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This survey research aimed to, first, study the current and desirable levels of practice
regarding the development of Universal Design for Learning (UDL) to promote children’s holistic
development in private kindergartens and, second, to recommend approaches to the development
of UDL to promote children’s holistic development in private kindergartens. It employed Block
Two: Inclusive Instructional Practice by Katz (2012) as a research framework. The research
population were 581 private kindereartens/in-Bangkok. The informants were 379 private
kindergarten administrators, headsof the ‘academics, and teachers obtained through random
sampling. The research instrumentswere a questionnaire and a feasibility assessment form. Basic
statistics used to analyze data included/ frequency, percentage, mean, standard deviation, and
PNl odified- 1he findings were as follows:

1. The overall current level of ‘practice regarding the development of UDL to promote
children’s holistic development in private kindergartens was at a moderate level, whereas the
overall desirable level of practice was at an extremely high level.

2. The five dimensions that showed the highest level of need for the development of UDL
to promote children’s holistic development in private kindergartens were flexible groupings/co-
operative learning, student choice, discipline-based-inquiry, social & academic inclusion of children
with exceptionalities, and. integrated curriculum, respectively. In contrast, the domains of holistic
development that showed the highest need for development were the cognitive domain, the
social domain, the physical domain, and the emotional domain, respectively.

3. The recommended approaches to the development of UDL to promote children’s
holistic development in private kindergartens included 5 main approaches, 10 sub-approaches, and
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collaboration and inclusive school community; 2) optimizing student choice and autonomy to
promote a democratic school culture; 3) Highlighting discipline-based learning as the main
pedagogical approach in classroom; 4) differentiating instructions to include children with
exceptionalities in a wider range of activities; and 5) developing an integrated curriculum that

promotes healthy emotional expressions in holistic ways
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Chapter 1

Introduction

1.1 Background and Significance of Research

The foundations of brain functioning and subsequent lifelong learning are
grounded within the early years of life through a developmental process that is highly
sensitive to environmental influences (Yoshikawa & Kabay, 2015). This environmentally-
based pruning of the brain’s architecture in the early years determines a child's holistic
development. According to Thailand’s Early Childhood Curriculum B.E. 2017, holistic
development consists of four main developmental domains that are intricately
intertwined — physical, emotional, social, and cognitive domains (Ministry of Education,
2017). By recognizing that the human development areas are interconnected, a ‘whole’
child can then be considered at every level of professional practice: early childhood
education becomes child-centered; the child becomes an active participant while
adults aid learning; play is the natural medium for learning; learming occurs through
interactions; and curriculum is a process rather than a mean end (Brody, 2018). Based
on this perspective, a high-quatity-earty-chitdhood-education program that celebrates
the uniqueness of every child-and seeks to-nurture the child in all dimensions of
his/her development is vitally needed to successfully promote children’s holistic
development.

To support children to reach their full potential through holistic development,
many governments proposed inclusive education as a means to promote high quality
in their early childhood education services. For example, New Zealand policymakers
believe that inclusive education welcomes and supports every child to play, learn,
contribute, and participate in all aspects of life at school (Ministry of Education, 2022).
Similarly, inclusive education is recognized as a means to “ensure that all children
participate meaningfully while learning and interacting in programs that acknowledge
each child’s strengths and interests so that they are supported to be active members

of their community” (Early Childhood Australia, 2012, p. 2). From these examples, it is



clear that inclusive education is understood and translated by local policymakers and
stakeholders into local definitions and educational policies (Hayes & Bulat, 2017). Being
elusive and complex in nature, along with its lack of universally accepted definition,
inclusive education in one country can ‘look’ completely different from that in other
countries in both shapes and forms.

As governments around the world locally translated this international concept
into local practices, inclusive education in Thailand, unfortunately, took its form as
special education, which was built on the psycho-medical model of abnormality where
behaviors that fall out of the ‘norms’ /as abnormal and needed to be ‘fixed’ or
‘eliminated’ (Rieser, 2001). Based on this-perspective, special education is often
characterized by the segregation of children with-disabilities from the mainstream
class. It focuses on fixing ‘abnormal’ behaviors before reintegrating the children back
into the class. (Hornby, 2021). Due to the acts of labeling and distorted perceptions
toward children, teachers will likely believe that children with disabilities cannot meet
the same academic standards as their non-disabled classmates (Hettleman, 2013).
With their ‘non-traditional’ needs, itis not surprising that special education is
disproportionally represented by chitdren from low secioeconomic status, non-English
speaking, and immigrant backgrounds.

In contrast to the psycho-medical model, which believes that behaviors that
fall outside the norms need to be fixed, more recent studies have affirmed that all
children naturally differ to varying degrees, and it is impossible to deny those
differences (Hettleman, 2013). From this perspective, every child, with and without
disabilities, requires some form of special individualized support that allows them to
reach their full potential while fully embracing those unique characteristics of theirs
(Rieser, 2001). Thus far, it may be concluded that the type of educational models that
employ the principle of eliminating individual differences and victim-blaming may not
be effective and rather hinders children’ progress. With Thai policymakers and
educators struggling to translate inclusive education policies into effective practices,

there is thus a call for an educational framework that embraces the individual



differences of every child regardless of their differences and promises equity in all
mainstream classes through differentiated instructional practices.

In response to the growing need to promote children’s holistic development
and external pressures on increased accountability for the quality of early childhood
educational services, Universal Design for Learning emerged as an educational
framework designed specifically to guide an organization of learning environments that
are flexible and responsive to all individual learning differences. Pioneered by David H.
Rose in the 1990s, the Universal Design for Learning framework has its underlying
philosophy in inclusive education, which belieyves that all individuals, regardless of their
abilities and backgrounds, should and can tearn with each other and from each other.
Furthermore, its origin in neuroscience also suggests that different individuals learn
differently; whereas some prefer listening to the lecturer over reading visual slides,
some may prefer writing essays over producing a video presentation.

Although the term Universal Design for Learning implies everyday teaching and
learning activities in classrooms, the concept of Universal Design for Learning is not
limited to classroom activities and can be applied to all aspects of schooling. This is
because Universal Design for-Learning-is-based-on the theoretical foundation that
school experiences shouldbe accommodating and tailored to each child’s needs. To
achieve that, it has been proposed by Davis et al. (2013) that Universal Design for
Learning should be extended beyond class activities and toward school curriculum,
pedagogies, assessments, and learning resources. From this system-wide Universal
Design for Learning perspective, a universally designed instruction is a prescription and
a description of what is to be learned and why and how it is to be learned by all
children regardless of their abilities and needs.

While the majority of studies on the effectiveness of system-wide Universal
Design for Learning have been done in the settings of elementary school, high school,
and college levels, a body of literature also advocates the usefulness of system-wide
Universal Design for Learning in early childhood educational settings. Critical for every

early childhood teacher is the ability to promote children’s holistic development that



surpasses their cognitive, social, emotional, and physical development through
authentic hands-on experiences (Stockall et al., 2012). For this reason, a Universal
Design for Learning framework can aid teachers in accomplishing this through multiple
means of engagement. First, teachers should allow children to choose assignment
format and offer choices in activities, especially during free play (Dalton & Proctor,
2007). Secondly, young children's motivation for learning is increased when they are
allowed to monitor both their behaviors and learning (Dalton & Proctor, 2007). Thirdly,
young children are more engaged when they have real opportunities to learn new
concepts (Stockall et al. 2012). Finally, student motivation is enhanced when teachers
take the time to build relationships with chitdren (Davis et al., 2013).

With its renowned success and effectiveness, implementing Universal Design
for Learning in Thai early childhood classrooms may not only help to promote
children’s holistic development but also the overall transformational process of school
reform. Because Universal Design for Learning is a relatively new educational framework
with an extensive amount of 'research on. its applications and implications being
underway, however, implementing Universal Design for Learning in a Thai early
childhood educational -setting inarsuably requires deep understanding, creative
leadership, and proactive support from-schoot administrators. According to Sterrett and
Irizarry (2015), the administrative team is vital to successful programs at any school as
they determine the directions of the school and orchestrate all school activities. Thus,
it is vital that administrators, as the leaders of the learning community of a school,
express their willingness to learn with and from children and teachers (Fullan, 2014).
By participating visibly in a collaborative process, children and teachers will see the
results of this collaboration working at all levels. As a result, traditional barriers are
broken down as children, teachers, and administrators effectively communicate with
each other with mutual respect.

To organize these fragmented principles of Universal Design for Learning for
education into a practical framework for administrators, Katz (2012) developed the

Three-Block Model of Universal Design for Learning to assist school administrators and



Three-Block Model of Universal Design for Learning to assist school administrators and
teachers in promoting children’s outcomes within their own contexts. Built on the
original design of Universal Design for Learning by CAST (2003), the model expanded
traditional Universal Design for Learning principles that heavily focus on technology
and differentiation to include both social and academic aspects of the classroom. In
addition, the model organizes the Universal Design for Learning theory and practices
into three blocks of practice: creating the community, inclusive instructional practice,
and systems and structures. It is believed that employing the model in early childhood
educational settings would increase the effectiveness of the programs and children’s
outcomes (Katz, 2012).

Unfortunately, evidence has shown that there is only a small number of
schools in Thailand that have the capability to offer full inclusive education regardless
of the legal requirement that all schools in:Thailand must provide inclusive education
(Vorapanya & Dunlap, 2011).A number of reasons have been claimed to be responsible
for this phenomenon. First,’ Thai' teachers and administrators were neither
professionally prepared for nor adequately advised in advance about teaching children
with diverse backgrounds:and needs (Chantarabutra, 2018). Second, there appears to
be limited access to quality teaching-and-learning resources in Thailand for meeting a
wide range of diverse needs of children due to their high prices and scarcity (Vorapanya
& Dunlap, 2011). Third, Thai parents place a high value on academic excellence and
competition over personal growth and creativity, making it harder for schools to
promote holistic development (Vorapanya & Dunlap, 2011). Finally, Thai educational
stakeholders place minimal emphasis on the importance of effective school leadership
and administrative support for holistic development and other school transformational
philosophies (Sanrattana, 2009). With such weak and unsteady school leadership and
administration, it may be unlikely for stakeholders to tackle other factors that may be
hindering the attempt to implement high-quality early childhood education and care

in Thai kindergartens.



Taking into consideration the above reasons that may explain the slow progress
toward holistic development of children in Thailand, gaining insights into the gaps
between the current and desirable levels of practice regarding the development of
Universal Design for Learning in private kindergartens may serve as a foundation for
recommending approaches to the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens. For the purpose of
this research, Block Two of the Three-Block Model of Universal Design for Learning by
Katz (2012) will be examined as it directly focuses on the management of inclusive
instructional practices, which seem to be the weakest aspect of early childhood
education practices in private kindergartens. Ultimately, gaining insights into the
practice of inclusive instruction-practices is believed to inform school administrators
about the obstacles and needs of ‘their teachers that have to be addressed prior to

the enactment of Universal'Desigh for Learning in private kindergartens.

1.2 Research Questions

1) What are the current and desirable levels of practice regarding the
development of Universal Design” for Learning to promote children’s holistic
development in private kindergartens?

2) What are recommended approaches to the development of Universal Design

for Learning to promote children’s holistic development in private kindergartens?

1.3 Purposes of Research

1) To study the current and desirable levels of practice regarding the
development of Universal Design for Learning to promote children’s holistic
development in private kindergartens.

2) To recommend approaches to the development of Universal Design for

Learning to promote children’s holistic development in private kindergartens.

1.4 Scopes of the Research
1) The research population of this study are 581 private Thai kindergartens,

registered under the Office of the Private Education Commission (OPEC), in Bangkok.



Using a simple random sampling method, 379 private kindergarten teacher and
administrator informants from 20 private kindergartens were obtained.

2) To recommend approaches to the development of Universal Design for
Learning to promote children’s holistic development in private kindergartens, there
are two content scopes for this study: 1) Holistic development; and 2) the
development of Universal Design for Learning. Within the first scope, holistic
development consists of four main components: 1) Physical development; 2)
emotional development; 3) social development; and 4) cognitive development. Within
the second scope, the development of Universal Design for Learning, there is one main
component which is Block-Two: Inclusive Instructional Practice.

3) The study period starts in-January 2022 and expected to be finished in July
2022.



1.5 Conceptual Framework

Table 1: Conceptual Framework

The Development of Universal Design for Learning:
Block Two: Inclusive Instructional Practice by Katz (2012)
2.1 Integrated curriculum
2.2 Student choice
2.3 Flexible groupings / Co-operative learning
2.4 Differentiated instruction
2.5 Differentiated Assessment
2.6 Assessment for learning / Class profiles / Strategic teaching
2.7 Technology
2.8 Discipline-based inquiry
2.9 Meta-cognition — Assessment as learning
2.10 Backward design

2.11 Social & academic inclusion of childrenwith exceptionalities

-

N

[N

N

Holistic Development

(Ministry of Education, 2017)

. Physical Development

1.1 Bodies grow and develop within standards.for.each.age through good health habits

1.2 Large and small muscles are.well developed; and coordination-and dexterity increases

. Emotional Development

2.1 Mental health is good and children are-happy
2.2 Emotions are expressed through art, music, and movement

2.3 Morality and good emotions are expressed

. Social Development

3.1 Children have life skills and practice the philosophy of sufficiency economy
3.2 Nature, environment, and culture are appreciated, and pride is taken in being Thai
3.3 Children getting along happily with others and are good members of a democratic society, under a regime of

constitutional monarchy

. Cognitive Development

4.1 Language is used to communicate meaningfully within appropriate age standards
4.2 Children develop thinking skills for basic learning
4.3 Imagination and creative thinking is demonstrated

4.4 A positive attitude to learning is expressed and be able to search for new knowledge within appropriate age

v

Approaches to the development of Universal Design for Learning to promote holistic development in private

kindergartens




1.6 Definition of Terms

Holistic Development refers to a child’s learning, growth and development
that, simultaneously and dynamically, occurs across all developmental domains that
are interconnected, unseparated, and interdependent. These development domains
include physical, emotional, social, and cognitive domains.

Physical Development refers to the advancements and refinements in
children’s motor skills, and the abilities to use and control their bodies. Indicators of
physical development are as follows:

1) Bodies grow and develop ' within standards for each age through good
health habits.

2) Large and small muscles are well developed, and coordination and
dexterity increases.

Emotional Development refers to the emergence of the experience,
expression, understanding,” and  regulation of emotions throughout childhood.
Indicators of emotional development are as follows:

1) Mental health is éood and children are happy.
2) Emotions are expressed throush art, music, and movement.
3) Morality and good-emotions are expressed.

Social Development refers to children’s emerging capacity to interact with
others around them and develop close and satisfying relationships with other children
and adults. Indicators of social development are as follows:

1) Children have life skills and practice the philosophy of sufficiency
economy.

2) Nature, environment, and culture are appreciated, and pride is taken
in being Thai.

3) Children getting along happily with others and are good members of

a democratic society, under a regime of constitutional monarchy.



10

Cognitive Development refers to long-term changes in children’s ability to
consciously cognize, understand, and articulate their understanding about the world.
Indicators of cognitive development are as follows:

1) Language is used to communicate meaningfully within appropriate
age standards.

