human beings had mental ceilings was still questionable for a person’s intellectual maturity.  White (2004) continued arguing that if the MI theory was wrong, children might be getting a false picture of themselves.  He also argued that Gardner did not give us any clear indication about all human cultures.  For example, the ability to recognise face was culturally valued as a form of knowledge, not an intellectual area.  Another example would be that some schools that used shrink-wrapped MI theory did not even know where it originated.  With confirmation from Armstrong (2002) who argued that some critic accused MI practitioners of using superficial applications of MI theory and Barnett, et al. (2006) who stated that focusing on the label rather than on meaningful performances that proved skill might lead children to become further disillusioned, therefore, there are some arguments of the way Gardner identifying human intelligences and the thought of MI theory applying to classroom.

Another argument came from Willingham (2004) who critiqued that MI theory was not a research-based theory since MI schools claimed encouraging students to have higher score on standardised test without the statistically significant increase in each school.  What extent changes in the school may come from the energizing thrill of adopting a new school wide programme, new statewide standards, or some other factors.  Therefore, it remains highly questionable whether every MI-based school facilitates and supports students to get higher score on the tests.
In addition, Kincheloe (2004) also identified some weak points of the MI Theory, pointing out that Gardner failed to address some sociopolitical issues.  He found that some aspects of Gardner’s MI theory were: 

antidemocratic; supportive of an abstract individualism; epistemologically naïve; subversive of community; insensitive to race and socioeconomic class issues; patriarchal; Western colonialist and Eurocentric (p.7).

To identify some weak points of the MI theory that fell to address some issues, Kincheloe argued that while the MI theory had a significant concern for an individual’s achievement and held on tightly to the claim of scientific neutrality, it fell to take into account the existence of children’s ‘race’, socioeconomic, sociopolitical and cultural issues.  That means Gardner might not take a good vision of a complicated pedagogy.  

Hoerr et al. (1994) found that there were many aspects to be considered before applying MI to schools including training teachers in the MI concepts, communicating with parents and providing the extra funds necessary for the MI project.  Chen et al. (2009) stated that the MI Theory was applied to many countries in Asia in order to serve the education reform that shifted from teacher-centered approaches to child-centered approaches.  However, different countries had various policies and implementations that affected how successful the outcomes were in applying MI.  Thus, MI may not fit every child, family and school.  According to Kincheloe (2004), Berry stated that in the real world, standardised test scores still affect children’s lives.  Parents expect their children to get into the best schools to prepare them for the best opportunities in the future.  Thus, MI may not be one of the solutions.  However, on the positive side of MI, Armstrong (2000a) stated that the eight intelligences theory may benefit children, parents and teachers in many ways including encouraging parents, teachers and children to discover what children are good at and guiding them to support children’s careers in the future.  Moreover, children will find that they have a better understanding of themselves and others.  Armstrong (2000a) who studied the MI Theory and practice for several years suggested that there were some other concerns that affected the success of developing children’s multiple intelligences, including the budget of the family to afford the learning materials or mentors, children’s history and their culture, the places they grew up and family expectations.  Thus, MI teachers should study the theory’s weak points and apply it appropriately to their practices.
Even though MI theory was critiqued by many people, educators had many good reasons for applying to their schools’ curriculum in several ways.  The Project Spectrum was an example of applying MI theory into preschool programme that would be discussed as follows.

2.3.3.7 Criticisms of the Project Spectrum

In the book MI Reconsidered by Kincheloe (2004), Cannella suggested that the Spectrum Project was good in terms of children’s engagement in activities, its concern for differentiation among children and its provision of diverse learning environments.  Nevertheless, she believed that there were some limitations of the Spectrum Project that needed to be considered.  Comparing the Spectrum Project to the Montessori Method and Project-Based models, Kincheloe (2004) suggested that:

Montessori and Spectrum are considered similar in focusing on active involvement, individualization, and the need for a learning environment that is prepared by teachers for children.  Spectrum is interpreted as less regulatory and less prescriptive, fostering a more open-ended use of materials.  Project-based models and Spectrum are considered similar in following a Piagetian constructivist tradition, yet Spectrum children are not as intimately involved in planning, implementing, and evaluating the curriculum (p.208).
It showed critique of the Project Spectrum from this perspective that some issues must at least be considered including 1) The Project Spectrum is masked by a pretense of freedom since the learning environment is prepared by teachers (Cannella, 1997) and 2) The children’s rights to privacy and denied since the project spectrum legitimates adult power of surveillance and judgment over children (Walkerdine, 1984).  Another criticism would be from Klien (1997) who criticised that growing class sizes, multiplied by the existence of eight intelligences, and many levels at which children operate in each intelligence had potential for increasing the workload of teachers.
However, with a realisation that children have different intelligences on MI theory in the current Korean education system, Jung and Kim (2005) essentially found the strong intelligence domains and continuously developed them to meet their potential since everyone had at least one strong intelligence domain and strength areas that might complement weakness areas under the assumption of equality and independence among multiple intelligences.  Therefore, children could avoid the negative self-image too often experienced and develop learning successfully.  In this case, it would be a good example for Thai education system since South Korea, a competitive-oriented society with an examination-oriented culture is influencing Thai education today.
I have now reviewed three different educational approaches which might be useful to apply in my own Kindergarten. In the next section, I consider which of the three approaches I have discussed so far might be the most appropriate in the Thai context.
2.4 The Three Approaches and the Thai Context

The three approaches—Reggio Emilia, Te Whāriki and Multiple Intelligences—offer excellent early years’ practice that focuses on the child-centred approach and promotes the child’s individual needs and interests.  However, since the different social, culture and political contexts of the three countries influenced their educational philosophies, policies and curricula, there may be both benefits and difficulties when applying these approaches to the Thai context.  Thus, the pros and cons of the three approaches are discussed and compared in the following section.
To begin with, Reggio Emilia and Te Whāriki use a localised approach that was created to match their countries’ educational philosophy and goals, whereas MI is a theory that provides multiple ways to identify a child’s intelligences rather than just through the IQ test.  Thus, MI has more flexibility to be applied to different contexts. Soler and Miller (2010) concludedthat Reggio Emilia and Te Whāriki have a similar focus on the child-centred approach and sociocultural awareness.  While Te Whāriki was created as the New Zealand national framework to promote multiculturism, Reggio Emilia is not related to the national framework but emphasises an educational system that promotes each individual child’s rights, needs and interests (pp.62-64).  Similar to the two approaches in some points, MI encourages hands-on experiences and the fostering of individual child’s interests.  However, MI emphasises developing the eight areas of the child’s intelligences, understanding the unique set of intelligences of each child, and giving equal importance to all eight intelligences. Gardner (1995) stated that many schools still emphasise linguistic and logical intelligence more than other areas of intelligence.  He suggested that other areas of intelligence should be added to the school curricula in order to develop the wider range of each child’s intelligences (p.81).  MI provides several ways for children to be smart and encourages teachers and parents to assess the children’s intelligences in multiple ways, not only through academic tests.  The Project Spectrum was a good model of applying MI to the school curriculum in the US, where standard tests are always used to identify children’s IQ.  
Therefore, MI and the Project Spectrum might be applied to the Thai context in order to ease the pressure on children and parents caused by tests and to encourage them to discover and develop their multiple talents.  

Secondly, the Reggio Emilia and Te Whāriki approaches were criticised in terms of lacking a framework of content and knowledge.  Thus, these two approaches may not fit the Thai school system, especially for young learners in the city where content, knowledge and skills are necessary for the elementary school entrance examination.  In contrast to the two approaches, the MI Project Spectrum determines content, knowledge and skills in eight different areas as a guideline that could be used to assess a child’s intelligences.  Chen et al. (1998) concluded that the Project Spectrum not only identifies the child’s strength areas, but also provides teachers with ways to relate the findings to academic learning areas and motivate the child’s learning (pp.2-3).  While some of the Project Spectrum activities could be used to develop the child’s academic learning, they also encouraged children to discover their other talents. In the Thai school system, academic areas aspects are determined as the most important areas for children to learnin order to pass tests.Thus, the activities of the Project Spectrum might be used to encourage Thai children to discover fun ways to learn academic topics and develop their other competences. 

Thirdly, the socioeconomic and cultural differences among the three countries and Thailand should be an important concern when applying these approaches to the Thai context.  OECD (2001) stated that Reggio Emilia was created in a small wealthy town in Northern Italy where children, parents, teachers, administrators and politicians in the community were involved with the school (p.8).  Therefore, there was a lot of investment in the children’s education, including, the provision ofhighly qualified teachers.  Reggio Emilia also had atelierista to support children when creating their works and anteliers, where a variety of materials were provided for children to work cooperatively with friends or alone.  In applying the Reggio Emilia philosophy to Thai schools, the fact that the Thai socioeconomic status is different to that of Reggio Emilia would be a major concern since the atelierista were not easy to find and train, and finding funds to develop the learning environment is a limitation of many Thai schools, especially in remote areas. On the other hand, the MI approach uses specialist teachers and mentors who are people from the community who have special knowledge and skills they can teach and share with the children. 

Since specialist teachers and mentors can normally be found in many Thai schools and communities, especially in Bangkok and other large cities, it might not be so difficult to implement MI.  While the Reggio Emilia and MI approaches use atelierista and mentors to support children in the classroom, Te Whāriki requires teachers who have knowledge, skills and understanding of their social context in order to promote multicultural understanding between Western and Maori children and to support parent and community involvement.  According to Smith (2007), the way of life of the aboriginal people of New Zealand, the Maori, had been changing and their culture eroding since Western colonization (p.87).  Thus, since Te Whāriki was developed as New Zealand’s educational policy to encourage a multicultural society, it might not fit the Thai context, becauseThailand has not been colonised by Western countries.   According to Jory (2000), the four regions of Thailand have different linguistic and cultural identities; however, Thai is the formal language of the nation, therefore Thais are the only ethnical and cultural group of people in the country (p.1).  Promoting multiculturalism in Thailand might not be a major concern. However, decreasing competition and increasing cooperation among children, teachers and parents would likely be a concern in Thai schools.  Chen et al.  (1998) suggested that the MI and Spectrum Project promote the children’s self-confidence and cooperative spirit since children have opportunities to share their competences and experiences from their friends and mentors (p.3).  Thus, MI might be a good way to promote a cooperative teaching and learning atmosphere in the Thai schools. 
In conclusion, there are several concerns to applying the three approaches to the Thai context.  The differences of educational goals, socioeconomic status, and culture among the three countries and Thailand would likely produce some difficulties when applying them to Thai schools.  However, this study applied the MI approach to the school curriculum for several reasons, including decreasing the distress of children caused by tests, encouraging parents and teachers to support children’s multiple intelligences, and encouraging teachers to create their teaching and learning experience related to the principles of good early childhood practice.

2.5 Applying MI to Promote Good Practice in the Thai Context

MI is a theory that focuses on the child-centred concept which promotes many excellent early childhood practices, including learning by doing, individual development, social interaction and creating a meaningful learning environment.  MI is one of the approaches that relies on these practices and it might be appropriate for some Thai schools for many reasons that are discussed, as follows.

Firstly, MI promotes children’s learning by doing. According to theOffice of the Education Council (2006), learning by doing is an important concern that is included in the reform of the learning process for young Thai learners.  The aim is that children should discover and learn through experimentation and involvement in activities (p.75). The Project Spectrum provides sets of activities in the eight areas of intelligencethat encourage children to learn and explore through direct experiences.  Chen et al. (1998) stated that the Project Spectrum’s learning centres provide hands-on experiences instead of paper tests in order to provide opportunities for children to show their competences that could not be assessed in paper tests (p.5). Thus, the MI Project Spectrum activities might be an option for Thai schools to provide a variety of ways to assess the children’s intelligences and support them to learn through direct experiences.

Secondly, MI promotes individual development, especially the differences among  children in terms of the eight areas of intelligence.  According to the Thai Ministry of Education (2004), individualism has been determined as an important concept in the Thai national early childhood curriculum (p.5).  MI is an effective way to encourage the child to know his or her own competences and to support parents and teachers to understand the differences among children. Chen (1998) suggested that the Project Spectrum activities provide opportunities for the teacher to observe and understand the differences of each child, which is necessary for serving individual needs and interests (p.11).Thus, the Project Spectrum approach might be used as a guideline for Thai teachers to provide the eight areas in their classes in order to observe, understand, support and develop individual children.

Thirdly, MI promotes social interaction, which encourages children to share and learn from each other. Chen (1998) concluded that the Project Spectrum approach supports the cooperative learning that involves children working with peers and supporting each other by sharing their knowledge and skills in order to learn or complete their tasks.  In addition, sharing time is a good time for children to learn to use polite words to ask questions, to be a good listener, and to share opinions with respect to others (p.15).Hence, social interaction encourages children to develop their communication skills and helps them to learn to work with others, which might affect their future lives and careers.  However, in Thai schools, the teacher-direct teaching method is normal in the classroom; thus the social interaction between teachers and children is not really in line with the child-centred classroom. Kulapichitr (2002) found that the Thai early childhood teachers in her study were still using direct-instruction in their classes, which affected the children’s distress from competition, direct commands, and expectations to be obedient (p.7).  Thus, children were mostly controlled and given direction, which limited the children’s opportunities to express their ideas and experiences.  The MI theory and the Project Spectrum approach might be used to promote a better social interaction in the Thai classrooms, since MI is a flexible theory that could be applied in several teaching and learning methods. According to Armstrong (2000a), the MI teachers use several methods and techniques starting from the teacher-direct to the child-centred classroom, which are related to the eight areas of intelligence, in order to promote the children’s multiple intelligences (pp.43-44). Therefore, MI might be applied to Thai schools in order to create more opportunities for children to express their ideas while learning from others and to discover children’s strong and weaker areas while encouraging them to respect others.

Fourthly, MI promotes a meaningful learning environment in which children can explore their strengths and develop their weaker areas.  Armstrong (2000a) stated that the MI classroom is designed to support every child’s needs and interests and provide a positive atmosphere for learning (p.80). The eight learning centres are created in the MI classroom in order to encourage children to discover, learn and develop their multiple intelligences. Chen et al. (1998) suggested that the learning centres in the Project Spectrum are used as tools to assess not only the children’s interests, but also their abilities in each learning area. In addition, the MI classroom emphasises the learning materials that are necessary for children’s learning. Schools that have insufficient funds should get materials from parents, use the easily-found materials, and use the other learning resources in the community (pp.5-6). Thus, the MI learning environment focuses on providing materials and learning experiences inside and outside of the class that could be created appropriate to each school’s funds and outside resources. Based on the MI learning environment, Thai schools could provide good opportunities for Thai children to discover their intelligences and receive support from their families and communities. This would encourage the schools’ environment to have more hands-on experiences that would help parents and communities to be more closely joined to the schools.  
2.6 Summary

Having reviewed three approaches to early childhood education, Reggio Emilia, Te Whāriki and the MI approach, it was decided that a research project should be developed that implemented the approach found to be the most appropriate for the context; that is, the MI approach. Whilst there have been research projects conducted on this approachin the US, there has not been a study of the efficacy of the approach of the Thai context.  This thesis, therefore, reports on a study which was set up to address the following research question, ‘What are the impacts and outcomes of a project which embeds the Multiple Intelligences approach in a kindergarten in Thailand?’  In the following chapter, I will outline the methodology employed to address this research question.
CHAPTER THREE: RESEARCH METHODOLOGY
3.1 Introduction
After reviewing the available literature, the MI’s Project Spectrum was chosen as the approach for the intervention in this study for many reasons. 
Firstly, it supports teachers in providing several types of activities, environments, and resources to support children’s learning.  Secondly, it promotes parents’ understandingof the individual talents of each child.  Thirdly, it encourages children to discover their own intelligences, which is innovative in the Thai context.  However, the MI’s Project Spectrum was originally applied in a different context, in the US.  Therefore, this study aimed to identify how the project affected a kindergarten in Thailand in four key areas: the teachers’ understanding of Multiple Intelligences; their teaching practices; the parents’ understanding of Multiple Intelligences and their home support of learning; and the children’s engagement levels in learning before and during the project.

This action research lasted 12 months and provided the data that was used to answer the four research questions.   In order to answer the research questions, many methods were utilised to collect the data.  To determine the impact of the project on the teachers’ and parents’ understanding of MI, the teachers and parents were interviewed before and after the project. To ascertain the impact of the project on the children, four observations of each child were conducted and a collection of their work was used to assess each child’s various competences and interests and to compare their engagement level before and during the project. The Leuven Involvement Scale was used as a tool for observation.   
This chapter presents the details of the research methodology, including sections on: research questions; contextual information; researcher positionality; research informants; research design/methodology; research procedures, and ethical issues. 
3.2 Research Questions
The main research question is: “What are the impacts and outcomes of a project which embeds the Multiple Intelligences approach in a kindergarten in Thailand?” There are four sub-research questions, as follows:

-What are the outcomes for the children in terms of engagement in learning   before and during the project?
-What is the impact of the project on the parents’ understanding of Multiple  Intelligences and their home support of learning?

-What is the impact of the project on the teachers’ understanding of Multiple Intelligences?

-What is the impact of the project on teaching practice?

3.3 Contextual Information 
This research study was conducted in a private kindergarten in Nonthaburi province, Thailand.  The school has 120 children from middle to high-income families, 9 female homeroom teachers holding at least a bachelor’s degree in early childhood education, and 5 specialised teachers holding bachelor’s degrees in specific fields. 
Of these teachers, their average teaching experience was 6 years.  Each class had fewer than 15 students, with 1 teacher and 1 teacher’s assistant in each class.  The academic programme of the school used the Integrated Thematic Instructional model whose activities are integrated into all aspects of the Early Childhood curriculum, in which children are provided opportunities to integrate learning across the curriculum (Bergstorm & O’Brien, 2001).  The content and developmentally appropriate practices were based on the Thai National Early Childhood Curriculum.  The environment in the classroom was adjusted to support students’ learning. There are five learning centres in each classroom, including mathematics, language, block building, science, and art centres, each of which has several kinds of learning materials and toys for supporting the children’s development.  The school also provides weekly 1-hour special courses in the following areas: Thai dance, Thai music, creative cooking, creative art, Thai language, maths, and science. Of these special courses, each child is able to choose which ones they attend.  These courses are taught by the specialised teachers and have a large number of materials and learning tools to support both teaching and learning.  
The activities of the Project Spectrum were applied to some of the school’s special courses, including music, mathematics, language, art, and science once a week.  The MI classroom was developed to support the teaching and learning of science, maths, language, visual art, and music.  Each learning area was filled with many kinds of learning materials that the children could explore.  

3.4 Researcher Positionality

Since acquiring my master’s degree in Early Childhood Education, I have been working in this kindergarten for 12 years, as a teacher for two years and as an administrator for 10 years.  I found that, even though the Thai national early childhood curriculum places emphasis on the child-centred approach, there were some difficulties in the implementation of these principles in my kindergarten.  The competitive demands of getting a good school, university, and job affected the children’s lives.  The first entrance examination for urban children is the elementary entrance examination.   From the school’s statistics from 2004 to 2010, 10-15% of my K3 students passed the entrance exam of the university demonstration schools in Bangkok, which are the most difficult entrance examinations.  Around 50-55% of students were accepted into the catholic schools in Bangkok and Nonthaburi, and 30- 35% of students passed the entrance exams for Thai mainstream schools.  Only 10-15% of students decided to attend international or bilingual schools, whose entrance exams are normally based on interviews and practical tests. 
I became more involved and understood the problems when I had a daughter.  It was a stressful time when my child took the entrance tests although, fortunately, she was accepted into a good school.  Preparing her for the test was unavoidable, but as best as I could, I tried to do it in an enjoyable way, drawing on my early childhood knowledge.  However, I found that the more I expected her to do well on the test, the lower the score she got.  From my work and my real life experience, I decided to start looking for a way to decrease children’s stress and I have some hope to make this change.  I began to concentrate on parent education and teacher professional development in my school, since I believe that they influence the children’s lives at home and in school, respectively.  I reviewed books and articles about the MI, which was an approach created for decreasing American children’s stress caused by standard tests.  Gardner (2006) concluded that there were three biases that cause stress among American children. He identified the “Westist,” “Testist,” and “Bestist” biases, all of which offered too narrow a view to assess children’s intelligences.  More accurately, he deduced, there were several intelligences that could not be evaluated by standard tests (pp.23-24).  Thus, the Project Spectrum—a framework based on the MI theory—was applied to early childhood learning in order to encourage parents and teachers to understand the differences of each child’s strengths and weaknesses.  Chen et al. (1998) stated that:

Spectrum is not a set of tests or curricular units.  Instead, it is a framework, a way of thinking about children’s growth and children’s strengths.  We hope it provides some new ideas, inspiration, and support for your efforts to create an optimal educational atmosphere for the children in your care (p.xv).  
Therefore, the project spectrum was chosen to be my guideline after it was adjusted to fit the school’s context.  I believed that the MI concepts and the spectrum project might be effective approaches to apply to this study since they encourage children, parents and teachers to understand the different set of intelligences of each child.  This could potentially create a strong bias on my part in this study.  However, as a qualitative researcher, I conducted this research with due care and with consideration for my bias.  Denzin and Lincoln (2005) stated that:
Qualitative researchers stress the socially constructed nature of reality, the intimate relationship between the researcher and what is studied, and the situational constraints that shape inquiry.  Such researchers emphasise the value-laden nature of inquiry.  They seek answers to questions that stress how social experience is created and given meaning (p.10).
Therefore, this study was conducted in a specific locality, a kindergarten in Thailand where I intended to solve the problem I had found from my working experience and practice.  The Project Spectrum was applied to this kindergarten, which had different elements in terms of environment, family background, teacher qualifications, and groups of children.  Thus, the results of this study might reveal both accomplishments and problems of the project, which might lead to some changes or solutions for this kindergarten.  My expectation was to take action in order to find the results that could create a solution or at least proposals for parents and teachers on how to nurture their children’s learning.  In addition, the project could support my learning new knowledge, ideas and problems that would be very practical to my work and career.

As the administrator of this kindergarten, I was concerned to improve the practice.  The project was implemented in order to attempt to do this.  However, it did mean I was in a powerful relationship in comparison with the other participants.  They may have felt that they were obliged to take part in the study.  In order to address this, I reassured all participants that they did not have to take part and that they could withdraw any time.  I also reassured the teacher that the project would not impact at all on the terms and conditions of her contract.

3.5 Research Informants

In order to assess the impact and outcomes of the multiple intelligences project on the children, teachers and parents in a kindergarten in Thailand, data were gathered from 9 participants including four 5 to 6 year old children, one K3 teacher (homeroom teacher), and four parents of the four children.  There were two classes for 5 to 6 year old children.  One of the homeroom teachers volunteered to participate in the study.  She has a master’s degree in early childhood education and five years’ teaching experience.  She is one of the five specialised teachers who has experience of teaching science and was interested in incorporating the Project Spectrum activities into her science class as one of the school’s special courses.  The other four specialised teachers had a bachelor’s degree and teaching experience of more than three years in Kindergarten.  Two of the specialised teachers had a bachelor’s degree in related fields of art and music.  The other two teachers had a bachelor’s degree in early childhood education and their specialised areas were maths and language.  These teachers participated in some of the lessons in the project, but they were not respondents in the study, as only one teacher volunteer to do this.
The four children who participated in this study were chosen from the class of the homeroom teacher by using judgement sampling.  According to Marshall (1996), judgement sampling is a purposeful sampling technique that supports the researcher in acquiring a sample of participants who are most likely to be appropriate for answering the research question (p.523).  The homeroom teacher helped me select four children to be involved in the project.  The children were chosen based on their parents having the desire and the time to join in the study.  The parents who always bring their children to school and/or collect them afterwards and their children with good attendance records were invited first, since they were most likely to be able to join the research and willing to allow their children to be involved in the study until it was completed.  The researcher telephoned parents from the four selected families to ask if they would be interested in participating in the study.  At least one parent from each of the four families expressed a willingness to take part in the study after they were informed about the research’s aims, methods of the research as well as participants’ right to privacy and anonymity and the rights and freedom of parents and children participants to withdraw from the research at any time without giving any reason.  
Parent information letters (see Appendix 1) were sent to the parents six weeks before 
the project started in order to provide them with enough time to understand the details of the study, to provide an opportunity for them to seek clarification about any part of the study, and to talk with their children and decide whether they wanted to participate in the research.  Three of the parents of two girls and one boy were willing to join in the project and signed the consent forms.  The other parents of another boy said that they would like to join the research but they thought it would be better to interview the grandmother, since she was the one who mostly took care of their children.  Therefore, I talked with the grandmother to inform her and gave her three weeks to make a decision about whether or not to participate in the research.  However, she sent her consent form to me the following week.  The following is the population and sample of this study.
Table 3.1 - Population and Sample

	
	Population
	Sample

	5-6 year old children
	40
	4

	Teachers
	14

Homeroom: 9

Specialist: 5
	5

Homeroom: 1

Specialist: 4

	Parents
	79
	4


Profiles of each of the children involved in the study are provided in Section 4.2 in the next chapter.
3.6 Research Design/Methodology

This study was an action research project that had the main aims of ascertaining the impact and outcome of applying the Project Spectrum on children, parents and teacher in the school.  Several other methods were used to collect the data from all participants including children, parents and teacher.  The data collected from all participants before and after the project were compared and analysed.  These methods are discussed in the following section.
3.6.1 Research Design

According to Mac Naughton and Hughes (2009), action research provides a chance for the researcher to learn new knowledge and ideas that they can then apply to their social practice (p.10).Action research as a methodology here provides an understanding to a problematic situation and enables a reflective cyclic process to be brought to bear on the understanding of the problem at hand (Carr & Kemmis, 1986).   Mac Naughton and Hughes (2009) concluded that action research is an open-ended research model that allows the researcher to inquire about the result of an action in a specific context (pp.82-83).  Adams (2006) stated that action research in the field of education had the main aim of promoting teachers’ professional development by studying the existed practice and searching for things to improve.  Thus, action research enables teachers to gain professional development by studying the existing practices and searching for areas in need of improvement.  Thus, action research encourages teachers to gain the professional knowledge that will bring about positive change in their teaching practice (p.2).  Therefore, this study will be conducted as action research in education, which involves identifying the differences before and after applying the project to the school’s curriculum.  The research was conducted by using several techniques including interviews, observations, and analysis of children’s work, which allowed the researcher to collect data from real classroom experiences.  
Opie (2004) stated that in action research, the findings are analysed, evaluated and reflected upon with the aim of providing modifications to, or redefinition of, the original intervention using a variety of research procedures (e.g. interviews and observations).  Therefore, by using interviews to gather qualitative data, the study explored the impact of the project on the teachers’ understanding of Multiple Intelligences, the teaching practice, the parents’ understanding of Multiple Intelligences and their home support of learning, and the outcome for the children in terms of engagement in learning at home and school. In addition, interviewing the teacher before and after the project might assist the teacher in investigating her own practices in a new way that can help her develop a deeper understanding of the results of the project and how they relate to the teacher’s practices.  Additional different methods were also used, including observations of children and analysis of children’s portfolios, in order to determine the results of applying the project to the children’s involvement level.  Mac Naughton and Hughes (2009) suggested that qualitative researchers should ensure that they use several types of triangulation including triangulation of data, methods, investigators and theories in order to develop the research reliability (p.125).  Thus, in this action research project, several procedures were developed for triangulation of the research in order to enhance the research reliability.  The data were from several sources including children, parents and teacher.  For the collection of data, many methods were used as discussed in the following section.  
3.6.2 Data Collection

After the researcher had confirmed all of the participants, the data were collected in three parts: before, during and after the project.  There were four methods used to collect the data in this study, including observations of children, children’s portfolio, interviewing parents and interviewing teacher.  These methods are discussed in the following sections.   

3.6.2.1 Observations of Children

According to Greig et al. (2007), observations of children are an effective way to get a better understanding of, or to identify relationships, when conducting research with children (p.119).  Therefore, non-participant observations were used to see how the children engaged in the activities.  Observing a child’s level of involvement during a specific activity not only told practitioners about a child’s individual interests, but also enabled them to reflect on the way the specific activity was being presented (Laevers & Heylen, 2003).  In this project, observations were conducted by using the Leuven Involvement scale two times before and two times during the intervention for each child.  In addition, in order to ensure the inter-rater reliability of this study, the researcher asked a co-observer, who was another K3 homeroom teacher, to join these observations in order to cross-check the researcher’s scoring.  The inter-rater reliability of this study had 87.50% agreement with the assessment decisions in both before the project and during the project (See Table 21, p. 128).  In order for their behaviour to be as natural as possible, the children were not told that they were being observed.  Johnson and Christensen (2008) suggested that the information obtained from observations in which the participants were not informed of the observation provided more naturalistic information.  

The Leuven Involvement Scale for Young Children (LIS-YC), an instrument for centre-based quality development, was used to assess an individual child’s involvement level for a whole range of different activities (Laevers & Heylen, 2003).  LIS-YC has been used in several research studies (Pascal et al, 1995; Laevers, 1993; Laevers, 1994a).  Laever (1994b) stated that involvement is:

a quality of human activity that can be recognized by concentration and persistence and is characterized by: 

· motivation, fascination and implication

· openness to stimuli and intensity of experience both at the sensoric and cognitive level 

· deep satisfaction and a strong flow of energy at the bodily and spiritual level

which are determined by the exploratory drive of an individual pattern of developmental needs, the fundamental schemes reflecting the actual developmental level as a result of which development occurs (p.5).

Thus, the LIS-YC was an instrument used to measure and compare the degree of involvement of each child in two areas of intelligences before and during the project.  The two areas of intelligences, one strong area and one area that needed further development, were determined by the homeroom teacher in order to compare each child’s LIS-YC in both areas before and during the project to see not only if each child could become more intelligent in the strong area through the Project Spectrum activities, but also how much better the weaker area was.  The levels and the quality of involvement of children were measured by using the Leuven Involvement Scale for Young Children, a 5-point rating scale (See Table 3.2).  Laever (1994b) stated that there are many characteristics of children’s involvement including concentration, persistence, precision, and satisfaction.  Thus, these signals of involvement could be indicators used to identify children’s areas of interest and competence and enable a comparison of children’s level of involvement between engaging in their regular class and the Project Spectrum.

Table 3.2- Dr Ferre Laevers’ Leuven Involvement Scale for Young Children

	Level of Involvement
	
	
	Signals of Involvement
	

	Level 1: No Activity
	
	The child is absent minded.
	
	

	Level 2: Interrupted Activity
	The child does not continue the activity and many actions frequently interrupt his or her concentration.
	
	

	Level 3:More or Less Continuous

              Activity
	The child is doing the activity with little devotion.
	
	

	Level 4:Continuous Activity with

              Intense Moments
	The child shows many involvement signals and few actions interrupt him or her away from the activity.
	
	

	Level 5:Total Involvement
	The child shows almost all of the signals of involvement.
	
	


Concluded from Laever, F. (1994a) Defining and Assessing Quality in Early Childhood Education (pp.163-164.)

The four child participants were observed and assessed on the basis of the LIS-YC.  The observations were scheduled two times pre-intervention and two times during the MI project.  Each observation lasted for approximately one hour.  The pre-intervention and during the MI project observation sheets (see Appendix 2) were filled in by the researcher and the co-observer.  The researcher and co-observer talked after finishing each observation in order to check their scores and decide on the final score to be given in the case that the observers had different opinions.  The scores of each observation were collected, compared and analysed in order to consider if there had been any improvement in the scores when the project spectrum activities were applied in the class.  

The photographs were taken with the permission of the homeroom teacher and children.  However, the teacher’s assistant also had a duty to take pictures in this class every day in order to send them in a weekly e-mail to the parents.  Therefore, the photographs taken were of the daily teaching and learning.  Shores and Grace (1998) suggested that photography is a good way to record children’s learning and progress.  In addition, it could help to record three dimensional work in an easy way (p.50).  The observations of children and the photographs both in their classroom activities and in the Project Spectrum, could be used in combination to reflect on the differences and similarities of the activities, the children’s involvement levels and the teacher’s role in her class and in the Project Spectrum activities.  Hence, the children’s activities in class and their works were recorded in the photographs that were chosen to be put in their portfolios.  

3.6.2.2 Children’s Portfolios

According to Wortham (2005), a portfolio of a child’s work can be used to assess, reflect and report on children’s progress and achievements (p.205).  Shore and Grace (1998) suggested that, unlike a paper test, a portfolio is a primary source that teachers and parents can use to learn about each child’s areas of interest by interpreting the children’s work, including drawings, writing, and three dimensional works, all of which show the children’s levels do creativity and cognitive development (p.42).  Therefore, in this study, the child’s portfolio was used as a tool to provide evidence of the children’s achievement in two areas of intelligence, and was used as a data source for reflecting each child’s interests and level of involvement.  The two areas of intelligences (one strong area and one weaker area) of each child were chosen by the homeroom teacher based on her class observation before the project in order to observe the effects of the project on these two areas.  In addition, portfolios were used together with observations to provide evidence to help analyse and interpret the children’s areas of intelligence and compare their level of engagement in classroom activities before and during the project. To create the children’s portfolios, the homeroom teacher asked the children to choose their works (correspondent to their learning areas that had been observed) to be included in their portfolios. Their reasons for choosing each piece and their descriptions were recorded.  There were several sources of documentation in the portfolio including, examples of drawings, writings, worksheets, notes and pictures, which were used as tools to record the children’s learning, achievement and engagement in the two areas of intelligences covered in the Project Spectrum.  At the end of the project, the researcher and specialist teachers assessed and reflected on children’s portfolios, which were used as an important evidence in viewing children’s involvement and achievement. An example of a children’s portfolio is in Appendix 3.                                  

3.6.2.3 Interviews

The qualitative interviewing technique was used to collect the data from the teacher and parents in this study.  Rubin and Rubin (1995) stated that:

Qualitative interviewing is a way of finding out what others feel and think about their worlds.  Through qualitative interviews you can understand experiences and reconstruct events in which you did not participate.  Through what you hear and learn, you can extend your intellectual and emotional reach across time, class, race, sex, and geographical divisions (p.1).

Therefore, interviews were utilised in this study, since they provide a good opportunity to hear and know people’s ideas.  The interviewing of parents was conducted before the project commenced and then again after it was completed.  The interviews were used to find out about the parents’ attitudes towards their children’s intelligences, expectations of their children’s future, their role as supporters, and their home learning environment (The interview questions can be seen in Appendix 4). The teacher was interviewed before and after the project in order to learn how the MI impacted on her instructional strategies, her role as a facilitator, and her cooperation with parents to encourage children’s learning and development (The interview questions can be seen in Appendix 5). Greig et al (2007) suggested that the semi-structured interview is an interview structure that can be applied in order to cover all questions and topics while still providing opportunities for interviewees to express their own comments (p.122).   Therefore, a semi-structured interview technique with open-ended questions was applied in this study in order to encourage the parents and teacher to express their ideas.  

3.6.3 The Nature of the Intervention

The intervention program consisted of three parts: Project Spectrum activities for children, a teachers’ workshop, and a parents’ workshop.   

3.6.3.1 The Project Spectrum Activities

The Project Spectrum activities were adapted to fit to the school’s context and the length of study by the specialist teachers in order to compare the children’s levels of involvement in the activities before and during the project. The five areas of the Project Spectrum—maths, science, language, music and art—were chosen to be applied to their afternoon classes.  Therefore, this study applied the Project Spectrum learning centres and contents in order to observe the children’s areas of interest and distinct competences.  There are eight areas of children’s competences in the Project Spectrum and contents (shown in Table 3.3).  However, only 5 centres—science, music, maths, language and visual art were in the MI class in this study due to the  limitations of time, space, and materials in terms of all eight centres  supporting teaching and learning activities in the project.  
Table 3.3 - Project Spectrum’s Learning Centres and Contents

	Learning Centres
	Contents

	1.Mechanics and Construction Activities
	-Understanding of Causal and Functional Relationships

-Visual-Spatial Abilities
-Problem-Solving Approach with Mechanical Objects

	2. Science Activities
	-Short Experiments

-Long-Term Activities

	3. Music Activities

	-Music Perception

-Music Production
-Music Composition

	4. Movement Activities
	-Basic Techniques

-Body Control
-Sensitivity to Rhythm

-Expressiveness

-Generation of Movement Ideas

-Responsiveness to Music

	5. Maths Activities

	-Numerical Reasoning
-Spatial Reasoning
-Logical Problem Solving

	6.Social Understanding 
	-Understanding of Self

-Understanding of Others

-Assumption of Distinctive Social Roles

	7. Language Activities
	-Storytelling
-Reporting

-Poetic Language

-Reading and Writing

	8. Visual Arts Activities
	-Art Perception Activities
-Art Production Activities


Adapted from Chen (1998)

Therefore, most of the Project Spectrum activities in the five areas were chosen by the specialist teachers.  However, children were allowed to vote for some activities that they wanted and to select learning materials.    

3.6.3.2 Teachers’ Workshop

The teachers’ workshop was conducted by Professor Dr Yawvapa Tejakupt, an instructor at Srinakarintarawirot University who is a specialist in MI and early childhood.  The professor and researcher discussed the content of the workshop, the duration of the workshop, and the teachers’ backgrounds, including their education and teaching experience.  The workshop had the main purpose of training early childhood teachers in this school as well as any other schools which were interested in the MI theory and applying MI to their school curriculum and teaching and learning strategies.  There were 14 teachers and six teachers’ assistants from this school and 10 teachers from other schools who took part in the workshop. The workshop lasted three days at the kindergarten and consisted of an outline of MI theory and its principles, the MI classroom learning environment, and how to create activities for the eight areas of intelligence.  More details of the workshop are shown in Table 3.4.  

Table 3.4 - MI Teacher Workshop

	Workshop
	Time
	Objective
	Content

	Workshop 1

(December 5, 2010)
	9.00-15.00
	To introduce MI Theory and its principles
	- History of MI theory and its principle

- Getting to know the eight areas of intelligence 

	Workshop 2

(December 6, 2010)
	9.00-15.00
	To suggest ways of applying MI Theory to teachers’ instructional strategies and the learning environment
	-Examples of Schools that applied MI theory to their curriculum

-The Project Spectrum’s activities

- Creating learning environment

	Workshop 3

(December 7, 2010)
	9.00-15.00
	To encourage teachers to create activities for teaching and learning in the eight areas of intelligence

To support teacher professional development
	- The group of 7-8 teachers created their own teaching and learning  

- Sharing and expressing their knowledge and experience

- Discussing how to work  with parents


3.6.3.3 Parents Workshop

The parents’ workshop was conducted by Professor Dr Yawvapa Tejakupt and the school’s teachers who attended the teachers’ workshop.  The parents’ workshop focused on introducing the MI theory and eight areas of intelligence to parents and on guiding parents about their role as supporters.  The workshop lasted one day and took place at the school.  It consisted of MI theory and its principles, the MI classroom learning environment, and creating activities for the eight areas of intelligence.  More details of the workshop are shown in Table 3.5.  
Table 3.5 - MI Parent Workshop
	Workshop
December 10, 2010
	    Time
	Objective
	

Content

	Morning Workshop


	9.00-11.30
	To introduce MI Theory and identify children’s intelligences
	-MI theory and the eight         areas of intelligence

-Identifying children’s intelligences

	Afternoon Workshop


	13.00-15.00
	To suggest how parents can fulfil their role as supporters and create a learning environment at home

To discuss how to develop their children’s weaknesses and strengthen their intelligences
	- Enhancing children learning
- Creating a learning environment at home and learning resource

- Discovering children’s strengths and weaknesses so that they could get further support 


There were 32 parents, including the four parent participants, who attended this workshop.  The eight learning areas were created by the teachers in order to provide opportunities for parents to see the materials and activities of each area of intelligence and support parents to create a better learning environment at home.  
The following sections describe the research procedures. 

3.7 Research Procedures 
In the research procedures, the researcher used the action research cycle by McNiff (2002) as the model for conducting the research.  McNiff concluded that the action research cycle had four steps as follows:          

( Identify an area of practice to be investigated;

( imagine a solution;

( evaluate the solution; and

( change practice in light of the evaluation.

The following were the four phases of the study that reflect the research cycle.
3.7.1 Identify an Area of Practice to be Investigated (1 Oct – 31Oct, 2010)
After confirming all the research participants, there were several things that had to be done before starting the project, as detailed below.
The researcher identified what to learn and investigate from the study.  The MI Project Spectrum activity, the parents’ MI workshop and the teachers’ MI workshop were embedded in the school in order to see if there were any improvements to the children’s levels of involvement or parents’ attitude towards their children’s intelligences, home support and teacher practices.  Thus, deciding which questions to include in the interviews before and after the project had to be carefully planned (see Appendix 4 and 5 for parents and teacher’s interview questions). In addition, conducting the pilot study and learning to use the Lueven Involvement Scale for Young Children took place before the project started in order to be sure that the study included good interview questions and observations.
3.7.1.1 Conducting the Pilot Interview 
Clough and Nutbrown (2002) suggested that a pilot interview should be conducted before interviewing the sample, since it helps the researcher to learn what to improve in the main interview questions and how to ask good questions that bring out better and deeper information from the interviews (p.104).  Therefore, pilot interviews were conducted with one teacher and one parent from another class.  After a trial of the interview questions, they were adjusted to fit to an hour long interview and some of the wording was changed to make the questions easier and clearer for the interviewees to understand. 
3.7.1.2 Learning to Use the Leuven Involvement Scale for Young Children 

Before beginning the observation, the co-observer (another homeroom teacher) and researcher watched the LIS-YC’s DVD and read its manual in order to learn how to use it.
After a week of learning about the tool, we discussed how to complete the observation sheet.  The three trial child observations were conducted on a different group of children before observing the four children participants.  The observation sheet was adapted from the given LIS-YC form in order to check children’s involvement scale and comment on their behaviours.  
3.7.2 Imagine a Solution (1 Nov-31 Dec 2010)

The Project Spectrum activities, parents’ and teachers’ workshop were planned as the solutions of the study.  Thus, the classroom, learning materials and activities were prepared while the teachers’ and parents’ workshops were designed, as shown in tables 9 and 10.  In addition, child observations, parent interviews and teacher interviews were conducted before the project got underway in order to collect the pre-project data. 
3.7.2.1 Creating Classroom Learning Centres and Preparing Learning Materials
A meaningful learning environment was created before the project started.  The class was decorated with glass window and doors that encouraged children to touch the outside environment.  A fish pond was set up beside the classroom, allowing children to explore nature (see Figures 3.1 and 3.2).

Figure 3.1 - Fish Pond

[image: image1.jpg]



Figure 3.2 - Glass Windows and Doors
[image: image2.jpg]



The class had five main learning centres: science, maths, language, visual art, and music.  

1. Science Centre: Science tools and books were set in the centre in order to    encourage children to observe, explore and experiment through hands-on experiences (see Figure 3.3).  

Figure 3.3 - Science Centre
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2. Maths Centre: There were many games and activities to encourage children to explore mathematical concepts, including numerical reasoning, spatial reasoning, and logical problem solving (see Figure 3.4). 

Figure 3.4 - Math Centre
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3. Language Centre: This centre provided many kinds of    learning materials to promote children’s reading, writing, speaking and listening.  In addition, there was a computer in the corner that children and the teacher could use for searching the Internet or playing educational games (see Figure 3.5 and 3.6). 

Figure 3.5 - Language Centre
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Figure 3.6 - Computer Corner

[image: image6.jpg]



4. Visual Art: This centre provided a variety of art works that supported children to develop their skills and experiences in art and included a display board on which the children’s works were presented (see Figure 3.7, 3.8 and 3.9).

Figure 3.7 - Visual Art Centre
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Figure 3.8 - Art Project
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Figure 3.9 - Display Board
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5. Music: There were three kinds of musical instruments in the music centre.  In addition, there were many learning materials and games that immersed children in the relevant key abilities, including music perception and music composition (see Figure 3.10 and 3.11).  

Figure 3.10 - Music Instruments
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Figure 3.11 - Learning Materials

[image: image11.jpg]



3.7.2.2 Preparing Teacher and Parent’s Workshop
The workshops’ content were identified and scheduled.  The document and materials used in the workshop were prepared by the teachers in the school and researcher under the professor’s suggestion.                                     
3.7.2.3 Making a Convenient Appointment for Interviewing the Homeroom Teacher

The homeroom teacher was interviewed for about an hour prior to the intervention.  The questions were about her education and teaching experience, her early childhood professional practices, and her basic knowledge of the MI.   In addition, she was asked how she identified children’s interests and intelligences and how she supported the children in order to know her basic knowledge of MI Theory (Teacher Interview Questions can be seen in Appendix 5). 