2) Children develop thinking skills for basic learning.

3) Imagination and creative thinking is demonstrated.

4) A positive attitude to learning is expressed and be able to search for
new knowledge within appropriate age.

Universal Design for Learning refers to-a educational approach for reducing
learning barriers and providing-inclusive learning experiences for all children with
diverse needs through the implementation of Block Two: Inclusive Instructional
Practice.

Block Two: Inclusive Instructional Practice refers to step-by-step planning
guidelines and pedagogical practices that are responsive to the diverse needs of
children in kindergarten classrooms:.

Integrated Curricutum-refers—to—an—early childhood curriculum that
incorporates a wide range of experiences-and skills across learning contents in
meaningful, hands-on activities to holistically promote all areas of development.

Student Choice refers to autonomous learning opportunities in which children
are free to choose any activity to engage with.

Flexible groupings/Co-operative learning refers to a learning strategy of
cooperative learning that is flexible in a way that children with diverse abilities and
interests are given options to learn alongside and with each other.

Differentiated instruction refers to teaching instructions that utilize varying
teaching strategies, teaching styles, curriculum content, and resources to meet
individual needs of each child.

Differentiated Assessment refers to an ongoing process through which
teachers gather data before, during and after learning from multiple sources to identify

children’s needs, strengths, and growths.
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Assessment for learning refers to an ongoing assessment that allows teachers
to collect data regarding children’s learning on a day-to-day basis by which the data is
used to modify teaching strategies in order to help children become successful.

Meta-cognition — Assessment as learning refers to formative assessment that
occurs when children are responsible for their own learning and monitoring their own
thought processes.

Technology refers to technological tools that provide an assistive and
supportive classroom environment for all needs.

Discipline-based Inquiry refers to a teaching and learning enquiry based on
the acknowledgement that children learn-best when the learning experiences mimic
real-life problems and are meaningful to them.

Backward Design refers to a curriculum design approach that considers
learning goals and how children'will'be assessed prior to the consideration of how to
deliver curriculum content.

Social & Academic Inclusion of Students with Exceptionalities refers to the
full involvement of children with special needs in general early childhood education
classrooms.

Inclusive education refers to an ongoing process aimed at offering quality
education to all children and responding to their diverse needs regardless of their
abilities, characteristics and backgrounds.

Early Childhood Education and Care (ECCE) refers to all private and
governmental programs providing education and care for children from birth through
age 6 in schools, centers and home.

Current practices refer to the degree to which Universal Design for Learning is
being performed to promote holistic development at private kindergartens.

Desirable practices refer to ideal practices of Universal Design for Learning in
which private kindergarten teachers and administrators wish to achieve.

Private Kindergartens refer to private kindergartens in Bangkok, Thailand
that are registered under the Office of the Private Education Commission (OPEC) and

offer education and care for children aged 3-6.
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Kindergarten children refer to children aged 3-6 years that are enrolled at
kindergartens in Bangkok, Thailand that are registered under the Office of the Private
Education Commission (OPEC).

Kindergarten teachers refer to classroom teachers, who hold a teaching
license, at private kindergartens in Bangkok, Thailand that are registered under the
Office of the Private Education Commission (OPEC).

School Administrators refer to heads of the academics and principals at
private kindergartens in Bangkok, Thailand that are registered under the Office of the

Private Education Commission (OPEC).

1.7 Anticipated Benefits Gained

1) Knowledge about the gaps between the current and desirable practice
of Universal Design for Learning’in private kindergartens can identify barriers may or
may not be hindering the practices of inclusive education in Thailand, potentially
leading to a revision of current school policies, systems and structures so that they
can become more facilitating of flexible and equitable learning experiences.

2) Knowledge-about the gaps between the current and desirable practice
of Universal Design for Learning in private kindergartens can inform administrators and
teachers about the priority needs for improving the management Universal Design of
Learning, which can help to assist them re-evaluate and adjust their instructional
practices and teaching resources.

3) Through programs that are tailored and responsive to individual needs,
children are expected to become fully engaged with their school lives, feel belonged,

and meaningfully contribute to the community.
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Chapter 2

Literature Review

Literature and research containing concepts, theories, and practices related to
approaches to the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens have been reviewed and presented
under four sections as follows:

Section 1: Management of Universal Design for Learning

1.1Backegrounds of Universal Design for Learning
1.2 Definitions of Universal Design for Learning
1.3 The Impact of Universal Design for Learning
1.4 The Management of Universal Design for Learning
1.5 Universal Design for Learning in Contexts
Section 2: Holistic Development
2.1 Backgrounds of Holistic Development
2.2 Definitions-of Hotlistic Development
2.3 Elements of Holistic Development
Section 3: Private Kindergartens in Thaitand
3.1 Backgrounds of Private Kindergartens in Thailand
3.2 Current Practices of Private Kindergartens in Thailand
3.3 Implications of Private Kindergarten Practices in Thailand
Section 4: Related literature and research
4.1 History of Inclusive Education
4.2 The Rise of Inclusive Early Childhood Education

4.3 Implications of Inclusive Early Childhood Education
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Section 1: Management of Universal Design for Learning

1.1 Backgrounds of Universal Design for Learning

Having been promoted as both a philosophical and practical tool for an
effective implementation of inclusive education, Universal Design for Learning or UDL
emerged from the architectural concept of universal design. The pioneer of the
concept of universal design, Ronald Mace, envisioned a universally design of products
that would be applicable for all users while meeting the requirements of the Americans
with Disabilities Act (ADA) (Burgstahler, 2009). He then developed seven principals of
Universal Design, which were used widely for the development of products and
facilities:

«  Equitable use: The design is planned and useful for a wide range of needs

and abilities.

+  Flexibility in use: The- design ‘can be used by a wide range of abilities,

preferences, needs, knowledee and other backgrounds.

«  Simple and intuitive use: The design is simple and easy to understand.

«  Perceptible information: The desien commmunicates information in a way

that matches the user’s sensory abilities-or environmental conditions.

«  Tolerance for error: The design minimizes hazards or accidental actions

that may occur.

+  Low physical effort: The design can be used effectively and efficiently.

«  Size and space for approach and use: The design offers appropriate size

and space for approach, reach and use.

Although it originated from the field of architect in the late 1900s, the principals
of universal designs established a stepping stone for developing design standards that
allow a larger degree of access to a wider range of individual needs in other fields of
businesses. As for this, the concept of universal design began to gain recognition in
schools to enable physical access to classrooms and other facilities as more schools

started to embrace the philosophy of inclusive education by including children with a
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wide range of abilities, ethnicities, learning styles, interests and language skills in their
classrooms (Burgstahler, 2009).

To apply the concept of Universal Design to education, the Centre for Applied
Special Technology (CAST) first applied the concept of Universal Design to the process
of curriculum development in the field of education (CAST, 2022). In accordance to
Viygotsky’s prerequisites for learning, CAST has identified three brain networks that
coincide with Vygotsky’s theory of learning:

1) Affective networks: These networks are responsible for motivation,
engagement, attention, perseverance and enthusiasm to learn. CAST proposes that
these networks can be activated when children-are empowered to make choices and
opportunities to engage in meaningful topics and activities.

2) Recognition networks: These netwaorks are responsible for knowledge
acquisition and information processing’ through ‘our senses. Therefore, providing
information through multiple /means of visual, auditory, tactile and multi-sensory
formats is crucial for the development of these networks.

3) Strategic networks: These networks are responsive in forming strategies
for overcoming challenges. Thus, these networks are developed when children are
given different modes of expressing.and representing their understandings of what they
have learned.

According to CAST (2022), everyone’s brain is operated through an intertwine
of affective, recognition, and strategic networks; however, individual brains receive and
process information incoming into these networks very differently. As a result, CAST
(2022) has argued that curriculum, pedagogies, instructions and resources must be
designed in a way that can accommodate differences in how individuals engage
themselves in a task, process information, and express their understandings. In this
end, the goal of Universal Design for Learning is to respect individual differences of
each child and to promote their autonomy and personalization (Meo, 2008). These
collectively influence the underlying concept of Universal Design for Learning, which

is to provide flexible learning platforms that are accessible for all.
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1.2 Definitions of Universal Design for Learning

Although Universal Design for Learning appears to be a straightforward
educational tool that can be used to guide the implementation of inclusive education,
literature has used different keywords to define Universal Design for Learning — from
principles, pedagogy, approach, framework and guideline. Starting from philosophical
definitions, CAST (2022) proposed Universal Design for Learning as a framework to
improve and optimize teaching and learing to ensure that all learners have access to
participate in meaningful and challenging learning opportunities. Likewise, Katz (2012)
views Universal Design for Learning as a framework for creating a truly inclusive learning
community where all children have an—equal access to meaningful learning
opportunities. This is in line with-the description of Universal Design for Learning
provided by Mavrou and Symeonidou, (2014), which defined Universal Design for
Learning as a research-based and brain-based framework that guides the design of
learning experiences to proactively meet the needs of all learners. From these
philosophical definitions of Universal'Design for Learning, Universal Design for Learning
can be seen as a research-based and brain-based educational framework for optimizing
inclusive pedagogies and: creating a truly incltusive learning community by designing
learning experiences that are meaningful-and accessible by all learners.

From a more descriptive point of view, Universal Design for Learning has been
defined by Mangiatordi and Serenelli (2013) as a set of principles for designing
curriculum that provides all children with equal opportunities to learn. Through the
design of a curriculum, Rose and Meyer (2002) also refers to Universal Design for
Learning as a framework for guiding the development of curricula and instructions
based upon the needs of each child. Similarly, McGhie-Richmond and Sung (2012) has
defined Universal Design for Learning as an educational framework that creates
opportunities for all children to access, participate in, and progress in the general-
education curriculum by reducing barriers to instructions and activities. Katz & Sokal
(2016) also defines Universal Design for Learning as an inclusive pedagogy that

eliminates barriers to education and offers physical, academic, social spaces that
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promote meaningful access and learning for a wide range of diverse learners. A more
complete definition of Universal Design for Learning has been given by Conn-Powers
et al. (2006) who defined Universal Design for Learning as an educational approach
that places an emphasis on planning learning activities and creating universally
designed settings in which all children can fully participate from the beginning instead
of adapting a curriculum to meet the needs of each children as the program advances.
From this perspective, Universal Design for Learning can be seen as educational
framework that helps to remove barriers to the general-education curriculum and
instructions and promote physical, academic, social spaces in which all children can
fully participate and have theirindividual needs met.

While many theorists and educators have defined Universal Design for Learning
as an access to the general-education curriculum, other educators have provided a
wider concept of Universal Design for Learning by extending the concept beyond
curriculum and toward physical spaces, tearning environments, relationships, school
culture, pedagogies, instructions, assessments and resources (Conn-Powers et al., 2006;
Mavrou & Symeonidou, 2014). From this perspective, Universal Design for Learning is
no longer viewed as a setiof principtes used to suide teaching and learning activities in
classrooms, but a system-wide educational-approach that is applied to all aspects of
school systems to promote a truly inclusive educational community. For the purpose
of this study, Universal Design for Learning refers to a system-wide educational
approach for reducing learning barriers and providing inclusive learning experiences for
all children through the use of a universally designed school culture, policy, visions,
curriculum, physical spaces, learning environments, relationships, pedagosgies,

instructions, assessments and resources.

1.3 The Impact of Universal Design for Learning

As the main goal of Universal Design for Learning is to provide equal learning
opportunities to all children regardless of their needs, there are a number of positive
impact to the implementation of system-wide Universal Design for Learning. In terms

of learning experiences, it simplifies learning and makes learning more accessible in
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traditional classrooms, which are usually rigid and inflexible for diverse needs (Rao et
al., 2014). For example, the intervention program developed by Taunton et al. (2017),
called SKIP-UDL, was designed based on evidence practice of physical education,
motor education, and the three universal principles of Universal Design for Learning.
There were six weeks of intervention during Physical Education classes, which had
external observers to ensure that the teacher was applying the UDL-based motor
intervention. At the end, intra-observer agreement was performed which corresponded
to 95%. The statistically analyzed results showed differences in motor skill acquisition
between the participants of the experimental eroup and the control group. However,
when the groups with disabilities and non-disabitities were analyzed, participants with
no disabilities had superior performance in the proposed tests. The authors concluded
that, in addition to the intervention improving children' overall motor skills, planning
an intervention in Physical Education based on the principles of Universal Design for
Learning favors the participation and eneagement of children in the proposed activities.

Second, it provides children with -more than one way to engage with materials,
which enables children to use their strensths to work on their weaknesses. To achieve
this, information is presented to chitdren in ways that are flexible to learners as
opposed to requiring the learners to-adapt to the information, which helps to prevent
undesirable behaviors. For example, Loman et al,, (2018) used an experimental model
(multiple baseline single subject design) to assess the effects of adapted lesson plans
and inappropriate behaviors of children with severe disabilities in the school context.
The inadequate behaviors of the three children analyzed decreased with the insertion
of the Universal Design for Learning principles in the lesson plans and school daily life.

Third, it allows children to express their learning and knowledge in ways that
truly reflect their strengths and aspirations, which potentially helps to increase their
engagement and autonomy in classroom. It has been suggested by Mangiatordi and
Serenelli (2013) that children become more engaged and empowered to learn when
they are given a choice by adults to direct their own learning. In the study by Katz

(2013), 631 children from ten schools were assigned to UDL-intervention and control
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groups. The study found that the Universal Design for Learning intervention significantly
increased children” engagement behaviors and promoted social engagement through
peer interactions, student autonomy, and inclusivity. In this sense, system-wide
Universal Design for Learning not only allows children to choose they wish to engage
with the tasks, but also provides all kinds of support needed to achieve their academic
and personal goals.

In terms of social interactions, system-wide Universal Design for Learning has
the potential to help reduce stigmatization and eliminate discrimination in classrooms
(Katz, 2012). By giving a variety of options for children to participate in classroom
activities, Universal Design for Learning does not single out children who struggle to
adjust to the mandatory mainstrearn options; every option holds the same value and
quality as one other. This can essentially provide children with a sense of acceptance
and belonging as they feel safe ‘and valued to choose from any of the options
available. Most importantly, children tend to:develop a higher level of social skills with
system-wide Universal Design for Learning because teachers constantly adopt the role
of a facilitator and a role modet, instead of a director normally seen in traditional
schooling. This role as a facititator and a rote model allows children to observe, mimic
and practice their social cues and-skills,~which' in turn help to promote their

relationships with both teachers and peers.

1.4 Management of Universal Design for Learning

Regardless of the global attempts to include diverse children in mainstream
classrooms in the past decades, however, simply including children in mainstream
classrooms did not ensure equal and equitable access to the general curriculum or
learning opportunities (Katz, 2012). To this end, issues regarding social justice, equality,
equity and democracy remain a challenge in the educational sector around the world.
Because of this, effective school administration of Universal Design for Learning that
employs a proactive approach to providing school administrative support for the
implementation of Universal Design for Learning is essentially required. As a result,

eight principles of Universe Design for education were developed based on the original
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principles of Universal Design as an alternative for planning inclusive educational

programs for children (Burgstahler, 2009):

Class climate: The programs and practices are based on core values,
such as respect to diversity and inclusiveness.