3.7.2.4 Making a Convenient Appointment for Interviewing the Parents

The parents were interviewed about their children’s activities at home and areas of interest, how they could support their children, and their expectations concerning their children’s intelligences (Parent Interview Questions can be seen in Appendix 4) prior to the intervention.  The interviews lasted for about an hour and were conducted either at the weekend or when the parents collected their children at the end of the school day at their convenience.        

3.7.2.5 Scheduling Observations of Children with the Homeroom Teacher 

Prior to the intervention, observations took place in the classroom during circle time and free play in the learning centres in order to identify the children’s interests using the LIS-YC.  Below is the observation schedule for each child.  

Table 3.6 - Children Observation Schedule (Before the Project)

	Children Participants
	  Pre- intervention    (1 November- 1 December 2010)

	
	Obs 1
	Obs 2

	P (boy)
	Math  

19 Nov 2010
	Art

 5 Nov 2010

	H (girl)
	Language 

10 Nov 2010
	Science 

24 Nov 2010

	N (boy)
	Math 

4 Nov 2010
	Science 

22 Nov 2010

	J (girl)
	Music 

25 Nov 2010
	Language 

11 Nov 2010


After planning the observation schedule, the researcher and the co-observer visited their classroom and took photographs in order to illustrate the classroom activities.  Then, the researcher and the co-observer evaluated each child by using LIS-YC.  Their scores were kept confidential.  In addition, the data from the parent and teacher interviews before the project began were evaluated in order to learn the parents’ attitudes towards their children’s intelligences, parental support at home and teacher knowledge and practice.
3.7.2.6 Providing MI Teacher Workshop 

The three-day workshop was provided for all teachers and teachers’ helpers in the school.  The training had several activities to support all teachers to learn about MI theory by showing how to create and apply MI activities to their class (see Figures 3.12 to 3.17 for pictures from the training).

Workshop 1: December 5, 2010 

On the first training day, the professor gave a lecture about the MI theory and its principles and provided time after lunch for the participants to discuss the eight areas of intelligence.  The teachers asked questions to clarify any queries they had, assessed their own intelligence areas from the MI assessment questionnaire, and held a group discussion (see Figures 3.12 and 3.13 for training pictures).  
Figure 3.12 - Lecture about MI Theory
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Figure 3.13 - Group Discussion
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Workshop 2: December 6, 2010

The second day of training focused on applying MI to teaching and learning in the classroom.  Examples of the Project Spectrum activities in the seven domains were introduced to the teachers who were then allowed to create their own activities.  The teachers were divided into small group of 5-6 people.  They were assigned the task of creating their learning environment in a centre.  To make their centre, the teachers used the learning materials that they could find in their classroom, the school’s play area, and the garden.  Then, they presented it to the rest of the workshop participants (see Figures 3.14 to 3.17 for examples of how teachers created their learning environments).

Figure 3.14 - Example of the Project Spectrum Activities

[image: image14.jpg]



Figure 3.15 - The First Group of Teachers Created Science Learning Centre and Activities
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Figure 3.16 - The Second Group of Teacher Created Movement Centre and Activities
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Figure 3.17 - The Third Group of Teachers Created Math Centre and Activities
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Workshop 3: December 7, 2010

On the third day of training, each group of teachers created their own teaching and learning plans and shared their experiences and ideas with the other trainees.  The professor concluded the workshop and made suggestions for further knowledge development and gave advice on how to work with parents (see Figures 3.18 and 3.19).  

Figure 3.18 - A Teacher Shared Her Ideas How to Apply MI to Her Class

[image: image18.jpg]



Figure 3.19 - Training Conclusion
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3.7.2.7 Providing the MI parent workshop (10 Dec, 2010)

The workshop was a full-day programme that included a lecture and practical application.  The MI theory and the eight areas of intelligence were introduced by the specialist and the teachers.  There were many examples of games and activities the parents could use at home to support their children in each area of intelligence and interest.  In addition, there were suggestions of the role of the parents and how to create an effective home learning environment (see Figures 3.20-3.22 for parent workshop).  

Figure 3.20 - Books and Learning Materials for Supporting Children Linguistic   Intelligence
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Figure 3.21 - Activities for Supporting Children’s Physical Intelligence
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Figure 3.22 - Art Activities for Supporting Children’s Spatial Intelligence
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Figure 3.23 - Group Activities for Supporting Children’s Interpersonal Intelligence
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Figure 3.24 - The Teacher Guided Parents to Choose Learning Materials for Children
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3.7.2.8 Planning Curriculum and Activities for the Five Domains 

The specialist teachers studied the project spectrum activities in each area and chose 8-10 activities that could be applied to their classes.  Then, the researcher and the teachers planned activities and collected children’s work.  All activities were translated into Thai and adjusted to fit to the school’s learning materials, learning environment, and Thai culture.  Teachers introduced their new activities once a week.  The four children in this study joined in science activities every Monday afternoon, language and art activities every Tuesday afternoon, maths activities every Thursday afternoon, and music activities every Friday afternoon.  More details are shown in Table 3.7. 

Table 3.7 - Classroom Learning Centre Activities Planning

	Week
	Science (Teacher J) Homeroom Teacher
	Language 
(Teacher M)
	Art 

(Teacher W)
	Maths 

(Teacher D)
	Music 

(Teacher A)

	1
	Floaters and Sinkers
	Group Storytelling
	Texture Rubbing
	Estimating Games
	Loud and Soft Sounds

	2
	Dissolve It in Water
	Storytelling with Storyboards
	Sensory Learning
	Measures
	Name That Tune

	3
	Volume and Conservation
	Interviewing a Friend
	Looking at Nature Up Close
	Weights
	Picture the Music

	4
	Bread Baking
	Reporting the News
	Representation: Drawing without and with a Model
	Calendar Patterns
	Water Bottle Xylophone

	5
	What Temperature Will Help the Yeast Grow
	Our Own Song
	Representation: Looking and Drawing
	Addition
	Exploring Instrument Sounds

	6
	What’s the Difference between Baking Powder and Baking Soda
	Moving to Poems, Stories & Songs
	Artistry: Tissue Paper Collage
	Relating Area to Volume
	Outdoor Sounds and Instruments

	7
	Magnet Experiment
	Letter Boxes
	Exploration: Assembling a Nature Scene
	Pie Graph
	Melody Step

	8
	Five Senses
	Reading to Each Other
	Exploration: Puppets
	Bakery Shop
	Number Notation


Adapted from Chen (1998) 

After the teachers chose the activities, they prepared for their lesson planning and learning materials.  The children and parents were allowed to join in by finding materials and resources for supporting teaching and learning.  
3.7.3 Evaluate Solution (1 Jan, 2011 – 31 Mar, 2011)

After the Project Spectrum Activities were applied in class and the MI teacher and parent workshops were completed, child observations, parent interviews and teacher interviews were conducted.  The results from the observations and interviews were evaluated and compared with the situation in the pre-project classroom. 
3.7.3.1 Observing the Four Children
An observation schedule was made and the Leuven Involvement Scale was used again for the measurement of the children’s engagement level for the activities in the five domains.  The researcher and co-observer checked and reported the results on the observation sheet.  The following was the observation schedule for each child.  
Table 3.8 - Children Observation Schedule (During the Project)
	Children Participants
	The Project Spectrum Activities (January-March)

	
	Obs 3
	Obs 4

	P (boy)
	Art  (Art Perception: Sensory Learning)

11Jan 2011
	Math (Calendar Pattern)

28 Jan2011

	H (girl)
	Science (What temperature will help the yeast grow?)

14 Feb2011
	Language (Group Storytelling)

4 Jan 2011

	N (boy)
	Science (Dissolve It in Water)

17 Jan 2011
	Math (Bakery Shop)

11 March 2011

	J (girl)
	Language (Interviewing a friend)

18 Jan 2011
	Music (Water Bottle Xylophone)

27Jan2011


3.7.3.2 Collecting Children’s Work 

Teachers supported children in collecting their work in their personal files and they were allowed to choose their pieces of work, create the cover page, and express their feelings about their work.  The specialist teachers provided suggestions and comments about the children’s works (see Appendix 3 for an example of a child’s portfolio).  All the works were collected from the children’s work in the Project Spectrum Activities.  There were key abilities in each area for identifying children’s competences and interests (see details in Table 3.9).  
Table 3.9 - The Project Spectrum Activities and Key Abilities

	Langauage
	Science
	Maths
	Art
	Music

	Key Ability: Storytelling

Week 1:Group Storytelling      January 4, 2011

Week 2:Storytelling with Storyboards      January 11, 2011

Key Ability: Reporting

Week 3: Interviewing a Friend

January 18, 2011

Week 4: Reporting the News

January 25,2011


	Key Abilities: Observational skills
Identification of similarities and differences             

Hypothesis formation and experimentation

Long Term Experiment

Water Experiment

Week 1: Floaters and Sinkers   January 10, 2011 

Week 2: Dissolve It in Water    

  January 17, 2011

Week 3: Volume and Conservation      January 31, 2011
	Key Ability: Numerical Reasoning
Week 1: Estimating Games    January 6, 2011

Week 2: Measures     January 14, 2011

Week 3: Weights      January 21, 2011

Week 4:Calendar Pattern     January 28, 2011
Week 5: Addition      February 11,   2011
	Key Ability: Art Perception Activities

Week 1: Texture Rubbing      January 4, 2011

Week 2: Sensory Learning      January 11, 2011

Week 3: Looking at Nature Up Close      January 18, 2011

Key Ability: Art Production Activities

Week 4: Representation: Drawing without and with a Model     January 25, 2011


	Key Ability: Music Perception

Week 1: Loud and Soft Sound      January 7, 2011

Week 2: Name That Tune      January 14, 2011

Week 3: Picture the Music   January 21, 2011

Week 4: Water Bottle Xylophone      January 27, 2011

	Language
	Science
	Maths
	Art
	Music

	Key Ability: Poetic Language
Week 5: Our Own Song
February 1, 2011

Week 6: Moving to Poems, Stories & Songs      February 15, 2011

Key Ability: Reading and Writing
Week 7: Letter Boxes   
February 22, 2011

Week 8: Reading to Each Other     March 1, 2011


	What Makes Bread Rise?
Week 4: Bread Baking    

 February 7, 2011

Week 5: What temperature will help the yeast grow?      February 14, 2011

Week 6: What’s the difference between baking powder and baking soda? 

February 21, 2011

Short Term Experiment

Week 7: Magnet Experiment
Febuary 28, 2011

Week 8: Five Senses

March 7, 2011
	Key Ability: Spatial Reasoning

Week 6: Relating Area to Volume      February 25, 2011

Week 7: Pie Graph     March 7, 2011

Key Ability: Logical Problem Solving

Week 8: Bakery Shop     March 14,2011
	Week 5: Representation: Looking and Drawing      February 1, 2011

Week 6: Artistry: Tissue Paper Collage     February 8, 2011

Week 7: Exploration: Assembling a Nature Scene     February 15, 2011
Week 8: Exploration: Puppets

February 22, 2011
	Key Ability: Music Production:
Week 5: Exploring Instrument Sounds      February 4, 2011

Week 6: Outdoor Sounds and Instruments      February 11, 2011

Music Composition:
Week 7: Melody Step    February 25, 2011

Week 8: Number Notation      March 4, 2011


Adapted from Chen (1998)

The specialist teachers used these key abilities to evaluate children’s different competences in two areas (a stronger area and an area for further development) and provided suggestions for further learning and development in every child’s portfolio.  Teachers’ comments, portfolio assessment and children’s feeling towards their own work were important data to triangulate with the children’s LIS-YC score.

3.7.3.3 Making a Convenient Appointment for Interviewing the Homeroom Teacher
Following the project, the homeroom teacher participated in an hour-long interview in which she was asked for her opinion about the benefits and problems of applying MI Theory to the school’s curriculum.  Open-ended questions were used to interview the teacher.  The questions emphasised how the project affected the teacher’s knowledge, instructional strategies, role as a facilitator, and working relationship with parents (see Appendix 5 for Teacher Interview Questions).  
3.7.3.4 Making a Convenient Appointment for Interviewing Parents

The parents were invited to school to be interviewed and collect their children’s portfolios.  The questions focused on how the project had affected their expectations of the children and what they had learnt from the project (see Appendix 4 for Parents Interview Questions). 

All the data from the observations and interviews before and during the project were compared and evaluated in order to identify the project’s effects on the children, parents and teachers.  

3.7.4 Change of Practice in Light of the Post-Project Evaluation (1 Apr-30 Jul, 2011)

After providing the results of the study, some suggestions for further study and for improvements were identified.  The impacts of the MI project on children, parents and teachers included not only generating some ideas on how the MI project benefited the school, but also provided opportunities to identify some problems.  Thus, a further  study could look more profoundly at the ways in which MI or a new practice might provide the next step that leads to the new research cycle.

3.8 Data Collection

Several methods were used for collecting the research data.  Through observations, I was able to see the children participating in their classroom activities, such as circle time as well as in small group and individual activities.  

I took pictures of the children while they were involved in their activities.  The co-observer and I used the Leuven Involvement Scale for Young Children (LIS-YC) to measure their involvement in the activities.  Each child’s pictures helped us to capture more details for our data collection.  In addition, the children’s work and documents were collected and also used in our data analysis.  

In parents and teacher interviews, audio-recording equipment was used to record the interviews and then the researcher transcribed the answers.  The transcriptions were used to analyse the parents’ and teacher’s views.  The data collected is outlined in Table 3.10.
Table 3.10 - Data Collection in Three Phrases of the Project

	Phrase
	Methods
	Tools
	Data collection

	Before the project started
	1. Child Observations (state how many of each child)

2. Teacher Interview

3. Parent Interviews
	- The Leuven Involvement Scale for Young Children 

- Observation Sheet

- Interview Questions

- Interview Questions
	-Photos

-Note taking

- Audio- recording

- Audio- recording

	During the project


	1. Child Observations (state how many of each child)
	- The Leuven Involvement Scale for Young Children 

- Observation Sheet


	-Photos

-Note taking

-Children’s works and documents in their portfolios

	After the project
	2. Teacher Interview

3. Parent Interviews
	- Interview Questions

- Interview Questions
	- Audio- recording

- Audio- recording


3.9 Data Analysis

3.9.1 Interviews

Naughton and Hughes (2009) suggested that:

Data analysis is a process of organizing and sifting through your data, then looking for and mapping any patterns or regularities in your data as a way to interpret it (p.172).

Therefore, in this study, the data entry was carefully organised in preparation for analysis.  Inductive coding was then used to develop the data analysis.  Cresswell (2002) explained the process of inductive coding in five steps as follows: 

1. Read the raw data

2. Define the categories of data

3. Mark the data in order to create categories

4. Decrease the number of categories

5. Choose the important categories (p.6).

Thus, the data gathered from parents and teacher interviews in this project were read many times and marked by the researcher in order to code them into categories.  After reading, the interviews, the important ideas and information from each of interview questions were found. As some of the ideas and information were similar, the  researcher grouped the similar information into the same category in order to decrease the total number of categories and keep only the important ones.  There were four categories of information from parent interviews and three categories of information from teacher interviews.  The themes that were defined in each category from the interviews with both parents and teacher before and after the project were identified as shown in Table 3.11.

Table 3.11 - Themes for Coding the Interview Data

	Interviews
	CategoriesThemes for Coding the Interview Data    

	Parent Interviews

Teacher Interview


	              Before the Project                                 
Attitude
-Attitude towards the child’s 
intelligences

 -Attitude towards the child’s weakness areas               

Knowledge
-Previous training    

Expectation
Expectations of the child’s future 

Action
-Promoting the child’s learning                                                                                                                                                                      

               Before the Project
Attitude
-Attitude towards child assessments                                Skills and ethics to work with children  
Knowledge
-Education and teaching experience                                 -Specialised knowledge  
 -Basic knowledge of MI 

Action
-Teaching Approach                                                          -Supporting the child’s strength and weakness  areas 

-Reporting the child’s assessment and guiding  parents in ways to support the child
                 
	                After the Project
Attitude
-Attitude towards the child’s 
intelligences

 -Attitude towards the child’s weakness areas   
Knowledge
-Things they learn from the MI workshop

Expectation-Expectations of the child’s future           

Action
-Promoting the child’s learning         
           After the Project                         
Attitude
-Attitude towards child assessments                                -Skills and ethics to work with children  
Knowledge
-Education and teaching experience                                 -Specialised knowledge  
 -Basic knowledge of MI 

Action
-Teaching Approach                                                          -Supporting the child’s strength and weakness  areas 

-Reporting the child’s assessment and guiding  parents in ways to support the child


Therefore, the interviews outlined the impacts of the project on the parents and teacher.  While the parent interviews showed whether the parents’ attitudes, expectations, and family support had changed, the teacher interview showed the benefits and problems of MI for the teacher and how it affected her teaching and students.  The content of the before and after project interviews were compared and analysed in order to find the results.  

3.9.2 Observations

The LIS-YC was used to observe the four children before and during the project as part of the data analysis.  The photographs were taken during the children’s observations and used to illustrate the Project Spectrum activities.  The researcher and co-observer took field notes in all observations in order to use this information in the discussion of the observations and children’s LIS-YC scores.  The score in both observations of each child learning areas before the project was compared with the score during the project.  The combined scores of the four observations of each child were compared and analysed.

3.9.3 Children’s Portfolios

The four children’s portfolios were used for the analysis of their two observed learning areas (as see in Table 3.12).  Children chose samples of their own work for the project, expressed their feelings about their work, and accepted other comments from specialist teachers and parents.  These were used to evaluate their portfolios.  

Therefore, all data gathered from these four methods were triangulated in order to report the impacts and outcome of the project on the children, parents, and teacher, across many themes, as shown in Table 3.12.
Table 3.12- Identifying the Impact of the Project

	Impacts on Children
	Impacts on Parents 
	Impacts on Teacher

	-Level of engagement

-Motivation

-Areas of intelligence


	-Attitude towards children’s intelligences

-Expectations of the child’s future

-Roles as supporters and creating a learning environment at home
	-Attitude towards applying MI in the classroom

-Instructional strategies

-Roles as facilitator

-Cooperation between teacher and parents 


Therefore, each theme is discussed and the findings before and after the project compared in the findings and analysis chapter.  
3.10 Ethical Issues

Since this action research involved people, especially young children, I was very careful about ethical issues at every phase of the study.  

3.10.1 Before the Project

Before the researcher started to do the project, university approval for the study was granted.  Both the parents and children were asked to join the study. They were informed of what would happen if they decided to join the research and the right to withdraw at any time was stressed.  Parents and teacher participants were given the research information sheet in Thai to inform them about the details of the research procedures, as well as why they had been chosen, how the data were to be collected, and what the benefits and disadvantages of joining the research might be. They were also informed about their rights to refuse to answer uncomfortable questions and to withdraw from the study at any time. Their personal information was kept confidentially in a safe place.  Only the first letters of their names were used in this project in order to protect their anonymity.  Children who had been chosen had to get their parents’ permission to join the study.  The details of the study and what would happen to the children during the research was relayed to parents.  
The interviews before the project were well prepared by piloting the interview questions.  The interviews with the parents and teacher were conducted in Thai at a time convenient to the participants.  Permission to take photographs and make audio-recordings was requested before the interviews.  The interviews took place either at a weekend or at the end of a school day, depending on the preference of the parents and teacher. The interviews were conducted at the school office or coffee shop at a quiet time when there would be no interruptions by other people. 
3.10.2 During the Project

During the research, the observations of children took place in natural settings.  I was very careful of the children’s sensitivity to strangers.  Therefore, before conducting the observations, I joined in some activities with the children in order to make myself a normal part of their environment.  Moreover, I was very careful about the children’s safety, selecting appropriate materials and activities appropriate for their age, attention span, and competences.  All of the photographs were taken with the teacher and children’s permission.  Children were encouraged to create their own works, select the materials, choose which of their works should be included in their portfolios, and express their ideas about their works.  

3.10.3 After the Project

After the data had been collected, I transcribed the interviews and reported to the participants any information relating to them and gave them an opportunity to review and approve it.  Permission was received from the teacher, parents, and children to use the photos that were used in this study.  Suggestions based upon the results of the study were also provided to all participants.  
Therefore, at every stage of the project, the research participants were given their rights to know what was happening and to decide whether they allowed the researcher to use their pictures, comments and children’s works in the research.  In addition, I tried to give children the same voices and rights as the adult participants by encouraging them to vote for the activities, to choose materials, and to develop their portfolios.  These were my priority concerns for conducting the research with a mixture of young participants and adult participants.

3.11 Summary

This action research project was an attempt to identify the impacts and outcomes of applying MI to a kindergarten in Thailand.  The research design and methodology have been presented in this chapter.  At every phase of this research, the researcher was aware of and concerned about the ethics of conducting research with children.  The various methods used for data collection enabled the researcher to triangulate all data into the determined themes.  In the next chapter, the results and finding of the study are presented in three main parts, concerning the impact of the project on children, parents and teacher.     

CHAPTER 4: FINDINGS AND ANALYSIS

4.1 Introduction

In this chapter, the findings will be discussed.  To begin with, the four children’s profiles will be presented in order to provide background information on each child. The chapter then moves on to consider the way in which the project impacted upon the curriculum and pedagogical approaches in the classroom.  The outcomes of the project and its impacts on the children’s levels of engagement and motivation are then discussed, drawing on the observations of children and interviews with the teacher and parents. The chapter then moves on to consider the achievements of individual children through an analysis of their portfolios. Following that, the different findings from parent interviews before and after the project are analysed and discussed in order to see how the project affected the children’s home environment, family support and parents’ knowledge of MI. Finally, the teacher interviews before and after the project are analysed in order to examine how the project impacted on her early childhood professional, experience and MI knowledge.
4.2 Profiles of the children in the study

This study included four child participants; two boys and two girls.  Their profiles are described here.     
4.2.1P (Boy)’s Profile

Age: 5 years 2 months    

Areas of Interest: Art and Maths

Hobbies: Playing football and Thai music
Family Members

During the interview with P’s mother, she explained that P lives in an extended family environment.  The family home is a 2-storey house with a nice garden.  P receives support from everyone in his family.  There are seven people in his family, including one brother, one sister, his parents and two grandparents.  His older sister is 11; his brother is 7; and P, the youngest member of the family, is 5 years 2 months old.  His mother is 42 and his father is 48 years old.  P’s 75 year-old grandfather and 73 year-old grandmother live with them.  
The mother was an I.C.U. nurse taking care of newborn babies at a hospital in Bangkok.  The father is a Thai military colonel who works as in the Thai National Intelligence Agency.  The mother has a master degree in nursing and the father has a bachelor’s degree in National Security as well as a certificate from the American Military University.
Child’s Social Contact

P’s grandparents take care of him while his parents are working.  His brother and sister are really helpful, especially his sister.  She takes good care of two brothers.  She helps them with their homework and plays with them.  The grandmother cooks for the family and the grandfather sometimes collects the children from schools.  The father takes the children to school and collects them in the afternoon almost every day.  He helps the children with their homework, especially their English, which is his strong area.   He also stays with the children while the mother is working some nights.  The mother helps her children with their homework and plays with them when she is at home.
Parental Time Spent with the Children
 The mother does not have to work on Monday to Thursday.   She tries to hire someone to work her shift on those days.  She works only on Friday, Saturday and Sunday evening.  The father helps the children with their homework every day and encourages them to learn English with him.  While P’s older sister and brother have classes at Siam Square Centre in downtown Bangkok, P goes to school on Saturdays to study Art and Maths in the morning and then English and Music at another location in the afternoon.  After that, P and his father collect his mother, sister and brother at Siam Square Centre before dropping the mother off at her hospital for work.  On Sunday morning, after the mother goes home and takes a rest for a while, they spend time doing things together such as going for a walk, shopping, and exercising.  Then, at 8 o’clock in the evening the mother goes to work again.  

4.2.2 H (Girl)’s Profile

Age: 5 years old

Areas of Interest: Language and Science

Hobbies: Drawing and Reading 

Family Members

H’s house is a big house with a beautiful garden in Patumthani.  It is a village is surrounded by a private golf club.  There are five people in her family, including her parents, one older brother and her grandmother.  There is also a maid in the household.  Her brother was 6 and H was almost 5 years old.  The mother was 40; the father was 42; the grandmother was 73; and the maid was 20 years old.  

The mother is an engineer. She works for a telecommunication company as a Technical Project Manager.  The father is an engineer in a different company.  Both of the parents have a master’s degree in Engineering.
Children’s Social Contact

The grandmother helps the parents take care of the children in the evening before the parents get home.  The maid does all the housework and cooking for the family.  The father drives his daughter to school.   He helps her with her homework while the mother helps H’s brother prepare for his test at school.  The mother spends an hour with her daughter reading or preparing her for the elementary entrance examination.  H plays with her brother in the garden for two hours before the mother gets home.  They play ball and hide and seek or ride their bicycles.

Parental Time Spent with the Children

The mother starts work quite late at about 10 a.m., so she has time to dress her children while the maid prepares breakfast for them, before she goes to work.  They meet again at 7 p.m.  In some weeks, she has to work the whole night starting at 10 p.m.  When that happens, she has the following day off the next morning.  Therefore, whenever she has free time it was her children’s time to help them with homework, play with them, and put them to bed.  Every Saturday is a special activity day.  The children attend classes that they have chosen and requested.  They mostly go shopping, ride their bikes or playing at home on Sunday.  They wait until the school’s breaks to travel out of town.
4.2.3N (Boy)’s Profile

Age: 5 years old

Areas of Interest: Maths and Science

Hobbies: Playing computer games and watching TV 
Family Members

N lives with his parents in Bangkok.  His grandparents’ house (his father’s parents) is next door.  His father workplace is in Nonthaburi close to the grandmother’s house (his mother’s parents).  Because N’s school was in the same village as the grandparents’ house, N’s grandparents take care of him in the early morning before he goes to school and in the evening before his father collects him from the grandparents’ house.  There are five people living in his grandparents’ house, including his grandparents, uncle, aunt and his four years old cousin (his aunt and uncle’s daughter).  N has an older brother who was 9 years old.  Both of his parents were 40 years old.  His grandfather was 71 and his grandmother was 65 years old.  His brother’s school was a Catholic school in Bangkok that was not very far from his mother’s work place. Therefore, the mother always takes care of his brother while the father always takes care of N with a helping hand from the grandparents. 

Both parents are engineers.  The mother works as a Chief of Technology for the Bank of Thailand. The father works as a researcher at NECTEC.  The mother has a master’s degree in Engineering and the father has a doctoral degree in Engineering.

Children’s Social Contact

The grandmother helps the parents take care of N in the morning and evening.  The father drops N off at his grandparents’ house before he goes to work.  The grandparents prepare his breakfast and take him and his cousin to school.  In the afternoon, the grandparents collect them from school and prepare his dinner, help him with his homework and test preparation, help him take a shower and take care of him until his father collects him in the evening.  Normally, he does not have much time to play with his cousin since he studies with the grandmother.  She has to let his cousin play by herself since she wants him to concentrate on his work.  N likes to play with his older brother since they both like to play computer games, Lego and monopoly when they are at home.

Time Spent with the Children

Even though N lives with his parents, his weekdays are mostly spent at school and at his grandparents’ house.  Therefore, the grandparents play an important role in taking care of N and supporting his learning at home.  On the weekend, N and his older brother have classes on Saturday and they always go to the park for riding their bicycles and swimming on Sunday.  They sometimes go to the beach and stay over night.  

4.2.4 J (Girl)’s Profile

Age: 5 years old

Areas of Interest: Music and language

Hobbies: Reading books and watching TV 

Family Members

J is the only child in the family.  She lives in her grandparents’ house, which has plenty of space including large indoor and outdoor playing areas. J lives in an extended family.  There are five people living in her house, including her father, mother and grandparents.  Her grandmother was 60 years old and her grandfather was 62 years old.  

J’s mother works at the Department of Land and her father works as a banker. Both of them have a bachelor’s degree in accounting.

Children’s Social Contact 

The grandmother helps the parents take care of J in the morning and evening.  She prepares breakfast and dinner for J and takes her to school.  In the afternoon, the grandparents collect her from school and prepare her dinner.  The mother gets home at around 5 p.m.  Then they have dinner together.  After that, the mother bathes her and helps her with her homework.  The father gets home at around 8 p.m.  J plays with her father, reads books and watches TV after finishing her homework.  
Time Spent with the Children

Even though J lives with her parents, she is mostly taken care of by her grandparents on weekdays.  Her mother helps her with homework and plays with her, but her father works far from home and so has less time to spend with his daughter during the week.  In contrast to weekdays, J spends a lot of time with her parents at the weekend. On Saturday, she helps her mother do the laundry and hang up the clothes.  Then she watches TV with her father.  On Sunday, they go to the father’s parents’ house to visit the grandparents.  Some weekends, they go to the beach, a park or a shopping mall.

In the following section, the impact of the project on pedagogy and curriculum is discussed, before considering the impact of the project on children’s motivation and engagement.

4.3. Impact of the project on pedagogy and curriculum

The example activities of each learning area and the description of activities before and during the project are presented below. Observations of children and examples of their work are used to illustrate the changes made as a result of the project.
4.3.1 Art

Art Activities before the Project

Figure 4.1 - Art Work before the Project

[image: image25.jpg]



The teacher showed the children how to make a Christmas tree.  Children were assigned to make the Christmas tree from an ice-cream stick and add some decorations by using beads and buttons.  Every child produced the same art work.  

Art Activities during the Project
Figure 4.2 - Art Work during the Project
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The teacher brought many kinds of fruits and asked the children to sort them.  The children used their own ways of categorizing the fruit, such as by colour, taste, texture and shape.  P chose an apple to draw.  Then, he tasted the apple and drew it one more time.  Finally, everyone shared their ideas about their works.

Figure 4.3 - P’s Drawing before and after Tasting, Smelling and Touching the Apple
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The activity before the project seems to be teacher directed and it emphasis on the object rather than on the process of learning.  In the MI project activity, children have more chances for making decisions, using their five senses to learn and sharing their experiences with others.  

4.3.2 Science

Science Activities before the Project

Figure 4.4 - Science Activity before the Project
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The teacher talked about the differences of soil, sand and pebbles.  Then she conducted the water permeable experiment in front of the class.  The children observed the experiment.

Science Activities during the Project 

Figure 4.5 - Science Activity during the Project
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The teacher asked the children the meaning of dissolution.  Many kinds of things were then provided for everyone to choose for dissolving in the water experiment.  Then, the children record the results of their experiment and shared their results with the class.
The major difference of science activities before and during the project was the learning by doing concept.  Children in the regular class watched and observed the teacher conduct the science experiment but the children in the project chose the materials to be used in the experiment, conducted the experiment themselves, and recorded the results of their experiment by themselves. 

4.3.3 Mathematics

Maths Activities before the Project 

Figure 4.6 - Maths Activity before the Project
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The teacher introduced many kinds of shapes to the class.  Then, she cut out the shapes and gave them to the children.  They had to match pictures with the shape and sizes of the cutout paper shapes.
Maths Activities during the Project
Figure 4.7 - Maths Activity during the Project

The children played and pretended to have a bakery shop.  They made the menu and set the prices.  They used money to pay when they made purchases and received change.  Then, they wrote down what they had bought and how much money they had left (See Figure 4.8).

Figure 4.8 - P’s Shopping Record
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The classroom maths activity required the right answer for each item but the project maths activity was play-based learning and allowed children to set the price of the food items in the bakery and decide what to buy.  In this way, they could determine the level of difficulty by themselves.  Children worked in teams in the project.  While the sellers helped each other to set the prices, count the money and give the change, the buyers supported one another to calculate the money left and recorded the results in their shopping record.

4.3.4 Music

Music Activities before the Project 

Figure 4.9 - Music Activity before the Project
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The teacher introduced a new song for the children.  They sang the notes of the song together and played Thai musical instruments.

Music Activities during the Project
Figure 4.10 - Music Activity during the Project
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The teacher and children poured different volumes of water into several glass bottles.  The children then used items made of many kinds of materials to hit the glass bottle and talked about the different sounds they made. Next, the children worked together to create a song by playing the glass bottle xylophone.

While the classroom music activity was a lesson of learning to play a song on an instrument, the project music activity provided chances for the children to create their own song and try to make different sounds by using objects made of many different kinds of materials.  

4.3.5 Language
Language Activities before the Project
Figure 4.11 - Language Activity before the Project
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Children listened to a story and answered questions related to what they had heard.  Then, the teacher recorded their answers on the board.

Language Activities during the Project
Figure 4.12 - Language Activity during the Project
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Children chose a news item to watch.  They decided to watch a news report about the King of Thailand.  Then, they recorded what they learned from the news report by drawing.  They reported the news to the class.

The children had more opportunities to make decisions during the project activities.  They had chances to choose the news they were interested in, ways to record what they learned, and ways to report the news.  
From the example of the project activities, it can be seen that the teacher provided more child-centred experiences including hands-on experiences, play-based learning and collaborative learning as well as guidance and support from the teacher, all of which motivated the children to engage more in the activities.  There were three key ways in which the activities drew on the good practice outlined in the literature in the previous chapter.
Firstly, the project activities were hands-on experiences that encouraged children’s motivation and engagement.  Hassan and Maluf (1999) concluded that a child-centred learning environment in Project Spectrum supported children to explore and develop their multiple intelligences through hands-on experiences enriched with choices and practices in each learning area.  Armstrong (2000a) stated that MI teachers provided hands-on experiences and a range of techniques in their instructional strategies that promoted individual child learning and competence.  Thus, hands-on experiences were an effective way of motivating the children’s enjoyment of learning. 
Secondly, the project’s play-based activities encouraged the children to learn with fun, which also positively affected children’s motivation.  Peltzman (1998) reported that there were many early childhood educators including Robert Owen (1771-1858), Margaret McMillan (1860-1931) and Rachel McMillan (1859-1917) who concluded that children learn best through playing (pp.77-86).  Dewey (1944) stated that play-based learning supported children to learn things through more fun activities that helped make learning easier (p.194).   Goodine (2010) supported this stance by showing that playing was a natural way to encourage children to learn and it influenced children’s future success in school (p.70-71). Gangi (2011) stated that in MI classrooms, children were allowed to make choices regarding the activities, and this enhanced their motivation to engage in the activities and attempt to complete their works (p.43).  Thus, children had more opportunities to play and learn from the MI classroom learning environment.  Thus, play-based activities positively affected the children’s motivation since they were used as a tool to facilitate learning through the children’s natural impulses. 
Thirdly, collaborative work with friends, teachers and communities encouraged the children to help one another, promoted their learning of the skills required for collaboration and supported them to engage more in the activities. Children were assigned to work in large groups, small groups and pairs in the project activities more often than in their regular classroom activities.  Therefore, there were more chances for them to interact with friends and teachers.  Curtis and Cater (2011) concluded that playing and working with friends encouraged the children to develop their understanding of rules and routine, value the contributions made by members of the group and develop their self-regulation.  Dewey (1990), Williams (1979) and Vygotsky (1978) valued social interaction as an important aspect of the child’s development.  The children’s interactions with people promoted the children’s learning and developed their social skills, helping them to live with others in their society which amplified their own knowledge and skills which enhanced children’s learning in an enjoyable environment. 

Table 4.1 provides a summary of the differences in approaches adopted in the MI project in comparison to the classroom approaches prior to the project.
Table 4.1 - The Difference between the MI Project and the Regular Classroom
	Class
	Classroom

Environment
	Instruction
	Assessment
	Teachers

	Regular 
	- 4 learning centres including maths, language, manipulative and art centres.


	- Teacher-directed 

- Demonstrations showing the children how to do the activities and  get the right answer

- Mostly, the entire class does the same activity
	- Paper tests

- Portfolios
	- Homeroom teacher teaches in the classroom

- The music and Thai dance teacher teaches in music and Thai dance classes once a week

	MI Project 
	- 8 learning centres in eight areas of intelligence
	- Child-centred

- Hands-on activities

- Open-ended 

-Play-based

- Children encouraged to make decisions and choose the activities they are interested in  
	- Portfolios

-Observations
	- Homeroom teacher and specialists teach together in each area of intelligence including science, maths, language and art


From Table 4.1, it can be seen that the four major differences between the regular classroom and the MI Project were the learning environment, method of instruction, forms of assessment and teachers’ roles, all of which could affect the children’s engagement levels. In the following section, the impact of the project on children’s levels of engagement in activities is outlined.

4.4. Impact on Children’s Engagement and Motivation

4.4.1 LIS-YC Scores

The four children’s LIS-YC scores before and during the project were compared and analysed.  The children’s works in their portfolios were used as evidence to support the LIS-YC scores.  (See Appendix 2 for observation sheets).
Each child was observed twice before and twice during the project.  The LIS-YC was used to observe the children’s level of motivation.  According to Laevers (1994b), the LIS-YC has a 5 scale rating system that is described as follows.

          Scale Rate 1: No Activity

          Scale Rate 2: Frequently Interrupted Activity

          Scale Rate 3: More or Less Continuous Activity

          Scale Rate 4: Activity with Intense Moments

          Scale Rate 5: Sustained Intense Activity (p.7).

The four observations of each of the four children were used to analyse the impact of the project on the children’s motivation and engagement.  The LIS-YC scores before and during the project are shown in Table 4.2.
Table 4.2 - Children’s LIS-YC Scores before and during the Project

	Children’s name
	Learning Area
	LIS-YC score
	

	
	
	Before the Project
	During the Project     
	Progress

	
	
	R1
	C1
	U1
	R2
	C2
	U2
	(U2-U1)

	P (boy)
	Art

Math *
	3

3
	3

3
	3

3
	5

4
	4

4
	5

4
	2

1

	H (girl)
	Language

Science *
	3

4
	3

3
	3

4
	4

5
	4

5
	4

5
	1

1

	N (boy)
	Math *

Science
	4

5
	4

5
	4

5
	5

5
	5

5
	5

5
	1

0

	J (girl)
	Language *

Music
	3

3
	3

3
	3

3
	4  

4
	4 

4
	4

4
	1

1

	Inter-Rater 
	Reliability
	
	87.50%
	
	
	87.50%
	
	


Note:  1) R =Researcher; C=Co-observer; and U=Unanimous Agreement


2)  * = the Strong Area of Each Child

The LIS-YC scores from the four observations of each child in this study showed that all four children’s signals of involvement including concentration, energy, complexity and creativity, facial expression and posture, persistence, precision, reaction time, verbal utterances and satisfaction when he or she engaged in the project activities were higher than when he or she engaged in the normal class, with the exception of N’s engagement in science. From Table 21 above, it can be seen that all 4 children had higher LIS-YC scores in observations 3 and 4 during the project spectrum activities (apart from N’s science activities). Each individual child’s progress is discussed as follows.
Firstly, P’s results showed that he made a lot of progress, especially in art.  His score before the project was 3 but this rose to the highest level at 5 during the project. His maths score also increased from 3 to 4.  It can therefore be concluded that the project activities might have contributed to his score improvement.

Secondly, H also had improved her score in both language and science.  The rise in her involvement might indicate that science could be one of H’s areas of interest.  In addition, the project language activities enhanced her enjoyment of learning language, which also resulted in an increase her score from 3 to 4.

Thirdly, N was already had scores of 4 and 5 in maths and science before the project.  However, all of his engagement scores during the project were 5, indicating total engagement in the activities.  Thus, the project had no affected on his science learning since he had high concentration, motivation and pleasure in science both before and during the project.  
Fourthly, J had scores of 3 in both language and music before the project.  The improvement of her scores to 4 in both areas during the project might show that her interest in these activities increased. 
It was therefore possible to consider that the children’s science, art and maths improvement might be brought about by the project activities in terms of the quality of teaching and the learning environment as well as the teaching strategies and the support from the teacher.  Many previous studies confirmed that the Project Spectrum activities and assessment encouraged children to be more engaged, to find their interests and to develop their multiple intelligences through the support they received from their families, schools and communities (Chen et al, 1998; Jung and Kim, 2005; Hassan and Maluf, 1999). Evidence from the child observations as well as from the parents and teacher interviews, outlined in the next section, further indicated that the project positively affected the children’s engagement levels. 
4.4.2 Evidence from Interviews with Parents and Teacher 

Additional evidence to support the view that the project positively affected the children’s engagement levels can be found in the teachers’ and parents interviews. In the interview, the homeroom teacher’s comments supported this observation by indicating that the four children were very interested in the project activities:

I saw that the children enjoyed learning in most of the activities in the project. They always asked questions, discussed the activities with their friends and were so enthusiastic about the activities, especially the science experiment. The project provided more fun things to do with less emphasis on the content.

In addition, the parents’ interviews indicated that their children liked the project activities.  J’s mother said that:

          I like the activities of the project.  My daughter always tells me the fun activities she did in the project.  She tried some activities at home including the water bottle xylophone and guessing the name of the tune on the piano.  She was happy when she got more right answers than me.  I think she likes to do hands-on activities in the project.

H’s mother confirmed that her daughter enjoyed engaging in the project activities:

 My daughter likes the activities in the project very much.  If you have a plan to apply them to the school curriculum in the future, I think the children will have a pleasurable time.
Similarly to P’s mother, she found that P was very interested in the project activities.

I just want to know what the teachers did in the project and howthey did it.  My son didn’t want to miss any of his classes.  He was so excited about each new activity.  He didn’t talk much about the class, but I could tell that he was interested in the activities.  Thus, it would be great for me to observe the classes sometimes.  

In addition N’s grandmother said that her grandson liked the project activities and tried them at home.
It is good to know that N had fun in the project.  He talked a lot about the science experiments and he wanted to do them at home.  For example, one day the teacher did the dissolution experiment.  He asked me to find things around the house to test if they would dissolve in water.  Therefore, I think the project activities are fun for kids.  
The four children’s LIS-YC scores, teacher interview and the parent interviews also confirmed that the activities in the project were more fun and interesting for the children, which encouraged their motivation and learning. In addition, the teacher mentioned that using homeroom and specialist teachers in the MI classroom also made the lesson more interesting for the children, resulting in another means of increasing the children’s engagement levels.  

The homeroom teacher in this study mentioned the following benefits of having specialists work with her in her MI classes:

When I first asked our art specialist to help me with an art project, I had a better chance to talk and get to know her than before.  As a result, my art project on that day was very nice.  The children got the right guidance and I got a new technique from the class.  In addition, the MI project stimulated teachers to look at each child in multiple ways and encouraged teachers to prepare and present the activities in fun and creative ways.

Thus, specialists were shown to be effective at supporting homeroom teachers and children.  Ardzejewska et al. (2010) found that the combination of using subject specialists and generalist teachers in primary government schools in New South Wales could facilitate students to acquire a deeper degree of knowledge than by using generalist teachers alone (p.216).  Cambell, L. and Cambell, B. (1999) concluded that an MI curriculum was applied successfully at Russell Elementary School in Lexington, Kentucky.  Specialists were hired to support teachers in order to make the classes more interesting and support the children’s multi competences.  A performance-based test was applied in order to provide more opportunities for children to discover their intelligences and the MI instruction was found to be able to motivate the children’s learning, improve their academic achievement and reduce their behavioural problems (p.14-16).  