Interaction: The programs encourage regular communications and
interactions between children, between children and teachers, and
among teachers themselves.

Physical environments and products: The programs ensure that all
resources, facilities and activities are safely accessible and usable by all
children.

Instructional standards: The programs places high expectations for all
learners and provide ' supports to help them reach those expectations.
Delivery methods:' The ' program  employs multiple means of
instructional practices to ensure that the curricular content can be
accessed by all learners. Theoretically, Universal Design for Learning is
based on three main principals of brain functioning: 1) representation; 2)
action and expression; and engasement. Thus, Universal Design for
Learning believes that children’s brains have different preferences on
how they receive information; some are visual, some are sensory.
Therefore, Universal Design for Learning recommends offering information
in more than one format. For example, textbooks are primarily visual. But
providing text, audio, video and hands-on learning gives all kids a chance
to access the material in whichever way is best.

Information resources and technology: The programs ensures that all
resources and course materials are flexible, engaging and accessible for
all. It is believed that children express their learning and thoughts
differently (Rao & Bryant, 2014). Because of this, Universal Design for
Learning suggests giving children more than one way to interact with the

material and to show what they’ve learned. For example, children might
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get to choose between taking a pencil-and-paper test, giving an oral
presentation or doing a group project.

« Feedback: The program ensure constructive and formative feedbacks on
a regular basis.

+ Assessment: The programs utilizes a wide variety of assessment tools to
assess student progress regularly, and adjust instructions accordingly.
Universal Design for Learning believes that the ways children get
motivated to learn can vary greatly from one to another. Therefore,
Universal Design for Learning encourages teachers to look for multiple
ways to motivate children. Letting kids make choices and giving them
assignments that feel relevant to their lives are some examples of how
teachers can sustain/children’ interest. Other common strategies include
making skill-building feel like a game and creating opportunities for

children to get up and move around the classroom.

The Three-Block Model of Universal Design for Learning

To organize these frasmented principles of ‘Wniversal Design for Learning for
education, which was created by Burgstahler (2009); into a practical framework, Katz
(2012) developed the Three-Block Model of Universal Design for Learning to assist
school administrators and teachers in managing the implementation of inclusive
education within their own contexts. Built on the original design of Universal Design for
Learning by CAST (2003), the model expanded traditional Universal Design for Learning
principles that heavily focus on technology and differentiation to including both social
and academic aspects of the classroom. It aims at meeting the needs of all diverse
learners in inclusive settings through administrative and pedagosical frameworks that
promote the social-emotional and belonging needs of children, as well as offering
them authentic, differentiated instructions. Ultimately, the model endeavors to uphold
the principles of whole schooling by removing barriers to full participation at all levels

of the school system. Thus, the model organizes the Universal Design for Learning
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theory and practices into three blocks of practice: creating the community, inclusive

instructional practice, and systems and structures.

Table 2: The Three-Block Model of Universal Design for Learning

Block One: Creating a Community

Block Two: Inclusive Instructional Practice

Respecting Diversity Program (RD)
Developing self-concept
Valuing Diversity

Democratic classroom management

Integrated curriculum

Student choice

Flexible groupings / Co-operative learning

Differentiated instruction

Differentiated Assessment

Assessment for learning / Class profiles / Strategic teaching
Technology

Discipline-based inquiry

Meta-cognition — Assessment as learning

Backward design

Social & academic inclusion of children with exceptionalities

Block Three: Systems and Structures

Inclusive policy

Administrators with expertise / vision
Distributed leadership

Professional development

Staffing for collaborative practice

Budgeting and funding allocations

1) Block One: Creating a Community

At the heart of inclusive education is the aim to nurture children to

become compassionate, kind, and responsible citizens of their communities. As

research shows, fostering children’ sense of self in their school community can

significantly increase their motivation to learn, engagement with school, and their

aspirations for greater academic achievement (Zins et al.,, 2004). Katz (2012) also

suggested that children’ sense of belonging also determines their attendance rates.

These research outcomes confirms that there is a connection between social and

emotional learning (SEL) and academic learning. To promote children’ SEL, Block One

of model proposes creating a compassionate learning community through Respecting

Diversity Program (RD) and democratic Classroom Management.
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1.1) Respecting Diversity Program (RD)

Respecting Diversity (RD) program is an educational program that can
be used to assist teachers in creating a classroom climate that improves children’ self-
concept, sense of belonging, and respect for diverse others and reduces challenging
and aggressive behaviors (Katz & Porath, 2011). Specifically, the RD program has the
goals of developing specific components of self-awareness, social awareness, and
respect for diversity: self-efficacy, goal setting, emotional resiliency, perspective-taking,
empathy, valuing diversity, and creating positive, inclusive classroom climate (Katz,
2012). Thus, encouraging children to develop understanding that the advantages of
having diverse learners in a classroom community may in turn help them to develop
self-respect, emotional resiliency and acceptance of others.

To teach children to. recognize that all kinds of strengths and
intelligences are equally valid and'valuable, Katz (2012) incorporated the concept of
multiple intelligences as part of the RD program to help create a climate for student
self-acceptance and acceptance of ‘others; it allows children to explore their own
interests, talents, abilities, feelings and strengths that describe their current learning
profile. As a result, children tearn to experience the diversity of intelligences in the
learning profiles of fellow: children-who-make up their school community. Students
then learn to support each other in the shared space through positive feedbacks,
potentially creating a support network and a sense of community in the classroom. As
children become aware that a community requires diversity in order to function, they
learn to value themselves as well as people who are different from them. This
ultimately helps create social awareness of the value of diversity and helps children

develop respect for others.

1.2) Developing Self-Concept
“Self-concept, broadly defined, can be thought of as a student’s self-
perception of who they are, including their behaviors, abilities, needs, characteristics,
aspirations, beliefs, and values, which formed through individual experiences and

interactions with the environment” (Rosen et al., 2010, p. 118). Cokley and Chapman
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(2008) showed that positive self-concept is related to higher academic achievement.
Furthermore, the authors also found that self-concept was affected by ethnic identity,
which is a variable of interest in our increasingly diverse classrooms. Low self-concept
has also been associated with more aggressive behaviors in middle school children
(Taylor, Davis-Kean, & Malanchuk, 2007). Moreover, Mbekou et al. (2006) hypothesized
that academic interests and self-concept together were important determinants of
children’ academic achievements. For this reason, Katz (2012) has proposed that
promoting children’ self- concept through an inclusive school community is vital to a
successful implementation of Universall Design for Learning as the corner stone of

inclusive education is to value diversity and-advocate for acceptance of differences.

1.3) Valuing Diversity

As one of the highest goals of inclusive education is to teach children
to respect and value diversity in the society, it is therefore recommended by Katz
(2012) that multiple intelligences theory (MI) is used as a framework for discussing
learning profiles and diversity with children. The aim is to help children recognize that
everyone has strengths and challenges, and that a learning community requires this
diversity in order to successfutly work cotlaboratively, think critically (as multiple
perspectives are needed), and master the curriculum (as multiple skills are needed)
(Katz & Porath, 2011). Ultimately, this idea that diversity is necessary for the functioning
of a community, and that everyone contributes to the richness of the experience, can
then be used to discuss what different cultures, races, genders, and other demographic

differences contribute to the richness of the larger community.

1.4) Democratic Classroom Management
Apart from creating a sense of community in the classroom, a
democratic classroom is a vital part of Universal Design for Learning because it allows
children to take ownership of their learning and to develop pro-social problem-solving
skills (Katz, 2012). In an democratic environment, children learn how to consider the
needs of others, voice their own needs in appropriate ways, and find solutions that are

mutually acceptable. This classroom culture is believed to encourage student
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autonomy, which is integral to an individual’s development of intrinsic motivation and
self-efficacy (Katz & Porath, 2011). As children become motivated and empowered,
children assume a degree of social responsibility, as they recognize how their
contributions, either positive or negative, affect others in the community. Thus,
effective management of a democratic classroom should provide a support structure
that develops moral reasoning by strengthening the sense of community and holding
community members accountable to practice respect and responsibility (Katz, 2012).
Katz (2012) has identified five characteristics of a democratic classroom and six teaching

strategies in a democratic classroom:

1.4.1) Five Characteristics of a-Democratic Classroom

1) Students and teachers work together to make children’
learning a contribution to-their community, i.e. praise for children across intelligences
and service projects.

2) Students demonstrate their learning in public settings and
receive public feedback, i.e. in-class presentations or presentations to other classes.

3) Students have escalating degrees of choice, both as
individuals and as groups, i.e. input into schedules, grouping structures, methods of
learning, and methods of representing understanding

4) Students actively work with problems, ideas, materials, and
people as they learn new skills and content, i.e. a problem-based learning approach

5) Students are held to a high degree of excellence in both
their academic objectives and their social contributions to their larger community, i.e.

having high expectations for every student.

1.4.2) Six Teaching Strategies in Democratic Classrooms
1) Class Meetings: Such meetings build community, create a
positive climate for learning, and reinforce academic and social skills.
2) Rules and Logical Consequences: A clear and consistent
approach to discipline fosters individual responsibility and self-control. The rules and

consequences are decided at class meetings, and then consistently implemented.
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3) Guided Discovery: An instructional pedagogy that encourages
inquiry, heightens interest, and teaches care of the school environment. It requires
teachers to step back and let children take ownership.

4) Academic Choice: Devise approaches to give student choice
in their learning that help them become engaged, self-motivated learners.

5) Classroom Organization: Implement strategies for arranging
materials, furniture, and displays to encourage independence and maximize learning
and positive social interactions for all children.

6) Family Communication Strategies: Devise ways for involving

families as true partners in their children’s education.

2) Block Two: Inclusive Instructional Practice

While Block One of the model sets a foundation for inclusion through the
development of inclusive school culture and community, Block two of the model
identifies step-by-step planning guidelines<and pedagosical practices that allow for
student choice so that children are able to develop conceptual understanding and
access activities and materials in-ways that work for them. This instructional framework
proposed by Katz (2012) synthesizes evidence-based practices for the planning and
the development of curriculum, instruction, assessment, environment and resources
for diverse learners in ways that reduce teachers’ workload and facilitate teachers’

ability to instruct small groups according to children” learning styles.

2.1) Integrated Curriculum

Katz (2012) proposes a curriculum that integrates knowledge and
skills across multiple intelligences as an ideal curriculum for inclusive programs. It is
believed that multiple intelligence-based curriculum provides a theoretical foundation
for recognizing different abilities and talents of children who are differently able.
Inclusive education is a developmental approach seeking to address the learning needs
of all children with a specific focus on those who are differently able in reading, writing
and arithmetic. A multiple intelligence-based curriculum not only satisfies the needs

of the cognitive domain, but it also deals with the affective and psychomotor domains
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of learners (Gardner, 2006). When all abilities and talents are equally valued, it then
becomes possible to cater the needs of all learners who possess differential learning
styles. Thus, Gardner's multiple intelligence-based curriculum paves way to enhance

inclusive education at a school level.

2.2) Student Choice

From a neuroscience perspective, it is believed that an individual’s
brain is operated through an intertwine of affective, recognition, and strategic networks;
however, how individual brains receive and process information incoming into these
networks may vary across individuals (CAST, 2022). As a result, Katz (2012) has argued
that pedagogies and instructions must be desiened in a way that can accommodate
differences in how individuals engage themselves in a task, process information, and
express their understandings. By allowing student to design their learning through
student choice, or the autonomy of choice and option in learning, it is believed that
children will become more engaged with« schooling in general (Katz, 2012). These
collectively influence to the underlying concept of Universal Design for Learning, which
is to provide flexible learning platforms through student choice that are accessible for
all in three distinctive ways: multiple means of engagement, multiple means of

representation, and multiple means of expression.

2.2.1) Multiple Means of Engagement is underpinned by the belief
that learners are different in the ways they become engaged or motivated to learn
(CAST, 2022). For example, some learners become stimulated and engaged by novel
and spontaneous events, whereas some prefer well-planned activities and instructions.
Factors that are believed to influence these individual variation may include
background knowledge, personality traits, subjectivity, culture, neurology and personal
relevance. It has been argued by CAST (2022) that there is not an optimal means of
engagement that suits every learner’s preferred engagement style; it is essential to
provide multiple means of engagement to ensure that all individual needs for optimal
engagement means are met. This can be achieved by, firstly, offering choices in

learning, in the context for learning, and in the tools available. Offering choices is
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believed to promote student motivation, self-determination, independence,
autonomy, and pride in accomplishment (CAST, 2022).

Secondly, children become more engaged when tasks are relevant,
authentic, personally meaningful, and valuable to their aspirations (CAST, 2022). This
can be achieved by ensuring that activities and sources of information are culturally
responsive, socially relevant, ability appropriate, and contextualized to learners’
backerounds.

Thirdly, children become engaged when potential threats and
distractions in the learning environments are minimized (CAST, 2022). To providing a
safe learning space for learners, it has been tecommended that the level of novelty,
sensory stimulation, social demands, support, and requirements for public display are
discussed in whole class discussions and adjusted to meet the needs of each learner.

Other strategies for increasing student engagement and persistence
include heightening salience of goals, varying:demands to optimize challenge, fostering
collaboration, increasing mastery-oriented' feedback, promoting high expectations,
teaching self-regulation skills, facititating personal coping skills, and developing self-

reflection skills (CAST, 2022).

2.2.2) Multiple Means of Representation is underpinned by the
belief that all individual learners perceive and comprehend incoming information that
is presented to them differently. For example, some children may grasp information
efficiently when the information is presented visually, while others may prefer printed
text. By being responsive to how information is presented to learmers, educators ensure
that all sensory needs of learners are met, including those with sensory disabilities,
learning disabilities, and language differences.

To reduce barriers to grasping information and learning, it is essential
that educators ensure that instructional content and information are perceptible to all
learners regardless of their sensory, cultural, language, and learning needs. This can be
achieved by 1) providing the same information through different formats (e.g., visual,

auditory, or touch); 2) providing formats of information that can be adjusted by
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learners; 3) clarifying vocabulary, symbols, structure, images, and syntax; 4) illustrating
information through multiple media (e.g., simulations, graphics, activities, and videos);
5) using scaffolding techniques to activate background knowledge; 6) highlighting critical
features and big ideas; 7) supporting the process of meaning-making through feedback

and modeling; and 8) maximizing generalization of learning to new contexts.

2.2.3) Multiple Means of Expression are underpinned by the belief
that all learners have varying preferences in the ways that they express what they
know. For example, some children may prefer to express themselves and what they
have learned through a public speech. In contrast, others may be able to express
themselves more efficiently in-written essays. Therefore, it is important that learners
are provided with varied modalities for expressing their knowledge, ideas, and concepts
to ensure that their comprehension and expression of their learning are optimized.