The homeroom teacher expressed positive feelings about having an art specialist support her teaching, saying that the specialist made her teaching more professional, interesting and fun for the children.  The art specialist provided valuable support for her own limited skills, knowledge and experience of teaching art.  From their interviews of primary generalist teachers in Australia, Alter et al. (2009) found that the teachers believed their teaching skills and abilities were affected by their different levels of skills and knowledge in creative arts.  They stated that specialists could assist their teaching (p.25). Therefore, the combination of the homeroom teacher and specialists in MI classes might also be a factor positively affecting the children’s levels of engagement and motivating them to engage in the activities.  In support of this finding, Laever and Heylen (2003) stated that teachers’ competence affects children’s involvement.  However, the children’s characteristics would also have an important effect on their involvement scores.  Therefore, the differences in the involvement scores of each child might also come from his or her own interest areas, feelings, thoughts and values of each learning area.
It can be concluded from this that the changes in the learning environment, teaching strategies used and social interaction promoted in the project might be factors in the children’s levels of engagement. All together, the evidence considered so far suggests that the project make a difference to the quality of children experience in the classroom.  The LIS-YC scores of the four children showed that they benefitted from the project’s child-friendly environment and the right support received from the teacher. The four children’s learning and skills development as a result of the project activities are discussed further in the following section, in which the individual children’s achievements during the project are considered in detail.
4.5 Impact of the project on children’s Knowledge and Skills 

In this section, two sources were used to assess the four children’s learning in the project’s activities: teacher’s comments in the children’s portfolio and observations.  Children’s knowledge and skills development in the project activities were evaluated by using the project spectrum key ability assessment.  A comparison of the score of each child’s key abilities before and during the project is discussed in the following section.
4.5.1. Child P
Evidence indicating the extent to P’s art and maths skills were developed during the project came from the specialists’ comments in his portfolio and his key ability assessment from the observations results. The specialists in these two areas provided comments in his portfolio.  The art specialist commented:
P was confident when doing art activities.  He could create his art works and apply the teacher’s advice to his works very well.  He expressed his achievements through his works.  Even though some of his works were not very neat, they showed that he had good creative thinking and observation skills, which were the basic requirements for being good at art. 
Thus, the art teacher confirmed that he had the necessary art skills that might allow him to develop his competence in the area of art in the future.  His art portfolio showed that he paid attention to his work.  The following picture shows his competence in art.
Figure 4.13-4.15- P’s Art Works
Figure 4.13 - Puppet
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Figure 4.14 - Assembling a Nature Scene
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Figure 4.15 - Looking at the Nature Up Close
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The art specialist also checked P’s visual arts ability in his classroom activities comparing to the project portfolio as seen in Table 4.3 and the visual art scoring criteria in Appendix 6.

Table 4.3 - P’s Key Ability Assessment: Visual Arts

	 Visual Arts Ability
	Score
 (Before the Project)
	Score

 (During the Project)

	
	1 

Low
	2

Average
	3

High
	
1              2           3      

  Low       Average   High

	Representation: The ability to create recognisable symbols for common objects (e.g., people, vegetation, houses, animals) as well as the capacity to coordinate these elements spatially into a unified whole (Feinberg, 1987)

-Basic Forms (drawing, detailed features and proportion)

-Colour

-Spatial Integration
	
	(
(
(
	
	(
(
(

	Exploration: The extent to which flexibility, generativity, inventiveness, and variations are reflected in the child’s designs, representational drawings, and in the use of art materials (Feinburg,1988; Fienburg, personal communication, May 15, 1990; Gardner, 1980; Goodman, 1988; Strauss, 1978).

-Colour

-Variations

-Dynamics
	
	(
(
(
	
	(
(

(

	Artistry: The capacity to utilise the various elements of art (e.g., lines, colours, shapes) to depict emotions, produce certain effects, and embellish the drawings (Feinburg, 1988; Feinburg, personal communication, May 15, 1990; Gardner, 1980, 1988; Winner, 1982).

-Expressivity

-Repleteness

-Aesthetic Sensibility
	(
(
	(

	
	(
(
(


Source: Adapted from Krechevsky (1998), pp.159-162.

From Table 4.3, it could be concluded that P’s art competences were improved during the project.  The project art activities might have encouraged his art competence.  Krechevsky (1998) indicated that in the Project Spectrum, children’s art competence could be evaluated in a variety of ways including representation, degree of exploration and level of artistry.  Before the project, P’s art representation and exploration skills were placed at level 2 while his art artistry skill was placed at level 1 and 2. His art works in the classroom were evaluated by the art specialist, who explained his art competence prior to the project was at a moderate level.  He used many colours, shapes, lines and patterns in his art works, but not very effectively and in a limited variety of ways.  He was placed at level 3 for his use of colour in terms of presenting realistic colours and using many colours to present moods and create colourful pictures. Therefore, P’s art competence improved during the project.
There were many reasons for this improvement, including the benefit of receiving guidance from an art specialist teacher and joining the art project activities.  This project confirmed the importance of having art specialist teachers to support the homeroom teacher to develop more challenging activities and provide guidance for the children on improving their works.  Children clearly need an art teacher rather than a professional artist to help them develop their art talents, since the art teacher has knowledge in art as well as in children development and can provide expert feedback to nurture the children’s art competence (Kay, 2008, p.21).The lack of visual art skills, training and experience might be one of the problems for early childhood teachers in terms of teaching art and developing the children’s art competence (Eckhoff, 2008, p. 463).  P’s art portfolio demonstrated his art competence in a wider variety of ways during the project than could be seen in his classroom art activities.  Evidence shows that P’s score improved, especially in his level of artistry in terms of choosing colours, pattern and embellishments to develop his work.   From this, it can be interpreted that the art specialist teacher might have provided fun activities, useful guidance and choices for selecting the materials to improve P’s art competence.
The homeroom teacher said this about the art specialist teacher:
When I first asked one of our teachers to help me with an art project, I had a better chance to talk and get to know her than before.  As a result, my art project on that day was very nice.  The children got the right guidance and I got a new technique from the class.
From the above statement, it can be concluded that the fun and meaningful project activities supported P’s art competence.   The project met the criteria of good practice outlined by Jalongo (1999), who suggested that the teacher should understand  differentiation among children, evaluate them based on their ability, decrease art work guided primarily by the teacher instructions, emphasised preciousness and avoid fine art to make the children’s learning do art enjoyable and enhance children’s enthusiasm (p.205). As a result, the project improved P’s art ability and might further strengthen his art competence in the future.
Another area that P had been observed in was maths, which was an area he liked. According to Schmidt (2007), she noted that children who had logical/ mathematical intelligence enjoyed playing number games, estimating, measuring and calculating (p.7).   The maths specialist gave the following comments:
P was interested in maths activities.  He always had fun when joining in all activities.  He learned maths concepts very fast and he also had good basic maths skills, such as numbering, calculating and estimating.  He tried several ways to find the answers and asked the teacher questions only if he could not solve the problems himself.  He always paid attention to what the teacher taught in class.
In addition, his maths portfolio in Figures 4.16-4.17 was viewed as supporting the specialist’s comments, as below.
Figure 4.16 - Measuring
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Figure 4.17 - Addition


To evaluate maths ability, three major skills including numerical reasoning, spatial reasoning and logical reasoning were used. The teacher assessed his maths ability as seen in Table 4.4 and the maths scoring criteria in Appendix 7. 
Table 4.4 - P’s Key Ability Assessment: Maths
	Maths Ability
	Score

Before the project
	Score

During the project

	
	1

Low
	2

Average
	3

High
	1

Low
	2

Average
	3

High

	Numerical Reasoning:

- Calculate

- Estimate

- Quantify objects and information
	
	(
(
(

	
	
	(

	(
(

	Spatial Reasoning:

- Find spatial patterns
	
	(

	
	
	(
	

	Logical Problem Solving

-Generalise rules
	
	(

	
	
	(
	


Source: Adapted from Chen et al. (1998), pp.156-157.

The evidence showed that the project increased his score from 2 before the project to 3 during the project in some areas.  He was mostly able to show his understanding of numerical reasoning.   His participation in the project activities showed that his mathematical competence was greater than had been in activities prior to the project with a significant difference in P’s mathematics skills in numerical and reasoning.
According to Chen (1998), they indicated that the Project Spectrum math activities emphasised a “hands-on”, “minds-on” approach that were skills of “children’s everyday mathematics”.  In addition, they emphasised the need to relate mathematics skill learning to children’s real life experience (p.139).Ginsburg (2006) and Cheeseman and Clarke (2007) suggest that children’s everyday mathematics promoted children learning of math concepts with fun and motivation rather than math worksheets and exercises for children.  Relating this back to P, the maths worksheets and exercises for children before the project never gave him opportunities to choose the level of difficulty that matched his own level of competence.   
The maths specialist teacher confirmed that P had the confidence to do the maths activities himself in the project, since he had opportunities to choose the level of difficulty to match his own level of competence and this sense of control enhanced his confidence to complete the activities.  
4.5.2 Child H

Important pieces of evidence including H’s portfolios and the teacher’s comments helped me to identify H’s areas of intelligence. Her portfolios for language and science clearly showed her competence lay in these two areas. 
For her language competence, Figure 4.18-4.19 showed that H totally changed the story of Little Red Riding Hood and made up the story before telling the story to the class during the project.
Figure 4.18 - H’s New Story


H said that the wolf was hiding behind the tree while her mother was going to visit grandmother.

Figure 4.19 - H’s New Story
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She got in her house and locked the door.  The wolf could not get in the house so he could not catch the girl to eat.  Then, he gave up.

The teacher assessed her language ability and confirmed her good competence in language, especially in terms of reading and writing, as follows:

H was not one who talked a lot but she could express her thinking through drawing, writing and acting.  When she talked in class, she spoke with a soft voice that was hard for me to hear.  In contrast, when she played with her friend, she used a loud voice and talked a lot.  She seems to be shy when she is encouraged to speak but she seems to be confident when she does the activities.  She liked to read, write, draw and dance or create gestures as well as stories, songs and poems.  She had good creative thinking and imagination.

With the statement of Schmidt (2007) in mind that children who have linguistic intelligence normally like to collect new words, enjoy reading and telling stories and have good memories when listening to stories, it confirmed that H showed a little progress in some criteria (use of narrative voice and accuracy of content) and only maintained the same level of progress in others as seen in Table 4.5 (See Appendix 8 for language scoring criteria).
Table 4.5 - H’s Key Ability Assessment: Language

	Language Ability
	Score

(Before the Project)
	Score

(During the Project)

	
	1

Low
	2

Average
	3

High
	1

Low
	2

Average
	3

High

	Invented narrative/storytelling:
- Nature of Narrative Structure

- Thematic Coherence

- Use of Narrative Voice

- Use of Dialogue

- Use of Temporal Markers

- Expressiveness

- Level of Vocabulary

- Sentence Structure
	(

	(
(
(
(
(
(
(
	
	
	(
(
(
(
(
(
(
(
	

	Descriptive language/ reporting:
- Entry into Activity

- Accuracy of Content

- Sense of Structure/Theme

- Complexity of Vocabulary/Level of Detail

- Sentence Structure
	
	(
(
(
(
(
	
	
	(
(
(
(
	(


Source: Adapted from Krechevsky (1998), p.52 and p.63

The difference that the project made to H was that she became more confident when talking in front of the class, not only in her use of the narrative voice with occasional elaboration or explanation of the action of her story, but also in the identification of the main events from the story. 
From Table 4.5, the application of the project did not have a significant effect on H’s language achievement, as measured during the project.  She could remember her story, understand most details and report the story accurately.  From the teacher’s comments and assessment, it is seen that H did not like to speak in front of class, but she could read, draw and write to express herself or report information in class.  Therefore, it was so difficult to identify or measure progress in her story telling skills since she did not talk much.  
In terms of H’s science ability, the teacher said:
H always got interested and excited in all of our science experiments.  However, she only listened and collected information from the teacher’s explanation and friends’ comments.  She seldom asked questions but when I asked her questions she could get the right answers.  I think she was too shy to speak in class. However, I believe that she liked our science activities.  

As above, the teacher confirmed that H was interested in the science experiments.  She not only paid good attention and learned the science concepts during engaging in the activities, but also did well in her science experiment report.  Figures 4.20-4.21 show H’s ability in reporting and predicting the science experiment.  
Figure 4.20 - Sink and Float Experiment
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Figure 4.21 - Water Dissolving Experiment
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It can be viewed that H had good basic science experience and knowledge.  While Krechevsky (1998) indicated that there were some differences among children in the science domain and that some children liked to explore how things work, some liked to see how things grow and others liked to classify things, this study provided only natural science and some experiments.  Thus, H’s science competences were evaluated in these two areas. The teacher also assessed her science ability as seen in Table 4.6  (the science scoring criteria can be seen in Appendix 9).
Table 4.6 - H’s Key Ability Assessment: Science

	Science Ability
	Score Before the Project
	Observations from Science Experiment

Before the Project
	Score During the Project
	Observations from Science Experiment

During the Project

	Close Observation:

1.Uses different senses

2.Notices changes in object over time

3.Records observations in various ways
	-

(
-


	H observed the teacher conducting a science experiment and paid good attention on what teacher said.  Then, she recorded the experiment on her record sheet.
	(
(
(

	H used her five senses when she did the science experiment in order to tell the difference, to explain what she learned and to conclude the results of each experiment.  

	
	1
	
	3
	

	Identification of Relationships:

1.Compares/contrasts materials, events, or both

2.Classifies objects based on various criteria
	(
-


	H could tell the similarity and differences of materials but did not have chance to do the activities.
	(
(

	H did not speak out often but she could identify the similarities and differences of materials, events and objects when the teacher asked her questions directly or assigned her to classify objects.

	
	1
	
	2
	

	Hypothesis Formation:

1.Predicts based on observations

2.Asks “what if”-type questions

3.Offers explanation for why
	(
(
-


	H could predict the results of experiments and answered some of the teacher’s questions.
	(
(
(

	H could predict the results of experiments very well in many experiments for example, the  sink and float, water dissolving and what makes bread rise.  She could answer questions and explain the reasons of why things sink and which things would dissolved in water easily.  However, she could not explain why yeast makes bread rise.  

	
	2
	
	3
	

	Science Ability
	Score

Before the Project
	Observations from Science Experiment
Before the Project
	Score During the Project
	Observations from Science Experiment
During the Project

	Experimentation:

1.Sets up experimental situations

2.Manipulates materials in novel ways


	-

-


	H paid attention to the teacher’s experimentation
	(
-


	She liked doing science experiments.  After the teacher assigned her to do an experiment, she could follow the directions in most steps and wanted to try in her own way.  However, she was not so confident when she engaged in science experiments.  She tried to watch other children to do the experiment before she would try herself.

	
	0
	
	1
	

	Interest in Naturalist Activities:

1.Show strong intrinsic interest in natural phenomena

2.Asks questions about things being observed

3.Reports experiences with the natural environment
	(
-

-
	H was interested in watching the teacher’s experiment.  However, she seldom asked questions and shared her experiences.


	(
(
(
	She was interested in doing science activities.  She did not ask many questions but she paid good attention when the teacher explained or answered her friends’ questions.  She did not talk much in the class but she could answer the questions that the teacher asked her about the experiment. 

	
	1
	
	3
	

	Knowledge of the Natural World:

1.Demonstrates an unusual amount of knowledge

2.Offers information and answers questions
	(
-


	H could answer questions that demonstrated her basic knowledge of the natural world.


	(
-
	She could answer questions that demonstrate her basic knowledge of the natural world. 

	
	1
	
	2
	


Source: Adapted from Krechevsky (1998), p.102

The science teacher assessed H’s science ability from her portfolio and her behaviour when joining in the activities before and during the project.  Table 4.6 identifies that the project had a significant positive impact on H’s science competence in relation to two criteria.  Her score jumped from 1 before the project to 3 during the project in the area of close observation and knowledge of the natural world.  The project gave her more chances to undertake hands-on experiments using her five senses to identify the differences between items and conclude what she had learned.
This evidence confirmed that the hands-on experiment encouraged the children to explore things and develop their inquiry skills, activities that lead to new questions and investigation (Smita, 2012).
The project increased H’s science scores, including an increase of one level for identification of relationships, hypothesis formation and experiment and knowledge of the natural world.  This improvement might have been the result of the small size of the class discussions and the opportunities for social interaction in the project activities, which ensured that everyone had a chance to participate in and discuss the experiments (Harlan and Rivkin, 2011).  Social interaction was considered to be an important aspect of the children’s learning and development by many researchers, as discussed in the literature review (Dewey, 1990; 1979; Vygotsky, 1978).  In the case of Harlan and Rivkin (2011), they confirmed that group discussions encouraged children to share experiences, knowledge and to learn new concept.  In addition, discussions encourage quiet children to have more opportunities and ways to engage in the activities. Consequently, H might have felt more comfortable engaging in the activities that supported her in developing her science competences.
By working together in this class, the science teacher could support the homeroom teacher with science knowledge and experiments while the homeroom teacher could help the young children in her class understand science concepts by using clear words.  Harlan and Rivkin (2011) pointed out that lacking enough science knowledge and background might be one of the reasons for homeroom teachers not providing hands-on and open-ended science activities.  However, the science teacher might also have problems with conveying science concepts to the young children.  Thus, having a science teacher to work with homeroom teacher might be a better way to support children in learning science concepts.  Another finding was that H had a better score on her interest in natural activities and exhibited better knowledge of the natural world.  Consequently, she became more interested in science and gained a deeper knowledge of natural science that might have come from receiving appropriate support from the teacher and the science teacher.
4.5.3 Child N

According to Charlesworth and Lind (1995), science partly involves maths abilities including classification, seriation, identifying patterns, problem-solving, prediction, measurement and data collection and representation.  Moreover, Gardner (1993b) identified the child who had logical-mathematical intelligence as the child who is interested in math and science and has skills in these two areas. Therefore, N was observed in maths and science areas, which have some overlapping concepts.  The maths teacher who believed that N had good skills in these two areas said:
N learns maths concepts very quickly.  He understands the number concept and calculating very well, better than his friends.  He always has questions and new ideas in the class.   

It shows that the teacher thought that N displayed very good skills in maths that were above average for children of his age.  The contents of his maths portfolio also support the teacher’s comments.  Figures 4.22 to 4.24 show N’s maths ability from the contents of his portfolio.
Figure 4.22 - Children in the Class Told N Their Favourite Colours and He Recorded Them in the Table
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Figure 4.23 - N Put the Information into a Pie Chart
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Figure 4.24 - N’s Shopping List
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The maths teacher also assessed his maths ability as high in all areas of maths skills.  Table 4.7 shows his maths ability levels (the maths scoring criteria is in Appendix 7).
Table 4.7 - N’s Key Ability Assessment: Maths
	Math Ability
	Score Before the Project
	Score During the Project

	
	1

Low
	2

Average
	3

High
	1

Low
	2

Average
	3

High

	Numerical Reasoning:

- Calculate

- Estimate

- Quantify objects and information
	
	
	(
(
(
	
	
	(
(
(

	Spatial Reasoning:

- Find spatial pattern
	
	
	(
	
	
	(

	Logical Problem Solving

-Generalise rules
	
	
	(
	
	
	(


Adapted from Chen et al. (1998), pp.156-157.

He had score of 3 in all maths criteria both before and during the project.  Therefore, it could be concluded that maths might be one of N’s dominant areas since he already had high levels of ability in all of maths criteria at the beginning.  In another words, N was particularly strong in the maths domain. Charlesworth (2005) suggested that the differences is children’s learning styles, strength areas and out-of-school experiences affected their fundamental understanding of maths concepts (p.23).  Another of N’s dominant areas was science.  The science teacher said:

N is one of the best students in the class.  He always pays attention, asks strange questions and is excited in all of our science experiments.  He has good observation and analysis skills. Mostly, he makes good conclusions from our experiments.  

Thus, with the support from his portfolio, the teacher thought that he was very interested in science and had high ability in this area.  Figure 4.25-4.26 show evidence of N’s science ability. 

Figure 4.25 - What Temperature will Help the Yeast Grow?
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Figure 4.26 - What will Happen When Putting Baking Soda in Each Glass?
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During the project, N recorded his experiments accurately.  The teacher assessed his science competence as shown in Table 4.8(the science scoring criteria is in Appendix 9).
Table 4.8 - N’s Key Ability Assessment: Science
	Science Ability
	Score

Before the Project
	Observations from Science Experiment

Before the Project
	Score During the Project
	Observations from Science Experiment

During the Project

	Close Observation:

1.Uses different senses

2.Notices changes in object over time

3.Records observations in various ways
	(
(
    -


	N paid good attention to the classroom experiment.  He often asked questions and volunteer to help.  
	(
(
(
	N had good observation skills.  He used his five senses to experiment with things.  He could predict and explain the experiment very well and he liked to draw pictures, write down the words and numbers and take photos in order to record his observations.

	
	2
	
	3
	

	Identification of Relationships:

1.Compares/contrasts materials, events, or both

2.Classifies objects based on various criteria
	(
(

	N had good observation skills.  He could explain the similarities and differences of things very well.
	(
(
	N could explain the similarities and differeces of things very well and could classify things in various ways.

	
	2
	
	2
	

	Hypothesis Formation:

1.Predicts based on observations

2.Asks “what if”-type questions

3.Offers explanation for why
	(
(
(
	N could answer most questions and often asks questions.  He could provide cause and effect of the experiment
	(
(
(
	N could predict the experiments accurately in most cases.  He also liked to ask questions and provide answer with good reasons.

	
	3
	
	3
	

	Experimentation:

1.Sets up experimental situations
2.Manipulates materials in novel ways
	(
-
	N was chosen to help the teacher doing the class experiment.  
	(
(
	N could set up science experiments from the materials around him and enjoyed conducting the experiments.

	
	1
	
	2
	

	Science Ability
	Score During the Project
	Observations from Science Experiment

Before the Project
	Score During the Project
	Observations from Science Experiment

During the Project

	Interest in Naturalist Activities:

1.Show strong intrinsic interest in natural phenomena

2.Asks questions about things being observed

3.Reports experiences with the natural environment


	(
(
(
	N enjoyed learning in every natural science activity.  He expressed his ideas and shared his science experiences to the class
	(
(
(
	N was the one who was always interested in joining in the science activities.  He liked asking questions and sharing his observations and experiments.

	
	3
	
	3
	

	Knowledge of the Natural World:

1.Demonstrates an unusual amount of knowledge

2.Offers information and answers questions
	(
(

	N could explain and answer question about the natural world. 
	(
(

	N had a good background of science knowledge especially about animals and plants.  

	
	2
	
	2
	


Source: Adapted from Krechevsky (1998), p.102

N has got higher score in the two criteria including close observation and experimentation.  In close observation, his score of 2 before the project rose to 3 during the project.  In addition, his experimentation score also increased from 1 before the project to 2 during the project.  The score of other science criteria including hypothesis formation, interest in naturalist activities and knowledge of the natural world were 3 in both before and during the project.  Thus, these results showed that the project which provided more active learning revealed his deep interest in doing activities and science knowledge.
Jung and Kim (2005) found that the child strength in one area might encourage his or her participation and development in other area of competences.  The finding from observations and specialist teachers’ comment concurred that N’s maths and science competence might facilitate performance in each another.  Thus, it was very important to find the child’s areas of strength in order to compliment the areas to develop and support the child to reach his or her highest potential.    