To ensure that every leamer is provided with optimal means of
knowledge expression and meets the soal of full participation in the classroom,
educators need to recognize that action and expression require the acquisition of
strategies, practices, and organizations ~all of which can be prepared and arranged for
each learner. This can be provided for tearners through 1) optimizing access to a wide
range of resources and "assistive technologies;” 2) providing multiple media for
communication and construction of knowledge; 3) suiding appropriate goal-setting; 4)
supporting planning and strategy development; 5) facilitating the management of

information and resources; and 6) enhancing capacity for monitoring progress

2.3) Flexible Groupings/Co-operative Learning
One of the ways that children may express their autonomy in
learning is to be part of a learning group (Katz & Sokol, 2016). For this reason, Katz
(2012) proposes a learning strategy of co-operative learning that is flexible in a way
that children of diverse levels of ability and interests are given options to learn
alongside and with each other. According to Dunn and Dunn (1992), children can be
categorized between those who like to learn alone and those who prefer to work in

groups. Using this dichotomy, Pitts (2009) showed that children who are allowed to
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learn in ways that accommodate these preferences had better achievement. Thus,
awareness of children’s learning preferences may help to aid teachers’ decision-making
in diverse classrooms.

To explore the benefits of group learning, a study has shown that
children benefited more from group learning compared to those that were placed in
individualistic learning (Bertucci et al,, 2010) or competitive learning (Johnson &
Johnson, 2005). In their other study, they also discovered that children experienced
gains in their social skills from group learning that are unavailable through individualistic
pedagogies, supporting the whole schooling principle of building community within our

classrooms (Bertucci et al., 2012).

2.4) Differentiated Instruction

The concept” of differentiation is derived from the belief that
instructions should be differentiated to take advantage of the diversity of children’s
needs, abilities, interests, and learning styles (Jackson & Davis, 2000). Murray and Moore
(2012) argued that ‘taking advantage of diversity” is fundamental to inclusive schooling
as it encourages all children to challenge themselves to reach their highest potential.
It involves teachers clearly identifying the needs, abilities, interests, and learning styles
of individual children before making modifications to the learning environment,
teaching style, curriculum content, and learning resources to meet the needs of every
child (Tomlinson, 1999). At the practice level, differentiated instructions should be
flexible, varied, and personally relevant to all children (Heacox, 2002). When classroom
instructions cater to children’s individuality, their motivation to learn is enhanced,

which builds on their holistic development (Ginsberg, 2004).

2.5) Differentiated Assessment
Differentiated assessment is the modification of assessment
strategies to meet the varied characteristics and needs of each child to enhance their
learning and boost their ability to show what they have learned (Katz, 2012). Children
differ in their previous learning experiences, readiness, learning styles, preferences,

academic standing, abilities, strengths and weaknesses, culture, race, and backgrounds.
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By differentiating assessments, teachers help diverse children successfully
demonstrate their competencies in ways that are fitting and effective for them (Katz,
2012). By offering various assessment strategies, the teachers are able to meet the
children’ individual needs, thereby helping them to be successful in their learning.
Examples of differentiated assessments are designing tiered activities, scaffolding
strugeling learners, challenging advanced learners with more mid-stimulating activities,
adjusting questions, compacting, flexible grouping, flexible assignments and tasks
based on children’ learning styles, learning contracts, role-playing, unit college,
individual projects, visual presentations,/ oral presentations, written presentations,
summaries and reflections, lists, charts and graphic organizers, group/collaborative

activities, comic books, raps/songs/dances/other performances (Katz, 2012).

2.6) Assessment for Learning

Assessment for learning is an ongoing assessment that focuses on
monitoring children’s learning’ progress and giving both teachers and children timely
feedback to improve their performance to become successful (Yocum, 2010).
According to Yocum (2010), an-assessment for learning is an assessment that aims to
promote children’s learning and motivation to learn. Therefore, it differs from an
assessment designed primarily to serve the purposes of accountability, ranking, or
certifying competence. When teachers provide assessment for learning, both teachers
and children receive feedback regarding their performance which is then used to
inform the modification of their teaching and learning in which they are engaged. Such
assessment becomes ‘formative assessment’ when information and feedback are used
to adjust teaching instructions to meet the learning needs of each child (Black,

Harrison, Lee, Marshall, & William, 2004).

2.7) Meta-Cognition - Assessment as Learning
Assessment as learning is a type of formative assessment that occurs
when children are responsible for their own learning and monitoring future directions
and become metacognitive of their own thought processes. According to Katz (2012),

self-regulated learners have agency over their learning before, during, and after learning
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experiences. They are able to evaluate their knowledge effectively and the gaps in
their knowledge, determine the effectiveness of their learning strategies and make
changes to increase the effectiveness in future learning experiences. In the long-term,
the self-regulated learner becomes an adaptive expert who is able to troubleshoot
problems, propose creative and innovative solutions, and able to overcome diversity
(Bain, 2004). Moreover, the ability of children to effectively self-regulate their learning
is dependent on their metacognitive or awareness of one's own learning or thinking
process. The lack of metacognitive ability prevents children from not only succeeding
at an academic level but also hinders the self-regulated learning that is needed to be
a lifelong learner capable of adapting to any learning situation. It is recommended that
metacognition can be promoted when children are encouraged to examine their
current thinking, recognize the conceptual change of self, reflect on their learning, and

actively plan for future directions (Katz, 2012).

2.8) Technology

Technology is /essential to Universal Design for Learning because it is
used as a means to provide a suppertive classroom environment (Katz, 2012). Older
fixed technologies, such as print;-demanded-approaches to teaching and learning; on
the other hand, the newer technologies allow-and encourage flexibility and diversity
instead. This flexibility of technological tools greatly enhances the teachers’ ability to
individualize and customize learning experiences for diverse children.

Moreover, technology can also be used to align with the various
networks of the brain. The recognition network can be activated by providing multiple
means of presentation (CAST, 2022). For instance, an educator can use a PowerPoint
presentation that can engage multiple senses by using animation, audio, and video
clips. The strategic network which controls the planning and executing of plans can
also be activated by technology in the same manner. Teachers can give children the
option of creating videos, songs, and animations of content to represent their
knowledge. Lastly, the effective network can be engaged by technology because the
use of technology itself provides motivation to children. From these examples,

technology seems to support the thinking of the brain because it delivers the learning
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content in various ways and provides for the activation of different senses, which

Creates engagement.

2.9) Discipline-based Inquiry

Discipline-based inquiry is the acknowledgment that children learn
best when the activities are meaningful to them. According to Friesen and Jardine
(2009), learning experiences must have authenticity in the sense that the learning which
occurs at the school must reflect the real-life problems of the topic being taught.
When children become curious and pose questions that are regarded as relevant and
important, they become motivated to ‘engage in learning experiences that are
personally meaningful, sophisticated, and powerful.

This purpose of learning is supported by a growing body of literature
urging educators to design learning ‘experiences where children engage in authentic
hands-on tasks and opportunities/for genuine knowledge creation (Bransford, Brown, &
Cocking, 2000). The job of teachers thus becomes te apprentice children into practices
as teachers need both disciplinary knowledge and pedagogical knowledge and the
ways in which these interact together in-order to create the conditions for learning to

OcCcur.

2.10) Backward Design

Originally developed by Wiggins and McTighe (2011), the backward
design approach suggests that teachers should consider the learning goals of the lesson
first before designing the lesson. These learning goals embody the knowledge and skills
intended for children to have developed by the end of the school year. After
establishing the learning goals, the next stage of curriculum development involves
assessment design. Lastly, teachers can design instructions and activities that are
congruent with the learning goals and the assessments. In other words, the backward
design suggests that teachers should consider these overarching learning goals and
how children will be assessed before designing how to teach the content. For this
reason, backward design is considered a much more intentional approach to

curriculum design than traditional methods of design (Katz, 2012).
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2.11) Social & academic inclusion of children with exceptionalities

Inclusion involves keeping children with additional needs in general
education classrooms and providing support services within the same setting, rather
than taking the child out of the classroom setting to the support services (National
Association of Special Education Teachers, 2004). Effective inclusion improves the
educational system for every child by placing them together in general education
classrooms regardless of their learning ability, race, linguistic ability, economic status,
gender, learning style, ethnicity, cultural background, religion, family structure, and
sexual orientation (Katz, 2012).. Therefore, inclusive schools must welcome,
acknowledge, affirm, and celebrate the value of all learners by academically and
socially educating them together-in high-quality, age-appropriate general education

classrooms in their neighborheod schools.
3) Block Three: Systems and Structures

3.1) Inclusive Policy

Access to inclusive education has been referred to as the degree to
which all children, regardless of their abilities,.are physically, socially, academically,
and emotionally allowed and welcomed to participate in contextually relevant
learning opportunities across all settings (DEC/NAEYC, 2009). In early childhood settings,
access refers to the degree to which school administrators and teachers intentionally
plan to provide equitable access to learning opportunities to children with diverse
needs (Conn-Powers et al,, 2006). According to Katz (2012), access to an early
childhood education program involves the development of a program philosophy,
policies, and standards on inclusion. In terms of a program philosophy, there needs to
be an agreed-upon definition of inclusion that guides the development of a program’s
own philosophy on inclusion. To develop a program philosophy, schools should first
create high expectations for every child regardless of their abilities. Having these shared
expectations will then lead to shared visions and the support of involved personnel

to advocate for high-quality inclusion (Catlett, 2022). In this sense, high-quality inclusive
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early childhood education programs require a refined educational philosophy as a
foundation of the program's mission to identify and ensure quality inclusive practices.

Furthermore, a clear program philosophy is believed to be a basis for
guiding the development of subsequent program policies and standards (McLaughlin,
2000). Having a consensus on program philosophy can influence school policies and
accountability standards related to increasing the number of children with diverse
needs enrolled in their early childhood education programs. Simultaneously, schools
should also pay attention to the enhancement of the quality and anticipated
outcomes of the services that children experience. In this sense, high-quality early
childhood education programs should emptoy accountability systems that reflect both
the need to increase the number of children with diverse needs in the programs, as

well as to incorporate considerations to address the individual needs of every child.

3.2) Administrators with Expertise and Visions

Various supports: from administrators and program leaders play a
central and unique role in inclusive education (Gupta & Rous, 2016; Leatherman, 2007).
One of the roles which administrators play is to support teachers’ positive attitudes
toward inclusive education: Leatherman (2007) interviewed early childhood educators
about their perceptions of inclusion and the factors that contributed to teachers’
attitudes and self-efficacy. She found that having administrators who prioritize the
inclusion of children with disabilities and  provide the necessary support for
practitioners was important for teachers’ positive views of inclusion and feelings of
self-efficacy. Further, the teachers also named administrators as being responsible for
positioning inclusion as a core philosophy of the program.

The importance of administrators in prioritizing inclusion and shaping
positive attitudes towards inclusive education has been a consistent focus of the
literature (e.g., Barton & Smith, 2015a; Gupta & Rous, 2016; Purcell et al., 2007). For
example, in the survey conducted by Barton and Smith (2015a), the most common
challenge for inclusion that respondents named was negative attitudes and beliefs.

Many of the solutions to this specific barrier implicated the role of administrators in
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promoting inclusion: solutions included educating local administrators about the
benefits of inclusion; providing opportunities for administrators to discuss inclusion
concerns and benefits with practitioners and families; and providing targeted
professional development opportunities related to content as well as practitioner
collaboration.

In addition to facilitating positive attitudes toward inclusive
education, administrators play a key role in providing structural support that facilitate
teachers’ use of inclusive practices. In this regard, Leatherman (2007) found that
teachers valued administrators providing observation and feedback to teachers and
advocating for teacher needs. Gupta and Rous(2016) similarly argued that program
leaders are central to facilitating practitioner collaboration and service coordination
and providing activities that encourage professional learning.

Multiple studies’ have reported that administrative support is
correlated with teachers’ “Use’ of new: instructional strategies and evidence-based
practices (e.g., Ruble et al., 2018; Ruble et al;, 2011). For instance, Ruble and colleagues
(2018) used a survey to assess the factors that contribute to early childhood special
education teachers’ data cotlection attitudes and use. The researchers found that
administrative support for data -collection correlated positively with teachers’
intentions to collect data, feelings of self-efficacy towards data collection, and actual
data collection behavior. ‘Administrative support features included administrators
promoting data collection as important and providing teachers with training, teachers
having the flexibility to be creative, the presence of adequate classroom staffing, and
the provision of adequate planning time. Given the significance of data collection
within inclusive classrooms, the role of administrators in promoting that practice is
important. Finally, as a result of their survey findings, Barton and Smith (2015a)
recommended that administrators create specific organizational supports that facilitate
sustained, effective practice (e.g., work groups) and develop and support the use of

data systems to monitor practice.
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3.3) Distributed Leadership
Distributed leadership is a critical factor in any educational change
(Harris, 2009). Leithwood and Riehl (2003) suggest that developing teachers’ capacity
to teach in powerful ways and creating a sense of community are critical to leading
inclusive schools. Principals need to invite staff to be involved in decision-making and
then expect “those who accept the invitation to share the responsibility as well” and
implement decided-on changes (Schlechty, 2000, p. 185). Thus, Katz (2012)
recommends that principals work with teachers to break down large goals into small,
achievable goals and practical plans so that teachers persist through all demanding
tasks and plans.
3.4) Professional Development
The National Professional Development Center on Inclusion (NPDCI)
emphasized the importance of professional development that generally promotes
effective teaching as a key component of program and inclusion quality (Buysse and
Hollingsworth, 2009). Coaching, in particular, has been linked to increased child
outcomes when it is characterized by specific content instruction, modeling of
techniques and instructional practices, observation, and consultation that facilitates
reflection (Shidler, 2009),.These professional-development practices have been
effective in promoting the use of a variety of key inclusive practices, such as progress

monitoring data collection, behavioral support, and family-professional partnerships.

3.5) Staffing for Collaborative Practice

One of the most important principles of systemic support for
inclusion is transdisciplinary, integrated, coordinated, and collaborative systems that
work across disciplines and organizations (Odom et al., 2004). This is because many
professionals working in early intervention can support early childhood educators to
meet the needs of children who experience a range of differences. Additionally,
opportunities to collaborate with other teachers and service providers provided
motivation and helped teachers problem solve once inclusive services began (Katz,

2012). Moreover, collaborative service delivery may indirectly improve children’s
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outcomes by improving teachers’ knowledge of effective strategies, increasing their
fidelity to intervention implementation, and providing an avenue for effective coaching
(Dinnebeil et al., 2009).

Therefore, it is recommended by Katz (2012) that principals should
consistently arrange a time for staff to meet and work collaboratively to share their
course content, ideas, activities, and themes with each other and find connections
between them. It is hoped that, through collaborative professional practices, children’
diverse learning styles and needs are considered during the development of lessons

while incongruence between classes is minimized.

3.6) Budgeting and Funding Allocations

In decentralized countries where there is autonomy presented to
different levels of management, especially when related to financial resources, it is
fundamental to promote accountability for the management of resources (OECD,
2017). Promoting accountability through the setting up of evaluation models at the
management level is beneficial; as this promotes the more effective use of financial
resources that takes into account pedagosical considerations and the impact of
resource use on teaching-and-learnine.-These-measures include external school
evaluations, school self-evaluations, and schoelt leader evaluations.

In addition, evaluating the effectiveness of the way in which funding
is used at the school level should go beyond budgetary and financial compliance and
financial stability. Principals should assess how their budgets are spent to promote the
general goals of the school system, implement their school development plan, and
ultimately improve teaching and learning for all children (Katz, 2012). Evaluations
should combine both pedagogical and financial aspects of school operation and review
how resource use affects the achievement of strategic goals and the quality of teaching
and learning (OECD, 2017). Most importantly, it is also important to set up a feedback
system for schools. This is to ensure that both pedagosgical and financial aspects and
the links between them receive sufficient attention and improves their decision-making

on how to make better use of their resources and promote school development.
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1.5 Universal Design for Learning in Contexts

1.5.1 Universal Design for Learning at the Global Level

At the international policy level, the principles of Universal Design for
Learning have been promoted as an effective tool for achieving a truly inclusive
educational community. According to UNESCO’s Policy Guidelines for Inclusion in
Education, national inclusive education should, at a minimum, achieve the following:

+  Recognize inclusive education as a right;

« Identify minimum standards in relation to the right to education,
including physical 'access, communication access, social access,
economic access, early-identification, adaption of curriculum, and
individualized student supports;

« Identify minimum standards regarding the right to education and
ensure that/families and communities are active participants in
inclusive education;

«  Ensure a transition plan for children with disabilities;

« ldentify stakeholders and their responsibilities;

«  Provide resources for chitdren with disabilities; and

«  Establish monitoring and evaluation mechanisms for ensuring that
education is truly inclusive (UNESCO, 2009).

In its 2020 Global Education Monitoring (GEM) Report, UNESCO identified
obstacles to successful implementations of inclusive education at national and local
levels, which include, but are not limited to, the lack of common understandings, lack
of necessary skills, limited resources, existing attitudes and inappropriate organizational
structures (UNESCO, 2020). To uplift these obstacles, the GEM Report recommended
that its members apply the principles of Universal Design that recognizes diversity and
responds to the diverse needs of learners in their pedagosgical practices. From this
angle, Universal Design for Learning is advocated as a universal pedagogical tool that
can be used to assist local educators and practitioners in planning and delivering

inclusive education within their contexts.
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To respond to the international movement toward universally designed
education, Universal Design for Learning in the United States has seeded the field of
curricula, pedagogies, software development, teacher preparation and support,
education research, and national policies. From the top down, Universal Design for
Learning can be found in many of the U.S. education policies around K-12 education,
higher education, and educational technology. In 2016, for example, the principles of
Universal Design for Learning were endorsed for the first time in the federal education
law governing K-12 education in the 2016 Every Student Succeeds Act (ESSA) (U.S.
Government, 2016). Originally, the Act was/passed to address the need for greater and
more equitable opportunities in public schools. Starting from State-level plans, Section
2221 (b) (1) of ESSA requires States to incorporate the principles of Universal Design
for Learning in planning, instruction, and-assessing a child’s progress and on continuous
professional learning. Moreover, Section 4104 of the Act also mandates incorporating
Universal Design for Learning principles to guide the use of technology to support the
learning needs of all children, This coincides with the goal of the 2016 National
Education Technology Plan, which promotes Universal Design for Learning as a
commonly accepted educationat framework for suiding educators in designing and
utilizing educational technologies in-personatized, effective, and meaningful ways (The
U.S. Department of Education, 2016).

While the U.S. is at the forefront of promoting Universal Design for
Learning in its education, other countries are gaining awareness of its effectiveness of
Universal Design for Learning at policy levels. For example, New Zealand’s government
has officially cited Universal Design for Learning in its national documents as an
effective pedagosical approach to teaching that helps practitioners plan and delivers
their programs with a consideration of all individual needs from the beginning (). From
this body of evidence, it can be concluded that Universal Design for Learning is
regarded as an effective inclusive educational framework globally, and its effectiveness
and utility are also gaining recognition at national political levels in many countries

(Ministry of Education, New Zealand, 2018).
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To prepare and equip educators with the necessary knowledge and skills
for delivering inclusive education, a body of evidence has suggested that governments
and educational researchers have begun to provide recommendations for embedding
the principles of Universal Design for Learning in pre-service teacher preparation
programs as continuous professional development programs for in-service teachers.
For example, the U.S. National Association for the Education of Young Children (NAEYC)
and the National Council for Accreditation of Teacher Education (NCATE)
collaboratively prepared standards for program accreditation that require teacher
candidates to effectively use Universal Design for Learning to respond to the individual
needs of each learner in their elassrooms (NAEYC, 2019).

Regardless of whether Universal Design for Learning has been legally
endorsed locally, literature has suggested that Universal Design for Learning has been
practiced within early childhood classrooms across countries. Evidently, Universal
Design for Learning has been incorporated into early childhood education curricula and
activities in schools throughout the U.S. For example, American early childhood
education practitioners in the -study by Blum and Parette (2013) used various
technologies to support their ctassroom instructions for all children. These teachers
ensured that chosen technologies-and-other teaching resources were connected to
curriculum standards, developmental benchmarks, instructional methods, assessment,
and document outcomes of each child. In the study, the principles of Universal Design
for Learning are not only incorporated into the planning of the curriculum and activities
but were also used to guide all decisions regarding the full inclusion of all children,
ranging from school vision, missions, core values, and administration.

Another study focused on using Universal Design for Learning to promote
scores on early childhood literacy and math assessments through developing a
Universal Design for Learning-enhanced curriculum (Lieber, Horn, Palmer, & Fleming,
2008). The authors found that the children's literacy and math performance outcomes
increased. Notably, the implementation of the UDL-enhanced curriculum was

combined with a high level of teachers’ knowledge and expertise in individualizing
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instructions for each child. It was then concluded that factors that helped to enhance
the successfulness of the program were teachers’ expertise in recognizing the needs
of each child and their additional unscripted accommodations that were made during

the study.

1.5.2 Universal Design for Learning in Thailand

Whereas Universal Design for Learning has been regarded and
appreciated in Western countries as an effective pedagogical framework for meeting
the needs of all children in general education classrooms regardless of their abilities,
Universal Design for Learning has been‘taking a rather different route in Thailand.
Having been introduced to Thai education in the early 2010s, the principles of Universal
Design for Learning appeared in‘academic literature for the first time in a report by the
Office of the Higher Education Commission in 2012. The report promoted Universal
Design for Learning as an appropriate tool for teaching disabled children in higher
education. It has since set a‘tone for using Universal Design for Learning to deliver
education to disabled learners and has been cited and referred to in most Universal
Design for Learning-related literature in Thaitand eversince.

Since it was-introduced to Thai edugation, Universal Design for Learning
has been regarded in a limited range of Thai literature and research as a practical
framework for including disabled learners in mainstream education. For example,
Thongbor et al. (2020) investigated the use of Universal Design for Learning principles
in designing lessons to promote the drawing skills of physically disabled undergraduate
children. In addition, the study employed universally designed teaching and learning
materials that were believed to facilitate the learning of the research participants.
However, it was notable that the goal of the study was to use the principles of
Universal Design for Learning to facilitate the learning of this specific group of children
under the scope of its traditional curriculum rather than using Universal Design for
Learning to guide the planning of a curriculum design, pedagogies, and assessments at
the start. This suggests that Universal Design for Learning is still perceived as a mere

teaching tool reserved for a specific group of children instead of an educational
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framework used to guide the design of curricular content, instructions, materials, and
evaluations of the learning of all children.

Similarly, Suthipiyapathra et al. (2019) conducted a similar study but
focused on accommodating college children who had hearing impairments in an
English class through the use of the Universal Design for Learning approach. The study
deployed steps beyond that of Thongbor et al. (2020) by adapting the class content,
instructions, engagement processes, assignments, and assessments to accommodate
the needs of their research participants. Even though the children in this study did not
show a significant improvement in their reading skills, the attempt to adapt curricular
content, instructions, activities; and assessments for children with additional needs in
mainstream classes appears to-be a promising movement toward full inclusion in
Thailand.

Whereas the ‘majority sof Universal Design for Learning literature in
Thailand are concerned with addressing the needs of university children with
disabilities, Boonyasiri (2018) argued that Universal Design for Learning should be used
to promote the mathematical skitls of att tearners in Thai schools, regardless of their
abilities. The author pointed out that there is a need for changes at a fundamental
level in the Thai education system-that all tearners are distinctly different, and that
the principles of Universal Design for Learning can be used to guide the design and
delivery of instructions to ensure that all individual needs in a classroom are
addressed. From the author’s perspective, the use of Universal Design for Learning in
Thailand should not be reversed for only children with disabilities but for every student
so that an equitable learning opportunity can be offered for every student and a truly
inclusive educational community fostered.

In conclusion, Universal Design for Learning in Thailand is still largely
understood from the architectural perspective. It has not been extensively appreciated
as an effective educational paradigm of universal design for inclusive education and is
limited to technology or differentiation of instruction as the intervention. It is simply

understood as a tool for including children with extensive disabilities in mainstream
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classrooms. Most noticeably, most studies on Universal Design for Learning in Thailand
have been carried out in higher education settings with no evidence of Universal Design

for Learning research done in early childhood education settings.

Section 2: Holistic Development

2.1 Backgrounds of Holistic Development

Holistic child development is a fairly new movement that emerged as a
response to fragmented child development theories that deal with only limited
domains of development (Saracho, 2021). For example, Vygotsky’s theory of child
development is dominantly concemed with the growth of children as products of
social interactions, whereas Piaget solely focused on cognitive development. While
many existing child theories” offer different explanations about children’s
development, the field of child'development currently provides no ultimate truth as
no single theory has explained all/aspects of children’s growth (Berk, 2012). It has been
agreed by Mahmoudi et al.(2012) that understanding a child’s development from
fragmented perspectives may overlook: significant aspects of a child’s life, thus
materialistic and reductionistic_views of a person. As a result, holistic child
development offers an inclusive alternative whose main attempt is to offer a more

rounded understanding of a child’s reality.

2.1.1 The Psychoanalytic Perspective

Emerged between the 1930s and 1940s, the psychoanalytic perspective
asserts that children’s emotional and social experiences are determined by the
outcomes of conflicts between internal biological drives and external social
expectations (Berk, 2012). According to Sigmund Freud’s theory of psychoanalytic
development, there are three parts of the personality: the id, ego, and superego. The
id is present at birth and represents biological drives that demand instant gratification.
The ego begins to develop when children learn to delay gratification to avoid the
disapproval of others. The superego will bring inward social values and will flood

children with guilt when misbehaving. Based on his theory, children will grow into well-
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adjusted adults if parents are able to achieve a good balance between permitting too
much and too little gratification in each psychoanalytic stage. According to Berk (2012),
Freud was the first child development theorist to stress the importance of the early
parent-child relationship on healthy child development.

Expanded on Freud’s theory and his psychoanalytic stages, Erikson
focused on the development of self-identity and argued that social relationships are
more important than biological drives. In this sense, a successful resolution to each
crisis positively builds on a child’s sense of identity, preparing them for future success
(Rathus, 2014). Unlike Freud, however, he asserted that child development must be
understood in relation to the environmentthe child is placed in (Berk, 2012). From his
perspective, child rearing is directly influenced by the values and morals needed by

the child’s society.

2.1.2 The Learning Perspective

Whereas the psychoanalytic perspective struggled to be tested
empirically, John B. Watson argued that the study of child development must focus
on observable behaviors only: According to Behaviorism, children’s development
depends solely upon the environment in which adutts can carefully modify children’s
behaviors by controlling stimulus-response associations (Berk, 2012). Built on Watson’s
work, B. F. Skinner introduced the concept of reinforcement which acts as a stimulus
that increases or decreases the frequency of the behavior they follow. Through
classical and operant conditioning, children learn to modify their actions based on
their beliefs and experiences about following desirable or undesirable consequences.
As a result, children regularly anticipate the consequences of their actions and choose
their behaviors accordingly. Over time, children develop as they undergo countless
incremental changes in behaviors. From Watson’s perspective, child development is a
continuous process that gradually builds on the number and strength of stimulus-
response associations.

Built on the principles of conditioning, the social learning theory by Albert

Bandura exerts that children can learn through observation and imitation. Instead of
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having to experience conditioning first-hand, children may observe the model being
reinforced or punished, which becomes their motivation to imitate. This discovery has
stressed the importance of cognition, or the ability to listen, remember and extract
rules from observed behaviors. Based on this theory, children gradually acquire values
and attitudes and become more selective in their behavior and what their choice to
imitate. Nonetheless, both behaviorism and social learning theory have been criticized
for underestimating the influence of environmental factors on child development as

well as children’s own contributions to their own learning (Rathus, 2014).

2.1.3 The Cognitive Perspective

Moving toward mental processes, cognitive theorists investigate the ways
in which children perceive, process, and interpret information to develop thinking,
logic, and problem-solving ability: Disagreeing with behaviorism that children’s learning
depends on reinforcers, Jean Piaget argued that children actively construct knowledge
about the world as they /explore and interact with their environments. He
hypothesized that children’s ability to think orderly develops in a series of stages:
sensorimotor, preoperational, concrete operational, and formal operational. At each
stage, children seek out hew experiences, try to understand what they perceive, and
work actively to reconcile any discrepancies between new information and what they
previously knew. Through these reflections, children’s cognition becomes increasingly
logical and abstract with age.

Although Piaget’s theory has tremendously contributed to the field of
child development, it has later been criticized for underestimating children for
becoming capable of doing certain things at different ages and undermining the
influence of children’s cultural and social contexts (Rathus, 2014). This has then led
to another face of the cognitive perspective, which is the information-processing
theory. Using the computer as a metaphor, the information-processing theory explains
children’s cognitive activities as the processes by which information is encoded, stored,
retrieved, and used to solve everyday problems. This cognitive theory of child

development heavily focuses on children’s perception, memory, attention, planning,
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problem-solving, language comprehension, and to what extent the child can make use

of the stored information.

2.1.4 The Biological Perspective

Whereas other perspectives are mainly concerned about the cognitive
and socioemotional development of children, the biological perspective is directly
related to the physical and behavioral development of children. Ethology, as a school
of study, is concerned with the adaptive behavior patterns that help individuals to
adapt and survive as a species. In the area of child development, etiology focuses on
the critical period, which is the optimal time in which the individual is especially
responsive to environmental influences to develop certain capacities and adaptive
behaviors. For example, children -who are deprived of adequate food or physical
stimulation during the critical period may not physicatly develop to their full biological
potential (Berk, 2012).

Not only is the  biological  perspective concerned with physical
development, but the school of evolutionary developmental psychology also seeks
to understand the adaptive value of cognitive, emotional, and social development of
children. It recognizes the influence of social environments on human development,
such as the impact of caretaker-infant relationships on the child’s ability to develop
attachment or the male dominance on risk-taking behaviors in male adolescence.
However, it is vital to note that the biological perspective does not pertain to that
human development is as mechanical as those of other species; it merely suggests

that instinct may play a part in human behavior (Rathus, 2014).

2.1.5 The Sociocultural Perspective
Agreeing with evolutionary developmental psychology that social
environments play a part in human development, the sociocultural perspective
suggests that cognitive development is a socially mediated process in which social
interactions influence a child’s learning experiences. According to Vygotsky, culturally
specific beliefs and values are transmitted from adults to young children through social

interactions. Through these social interactions, children internalize cooperative
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dialogues and explanations, which they later use to guide their own thoughts and
acquire new skills. From this perspective, children’s development is situated within
their social and cultural contexts and must only be understood with awareness of their

sociocultural diversity.