4.5.4 Child J

It can be concluded that the child’s music competence was not developed much in school since music ability has been considered as a talent rather than the result of academic learning (Krechevsky, 1998).  However, J’s family supported her music competence with some extra courses on weekends.
In the case of J, she was observed in two areas: music and language.  The music teacher also said:

She always has fun in my class.  I think she has had piano lessons for months at the weekends so she could understand and do the music activities in this project very well.  However, she still has problems with learning to play the right notes on the Butterfly Harp in my Thai music class even though she can remember the melody and lyrics of the songs very well.  I think very soon the more she practice, she will learn better how to play it.  

The normal music activities in the classroom were focused on how to play a musical instrument while the project fostered child initiated learning, encouraging discovery with the sound-making music materials.  Flohr (2010) suggested that active learning music classes promote children’s music competence and enhance their enjoyment of learning music, in contrast to a teacher initiated activity.  Figures 4.27 and 4.28 show J’s musical ability from the project activities.
Figure 4.27 - Song Recognition
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Figure 4.28 - She Made a Song from a Water Bottle Xylophone.
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J had a good sense of music since she not only recognised songs very well, but also paid good attention and had fun in the music classes. The teacher assessed her music ability in Table 4.9(the music scoring criteria are in Appendix 10).
Table 4.9 - J’s Key Ability Assessment: Music
	Music Ability
	Score Before the Project
	Score During the Project

	
	1

Low
	     2

Average
	    3

High
	1

Low
	2

Average
	3

High

	Singing:

1. Rhythm

- Child includes the correct number of notes

- Child makes a distinction between long and short notes

- Child keeps a regular and consistent tempo throughout the song

- Child sings notes in the appropriate beat

        2.   Pitch

 - Child’s general direction of phrases is appropriate

 - Child makes a distinction between the different phrase of song

 - Child is consistently able to jump from one note to another and   end  up in the right place

 - Child sings most of the song in tune

        3.   General

 - Child sings the song exceptionally well, in tune and rhythmically      correct

 - Child is expressive; accenting words, reflecting a mood in her  rendition, or both
        4.  Music Perception:

-Song Recognition

-Error Recognition
	(
(
(

	(
(
(
(
(
(
(
(
(
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(
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(
(
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(
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Source: Adapted from Krechevsky (1998), pp. 182-189.
From Table 4.9, it can be seen that J’s music competence showed some progress in three criteria including the ability to identify the correct number of notes, to sing from one note to another and end up in the right place and to reflect a mood in her rendition.  The score in these three criteria increased from level 1 to 2.  However, only the same level of progress in other criteria was maintained.
According to Krechevsky (1998), many have argued that music ability traditionally has not been considered an intellectual ability, but a talent or skill (Bamberger, 1991; Blacking, 1974; Davidson & Torff, 1993).  Krechevsky (1998) confirmed that differences in the children’s music background and experience affected his or her music ability. J’s singing and music perception ability were about average and she might need more practice and experience in order to enhance her music ability in the future.  
What became apparent, therefore, is that J’s music ability should be developed in the future if she receives the right support from the parents and teacher.  Another area that J had been observed in and evaluated of her ability was the language area.  The language teacher found that she did not like to join in some language activities.  She said that:
          J likes to listen to stories more than telling a story in class.  She does not like to speak or present her work in front of many people in the class but she always has something fun to share with her friends and the teacher when we talk.  She tried to finish her assigned work in my class very fast, especially if I ask her to draw or write something.  She did not want to waste time since she was in a hurry to go and play outside.  
This indicates that J might not be interested in language activities, especially speaking in front of class or writing a paper.  The teacher assessed her language ability as shown in Table 4.10 (the scoring criteria are shown in Appendix 9).
Table 4.10 - J’s Key Ability Assessment: Language
	Language Ability
	Score before the Project
	Score during the Project

	
	1

Low
	2

Average
	3

High
	1

Low
	2

Average
	3

High

	Invented Narrative/Storytelling:
- Nature of Narrative Structure

- Thematic Coherence

- Use of Narrative Voice

- Use of Dialogue

- Use of Temporal Markers

- Expressiveness

- Level of Vocabulary

- Sentence Structure
	(
(

	(
(
(
(
(
(

	
	
	(
(
(
(
(
(
(
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	Descriptive Language/ Reporting:
- Entry into Activity

- Accuracy of Content

- Sense of Structure/Theme

- Complexity of Vocabulary/Level of Detail

- Sentence Structure
	(

	(
(
(
(
	
	
	(
(
(
(
(
	


Source: Adapted from Krechevsky (1998), p.52 and p.63
From the Table 4.10, it could be observed to some degree that language might not be J’s dominant area for now.  One could argue here that there was some progress in J language competence during the project, including inventing story a related to the criteria of thematic coherence and expressiveness.  She had a score of 1 before the project and this rose to 2 during the project.  In addition, in the descriptive report, she also increased her pre- project score from 1 to 2.  However, her language ability in other criteria was about average.  Thus, she might need more practice and guidance from parents and teachers.    
It can be seen from a review of this evidence that progress during the study in individual areas of competence varied.  Children demonstrated significant improvements in some areas, but not significant progress in others. This may be due to a number of factors. The project did not cover all of the criteria used in the Key Ability Assessment charts. In some activities, some of the criteria were focused upon in greater depth than others, which may have impacted on the outcomes. In addition, for some children, the assessment tool may not have been sensitive enough to measure small improvements in relation to some of the criteria. Nevertheless, the evidence suggests that overall, most children demonstrated progress in some areas. In the next section, I move on to consider the impact of the project on parental involvement in learning.

            4.6. Impact of the Project on Parental Involvement in Learning

4.6.1 Impact on the Provision for Learning

Many previous research studies have indicated that family support is an important factor contributing to the children’s success in terms of learning and academic achievement (Dahlberg et al, 1999; Anderson, 2006; Chan, 2004).  In this study, it was found that the project impacted upon the four parents’ support for their children’s learning and development, including adjusting the learning environment at home, providing new learning materials and toys, using learning resources and letting their children enroll in courses of interest to them or introducing them to other courses which could help to balance their MI. It was seen that there were differences in how each of the four families promoted their child’s learning before and after the project.  
The differences in terms of parents’ training and experience might affect the child’s learning and competences.  According to Skwarchuk (2009), children whose parents spend time doing numeracy activities with them achieve greater numeracy success (p.196).  Thus, parents play an important role in shaping and developing their children’s competences when they spend time, share experiences and provide appropriate learning environments at home.  Fetalvero (2010) found that parents’ expectations and attitudes towards their children’s learning influenced their investment in creating a productive learning environment at home. 
The impact of the project on the learning environment for each of the individual families is outlined in the Tables in Appendix 11.  These Tables were compiled after a close analysis of the interview data. The data in Appendix 11 were then used to compile an overview of the project’s impact on the home environment and family support for all children, which is outlined in Table 4.11.
Table 4.11- Changes in How the Four Families Promoted Their Child’s Learning during   and after the Project

	Parents
	Promoting the Child’s Learning
	Discussion

	P’s Mother

H’s Mother

N’s Grandmother

J’s Mother

	Computer, TV and Media:
-The computer was used as a tool for learning and searching for knowledge in the children’s playroom.TV hours were decreased and exercise time increased.

-The mother planned to use computer games, Internet and TV more than before since these support children’s acquisition of knowledge.

 -N was allowed to play games or watch TV after he finished his online test preparation.  To support this, a new computer and TV were bought as a reward for him. The computer was moved to the study room and used for playing games.

-J was given an iPad to access learning resources from the Internet.TV hours were decreased and replaced by piano and ballet classes, shopping and eating out.
	Computer, TV and Media:
After the project, the result showed the importance of using computer for supporting children’s learning and knowledge for educational purpose rather than entertainment in the study area.

The findings require further explanation: the role of TV and media as appropriate tools for not only for acquiring knowledge, but growing curiosity.  

One could argue that after the project the parents’ limited time of using computer, TV and media may bring the children into opportunities for utilizing their time for other activities.

	P’s Mother

H’s Mother

N’s Grandmother

J’s Mother
	Outdoor Environment:
-P’s mother provided a lot of sports equipment, including badminton sets, a basketball and skipping rope to encourage outdoor playing.
-The mother would grow many kinds of vegetables in her garden in order to encourage her children to learn about nature and science.

-Many kinds of Thai herbs such as pandan, basil, and lemon grass were grown in their garden and N was assigned the duty of watering the plants so that he could learn about nature from the garden.

-The mother rearranged the garden, adding a swing and sand box to make it a pleasant place for J to play.


	Outdoor Environment:

They placed more importance on their home environment and knew how to adjust the outdoor environment to be a meaningful place for their children to learn and to encourage them to spend more time outdoors than before.  While P’s and J’s mothers emphasised  having a play area for their children, H’s mother and N’s grandmother provided nature-based  learning resources.


	Parents
	Promoting the Child’s Learning
	Discussion

	P’s Mother

H’s Mother

N’s Grandmother

J’s Mother
	Indoor Environment: 

-The study room was rearranged for the children.  The parents bought cartoons, story books and encyclopedia and put them on the different shelves.  A table and chairs were placed in the middle of the room where everyone could work and read.

- The mother will change the games and toys when her children grow up in order to challenge them.  She will also buy encyclopedia for these might enable the children to learn more things when they get older.  

- The grandmother adjusted her home.  She bought a table set for her grandson and granddaughter to study with her.  A book corner was also provided for them.

- The mother provided two rooms for J; one for study and the other for playing.  She bought a piano for J to practice and put it in J’s study room.  She also provided many kinds of books and made the room like a library.  There were also various toys and games in the playroom.


	Indoor Environment:

They rearranged their indoor environments.  They provided more learning materials, especially books for supporting their children’s learning and knowledge acquisition.  They separated play and study areas in order to provide a quiet place for study.  They tried to facilitate their children’s learning by providing table and chair sets.  J’s mother bought a piano for her daughter practice since she thought that music was her daughter’s strength.   All of this suggests the parents believe that the indoor learning environment affects their children’s learning.



	P’s Mother

H’s Mother

N’s Grandmother

J’s Mother
	Special Courses:

-Guitar class

-Reading and writing to prepare him for elementary level

-Art
-Art, science and language classes with specialist teachers

-Swimming

-English 

- Test preparation course

-Singing and Dancing (after passing the entrance test)

-Piano

-Science

-Ballet

	Special Courses:

The four parents supported their children’s intelligence areas by enrolling them in special courses and finding specialist teachers for them.  However, they were concerned about their children’s academic skills so they also provided classes for them in these areas.  



	Parents
	Promoting the Child’s learning
	N’s Grandmother

Discussion

	P’s Mother

H’s Mother

N’s Grandmother

J’s Mother
	Learning Resources:

-School library

-Book store

-Aquarium, museum and zoo

-Agro tourism

-Internet

-Book store

-Home Library

-Museum

-Trips out of town

-i-Pad for accessing the Internet at home and other places
	Learning Resources:

There were several resources that the four parents used to support their children’s learning.  They tended to used learning resources in their home, school and community.  H and J’s mothers preferred using the Internet as a learning resource.  However, from the parent interviews before and after the project, it was observed that the parents tended to use the same learning resources after the project as they had done before it.


From the information gained from the interviews, it could be concluded that the parents tried to support their children’s learning and competences.  Anderson (2006) found that parental involvement and support affected children’s success in school.  Therefore, the change in the parental support during and after the project might be one of the important factors that enhanced the children’s learning and competences.   
4.6.1.1The Changes in Parents’ Use of Computer, TV and Media

Many studies suggested that ICT support children learning and knowledge.  UK parents found that popular culture, media and new technology promoted their children’s social, emotional, linguistic and cognitive development (Marsh et al, 2005).  Here all the four families highlighted to some degree the importance of using computer, T.V., and media as tools to support children’s learning and knowledge acquisition.  
The Ministry of Education (2005) indicated that ICT has an effective way for parents, community members and teachers to support children’s wide range of practices.  It also helped communication skills, since the parents trained their children on how to use computers as a tool for learning, communicating and sharing their knowledge and ideas with others (p.17).  While children acquired knowledge and skill from using ICT, they were at risk of over-consuming the Western perspective, which might influence the children’s social values (Kay, 2008).  Thus, the children needed parents’ guidance while using computers, TV and media.  The parents who participated in this study always monitored their children so that they watched only the children’s channel and they limited their children’s time in watching the TV and using computers.  

4.6.1.2The Changes of Learning Environment at Home

According to Nutbrown (2006), parents and teachers have to provide a safe learning environment enriched with resources and activities that promote the children to discover new things (p.6).  The learning environment is “the third teacher” that should be well designed both indoors and outdoors in order to foster children’s love of nature, their play, exploration and ability to learn their responsibilities (Borgia, 1991).
After the project, the parents adjusted their home environment for both outdoor and indoor areas.  The gardens were adjusted to facilitate learning about nature or playing and exercising.  Children’s learning and development is promoted through play (Curtis, 1998; Roopnarine and Jonhson, 2005; Curtis and Carter, 2003).  As a result, the parents became more concerned about the value of their children’s play.  H’s mother and N’s grandmother rearranged their gardens to be a place for their children’s learning.  P’s mother added a lot of sport equipment to encourage her son’s outdoor play and J’s mother added a swing and sandbox to increase play and exercise time for their children.  This means that the children might have had more time to play so that they could build knowledge and skill through instructional play and use their creativity and imagination through free play.  The parents also accommodated specific rooms provided for play and for study and provided more books, learning materials and toys.   Thus, not only did the children have more working and playing space, they got more learning materials to play and learn.  Gardner (2000) suggested that learning materials are necessary for children learning.  Materials designed to stimulate the several intelligences should be provided for children in order to encourage children to interact with all the materials and thus to exercise their range of intelligences so that children can develop their competence through a meaningful learning environment and the use of a variety of materials.
4.6.1.3Changes in Special Courses

Extra courses outside of schools could promote children’s competences and talents (Olszewski-Kubilius and Young Lee, 2004).  Here, all of the four parents tried to find and foster their children’s talents by them attending both academic courses and children’s interest courses.  According to Gardner (1993b), it was very important to keep intelligence-fair assessment for parents and teachers.  However, it was shown that all of the four parents did not keep the intelligence-fair assessment by putting more weight on test preparation and academic practice. Jung and Kim (2005) who applied the Project Spectrum to young children in South Korea, found that in a competitive-oriented society, parents still focused on their children’s academic domains and children need to be ready for the test.  Thus, children are pushed to attend courses that enrich their academic skills rather than develop their talents. However, MI was applied successfully in many schools in the US in order to decrease the stress on children, parents and teachers caused by standardised tests.  Hoerr et al. (1994) applied MI to The New City School and found that MI made the school’s curriculum interesting and provided the new ways of assessment that encouraged parents to see children’s wider range of competences.   

4.6.1.4The Changes of Learning Resources

The parents in this study used the same children’s learning resources, such as the library, bookstore, museum and Internet, after the project as they had done before.  They were trying to provide several kinds of learning resources for their children.  Among these learning resources, the parents thought the internet was a very helpful learning resource because of its advantage of speed and convenience.  According to the Ministry of Education (2005), ICT is a necessary tool for children’s learning.  Gardner (1995) suggested that parents and people in the community could be children’s learning resources who work with them intimately, so people are an important resources for learning. Parents in this study mentioned family members rather than community members as key learning resources in this study.
4.6.1.5Creativity in Early Childhood

Defined as the ability to create novel and valued work (Sternberg & Lubart, 1999), creativity is valued as an important area to be developed is the future global citizen.  Gardner (1993d) stated that, after the nineteenth century, people who had only knowledge and multiple intelligences might not be adequate since they needed to be creative people as well (p.7).  In line with this thought, the focus on fostering children’s creative thinking has rapidly increased.  Fisher (2002) concluded that two kinds of thinking (critical and creative thinking) were essential for effective thinking and success in the rapidly changing world.   He stated that:
We need both reason and intuition, order and adventure in our thinking.  We need creative thinking to generate the new, but critical thinking to judge it.  The technological world enables us to access knowledge in abundance, but creativity is in short supply (p.5-6).

Children’s creativity could be developed through their experiences and the thinking practice that their parents and teachers foster.  Parents and teachers can support children’s creativity by providing appropriate activities, challenging the children, observing them and helping them in their creative work.  Gardner (1993d) concluded that there were three elements to promoting a child’s creativity: talents, experiences and works and environment (p.8).  Therefore, it is the responsibility of parents and teachers to understand the differences between children and foster their individual talents and creativity.  In order to encourage creativity, Md-Yunus (2007) suggested that parents needed to help children develop their individual potential and ability. However, creative potential cannot be measured by totaling the number of right answers a child gets on a standardised test or by comparing the total with the number of right answers obtained by the majority of children his or her age.
In this study, the Project Spectrum was used as a tool to evaluate children’s competences and provide opportunities for teachers and parents to observe and understand their children’s creativity.  There are several signs revealing children’s creativity while they play or work, including curiosity, flexibility, sensitivity to problems, redefinition, self feeling, originality and insight (Md-Yunus, 2007, p.1).  Thus, whenever children exhibit these indicators, teachers and parents are recommended to respond appropriately.  Md-Yunus (2007) suggested that parents and teachers should not discourage children’s fantasies, deny them the chance to learn from their mistakes, compare them to others, use competitive sexual stereotypes, or judge them only in terms of reading and writing competences.  In addition, they should support the children’s instincts to experiment and be creative as well as encourage them to learn to accept other people’s ways of thinking and have respect for original ideas (p.1).  In this way, the reactions of the parents and teachers could be enhanced in such a way that they would increase the children’s creativity.  In the project the teacher fostered children’s creativity by encouraging them to choose their own materials to do their work, to express their idea and experience with their teachers and peers and to provide several kinds of learning materials so that they could explore and learn in their own way.      
From the parent interviews in this study, it was observed that they encouraged their children’s creativity by providing productive home environments for them.  Curtis and Carter (2011) suggested that children should have a safe and well-organised environment with plenty of learning materials in order to promote their imagination and creativity.  However, the parents who had more than one child, such as the parents of P, H and N, still compared their competences with their siblings.  In addition, H and N were encouraged to study for tests and emphasised to learn academic skills at home.  Many studies have suggested that too much focus on academic learning at school or at home decreases children’s playtime and causes them stress (Bennett, 2003; Kwon, 2002; Seager, 2010). Such stress in children might be an important factor that can stifle their creativity in both the short and long term.  In order to promote children’s creativity, not only are meaningful learning materials and environments required, but the parents also need to know the right ways to promote creativity in their children.  Consequently, the role of parents as supporters is discussed in the next section.
4.6.2 The Project’s Impact on the Parents’ Attitudes 

The three parents and one grandmother were interviewed before and after the project.  In this section, the parents’ attitudes, expectations and supporting roles after the project are discussed in order to explain how the knowledge and experience gained from the MI project affected them.  After the MI parent workshop, the parents tended to have a better understanding of their roles as good supporters and how they could support their children’s learning at home.  This will be discussed further.  The information from Tables 4.12-4.15 is analysed in order to compare how each parent adjusted their home environment and their family support.
4.6.2.1Attitude

Parents play important roles in supporting their children’s development and learning.  Thus, their attitudes towards their children’s intelligences and areas for development can influence the ways in which they support their children’s learning.  In order to learn the impact of the parents’ attitudes towards their children’s development and learning before and after the project, the responses in pre-and-post project interviews are compared in the following table.   
Table 4.12- Parents’ Attitudes towards Their Child’s Intelligence Areas

	Parents


	Attitudes towards the Child’s Intelligences

(Before the Project)
	Attitudes towards the Child’s Intelligences

(After the Project)

	P’s Mother
	- has a good memory 

- learns things very fast and better than others in the same age group  
	- areas of interest are maths, music, science, language and sport
-has better skills in maths and language than his brother and sister at the same age

	H’s Mother
	- has a good memory

- is a good observer

- does better in the test preparation work sheet than others in same age group

-love to learn things such as maths, science, art, music without being forced
	-intelligence areas are art and science

-language and maths are the most important areas to be developed in order to support her future study at a higher level



	N’s Grandmother
	- has good problem solving skills

- has a lot of knowledge if compared to other children 
	- strengths are maths, science, language (since the parents spend more time in those areas with him)

- areas  of interest is music (based on his show at his parents’ friends’ wedding party)

	J’s Mother
	- has good memory.
	-music is J’s intelligence area (since she likes singing and dancing)


From Table 4.12, it can be clearly seen that the parents changed their attitudes towards the meaning of intelligence, the ways to assess a child’s intelligences, and their understanding of how a child develops his or her intelligences.  Before the project, the four parents identified an intelligent child as someone who has a good memory, gets high scores in a test, loves learning things, and has more knowledge than other children of the same age.  They assessed the child’s intelligences by paper tests, and the child’s abilities to memorise and they also compared child’s abilities to others of the same age.  After the project, the parents identified many different areas of intelligence in their children.  This suggests that the MI parent workshop might have affected their ways of identifying their children’s intelligences.  They also observed their children at home and discovered their intelligences through their activities.  Armstrong (2000b) asserted that parents should try to discover their children’s intelligences, areas of interest, and learning styles since this will help them know how to support their children’s strengths and weaknesses appropriately. However, P’s mother still compared P’s intelligences to those of his sister and brother, while H’s mother placed more importance on the areas of language and maths since she believed that these two areas might influence her child’s future studies.  Chan (2004) suggested that parents should maintain a balance between having their children learn mathematics and language and focusing on other areas of their children’s intelligences and parents should also know their role as a supporter and use their expectations in a positive way to encourage their children to reach their highest competence. 
After the project, the four parents tended to support their children’s intelligences in their children’s interest areas.  They also accepted that there were many areas of intelligence that needed to be discovered and developed.  Table 4.13 provides more details of the parents’ attitudes towards their child’s areas for development, that is the areas that were not developed as strongly as others.

Table 4.13 - Parents’ Attitudes towards Their Child’s Areas for Development

	Parents


	Attitudes towards the Child’s Areas for Development

(Before the Project)
	Attitudes towards the Child’s Areas for Development

(After the Project)

	P’s Mother
	- P has a weak point of finding details in a picture from a worksheet and workbook compared to her other two children who could do better 
	- P cannot draw beautiful pictures (since his fine motor skills might be not good enough to draw a beautiful picture at this stage in his development)

	H’s Mother
	-H has a problem with recalling the names of things; especially the pictures in a worksheet

-She should develop her observation skills to get more details
	- Music is her area for development (since she has never studied music)

	N’s Grandmother
	-N is too sensitive to blame or not being allowed to do something 


	-None (just a little concerned about his physicality since he is a chubby child so he may not be good at sport)

	J’s Mother
	-J refuses to do things she dislikes or does them with little attention

- She doesn’t have strong reading and writing skills, which is very important for study at elementary  level
	-Art and language are J’s areas for development since she is not interested in doing these activities


The findings in the table above indicate that the parents defined their children’s areas for development before the project by identifying things the children could not do on a worksheet, their behavioural problems and activities that the children disliked.  After the project, however, the parents identified their children’s areas for development in line with the eight areas of MI theory.  This suggests that the MI project might have encouraged the parents to view their children’s intelligences in many ways.  P’s mother   gave the likely reason for her child’s limited skills in drawing as his fine motor skills being less established at this stage in his development.  H’s mother believed that her daughter’s musical intelligence could be developed through learning and experiencing.  N’s grandmother thought that her “chubby” grandson might have limitations in his physical area, while she also found that music might be one of his dominant areas.  Similarly, J’s mother found that music was her daughter’s main area of interest and art and language were area for development.  Therefore, the MI project encouraged parents to develop understanding about the differences among children, including their stages of development, experiences and interest areas.  In addition, the parents learned to analyse their children’s areas of strength and areas for development by using multiple ways of thinking based on their observations.  From all of the parents’ attitudes towards their children’s intelligence and areas for development, it could be concluded that the knowledge they gained from the MI parent workshop taught them to have multiple ways of identifying their children’s intelligences, to understand the differences of each child’s readiness and stage of development, and to support the child’s area for development and encourage their strengths.  However, they still tended to place the most importance on the areas of maths, language and science, which they thought were necessary for their children’s academic progress.
4.6.3 The Project’s Impact on the Parents’ Expectations

The four parents’ expectations of their children’s futures changed in some areas.  They still believed that their children should do what they are interested in and love in order to be successful in their future careers.  However, the knowledge and experience from the MI project affected the parents’ expectations of their children’s multiple intelligences.  Table 4.14 provides more details of the parents’ expectations of their children’s future.
Table 4.14 - Parents’ Expectations of Their Child’s Future

	Parents


	Expectations of the Child’s Future

(Before the Project)
	Expectations of the Child’s Future

(After the Project)

	P’s Mother
	-To be what he wants to be and do what he loves to do
	-Find out his talents to develop 

-Find out his weaknesses to improve

	H’s Mother
	- If H does what she likes, then her mother believes that she will succeed in her future career 


	-No specific future occupation for H (depends on her loves and interests)

- To be a good and smart student since a good education leads to a good future

	N’s Grandmother
	-To be a good person in the future 

-To be a nice person who learns to give and share with other people (She thinks that being a good person will lead him to meet good people and it will help him work with other people successfully)
	-To decide his own career in the future

-To support all eight areas of intelligence since every one of them is important and supports the child’s learning

	J’s Mother
	-The child’s happiness is important

-Whatever she would like to do, to study and to be in the future, the mother can accept that  
	-To make her own decision for her future career

-To support her education by studying in an international programme in order to enhance her English skills so that she will be able to find a good job with good pay


The table shows that none of parents had few specific expectations other than their children’s happiness prior to the project.  They believed that their children would succeed in their future careers if they chose to do what they loved.  N’s grandmother emphasised the importance of her grandson being a good person.  She believed that good social habits would lead him to good things in his life and bring success. H’s mother said that she would support her child to choose her future career.  This shows that all of the parents tried to promote self-decision making and self-motivation in their children.  Hansen et al. (1996) stated that providing freedom for children to choose what they wanted to do encourages the children’s self-initiative and tends to develop their self-efficacy when their efforts are successful (pp. 3-4).  Thus, the parents understand the different ways in which each child develops and provide opportunities for the child to discover his or her own interests.  However, after the project, P’s mother and N’s grandmother showed more interest in their children’s multiple intelligences and tried to foster their talents. These parents provided a good opportunity for the children to discover their own competences and enhance their learning experiences.
4.6.4 The Project’s Impact on the Parents’ Knowledge

In order to see what the parents learnt from the project, their previous knowledge and the things they learnt from the project are summarised and presented in Table 4.15.  
Table 4.15 - Parents’ Previous Training and Things They Learned from the Project

	Parents


	Knowledge

(Previous Training) 
	Knowledge

(Things They Learned from the MI Project)

	P’s Mother
	- Attended about 3 to 4 courses a year about babies at Chulalongkorn Hospital where she works   

- Not had many chances to receive training in raising older children.  
	-Had a better understanding of the differences among children and how to support their competences

	H’s Mother
	None
	-The activities in the project provided pleasurable times for kids but learning to read, write and calculate were still considered important for passing elementary school entrance examinations

	N’s Grandmother
	- Attended course at hospital about how to raise a child to be nice and intelligent
	-Found new talents

-The subject areas were important for her child to have the best education and knowledge

	J’s Mother
	- A course at the hospital.  It was about how to take care of the baby 
	-MI theory and what parent could do to support each area of intelligences


It can be seen from the information in the table that the parents had little chance to attend training about children prior to the project, except for P’s mother who works as a nurse.  They found that the MI workshop gave them a better understanding about the differences among children and how to support each competence.  Armstrong (2000a) confirmed that the MI theory may benefit children, parents and teachers in many ways including encouraging parents, teachers and children to discover what the children are good at and guiding them to support the children’s careers in the future.  However, N’s grandmother and H’s mother thought that the subject areas were the most important areas to develop since they affected the children’s future studies, including the elementary school entrance examination.  Even though the parents focused on strengthening their children’s dominant areas and developing their more limited areas, they still thought that academic areas were important for the children’s future education.  This indicates that the project might not have been able to change the parents’ views to the extent that they would recognise the importance of each of the eight areas of intelligence.  Therefore, the results show that the MI project enhanced the parents’ understanding of their children’s multiple intelligences but it could not decrease their concern about their children’s academic competences.  

The school readiness policy also impacted the school system and the academic skills taught were more focused than before (Alvestad and Samuelsson, 1999; Kwon, 2002; Seager, 2010).  As a result, this shift of perspective impacted on children’s activities in school and even at home.  Therefore, children’s playtime tended to decrease since teachers had to spend more time on providing activities that promoted the children’s learning of literacy and numeracy.  Thus, if the Thai educational policy is not changed and the current elementary entrance examination is still used to assess children’s intelligence, then Thai parents may still feel they have to force their children to develop their academic skills at the expense of developing the children’s competences in other areas.  
4.7 Analysis of the Project’s Impact on the Teacher

In order to assess the impact and outcome of the project on the teacher’s understanding of Multiple Intelligences and her teaching practices, the teacher was interviewed before and after the project.  Gardner (2000) stated that “well-trained and enthusiastic teachers” were an important factor in accomplishing MI goals.  Therefore, the key findings are discussed here in order to analyse the project’s impact on the teacher.  
4.7.1 Impact and Outcome on Teacher’s Understanding of MI 

4.7.1.1 Teacher’s Attitude before and after the Project

A teacher’s attitude is an important factor contributing to the success of their teaching ability and career as it can affect their teaching approach and professional development.  In order to assess the impact and outcome of the project on the teacher in this study, the teacher’s attitude towards children’s achievements before and after the project and her attitude towards the skills and ethics required for working with children before applying MI and after applying MI are compared in Table 4.16.  Her attitude towards applying MI in the classroom, the benefits and difficulties she found from the project, and her attitude towards MI and children’s learning and development are all analysed in the following sections.
Table 4.16 - Teacher’s Attitude before and after the Project
	Attitude
	Before the Project
	After the Project

	1.Attitude towards Child Assessment


	 “I try to avoid using paper tests with children.   However, there are too many items in the evaluation list in the report book so I still have to use paper tests to evaluate them.  Even though I know that paper tests are not good for children, I have to use them since they are evidence to show parents, school administrators and the Ministry of Education officers that I did evaluate the children.” 

	“While an IQ test mostly evaluates only two areas of intelligence, the MI theory has eight areas of intelligence.  Understanding the eight areas of intelligence opens up opportunities for teachers, parents and children to discover and develop their areas of strength and weakness.” 


	Attitude
	Before the Project
	After the Project

	2.Skills and Ethics to Work with Children
	“I think an early childhood teacher has to be a good observer and pay attention to the details of each child, since each child is unique.  Some kids are very sensitive to the words of teachers and friends.  Therefore, the teacher should know how to deal with these kids.  I know it is very difficult to get every detail of each one but we have to do our best.”
“I like children to be responsible, honest and diligent and to love learning.  Therefore, I try to be their role model in these things.  I believe that people who have these traits will succeed in their future.  I don’t like lazy kids because I think if they are lazy they will do nothing and I cannot help them with anything.
	“Child observations are the best way for me to identify each child’s strengths and weaknesses.  Observations help me know how each child engages in an activity of each area of intelligence and how well he or she doing his or her work.”

“There are three major roles for MI teachers: facilitators, presenters and observers.  By this I mean that the MI teachers should support the kids when they need guidance and help.  In addition, they should motivate the kids to try and practice the new activities by presenting the activities in multiple fun and creative ways.  Finally, they should spend time observing the kids when they engage in the activities within large groups, small groups, pairs and as individuals in order to find and develop their strength and weakness areas.  The observations also help teachers to collect data that are useful for them to develop their own professional teaching abilities and to work with parents in order to support the children’s intelligences to reach their highest competence.”


Table 4.16 shows that the homeroom teacher changed her attitude towards certain aspects of child assessment and the skills and ethics required for working with children.  Before the project, she was concerned about the standardised testing that she needed to complete in order to report on each child’s development to the parents, school administrators and the Ministry of Education officers.  Because of this, she used paper tests to evaluate the children’s cognitive areas and observations to evaluate their physical, social and emotional development.  After the project, however, she thought that observations were the best way to evaluate the children. In particular, the MI activities provided opportunities for her to evaluate the children in many ways.  Chen et al. (1998) stated that the Project Spectrum’s learning centres provide hands-on experiences instead of paper tests in order to provide opportunities for children to show their competences, which could not be assessed in paper tests (p.5).  Even though the teacher knew that using paper tests is not appropriate for young children, she still used them to evaluate the children in some areas. 
Therefore, it can be clearly seen that the Thai Ministry of Education’s child learning standards influenced her assessments because paper tests were used with children even though she knew that they were not appropriate for the young children.  Kwon (2002) confirmed that the educational policy of raising standards impacted children’s learning experiences in school and encouraged teachers to focus on the children’s literacy and numeracy (p.7).  Thus, children’s playing time tended to decrease since they had to focus on developing their academic skills.  Goodine (2010) also found that educational policy which focused on preparing children to be ready for their elementary level impacted the children’s activities in school.  Activities which promoted children’s academic skills, such as worksheets and tests, were increased and these caused children added distress (p.70-71).  In addition, the parents’ expectations of their children learning academic skills at school resulted in the teacher feeling the need to conduct tests in order to report the children’s competences.  Before the project, the teacher thought that observations and understanding the differences of each child were important skills required for working with children.  She saw herself as a role model by showing honesty, diligence and a love of learning.   After the project, she had a much clearer understanding of the roles of the MI teacher as a facilitator, presenter and observer and this resulted in her focusing on the fun activities in her class in order to provide opportunities for the children to develop their eight areas of intelligence.  Gardner (2000) suggested that it was very important for teachers of young learners to know how to impress the children so that they enjoy watching how the teacher introduces new materials.  Therefore, she learnt the main concepts of being a good MI teacher.  In other words, after participating in the project, not only did she consider observation skills to be important for her, but she also saw the value in creating interesting activities, presenting the activities in various ways, and facilitating the children to discover and learn from the activities.  She thought MI provided more hands-on activities that encouraged the children to learn through playing and involved more fun.  Founders of early childhood education such as Robert Owen (1771-1858), Margaret McMillan (1860-1931) and Rachel McMillan (1859-1917) also confirmed that children learn best by playing and participating in hands-on activities (pp.77-86).  The teacher’s attitude towards applying MI is concluded in Table 4.17.
Table 4.17-Teacher’s Attitude towards Applying MI
	Attitude
	Regular Classroom
	MI Classroom

	Applying MI in the Classroom


	The regular classroom places emphasis on:

1. Theme

2. Content

The child’s development in terms of physical, cognitive, social and emotional development
	The MI classroom encourages:

1. Children to develop their own intelligences

2. All intelligences to be considered equally important
3. Specialist teachers to work with homeroom teacher

4. Hands-on activities

5. An informal atmosphere


The teacher thought that the MI classroom was good for children.  She said that she wanted to apply MI theories to her classroom in the future, but only if she is a K2 or K3 homeroom teacher and her class has fewer than 15 students.  She thought that there is a lot of work required for teaching an MI class, starting from planning activities, conducting child observations, assessing the children, and meeting with specialist teachers and parents.  Thus, she had to work more to prepare for teaching.  She also outlined the benefits and difficulties she found in the project, and these were summarised in Table 4.18.
Table 4.18 - Benefits and Difficulties Found in the Project

	Benefits
	Difficulties

	-Teachers were getting to know their own and other teachers’ intelligences which encouraged them to ask for help when they needed a professional expert to join in their classes.

-Specialist teachers supported the homeroom teacher, and the children received the right guidance and new techniques from the specialist.

- Children’s intelligences were discovered through several kinds of fun activities.


	-Some activities took more than one hour to complete, so the children could not finish them in time.

- The teacher thought that she had too much work to do because she had to prepare the extra activities for the project and meet with the specialists.





















These comments show the teacher’s belief that MI promotes children’s learning and the discovery of their competences through several kinds of activities.  However, she also felt that an excessive amount of her time was spent on certain aspects of the assignments, especially the document work required for Quality Assurance.  She indicated that she would like to apply MI to her classes, but only if the amount of work spent on the Quality Assurance documentation could be reduced.  Chen et al. (2009) found that the MI Theory was applied in many countries in Asia in order to support the educational reform from teacher-centred approaches to child-centred learning.  However, different countries had various policies and implementation methods, which affected how successful the outcomes of applying MI were.  From the results of this study, MI could be applied in the classroom more successfully if the teacher had more time to prepare the lessons.  In this respect, the teacher’s classroom report on Quality Assurance might be adjusted in order to reduce her working time.  The homeroom teacher also mentioned that the support she received from the specialists made her classes more effective.  She said: 
The specialists support the homeroom teacher to conduct some activities that she or he may not be able to do very well.  When I first asked one of our teachers to help me with art project, I had a good chance to talk and get to know her than before.   Because of this, my art project on that day was very nice.  The children receive the right guidance and I learned a new technique from the class.  In addition, the MI project aroused the teachers to look at the children in multiple ways and encouraged the teachers to prepare and present the activities in fun and creative ways.
Therefore, the homeroom teacher thinks that the specialists supported her classes and made them more fun and creative.  VanGilder (1995) found that in implementing MI in a school, there was discomfort among some teachers when teaching areas of intelligences that were their own weak areas.  As a result, the specialists were necessary for making the MI classes in this study effective.
4.7.1.2 Basic Knowledge of MI

There were three major areas in which the teacher’s basic knowledge of MI was explored: defining children’s intelligences, the advantages and disadvantage of MI, and how MI promotes children’s learning.  To this end, the teacher was interviewed before and after the project.  Her answers are compared and analysed in Table 4.19.
Table 4.19: Basic Knowledge of MI before and after the Project

	MI Knowledge
	Before the Project
	After the Project

	1.Defining Intelligences

2.MI Advantages and Criticisms
	“Intelligence is the ability to learn things quickly, having a lot of knowledge and applying that knowledge well.”

-
	“The eight areas are musical, bodily-kinesthetic, logical-mathematical, linguistic, spatial, interpersonal, intrapersonal and naturalist intelligence.” 

“I think the first advantage of applying MI in the classroom is that children have an opportunity to discover and develop their eight areas of intelligence with equal emphasis.  The second advantage is that the homeroom teacher gets support from the specialist teachers and parents.  The third advantage is a decrease in children’s stress from comparison and competition with other children.  The MI classroom promotes cooperative learning and uses child-friendly methods to assess the children’s learning and competences.  For criticism of MI, I think it can only be applied to some schools.  The schools should have enough funds to hire specialist teachers, to provide variable learning materials, to develop the teachers’ aptitude and to provide the parents with MI workshops and learning materials that they can borrow.  

	MI Knowledge
	Before the Project
	After the Project

	2.MI Advantages and Criticisms
	
	Another concern is that the elementary school entrance exam influences the school’s curriculum and parents’ expectations of their children’s learning at school.  The two parts of the test are Thai language and maths.  These increase the concern of parents about their children’s academic skills which in turn causes stress for the children.  MI may not be a solution for this problem.”  

	3.How MI Promotes Children’s Learning
	“I knew about MI when I studied my bachelor’s and master’s degrees.  However, it was not mentioned much in my class.  The professors at my university were more interested in other approaches such as Waldorf and Whole Language.  I think MI identifies people’s intelligences in many areas, Eight or nine areas I cannot remember.”


	“I think the MI classroom opens up opportunities for children to discover their talents and develop their weakness areas with no stress since there is no comparison and competition in the class.  In addition, every area of learning in the MI classroom is equally important so the children will have more ways to be smart.” 




From these two interviews, we can see that the teacher did not have much knowledge about MI before she joined in the project, but participating in the project encouraged her to learn MI theory and concepts.  Even though she mentioned that the MI classroom was good for children since it used child-friendly methods, decreased children’s stress from competition, and opened up opportunities for children to discover their areas of strength and weakness, she also commented that it might not be a solution for the problems that exist in the current Thai educational system.  The competitive nature of the current elementary entrance examination was still an important reason for teachers and parents to focus on preparing children’s academic skills.  She said: 
I think MI can be applied to some schools only.  The schools should have enough funds for hiring the specialist teachers, providing variable learning materials, developing the teacher’s, supporting parents’ understanding, and providing learning resources.  Another concern is that the elementary entrance exam influences the school’s curriculum and the parents’ expectations of their children’s learning in school.  The two parts of the test are Thai language and maths.  These focus the parent’s concern on their children’s academic skills which in turn causes stress for the children.  MI may not be a solution for this problem.  
Thus, MI could not help to eliminate the standard tests that have been used in Thai schools for a long time and could not change the parents’ expectations of their children’s academic skills.   Kincheloe (2004) affirmed that MI might not be a solution for the real world where standardised test scores still affected children’s lives in school and their future education. 
However, on the positive side, Armstrong (2000a) suggested that MI encourages parents to discover and foster their children’s talents that might be beneficial for children’s future careers.  Hoerr et al (1994) asserted that MI could be blended into the academic learning areas in school curriculum in order to design an integrated curriculum that blurred the distinctions among curriculum, instruction and evaluation.
4.7.2 Impact and Outcome of the Project on Teaching Practice 

In order to discuss the impact and outcome of the project on the teacher’s teaching practices, she was asked before and after the project about how she fostered the children’s strengths, developed their weaker areas and reported to parents.  Her answers are compared in Table 4.20.  
Table 4.20 - Teaching Practices before and after the Project

	Teaching Practice
	Before the Project
	After the Project

	Teaching Approach

Supporting the children’s areas of strength  and developing their areas of weakness


	“I apply the Project Approach to my class.  I try to do my best.”

“From my everyday kids’ observations, I find that everyone has different strong and weak areas.  A girl in my class, the youngest one, is very good at English.  However, I think her gross motor skills are far behind.  I suggested to her parents that they let her play outside in a playground at least one hour per day, but until now, her schedule at home is almost the same.  She still watches English TV and DVDs a lot.  While her father, a doctor, is doing his research, her mother prefers to stay home at weekend and watch TV, so nothing has changed for the girl to get any extra activities.  I do the best I can when she is at school by encouraging her to play in the playground and on the riding toys.”
	“I would love to apply MI to my class if I am a K2 or K3 teacher next year since I believe that K1 students are too young to be in an MI classroom.  In addition, my class should have fewer than 15 students since the MI classroom requires a lot of work, including planning activities, conducting child observations, assessing the children, meeting with specialist teachers, and meeting with parents.  My paperwork for education standards should be decreased to free up more time for this.”

“Child observations are the best way for me to identify the child’s strength and weakness areas.  Observations helps me know how the child engages in the activity in each area and how well he or she doing his or her work.  In my class next year, I will work with the specialist teachers when we are planning the activities.  I will define 2 levels of difficulty in each activity in order to challenge children in their strength areas and I will support them in their weakness areas by using take-home pack activities so that parents can help the children at home.”


	Teaching Practice
	Before the Project
	After the Project

	Reporting the Child’s Assessment and Guiding Parents in Ways to Support the Child Learning Environment
	 “I report to all parents in the evaluation report books that are sent to them at the end of every semester.  In some cases, I talk with the parents personally in order to suggest how to promote their children’s development.” 

“I talk with the parents whenever I meet them.  I tell their parents about their children’s special talents and suggest some extra courses they can find for them to attend.  For example, I saw a boy in my class drawing the Eiffel Tower in three dimensions.   I thought he had a gift for drawing so I talked with his parent about this and suggested they find a specialist teacher to develop his drawing skills.”

“It is very hard to create activities that encourage each child’s interests in class since we have a lot to do in one day.  Children have to study English one hour a day and some days they have Thai music, Thai dance or yoga that cause them have less time in class with me.  However, I have four learning centres in my class that provide the children many activities to choose.  It would be better if they had more time to play in a bigger room for learning centres.”
	“Children’s portfolios will also be used to reflect their areas of intelligence.  Finally, I will meet with the parents every two months in order to report on the children’s progress and share experiences with the parents.  Technology will be used in my class.  I will have a classroom Facebook page where we can upload the children’s works, MI activities and suggested activities to be done at home.  I would like to have more ways to contact the parents and make them pay attention and support my work.”

“I think I will apply MI to my class in several ways.  Firstly, I will change the learning environment in my classroom.  There will be six learning areas in my class: maths, science, language, music, art and role play activities that serve children’s needs and interests.  I will work with the specialist teachers to create one activity per week in each area.  Secondly, I will use all afternoon, which is around two hours, to introduce new activities for the children.  Then I will let them discover and practice the activities with guidance from the specialist and me.  Later, they will be allowed to choose any area to play in.  All children will have cards to be stamped when they finish doing an activity in each area.  Then, I will collect their cards to record their frequency of doing activities in each area.  Thirdly, I will observe how children engage in the activities by using the same scale as was used in the project since I think it is convenient and saves time.  Videos and photos will be taken of the observations in order to provide good evidence to support my assessments.”