2.1.6 The Ecological Perspective

As more theories began to recognize contextual influences on child
development, the ecological systems theory by Bronfenbrenner has offered the most
differentiated and complete explanation for contextual influences on child
development. In addition, the theory views child development as an outcome of the
interaction between the child and the complex system of environments in which the
child is situated within. It considers the importance of both biological dispositions of a
child and environmental -forces that'collectively. and reciprocally, mold the child’s
development.

Starting from the'immediate settings with which the child interacts, the
microsystem explains the influence of the child’s immediate environments and
relationships on the child’s development. Extending beyond the child’s immediate
environments, the mesosystem explains the interactions of the various settings within
the microsystem and its joint effect on the child. Moving further away from the child
is the exosystem, which involves the institutions and settings that indirectly influence
the child, such as the parents” workplaces. All of these systems are then influenced
by the macrosystem, which is the belief system that the child interacts with, including
values, expectations, rules, and lifestyles. Lastly, the chronosystem considers the
environmental changes that occur over time. From this perspective, effective child-
rearing practices require healthy interactions and efforts from all levels of the complex

systems within which the child is situated within.

2.1.7 Dynamic Systems Perspectives
Recognizing both consistency and variability in children’s growth across
developmental domains, the dynamic systems perspective aims to explain how the

child’s physical, cognitive, social, and emotional domains of development form an
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interconnected web that assists in learning of new skills (Berk, 2012). Unlike most mid-
twentieth-century theories that singularly focus on one developmental domain at a
time, the dynamic systems perspective acknowledges the dynamic influence of both
biological makeup and environments on the child’s development across domains.
According to the perspective, different developmental domains become intertwined
and supportive of one another as children master more and more skills. In this sense,
when the child learns a more advanced skill or behavior, components of the
interconnected web of developmental domains reorganize themselves in a complex
way (Fisher & Bidell, 2006). In other words; learning any new skills requires a constant
interplay of all development domains that branch out in many directions as children
master new skills in diverse contexts (Berk, 2012). This perspective on children’s
development forms a foundation/ for the holistic development of children in the

present day.

2.2 Definitions of Holistic Development

Defining holistic development has been proven a challenge due to its roots in
a wide range of child development theories. According to Mahmoudi et al. (2012), the
term ‘holistic’ is intended ifor capturing the whaleness of a child and for avoiding
excluding any particular aspects of the child’s reality, including intellectual, physical,
spiritual, emotional, social, and aesthetic. On the other hand, ‘development’ refers to
the process in which a child learns to master higher levels of thinking, problem-solving,
moving, and interacting with the surrounding environment (Evans, Myers & Ilfeld, 2000).
Put together, this is in line with the definition of ‘holistic development’ given by
Thailand’s Ministry of Education (2017), which defined ‘holistic development as the
development of all areas of a child’s development, including physical, emotional,
social, and cognitive areas. From these authors, ‘holistic development’ is viewed as
the development of a whole child that, dynamically and holistically, includes all areas
of the child’s reality.

To further elaborate on the definition of ‘holistic development’, Neaum (2013)

recognized that children’s development is a complex interplay of physical, cognitive,
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linguistic, emotional, and social areas of development that are interconnected,
unseparated, and interdependent. Agreed with Neaum (2013), Allen and Kelly (2015)
viewed ‘holistic development’ as the development of a child across developmental
domains, including physical, cognitive, socio-emotional, and general learning
competencies, that enable and mutually support each other. From this perspective,
children’s development should be viewed and considered as an entirety instead of
fragmented snapshots of progress.

While most authors viewed ‘holistic development’ as a totality of a child’s
developmental domains, Brodie (2018) argued that a child’s holistic development is a
combination of learning, gsrowth, and development of young children that are fluid,
dynamic, interdependent, and concurrent right from birth. Based on these definitions
of ‘holistic development’, a more complete understanding of the term can be given
that is, “a child’s learning, growth, and development that, simultaneously and
dynamically, occur across” all developmental domains that are interconnected,

unseparated, and interdependent”.

2.3 Elements of Holistic. Development

Confirmed in the-previous section of literature review that early childhood
education is unique in its philosophical underpins and practices, exploring its impact
on the outcomes of young children is thus critical for determining its overall impact
on the early childhood education systems. Suggested by Wolery and Odom (2000) that
there is a relatively small developmental discrepancy between preschool children with
and without additional needs, early childhood inclusion is therefore regarded as an
essentially needed early intervention to support every child’s immense growth and
acquisition of knowledge, skills and abilities across interconnected realms: cognitive,
social, emotional, and physical (Henninger & Gupta, 2014). In terms of its benefits on
children’s development, research has shown that high-quality early childhood
inclusion programs help young children with and without additional needs make short-
term gains that are visible during preschool and long-term gains that are realized later

in life.



51

Specifically, there are four main developmental domains that transcend the
holistic development in which children have to achieve in order to live meaningfully
across different settings. These developmental domains encompass cognitive, social,
emotional, and physical development (Henninger & Gupta, 2014). It is believed by
Henninger and Gupta (2014) that children need opportunities to develop across these
four areas to become social competent, think critically, solve problems, and gain
independence to be successful in school. Research has confirmed that having healthy
and abundant interactions with adults and peers throughout their childhood can
contribute to a significant progress across developmental domains of children with
and without disabilities (Buysse et al., 2003). This underlines the importance of placing
children with a wide range of abilities and needs in inclusive environments where they
can interact with and learn from their peers and adults alike. To further explore the
significance of IECE on children’s ‘holistic development, research and literature

describing elements of holistic/development will be reviewed.

1) Physical Development

The acquisition-of physical development is the advancements and
refinements in motor skills, as wetl as children’s abilities to use and control their
bodies (Frankel & Hobart, 2004). This physical growth curve is characterized by both
continuous and stagewise transformations that are quantitative and qualitative (Berk,
2012). From this perspective, a child is born with a genetic map that will guide their
height and general muscle development, whereas the child’s environment will
influence overall health and activity levels, which contribute to physical development.
According to Thailand’s Early Childhood Curriculum B.E. 2017, the physical
development of children aged 0-6 years old is characterized by two standards: 1)
Bodies grow and develop within standards for each age through good health habits;
and 2) large and small muscles are well developed, and coordination and dexterity

increases.
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1.1) Standard One: Bodies grow and develop within standards for

each age through good health habits
The first Standard of physical development prescribed in Thailand’s
Early Childhood Curriculum B.E. 2017 explains expected physical growth for each age
group through good health habits. Within the first indicator of physical development,
children are expected to have age-appropriate weight and height. The second indicator
of the first Standard of physical development identifies good health habits, such as
eating habits, personal hysiene, rest patterns, and physical activities. The third indicator
of the first Standard of physical development underlines the awareness of safety and
physical harm that may arise from engaging in- physical activities. These expected
outcomes of physical development resemble adaptive behaviors, which are behaviors
that help an individual to cope with'common life demands and to achieve a level of
independence, such as self-care’ activities; and personal functioning (Reschly et al,,
2002). These behaviors are believed to allow individuals to engage in regular social life,
be independent, maintain "their basic health and safety, and uphold personal

responsibility (Reschly et al., 2002).

1.2) Standard Two: Large and small muscles are well developed,

and coordination and dexterity increased
While the first Standard of physical development focuses on
physical growth and self-care behaviors, the second Standard of physical development
focuses on the development of fine and gross motor development (Ministry of
Education, 2017). The first indicator of the second Standard describes the age-
appropriate development of gross motor of children aged 3-6 years old. It explains
that children aged 3-6 years old should be able to show good body coordination and
balance when walking, running, jumping, or catching objects with their hands. The
second indicator of the second Standard explains children’s ability to control their
small muscles and their eye-hand coordination, such as using scissors to cut paper,

drawing, coloring, writing, building a tower of blocks, or stringing beads.
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While some children are genetically predisposed to have more
strength and better coordination than others, children acquire their motor skills by
self-practice and observation of others (Rathus, 2014). At this particular point of
development, providing abundant opportunities to play with other children seems to
be more effective at developing motor skills than giving adult instruction. For example,
Holahan and Costenbader (2000) examined and compared the developmental
outcomes of 30 pre-schoolers with additional needs in inclusive settings and self-
contained classrooms. They found that high-functioning children with additional needs
made more progress in the area of self-help skills that require motor functions in
inclusive settings than those -in self-contained settings. Thus, it is important that
children’s physical development is supported-in high-quality inclusive programs that

take into consideration children’s differences and diverse needs.

2) Emotional Development

Emotional development in«young children can be defined as the
emergence of the experience, expression, understanding, and regulation of emotions
throughout childhood. It encompasses the development of emotional responses to
oneself and to other peaple (Neaum, 2013). 3As children learn expected patterns of
behavior, they develop emotional skills that help' them to regulate, manage, and
control themselves in demanding social situations. According to Rathus (2014),
emotional skills are the ability to understand, identify, express, and regulate emotions.
It is believed that healthy emotional development leads to a positive development of
friendships, positive attitudes to learning, self-confidence, and academic success
(Denham et al., 2003).

To promote children’s emotional development, the Early Childhood
Curriculum B.E. 2017 has set three standards for emotional development: 1) Mental
health is good, and children are happy; 2) emotions are expressed through art, music,

and movement; and 3) morality and good emotions are expressed.
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2.1) Standard 3: Mental health is good and children are happy

This Standard prescribed in the Early Childhood Curriculum B.E.
2017 aims to promote children’s mental well-being through the cultivation of positive
emotions and positive self-concept. The first indicator of this Standard expects children
to be able to express emotions appropriately. For example, children are expected to
express emotions or feelings that are socially appropriate for different situations.
According to Thompson (1991), the ability to express socially appropriate emotions
relies heavily on the child’s growth of emotional self-regulatory capacities, which are
extrinsic and intrinsic processes that monitor, evaluate, and modify emotional
reactions. As children develop their executive functions in regulating attention and
holding information in memory, they become more equipped with new means to
understand a wider range of emotions, recognize social norms for emotional
expression, and navigate through' emotional situations (Harrington et al., 2020). This was
found in the study by Denham et al: (2003) that emotional competence predicts
mental health outcomes throughout childhood, positive school adjustment, and
positive attitudes toward school.

The second indicator of Standard Three focuses on the
development of children’s; self-concept. It expects children to feel positive about
themselves and others by expressing themselves freely with others and showing
satisfaction in their abilities as well as others’. According to Magdalena (2015), self-
concept refers to the set of perceptions that a person has about himself, encompassing
characteristics, attributes, qualities, deficiencies, capacities, limits, values, beliefs, and
relationships. It is not inborn but instead forms and evolves through a child’s life as
the individual interacts with new environments and experiences (Magdalena, 2015).
Self-concepts in early childhood contain interconnected elements, including physical
self, cognitive self, emotional self, and social self. Each element represents how
children perceive themselves within that domain of self.

Self-concept is also believed to be foundational to the
development of positive self-esteem, self-assertion, self-appreciation, self-worth,

creativity, self-regulation capacities, communication abilities, and effective emotional



55

management (Magdalena, 2015). This is supported by a study that found that having a
positive self-concept is a powerful predictor of healthy mental conditions, school
achievements, and academic success (Hamachek, 1995; Wigfield et al, 1997).
Specifically, Hamachek (1995) discovered a bidirectional relation between self-concept
and academic success; children do well in school when they have a positive self-
concept, but they must also do well in school in order to develop a positive self-
concept about themselves. Thus, incorporating personal development programs that
provide children with criteria in self-appreciation and in others’ appreciation within a
safe and inclusive environment may help boost children’s self-concept — therefore,

healthy mental well-being.

2.2) Standard Four: Emotions are expressed through art, music, and

movement
Standard Four of the Early Childhood Curriculum B.E. 2017
specifically aims to promote the expression, of positive emotions through art, music,
and movement. It expects children to express interests and joy through their
engagement with art, music, and movement. Such expectation is based on the premise
that there is a link between emational development and art, music, and movement.
According to Yanko and Yap €2020), children’s-vulnerabilities, feelings, and ideas are
evoked when they apply art, music, and movement as a way to demonstrate values
and understandings. Such experiences necessitate the acquisition of behavioral and
emotional skills, such as solving conflicts, being attentive, following directions, and
managing emotions. This helps children to further cultivate awareness, attention,
intention, and a will to express themselves freely. This process is ultimately believed
to develop fundamental emotional and social competencies to regulate emotions,
develop concern for others, foster positive relationships, make informed decisions, and

handle challenging situations constructively (Weissberg et al., 2007).

2.3) Standard Five: Morality and good emotions are expressed
The Early Childhood Curriculum B.E. 2017 has defined morality and
good emotions as being honest, being kind and honest, having empathy, and having

responsibility. Examples of desirable emotional outcomes include asking before
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grabbing things that belong to others, showing affection to peers and pets, helping and
sharing things with others, showing appropriate expressions when perceiving others’
feelings, and completing work by themselves. By being modeled by caregivers who are
affectionate, express appropriate emotions, and respond to negative events with calm,
children learn to develop a wider range of adaptive emotional strategies essentially
needed for coping with everyday stressors and sustaining healthy relationships with
others (Ormrod, 2014).

Moreover, a secure bond between children and their primary
caregivers may help the children to later develop positive, self-fulfilling expectations
about others, which in turn set the tone for their sense of self and all future
relationships (Bowlby, 1973; Ryan, Stiller, & Lynch, 1994). A secure bond can be formed
when caregivers are affectionate toward children, empathize with their feelings, meet
their needs, and celebrate theiraccomplishments (Ormrod, 2014). Through this bond,
children form a positive mental representation of what interpersonal relationships are,

learn to trust people, and later become trusting people themselves.

3) Social Development
Highly intertwined.with_emaotional ) development, holistic early
childhood programs also provide an opportunity for children to foster their social skills
(lvory & McCollum, 1999). According to Neaum (2013), social development refers to
early childhood mental health that entails children’s emerging capacity to interact
with others around them and develop close and satisfying relationships with other
children and adults. These skills are considered essential to all children, particularly in
terms of their socio-emotional development, perceptions of self and others, and
overall mental wellness (Odom et al., 2002). It is intricately interconnected with other
domains of development as it acts as an essential tool for complex learning,
particularly when children are placed in a learning environment that requires social
interactions (Rathus, 2014). To promote children’s social development, the Early
Childhood Curriculum B.E. 2017 has described social development under Standard Six,

Standard Seven, and Standard Eight.
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3.1) Standard Six: Children have life skills and practice the
philosophy of sufficient Standard.

The sixth Standard of the Early Childhood Curriculum B.E. 2017
places emphasis on life skills and living by the principles of a Sufficient Economy. It
has defined ‘life skills’ as the ability to take care of self in daily routine and having
self-discipline. Examples of expected behaviors include getting dressed, eating, using
the toilet, cleaning up after one’s self, and waiting for one’s turn. Other examples of
life skills include self-control, decision-making, personal hygiene, time management,
and self-directed learning. These behaviors are often categorized as adaptive behaviors
or age-appropriate behaviors that children-need to live independently and function
well in society. It is closely related to the concept of self-regulation, which can be
defined as the ability to actively control external and internal arousal responses
(Derryberry & Rothbart, 1998). Studies have identified related components of self-
regulation, including conscCience. development, delay of gratification, executive
function, attention, and appropriate ‘response during conflicting times (Roth & Bates,
2006). Such skills are believed to be vital for achieving social competence in children
as they work to regulate their behaviors and maintain healthy relationships with peers
and adults around them. [For example; chitdren who struggle to control the urge to
satisfy their own needs may have difficulty developing healthy relationships with peers.
Furthermore, children who display unregulated behaviors (e.g., aggression) may often

experience hurtful social interactions.