The teacher’s answers reveal her belief that applying MI was good for the children, but it provided a lot of extra work for her to do.  She also indicated that several factors concerned her, including the age of the children, the size of each class, and the extra work required for quality assurance.  The project also clearly affected the teacher’s teaching practices in many ways.  
Firstly, before the project, the children’s strength and areas for development were evaluated by observing their development in four areas: cognitive, emotional, social and physical.  After the project, she evaluated the children’s development by observing how the children engaged in the MI activities.  She learnt to challenge the children by having two levels of difficulty for each activity so as to enhance the children’s learning.  She also had take home packs for the children to continue their learning at home.  The teacher did several things to support the children’s learning.  Kogan (1987) stated that not every child in a class showed enthusiasm to learn or explore knowledge by himself (p.4).  Thus, the teacher plays an important role in guiding and assisting the children to learn and to complete their activities.  From the results of this study, the homeroom teacher placed more emphasis on observing individual children and understanding each child’s competences.  For each activity, she provided two levels of difficulty.  Thus, she demonstrated that she was concerned about the way she used learning materials and equipment to support the children’s learning and development.  Hansen et al. (1996) suggested that the teacher should provide ‘open-ended’ learning materials and equipment, encourage the children to apply and play with them in a variety of ways and provide many levels of difficulty in order to fit different children’s ages and competences in order to support the children’s learning and development (pp. 17-18).  
Secondly, the teacher developed more ideas on how to report the children’s competences.  Before the project, the report book was the only method of reporting the evaluated standard of each learner.  It was attached to each child’s portfolio of their collected class work and sent home to the parents.  The teacher also sometimes talked with the parents whenever she had a chance to meet them.  Zaslow and Matinez-Beck (2006) suggested that teachers’ communication skills are very important for maintaining good relationships among the school, family and community.  After the project, the teacher developed the children’s portfolios to be important evidential support of her assessment and set parent meeting every two months.  She also developed a Facebook page in order to provide more ways to communicate with the parents.  In addition, she thought that meeting with specialists was important in order to make the MI classes more effective.  With this in mind, she provided more ways to communicate with the parents, more ways that to share information and more chances to meet and talk with specialists.  Katz (1994) concluded that parents’ meetings help them to have a better understanding of their children and hear views from others.  Thus, after the project the teacher developed her communication channels and looked for ways to involve the parents more.  Finally, her classroom environment changed.  She provided more learning centres and time for children to engage the children in the different ways.  She cooperated with the specialist teachers to create activities for the children.  Gardner (1993c) suggested that it would be beneficial for young children if schools changed their learning environments from formal study to a discovery learning approach such as in a children’s museum.  Thus, she learnt from the project that the classroom learning environment should encourage children to engage in several ways with hands-on experiences to learn, discover and develop their competences.  
In conclusion, the teacher learnt a great deal from her experiences in the project, while the knowledge she acquired about MI caused her to change her attitude about applying MI, her teaching practices, parent involvement and the learning environment.  Even though she mentioned some difficulties in applying MI principles, she still tried to apply them in her class.  Therefore, these are the first steps of change in her class and these should be scrutinised and studied further in the future.  
4.8 Summary

In this chapter, I have reviewed the impact of the project on the children, parents and teacher, drawing on the rich range of evidence collected in the study. In the next chapter, I review the research questions and consider the implications of the study for research, policy and practice.
CHAPTER 5: CONCLUSIONS
5.1 Introduction
In this last chapter, I will revisit and answer the main research question and the four sub-questions.  I will consider the implication of this study for policy and practice. Finally, the recommendations for policy, practice and future research will beoutlined.
5.2 Key Findings
The MI project impacted on the children, parents and teacher in different ways. The MI project enabled the children to develop a wide range of skills and competences.  In addition, they had more opportunities to learn through hands-on activities and working with friends, which fostered their co-operative learning.  They had more fun learning and the MI approach enhanced their engagement levels. The project maintained the usual focus on academic development, as determined by Thailand’s Ministry of Education.  In order to discuss the key findings of this study, the research question are answered as follows.
The Main Research Question: What Is the Impact and Outcome of a Project on Multiple Intelligences in a Kindergarten in Thailand?
This study has been undertaken in a private kindergarten in Nonthaburi, Thailand.  The project affected the school in its curriculum and pedagogy, learning environment, approaches for parent involvement and professional development.

It was suggested by Gardner (1993a) that the core curriculum is the “uniform view”.  In this project, identifying children’s intelligence through a set of skill and knowledge tests, the K3 curriculum of the school was adjusted to identify children’s multiple intelligences. As was the case with Sherman et al. (1988), the Project Spectrum approach was used as in guideline for teacher and parents in acknowledging the child’s unique sets of competences and supporting children to demonstrate and enhance their children’s experiences and competences.  Here, activities in five domains (Art, Maths, Language, Science and Music) in the Project Spectrum were applied in order to find children interests, foster their strengths and enhance their areas to develop in academic areas through play and real life experiences. Children’s portfolios were increasingly developed instead of the use of readiness tests to determine children’s cognitive development as an important evidence base to support analysis of children’s competence in each area.
To facilitate children’s exploration and development of their multiple intelligences, the child-centred learning environment in the Project Spectrum was adopted and hands-on experiences (Hassan and Maluf, 1999) and rich materials such as games, puzzles and learning areas in each domain were provided in order to promote children to engage in several areas of intelligences (Krechevsky,1991).  With regard to their motivation and engagement, hands-on experiences and play-based activities positively motivated the children to learn with enjoyment and collaborative work promoted their collaborative skills and supported their learning.  
It was found that not only was the learning environment in the school adjusted to support children’s MI, but the children’s home environment and the family support after the parent workshop were changed.  The parents highlighted the benefits of using computers, TV and media, books, toys and learning materials to support children’s knowledge and skills in not only their academic areas, but their other talents.  

Unavoidably, in this study, the teacher followed the Thai educational policy which emphasised children’s readiness for elementary level and met parents’ expectation of their children’s success, however, she has become more aware of gaining many perspectives through professional development on how to begin using MI theory into her classroom and incorporate the intelligences into her individual curriculum design and planning in order to give her children a chance to shine.  Each of these areas are explored further in sub-questions.
The Sub Research Question #1: What Is the Outcome for the Children in Terms of Engagement in Learning before and during the Project?
The highest level of engagement in three areas (art, science and maths) during the project might come from the synergy that was achieved by working together between the homeroom teachers and specialists to improve the quality of teaching, the learning environment, the teaching strategies and the support from the teacher.  Most evident in the findings is that the Project Spectrum activities and assessment encouraged children to be more engaged, to find their interests and to develop their multiple intelligences (Krechevsky, 1991; Chen et al., 1998; Jung and Kim, 2005).  The children’s engagement score might have been improved from hands-on experiences and techniques in the teacher’s and specialists’ instructional strategies that promoted individual child learning and competence.  Here, all four children displayed more confidence when engaging in the project activities during the project.  The Project Spectrum clearly promoted the children’s self-confidence and cooperative spirit, through opportunities to share and learn from their peers, teachers and mentors (Chen et al., 1998).The project, which provided more fun and interesting activities and encouraged their motivation and learning, might have positively affected the children’s engagement levels. This suggests that the Project Spectrum not only involved the children in exploring and learning through the sets of activities, but also increased the chances to discover their strengths and areas for further development.
The Sub Research Question #2: What Is the Impact of the Project on the Parents’ Understanding of Multiple Intelligences and Their Home Support of Learning?

After the parents’ workshop, the parents gained knowledge about MI and applied it to enhance their children’s competences by guiding their children learning, adjusting the learning environment at home and supporting children’s multiple intelligences. It meant that the MI workshop encouraged parents to adjust the learning environment at home in line with their new found understanding of MI and their identification of their children’s new skills and competences.With materials, meaningful learning environments were provided in order to stimulate children’s intelligences at home. It would be very constructive if all parents could create a learning environment at home to support their children’s intelligences as suggested by Gardner (1993a).
After limiting the amount of time that the children could spend on the Internet, computer games and mass media, parents allowed the children access to more appropriate websites and programmes, since they believed that doing so would enhance the children’s knowledge and skills.  Two of the four parents, however, did not give equal importance to the eight intelligences.  They still remained quite concerned about the elementary entrance examination and prepared their children’s academic learning skills in readiness for elementary level education as befita competitive-oriented society.  These parents still placed more emphasis on tests and elementary school readiness for maths, language and science and considered the other areas as special competences in need of less support. Thus, applying MI did not prompt much change in these parents’ expectations and attitudes towards children’s learning in this study.  Hoerr (1996) suggested that parents would support a non-traditional approach to educating their children only if they were knowledgeable about use of MI and parents may benefit from attending additional workshops.
The parent and community support were important factors in accomplishing the school’s curriculum implementation of MI.  MI is dissimilar to Reggio Emilia and 
Te Whāriki in this respect.  Reggio Emilia’s parents live in a supportive environment where everyone shares and discusses their children’s learning in school (Katz and Cesarone, 1994); Te Whāriki parents use ICT as an effective way to share ideas, construct knowledge and make contact with other parents and schools (The Ministry of Education, 1998).  Even though the parents in this study improved their roles as supporters in terms of providing guidance and meaningful learning environment, there was a lack of evidence to demonstrate that they shared and supported one another to foster their children’s learning.
The Sub Research Question #3: What Is the Impact of the Project on the Teachers’ Understanding of Multiple Intelligences?

Gardner (2000) suggested that well-trained and enthusiastic teachers were an essential factor in accomplishing MI’s goals.  With a positive attitude towards applying MI to her classroom after the MI workshop, the teacher in this study applied MI to her classroom for many reasons, including having specialist teachers to help her in class in encouraging children to discover their multiple intelligences. 
From the teacher workshop, she gained the basic knowledge about MI. In this study, the teacher tried to be intelligences-fair in her assessment and support children’s multiple intelligences even though she knew that the children had to develop their academic skills for the elementary entrance examination. She also understood the different competences and learning styles of the children in her class and found that children should get opportunities to get advice from specialist teachers in order to make their work successful. 
Alongside TeWhāriki, in which teachers should improve their pedagogical practice, early childhood knowledge and relationship with children and parents (Mitchell and Cubey, 2003) and the Reggio Emilia approach that emphasises that teachers should have deep knowledge to encourage children to think, create and construct their knowledge through their practices (Katz and Cesarone, 1994), it is the case that MI teachers should have deep understanding of their MI concept to encourage children multiple intelligences. Therefore, to gauge how far the teacher had a deep understanding of MI concepts, the impact of the project on teaching practice after the project had finished was determined as follows.
The Sub Research Question #4: What Is the Impact of the Project on Teaching Practice?
With a good basic knowledge about early childhood teaching and practice, the teacher in this study applied MI to her class very well, however, many possible obstacles were identified for applying MI in the future including the issues of work load and time-consuming preparation of lesson plans for and Quality Assurance purposes.
Armstrong (2000a) suggested that MI teachers should have good skills in communicating and cooperating with children, parents and other teachers in order to accomplish MI goals.  During the project, therefore, the teacher improved her teaching practice in many ways, such as engaging in meetings with the specialists in order to share information and help each other to make the class teaching more effective. She evaluated children’s MI by conducting observations and created several ways to report on children’s progress to their parents.  She reported that portfolios, Facebook page and a Parents’ meeting will be her strategies provided in her future practice in order to communicate with parents and recommend further support at home.  She will be committed to fostering both the children’s strengths and areas for development by providing take-home packs that parents could use to help them at home. 
The paper tests were still used in her class to report on the standards of each learner. According to Hoerr (1996), standardised tests, along with traditional measures of achievement-essays, homework, portfolios, and projects, exhibitions, and performance offer a comprehensive picture of a student’s progress. Therefore, children’s portfolios progress reports and profiles were used to reflect children’s competences in order to have a deep understanding of children’s MI.  
The teacher found some difficulties in applying MI to her class, since it provided a lot of extra work for her to do.  She was concerned about the age of children, the number of children in the class, and the extra work for quality assurance.  These issues obstructed her in fully implementing MI in her classroom to the extent that she had planned.  VanGilder (1995) found that some of the teachers were discomforted when teaching areas of intelligences that were their own weak areas.  They also commented that it was time-consuming in terms of lesson planning and preparation.  The Thai teachers’ response, therefore, appear to be in line with previous research.
5.3 Implications for Policy and Practice in Early Childhood
From the findings, there are several implications for policy and practice in early childhood education.  The first is that the learner standards and elementary entrance examination still influence the early childhood curriculum, teaching practice and parents’ expectations of their children’s academic skills. Therefore, it would be beneficial if the elementary schools in Thailand opened up more opportunities for children to have access to child-friendly methods, such as the MI Project Spectrum approach.  Evidence from this study suggests that it would be the duty of both the school administrator and the teachers to modify government policy and develop appropriate ways to maintain a balance in the curriculum based on valued and vision.  Chen et al. (2009) concluded that MI was successfully applied in China since many colleges and universities there provided more chances for talented students in music, sport and art to use their competences to enter college (p.53).  In addition, the standard of schools and education in Thailand must be developed in order to enhance the parents’ confidence in the quality of teachers and schools close to their homes.  Such a move may focus less on the competitive nature of entrance examinations and acknowledge the stress of the children.
Second, in the study the parents who did not place equal importance on each of the intelligences still believed that academic skills were vital in shaping their children’s success in their future careers.  As a consequence, the focus on academic skills and subsequence extra hours of study decreased children’s playtime, which was a valuable opportunity to develop their imagination and creativity.  Gardner (1993d) suggested that after the nineteenth century, people who had knowledge and multiple intelligences might not be adequate, since they needed to be creative people as well.  Through this lens, parents and teachers should support children’s creativity by choosing their own interests and support children’s curiosity by providing freedom for children to play, discover and learn, as is evident from the study of Md-Yunus (2007).  To accomplish this, taking the children to learning resources such as museums, public libraries and other points of interest with full coordination from the public sectors would be needed.  The government needs to increase the number of these qualified learning resources with reducing disparities among children in the rural and urban areas.
Third, the growing use of TV, media and computers among parents was evident as learning materials and resources. Thus, further consideration of Thai educational policy must be required to support development and advice on the appropriate quality of TV programmes and software for children, even in the remote areas and among low income families who cannot afford the expense of these resources.  The government needs to provide the sufficient free access of technology and teach them how to use efficiently and appropriately for the rural areas in order to reduce education disparities among children in high- and low-income families.
Fourth, while learning to apply MI in her class, the teacher in the study felt that the amount of time she had to spend on Quality Assurance and extra work to support the programme might decrease the quality of her work in the MI class.  The support of specialist teachers who play an important role in making teaching and learning more effective and providing special guidance for children might be very helpful for teachers in supporting MI programme. In the Reggio Emilia classrooms, the specialist  “atelierista” helps teachers to provide meaningful learning experience for children (Thornton and Brunton, 2010).  Actually, action research in this study will help teachers not only build better relationships with the students and specialists, but gain confidence in their teaching in order to get to understand their students better and encourage their students to do better.  Sergiovanni (1984) pointed to the importance of a participative leadership that succeeded in bonding staff together, easing the pressures on school principals, and increasing school effectiveness.  Therefore, there needs to be taken forward into the future with a further attention paid in Thai educational policy to good teaching practice that involves the close observation of individual children from the teacher and specialists in order to help them to know the differences among children and support their multiple intelligences. 
Finally, new MI teachers require more time to attend orientation sessions that provide useful information and training on the MI concepts and how to implement MI in their classroom, Hoerr et. al. (1994) suggested that MI experienced teachers and specialists required more time to enhance the quality of their practice by developing new experience and knowledge.  Gammage (1994) argued that early childhood educators should be particularly careful that the curriculum is developmentally matched, worthwhile and very enjoyable.  Therefore, given the findings with regard to continuing professional development, It should be required for teachers and specialists to be trained in not only delivering the appropriate early childhood curriculum consistently matched with individual children’s needs, interests and levels of competence, but also continuing the improvement of the positive learning environment and effectiveness with collaborative work with administrators, parents and community.
5.4  Implications for Future Research
Even though this study showed that applying MI projects in a Thai kindergarten had many positive effects on the children, parents and teachers, evidence from this study suggests that there is a knowledge deficit in the following areas.  First, Harter & Connell (1984) argued that the academic-oriented school environment reduces children’s intrinsic motivation.  Therefore, future research studies can further explore the effect of stress among children from focusing on overloaded academic skills and identify the impact of implementing an MI project on stress levels.

Second, future policy on quality assurance for the schools and teachers in Thailand should focus on not only the impact and outcome of quality assurance, but what the teacher needs to support their teaching and how to develop their quality of teaching. 
Third, future research should employ the impact and outcomes of a multiple intelligences project on the children, teacher, and parents implemented in more than one school or in a higher educational level than early childhood level in Thailand.

5.5 Limitations

With regard to the limitations to the study, a qualitative study carried out in real world circumstances, some limitations can be identified. Firstly, the study was conducted with only a small sample including four children, four parents and one homeroom teacher in a kindergarten in Thailand; therefore, the results are not representative of wider group of children, parents and teachers.  It means that the findings cannot be generalised to other settings.  

The second limitation is that the study focused on children in families who were already committed to education.  To enhance its wider application, it would be useful to include children whose parents provide little support of their education.  
Finally, the project did not include classroom observations of the children after completing the project, because of time constraints.  This would have enabled an assessment of the long-term impact of the study.

5.6 Summary

I have learned a number of things through undertaking this study. I have gained knowledge about using MI, I have learned about managing change in my kindergarten and have learned about the research process.

The study has offered many perspectives on children’s learning and outlined the importance of the support for learning from parents and teachers.  While the early childhood theoretical foundation in Thailand was found to emphasise child-centred education, educational policy and competition in the real world influenced teaching practice and the parents’ support at home.  I found that the multiple Intelligences approach was an appropriate way to provide more chances for children to discover and develop their needs and interests and offered more chances for teachers and parents to understand the different among them.  However, the difficulties of implementing change in Thailand still exist.  Change in Thailand is difficult to implement because of Thai government policy, resistance of staff and parents to change, lack of funding and political instability.

To begin with, the Thai government policy of aiming to raise the standards of learning in academic areas caused many kindergartens in Thailand to provide academic learning and elementary preparation courses for the schools’ curriculum.  Children are forced to attend many extra hours after school outside the schools.   Thus, every year Thai children are still faced with harm arising directly from schools’ and parents’ failure to balance supporting academic achievement and foster children’s set of non-academic competences. Therefore, some significant changes are needed.  It might be a mistake to give the most importance to academic achievement.  Is academic achievement more important than creativity and well-being? I would suggest that child-friendly methods should be used in schools, as were implemented in this project, in order to decrease the stress children experience from testing and to encourage the children to express a broader range of competences.  
Secondly, the resistance to change may be one of difficulties to implementing change in the Thai educational system.  With the teachers’ work load and parents’ expectations of their children’s academic learning, the resistance of staff and parents to implement the Multiple Intelligences approach may come from a lack of knowledge, the complexity of the programme, a lack of confidence in their own success and weak interpersonal relationships.  From my perspective, some conditions need to be in place before change can occur, including recognition of the value of the programme by the community at large, sufficient funds for paying the cost of its implementation, recognition and subsequent expression of a specific need for change and preparation for the change.  After taking all  of these into consideration, in this project I found that the effective collaboration between specialists and the homeroom teacher, along with the observation and support from the administrator with varying expertise, not only led to a better understanding of problems found in the classroom, but offered a diversity of talent to meet the children’s needs.  All participants including the teacher, specialists, administrator and parents supported each other to provide good learning experiences for the children and exchanged their ideas in order to determine the best way of ensuring that these children are better supported to not let their huge talent pool go to waste.  

Thirdly, through spending a high percentage of its national budget on education, Thailand must seriously focus on improving quality and standards by using the funding mechanism as an efficient instrument to impose policy in order to ensure provision for teachers, specialists and students.  This country still needs to design incremental incentives and welfare programmes in order to: improve equity in education resource allocation; ensure early childhood teachers’ professional development; provide lifelong learning for sustaining a high-quality early childhood workforce and support the teachers’ career growth and personal fulfillment. Teachers are invaluable assets who need sustained, long-term support to be ready to encourage children to reach their highest competences and fulfill their needs and interests.  This would assist parents and teachers in determining the best and most appropriate way to support children’s competences.
Last but not least, Thai educational policy-makers must seriously do more to strengthen Thailand education development since the solution must lie with strong government support for sustainability.  A clear role for kindergartens is the provision of high quality-based early childhood education that can develop new insights into child-centred, creative provision and offer a potential model for the future development of early childhood education in Thailand.  Clearly, Thai schools in urban and rural areas are very different in many ways including schools’ funding, material, environment, teachers’ qualifications and children’s family background.  The challenges in adapting this project may differ region by region.  For example, class size and child-teacher ratios of schools in each area are varied. Some public schools in urban areas have 35-40 children to one teacher, therefore teachers may not have enough time to conduct observations, record data and interpret information in planning future instruction to every child. Undoubtedly, these are ways to become aware of the differences in individual children’s growth and development, which are unique. Children’s power and voice should be an important issue considered by teachers and parents.  The child-centered approach and concept of readiness should be continually developed in order to promote young citizens to be good members of the Thai democratic society’s future. For decades, Thai governments have shown that they focused educational measurement and funding based on supply-focused outcomes rather than demand-focused ones, without seriously considering sustainability in the long term.  According to the World Economic Forum (2014), political and policy instability, excessive red tape, omnipresent corruption and clientelism, low reliability, security concerns, and high uncertainty are among the myriad of reasons for the country’s weak educational system.  I have learned that every education minister always promises a coming revolution in Thai education during his position, but a revolution in Thai education never occurs. The policy makers who frequently change policy should be seriously concerned about children’s multiple intelligences and about how to raise children to live happily and in harmony with others and see these as important concerns for national policy in order to develop Thai citizens to be ready for the future global changes.  
My research thus makes an important contribution to the field. I have identified some of the benefits and challenges of implementing a Multiple Intelligences approach in early childhood education in Thailand.  There has not previously been a study of MI or Project Spectrum in a Thai kindergarten.  My project has demonstrated that such an initiative can be undertaken and that it can enhance early childhood provision, whilst at the same time identifying areas that need further consideration. Only through the consideration of some of these issues will the Thai early childhood education system be able to ensure that all children have opportunities to achieve their potential and compete internationally in an increasingly challenging global context.
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