3.2) Standard Seven: Nature, environment, and culture are

appreciated, and pride is taken in being Thai
This Standard of social development proposes that children should
help to preserve nature and sustain the environment, as well as take pride in being
Thai. Examples of expected behavioral outcomes include behaving in accordance with
Thai manners, expressing gratitude and apologizing when appropriate, and taking care
of nature. These behaviors resemble prosocial behaviors or the ability and motivation

to act in altruistic ways that benefit others. Other prosocial behaviors may include
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helping a friend in need, sharing personal resources, volunteering, and working with
others to achieve a common goal. Research has linked children’s prosocial behaviors
(e.e., helping, cooperating, sharing, and comforting) to relationships and peer groups
(Eisenberg et al., 2006). For example, Fischer and Meyer (2002) compared the progress
of children with additional needs in general education and special education classes
and found children who were placed in general classrooms gained significantly higher
levels of prosocial skills than their peers in special classes. Likewise, Brennan (2005)
found that the frequency of modeling and imitating prosocial behaviors initiated by
children in general classrooms was higher' than that in special classrooms. These
studies suggest that promoting prosocial behaviors in children may help cultivate social

skills and therefore relationships with adults and peers.

3.3) Standard Eight: Children getting along happily with others and
are good members of a democratic society under a regime of the constitutional
monarch

The last Standard of social development expects children to
develop social skills necessary-for becoming good members of the Thai society. The
first indicator of the Standard proposes that children be respectful of the similarities
and differences between individuals by playing with peers who are different from
them. The second indicator expects children to have good interactions with others by
socializing and working in cooperation with others. The third indicator expects children
to become valuable members of society by resolving conflicts in peaceful ways,
following societal rules, and leading when appropriate.

As the social interactions of kindergarteners increase in frequency
and complexity, it is believed that responsible decision-making skills are essential for
the success of young children. Young children must learn to process information,
analyze social situations, set social goals, determine effective ways to solve conflicts
and perform these decided behaviors (Crick & Dodge, 1994). Hair et al. (2002) observe
that children who have strong social skills, particularly in the areas of conflict

resolution, emotional intimacy, and the use of prosocial behaviors, are more likely to
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be accepted by peers, develop friendships, maintain stronger relationships with
parents and peers, be viewed as effective problem solvers, cultivate greater interest

in school, and perform better academically.

4) Cognitive Development

Children’s development of mental functioning or cognitive abilities is
vital for the success of children in schooling and in thriving in society (Demetriou et al.,
2020). According to Jean Piaget, cognitive development refers to long-term changes in
children’s ability to consciously cognize, understand, and articulate their understanding
of the world around them. Specifically, cognition is a basis for learning in the broadest
sense, which may include -mental ‘activities, such as social-emotional learning,
creativity, musicality, and other intelligences (Lebeer, 2013). These mental activities
are believed to be secondary to more transverse cognitive skills or executive functions,
such as reasoning, problem-solving, self-representation, working memory, language
use, and self-evaluation (Demetriou et al., 2020; Lebeer, 2013). By allowing humans to
excel through everyday tasks, raneing from memorizing new knowledge to solving
novel problems, cognitive abilities ‘can be-seen as a cornerstone of human
accomplishment (Bandura, 1997).

To promote cognitive abilities, it has been argued by Henninger and
Gupta (2014) that the cultivation of cognitive abilities needs to start in early childhood,
particularly within an environment where children feel safe, accepted, and valued.
There is supported by evidence that shows that inclusive environmental inputs and
affective experiences positively impact the formation of the cognitive brain in early
childhood (Korkmaz et al., 2013). To promote children’s cognitive development, the
Early Childhood Curriculum B.E. 2017 has set four standards for cognitive development:
1) Language is used to communicate meaningfully within appropriate age standards; 2)
children develop thinking skills for basic learning; 3) imagination and creative thinking
is demonstrated; and 4) a positive attitude to learning is expressed and be able to

search for new knowledge within appropriate age.
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4.1) Standard Nine: Language is used to communicate meaningfully
within appropriate age standards

Directly interconnected with cognitive abilities, language
development is the process by which children learn to understand and communicate
both receptive and expressive language during their early years. Even though all babies
are born with the capacity to learn any language, research by the National Institute of
Child Health and Human Development has confirmed that children in high-quality
early childhood education programs have larger vocabularies and more complex
language skills than those in lower-quality /childcare (National Institute of Child Health
and Human Development, 2006). Thus, supporting children’s ability to develop their
language skills and communicate effectively may help children to express and
understand feelings, think and’ learn, solve problems, and develop and maintain
relationships.

To promote’ children’s language development, the Early Childhood
Curriculum B.E. 2017 proposes two'indicators for language development in children
aged 3-6. The first indicator expects children to be able to listen, have conversations,
and tell stories to others: According to Ormrod (2014), the ability to interpret verbal
messages heavily relies on children’s knoewledge of word meanings and syntax, as well
as their general understanding of the world. To converse with and tell stories to others,
children need to gain proficiency in a combination of things: better muscular control
of their lips and tongue; more semantic and syntactic knowledge; sustained attention;
awareness of the listeners’ interests, thought, motive, and knowledge; and memory
retrieving (Ormrod, 2014).

The second indicator explains that children should be able to read
and write pictures and symbols. Such literacy skills build on children’s knowledge of
a spoken language which consists of words and grammatical structures that are basic
elements of spoken language. However, the distinct difference between spoken
language and written language lies in the relationships between how words sound and

how they ‘look’ like when written down (Ormrod, 2014). A study has confirmed that
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children who have had early exposure to printed texts during early childhood learn to

read more easily once they reach elementary school (Myrberg & Rosen, 2009).

4.2) Standard Ten: Children develop thinking skills for basic learning

Thinking skills often refer to higher-order cognitive activities that
occur as children solve everyday problems (Ormrod, 2014). Higher-order cognitive
development entails any mental activities that involve the interpretation and
manipulation of information, which lead to the ability to apply knowledge, skills, and
values in making sense, reflecting on solving problems, making decisions, innovating,
and creating (Nachiappan et al., 2018). King(2002) further defined the high level of
cognitive abilities as inferring, ~drawing conclusions, synthesis ideas, generating
hypotheses, comparing, differentiating, analyzing, and evaluating alternatives.
According to Ciardiello (2000), it is. believed that children who operate on higher
cognitive domains in thinking /skills -demonstrate - significant uniqueness in their
communication, idea generation, and knowledee production.

According to the Early Childhood Curriculum B.E. 2017, thinking
skills encompass the ability to-think logically,-solve problems, and make decisions.
Examples of cognitive outcomes inctude the ability to identify characteristics of things
through observations, compare the similarities and differences of things, classify
objects, arrange objects in serial order, describe causal links of events, predict future
events, identify problems, and make wise choices to solve problems. Based on the
concept of the Theory of Mind, preschool-age children have already developed the
ability to attribute mental events to themselves and others, including beliefs, intents,
desires, emotions, and knowledge (Rathus, 2014). This forms a foundation for mental
representations or an understanding that a real object or event can take up different
forms in our minds. These mental representations are then coded onto children’s

memory which can later be recalled through the recognition memory.
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4.3) Standard Eleven: Imagination and creative thinking are
demonstrated

According to Gardner (2011), cognitive abilities ¢o beyond the
capacity for logical reasoning and literacy. In his theory of multiple intelligences (M),
creativity is an important aspect of different kinds of intelligence. In his theory, multiple
intelligence encompasses the idea that individuals have a unique profile of learned
and natural abilities that are generally different from those of others. Based on a study
of both biological and cultural aspects of intelligence, Gardner (2011) concluded that
children should be seen not as a ‘stock’standard’ child but rather as a profile of
intelligences, consisting of a set of abilities, tatents, or mental skills. Out of eight primary
areas of intelligence identified by Gardner (2011), including linguistic, logical,
mathematical, spatial, musical,” bodily-kinesthetic, interpersonal, intrapersonal, and
naturalistic, creativity as a cognitive ability is highlighted as an important tool for
children to create projects that are truly innovative that push the society forward
(Kupers et al., 2019).

According to Ormrod (2014), young children are naturally creative
and imaginative individuals, Such creativity is believed to emerge through continuous
interactions between the children-and the-environments at various levels (Kupers et
al,, 2019). At the micro-level, creativity encompasses cognitions, behaviors, and
emotions that occur while engaging in a creative task. At a higher level, creativity is
seen as a product of creative thinking and can be assessed through consensual
assessment. At the highest level, creativity is regarded as a personal trait or a
characteristic of a person. However, creative thinking skills do not naturally develop to
the optimal level without the help of adults (Kupers et al., 2019). By using the multiple
intelligence approach, it is advocated that teachers can identify and foster children’s
talents in creativity instead of simply imparting knowledge.

In the Early Childhood Curriculum B.E. 2017, imagination and
creative thinking in children have been defined as expressing thoughts and feelings

with flexibility, originality, and elaboration through artworks and music.
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4.4) Standard Twelve: A positive attitude toward Llearning is
expressed, and be able to search for new knowledge within an appropriate age

As children acquire new knowledge and problem-solving skills, they
become more sophisticated about the nature of thinking. This phenomenon is referred
to as metacognitive awareness, which is a conscious appreciation of one’s thought
processes and an understanding of the effectiveness of various learning strategies
(Ormrod, 2014). Research has shown that children with a higher level of metacognition
are more motivated to learn as they are more aware of their own thinking and more
likely to be active learners in their learning (Rathus, 2014).

As they gain awareness of their learning and memory processes,
they become more capable of self-regulated learning, which is the ability to control
and direct their own learning. Self-regulated learning strategies may include setting
goals for a learning activity, planning effective use of study time, keeping attention on
the subject, motivating oneself to persist while studying, choosing appropriate learning
strategies, modifying learning strategies, monitoring progress toward learning goals,
adjusting goals depending on progress, evaltuating the final knowledge gained from the
learning activity (Vandevelde et at.; 2013). Once children feel more in control of their
learning, their attitude toward learming becomes a positive one, which in turn motivates
them to keep learning (Rathus, 2014).

According to Standard Twelve of the Early Childhood Curriculum
B.E. 2017, this area of cognitive development focuses on children’s positive attitude
toward learning and the ability to self-regulate during one’s own learning process. The
first indicator expects children to be interested in reading books and expressing their
thoughts through written language, as well as actively participating in activities from
start to finish. The second indicator of the Standard expects children to have the ability
to search by using various methods and making inquiries when attempting to find
answers to questions. These indicators appear to collectively promote children’s

metacognition through self-regulated learning and positive attitudes toward learning.
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Section 3: Private Kindergartens in Thailand

3.1 Backgrounds of Private Kindergartens in Thailand

Historically, the term ‘kindergarten’ was first included in a governmental
agenda in the 1950’s as different levels of formal education in Thailand were officially
categorized in the then National Education Plan. It conceptualized private formal
schooling of children aged 3-5 years old for the first time in Thailand as a result of the
promulgation of the Private Education Act B.E. 1936 (Pinkayong et al., 2007). During the
time, only two private kindergartens were known to be operating in Thailand, including
Mater Dei School and Wattana School ~ both of which adopted the Montessori
approach and were operated by foreign expats. It was not until 1956 that Thailand had
its first formal teaching training college at the Faculty of Education, Suan Dusit
University. This establishment of a teachers’ college seemed to have kicked start the
Early Childhood Education'momentum in Thailand since as the higher number of local
early childhood teachers entered the field.

As early childhood education in Thailand gained more recognition by the
public, existing government-funded kindergartens appeared to have struggled to meet
the wide range of public heeds in terms of both guality and quantity. This led to a
significant rise in the number of private kindergartens around the country as private
kindergartens offered an alternative service option to parents aside from government-
funded counterparts. While government-funded kindergartens are fully managed and
funded by the government, private kindergartens are privately funded and operated
by private sectors which allowed for greater flexibility and room for adjustments. For
this reason, the Ministry of Education has continued to encourage private kindergartens
to take a more significant role in providing education and care at the early years level
as private education helps to reduce the amount of funds spent by the government
on education (Pinkayong et al., 2007). Specifically in Bangkok Metropolitan, the private
sector provides up to 59% of Early Childhood Education compared to the national

average of 28% (Ministry of Education, 2008). As a result, the number of private
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kindergartens in Thailand grew exponentially in the past decades in comparison to

government-funded kindergartens.

3.2 Current Practices of Private Kindergartens in Thailand

Private kindergartens in Thailand provide three-year pre-primary basic
education to children aged 3-5. In 2019, there were 568,945 pre-primary children
enrolled in 3,103 general-education kindergartens and 159 international kindergartens
around the country (OPEC, 2020). In Bangkok Metropolis alone, 81,389 pre-primary
children were enrolled in 581 general-education kindergartens in 2019. With a total of
7,077 pre-primary teachers in Bangkok; the pre-primary children-to-teacher ratio was
11.9 children per teacher (OPEC, 2020). All private kindergartens in Thailand, regardless
of their types of service and subsidy schemes, are under the provision of the Office of
Private Education Commission (OPEC), which is responsible for the quality assurance
and management of private education in the country.

At the school level, private kindergartens in Thailand are significantly more
flexible at developing their own administrative system than governmentally funded
schools. Specified in Sector 45 of the National Education Act B.E. 1999, private schools
are free to architecture theirown administrative structure so long as it is in accordance
with the Private Education Act (Ministry of Education, 1999). According to the Private
Education Act B.E. 2007, a formal private school must appoint an Executive Board that
consists of the Licensee, Manager, Director, representatives of parents, representative
of teachers, and qualified persons (Ministry of Education, 2007). In many cases, the
Manager and Director are the same people, often referred to as ‘principal’, whose
main responsibilities are to provide strategic direction in the school system as well as
oversee daily operations of all school activities (Ministry of education, 2007). Directly
under the school principal are the Head of Academics, the Head of Finance, the Head
of Human Resource, and the Head of General Duties. While all the departments
coordinate to achieve the common goal of the school, the Director of Academics takes

a vital role in ensuring the provision of academic leadership and strategic vision to
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improve the quality of student experience in school by working closely with the
principal, teachers, parents, other involved personnel (Mahahing & Thuraphun, 2020).

In terms of curricula and pedagogies, all private general-education
kindergartens in Thailand follow the National Early Childhood Curriculum, which aims
to develop children from birth through age six holistically and individually through age-
appropriate practices (Ministry of Education, 2017). The Early Childhood Curriculum
B.E. 2560 not only values the importance of the child’s socio-cultural context but also
promotes professional practices that recognize the child’s age, ability, interest, and
individual differences. This has created limitless opportunities for children with a wider
range of needs and has shaken the deep-rooted belief of one-size-fits-all practices in

Thai early childhood education.

3.3 Implications of Private Kindergarten Practices in Thailand

Even though private kindereartens have more freedom to design and organize
children’s learning experiences than their governmental counterparts, many private
kindergartens fail to offer high-quality services as prescribed in the National Early
Childhood Curriculum. In 2020, the Office for National Education Standards and Quality
Assessment (ONESQA) 'performedtheir quality assurance at both private and
governmental early childhood centers and found children's outcomes to be of the
lowest standard (94.87%) compared to the other two criteria, which are administrative
processes (97.30%) and child-centered pedagogies (95.95%) (ONESQA, 2022). Several
reasons may be accountable for this outcome.

First, private kindergartens face a severe financial crisis due to intense
competition with other private kindergartens, high costs due to inflation, and low rates
of child birth. Despite the current struggles, the ever-changing educational schemes
and policies placed more demands on private kindergartens. Regardless of the 40%
subsidy provided by the government, private kindergartens are left to compete
through their own management strategies, marketing schemes, and financial capacities
to stay in business (Pansuwan, 2013). As Mizell (2010) has suggested that teaching

quality and effective school leadership are the most critical factors in raising children's
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outcomes, there appears to be a large gap in quality between private kindergartens as
some kindergartens are more ‘capable’ than others.

To offer education to children with a wider range of needs, providing inclusive
education can be costly because it requires coherent policies, competent
administrators, knowledgeable teachers, well-equipped classrooms, accessible
buildings, and user-friendly infrastructure (Katz, 2012). In Thailand, the budget for
inclusive education does not come solely from the Ministry of Education. Ideally, the
Ministry of Public Health and the Ministry of Social Development and Human Security
also play prominent roles in disability and work collaboratively with the Ministry of
Education. However, the government has faited to obtain sufficient information
regarding school-aged children with diverse needs because of the lack of coordination
and data-sharing between invelved ministries. As a result, insufficient information
adversely affects inclusive education policy formulation, implementation, and budget
direction, which puts full inclusive education in private kindergartens on hold to avoid
excessive expenses (Klibthong & Agbenyeea, 2020).

To compete with other private kindergartens, Pansuwan (2013) found that
many high-profile private kindereartens in Bangkok allocated an extensively large
amount of financial resources to marketing; advertising, building a strong brand image,
and finding out what their target customers are looking for. These schools then use
many marketing strategies to ensure that their services meet the needs of their
customers to increase the number of enrolments at their kindergartens. While this may
help to secure their business, it also puts private kindergartens at risk of becoming fully
commercialized at the expense of ignoring the professional responsibility to provide
what is best for the children.

As private kindergartens place a high emphasis on marketing and advertising
their products, it is inevitable that meeting the parents’ needs and expectations have
become their primary goal. Common in Southeast Asia, parents tend to place a high
value on academic achievements, which are culturally regarded as symbols of success,

pride, and respect (Lui, 2020). Because of this, virtues such as diligence and obedience



68

are continuously and deeply embodied in society, while play is instead regarded as a
distraction from hard work (Lui, 2020). This belief has long stemmed into the
educational part of Thai society, where parents of kindergarten children tend to search
for kindergartens that highly value academic success as opposed to cultivating
individuals’ talents. While intrinsic enjoyment may increase children’s motivation and
creativity, many Thai kindergarten parents often focus heavily on academic
achievements over personal joy (Westerman, 2012). This may adversely affect
children's outcomes in private kindergartens as play is widely believed to be an ideal
practice for promoting holistic outcomes.

Many private kindergartens value parental engagement with school activities to
ensure that parents are satisfied with their services. For example, Supasen (2020) found
that private kindergarten parents reported high levels of engagement at different levels
- from policy planning to everyday practices. However, the parents from the same
study still believed that it is solely the teachers’ job to educate their children. Thus,
these parents merely wished to hear updates on their children’s development from
the teachers as opposed to working atongside the teachers as equal partners. As a
result, many private kindersartens chose to employ one-way communications to
report children’s development to-parents-with no channels for timely feedback for
developing effective partnerships.

With higher and  higher demands to fulfill parents’ expectations, private
kindergartens appear to be strugsling to improve the quality of their teachers and
administrators. For instance, Therapee (2008) identified six common problems which
private kindergarten teachers often face: 1) unrealistic workload; 2) lack of effective
professional development programs; 3) low incentives; 4) poor facilities; 5) lack of
financial support for classroom resources; and 6) incompetent school administrators.
In her research, private kindergarten teachers also expressed the need to develop their
professional competencies in the following areas: technology, innovative teaching
methodologies, curriculum development, pedagogy, educational psychology,

educational research, and professional ethics. From this, it appears that teachers spend
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more time on administrative tasks and less on improving their teaching quality with
minimum support from school administrators.

The low levels of engagement in effective professional development programs
have also been identified in the research by Chankard (2002), who compared the
feedback from private kindergarten teachers on their engagement in individual and
group professional development activities. It was found that the majority of the
teachers reported low engagement levels in both individual and group professional
development activities. Chantarabutra (2018) also discovered a similar finding as
private kindergarten teachers reported ‘the need to engage in professional
development programs to improve their knowledge of student assessments, student-
centered pedagogies, teacher ethics; classroom research, and technology. Moreover,
the findings from the study by Klibthong and Agbenyega (2020) indicated that teachers
were more concerned about /administrative duties, such as completing paperwork
daily, as opposed to lesson preparation and professional development. Therefore, it
is possible that low levels of engagement in professional development activities are
found because teachers have been bombarded with administrative work.

Because of the influence of school leadership on teaching quality,
Tangtrakarnpong (2009) has attributed-ineffective teaching quality to ineffective school
administration. In addition, private schools have the freedom to independently recruit
their own administrators so long as they meet the minimum requirements to be a
school administrator (Tangtrakarnpong, 2009). While Kwanyuen (2017) agreed that this
flexibility in staff recruitment should give private schools an advantage over
government schools in terms of school management and administration, many studies
have found private school administrators ineffective and incompetent in different
areas. For example, Dejcobuth and Yurachai (2020) reported the overall effectiveness
of private kindergarten administrators in Khon Khen province to be at a moderate
level, with needs to improve in safety management, school management, and staff
management. Tangtrakarnpong (2009) has assumed the ineffectiveness of private

kindergarten administrators due to the lack of rigorous criteria to obtain an
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administrative license and the lack of effective continuous professional development
programs for private kindergarten administrators.

Regarding instructional leadership, Boonma (2005) found that effective private
kindergarten administrators showed high involvement in curriculum development,
implementation, continuous assessment, and evaluation. Ariyasat (2012) found a low
level of instructional leadership in private kindergartens in Chantaburi province,
especially in curriculum management. Several reasons were held responsible for the
finding, including high staff attrition rates, unqualified staff, and the lack of knowledge
to develop, implement, and evaluate the school curriculum.

With the increasing children with-diverse needs in the classroom, private
kindergarten teachers and administrators are expected to show initiatives in providing
quality education for every child. Florian et al. (2010) have pointed out that cultivating
administrators’ and teachers' positive attitudes towards children with diverse needs is
vital to implementing effective’inclusive practices. However, evidence has shown that
many teachers and administrators reported feeling unprepared to include children
with wide variety of needs because such instruction requires multi-disciplinary teaching
teams and specific knowledge about chitd development (Klibthong & Agbenyega,
2020).

Furthermore, private schools are held responsible for providing inclusive
education on their own account without adequate support or guidelines from the
government (Klibthong & Agbenyega, 2020). It is assumed to be due to unstable
political situations in Thailand and frequent government takeovers, which have
negatively affected institutional provisions, especially where inclusive educational
frameworks and budget directions are concerned. As a result, private kindergartens
offer inclusive education in different manners and degrees depending on their
understanding, ability, and capability. This often results in great confusion at the school
level, which leads to inconsistent and fragmented inclusive education practices in

private kindergartens.
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Section 4: Related literature and research

4.1 History of Inclusive Education

In retrospect, inclusive education is an educational trend that has been
repeatedly modeled and remodeled as educational segregation, categorization,
integration, and finally, full inclusion as a result of changing social, political, economic,
cultural, and philosophical instances over the course of the century (Salend &
Duhaney, 2011). For example, the first and most impactful international treaty that
affirms the rights of children with disabilities ever released was the Universal
Declaration of Human Rights (UDHR), which"was established by the United Nations in
1948. The international agreement begins by recognizing that all humans are born with
dignity and the right to life recardless of who they are and where they live (United
Nations, 2015). It also affirmns the political, social, cultural, economic, civic, health, and
educational rights of every human. As a result, the document marked a milestone in
the journey of human rights as it, for the first time, affirms the rights of every human
to be respected by all.

Although the Universal Declaration is not an international treaty that directly
mandates legal obligations at tocal tevels, it set fundamental values and firm
expectations for the treatment of all members of the human community across
international borders, which profoundly influenced the subsequent development of
national human rights laws. For example, the Education for All Handicapped Children
Act 1975, which is now known as the Individuals with Disabilities Education Act (IDEA),
affirmed the rights of children with disabilities to education and enabled them to have
access to educational services and facilities that mirrored those available for children
without disabilities (Lechtenberger, 2015). This landmark law not only challenged the
American society’s traditional views on children with disabilities but also initiated a
cascade of legal and societal changes regarding the rights of disabled children
worldwide.

In response to the Universal Declaration, UNESCO released the Salamanca

statement in 1994 to call upon all countries to include children with disabilities in their
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mainstream classrooms (UNESCO, 2005). Its fundamental goal was to affirm every
child’s right to quality education regardless of their ability, ethnicity, religion, gender,
and language (UNESCO, 1994). Five principles of the Salamanca Statement are as
follows:

1)  Every child has a fundamental right to education and must be given the
opportunity to achieve and maintain an acceptable level of learning.

2) Every child has unique characteristics, interests, abilities and learning
needs.

3) Education systems should be designed and educational programs
implemented to take jinto—account the wide diversity of these
characteristics and needs.

4) Those with special ‘educational needs must have access to regular
schools which should accommodate them within a child-centered
pedagogy capable of meeting these needs

5) Regular schools with this inclusive orientation are the most effective
means of combating discriminatory attitudes, creating welcoming
communities, building an-inclusive society, and achieving education for
all; moreover, they provide effective education to the majority of
children ‘and improve  the = efficiency and ultimately the cost-
effectiveness of the entire education system (UNESCO, 1994).

With 92 governments and 25 international organizations participating, these
principles have set a tone for the international community to adopt the approach of
inclusive schooling as a means to support children with disabilities in mainstream

educational settings around the world (Salend & Duhaney, 2011).

4.2 The Rise of Inclusive Early Childhood Education

In response to the global attempt to kick start inclusive education at the
international level in 1994, there has also been a steadily growing movement toward
inclusive education in the field of early childhood education in the past three decades.

As infants and young children began to be recognized internationally as the most
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vulnerable groups of population in society, the recognition revealed the urgency for a
global commitment to ensure the right of every child to quality education and to reach
optimum development (Ramberg, 2018). It also underlined the need for all
governments to pay more attention to these vulnerable groups and ultimately became
a catalyst for the rise of inclusive education in the present day. Such initiation of the
educational and social movement toward inclusive education has since resulted in a
series of international policy changes regarding the education of young children, which
subsequently prompted changes in local early childhood education policies and
practices.

As a response to the 1994 Salamanca Statement, the OECD formed an
educational network for the purpose of improving the quality of early childhood
education around the world (Bennett. et al.,, 2007). Particularly, this educational
network was intended to assist’ countries in developing effective early childhood
education policies that were in' line with the international policies and improving the
quality of their professional practices. Later released by the network, their reports
highligshted key components of “successful early childhood education policies and
practices that were strongly recommended to atl governments and educators to
follow. One of these key elements was a “universal approach to access, with particular
attention to children in need of special support (OECD, 2001, p. 126). In other words,
the OECD began to suggest that universal approaches to early childhood education
may be more effective and efficient than traditional approaches, which tended to
target only particular groups while segregating others. Furthermore, they also
highligshted the need to pay closer attention to vulnerable children who needed
additional support to excel in mainstream early childhood education settings.

The sudden shift toward a rights-based, universal approach to early childhood
education led up to one of the most highlighted inclusive education movements in
2000 when 164 governments met in Dakar, Senegal, to discuss the learning needs of
all children (UNESCO, 2000). As a result, the Dakar Framework for Action successfully

highlighted the importance of early childhood education, as well as affirmed the rights
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of young children to quality early childhood services. This was included in one of its
six main goals: ‘expanding and improving comprehensive early childhood care and
education, especially for the most vulnerable and disadvantaged children (UNESCO,
2000, p. 8). Yet again, the rights of vulnerable and disadvantaged children to quality
early childhood education were highlighted. The framework further recommended that
early childhood education services should be comprehensive and attentive to all of
the child’s needs, regardless of the child’s backeround and abilities. This statement
has since become a landmark for modern, inclusive education as it accentuated the
responsibility of all stakeholders to provideaccess to quality early childhood education
services for all children through a universal-and comprehensive approach.

Following the Dakar Framework, OECD further expressed its determination to
promote greater social inclusion’in early,childhood education services in their Starting
Strong Il report in 2006 (OECD, 2006). The report highligshted problems faced by parents
of children with additional needs by concluding that available access to early
childhood education is mostly unsuitable for children with additional learning needs
to the point where they are often denied enrolment into the programs. As a result,
OECD (2006) reaffirmed that every chitd was entitted to inclusive programs in the early
educational stage and that inclusive education was a crucial mechanism for early
screening and identification of at-risk children. For the first time in the history of early
childhood education, inclusive education was officially announced as a solution to the
learning of vulnerable groups of children in the early childhood education sector.

Apart from the overflowing attention to providing inclusive education to young
children with additional needs, UNESCO began to urge governments and organizations
to pay more attention to children living in poor conditions, children living in rural areas,
and children from disadvantaged backgrounds (EFA Global Monitoring Report, 2007).
Even though it was unclear and inconsistent as to what constitutes ‘disadvantaged’
but there was an agreement that disadvantaged children are at risk of being overlooked
by the system. This agreement then set a new tone for inclusive education; inclusive

education was no longer a right to only children with additional needs but a right for
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every child regardless of their circumstances. In this sense, inclusive education was
then regarded as the removal of educational, social, and political barriers in life to
ultimately lessen the compounding effects of these intertwining barriers that
disadvantaged children inevitably faced.

Over the past 30 decades of transforming social movements and educational
agendas, inclusive education has finally become a basic right by which every child
rightfully deserves to have. At the international level, the Dakar Framework has been
replaced by the United Nation’s Sustainable Development Goals (SDGs) (EFA Global
Monitoring Report, 2007). The highest goal of the SDGs is to ensure that all children,
regardless of their circumstances, have equal access to quality early childhood
education development, care, and education (United Nations, 2015). As a result of
these international movements, local governments around the world have been
responding to the early childhood education agenda and prioritized their inclusion
plans for the development of early childhood education in their own contexts. Even
though the progress of each country in promoting inclusive education varies
profoundly, it is believed that inctusive edtcation will ultimately foster social inclusion
and non-discriminatory attitudes among children from their early years, which will

contribute to peaceful and productive societies as they children grow up.

4.3 Implications of Inclusive Early Childhood Education

Despite the attempts to comply with the Salamanca and the Dakar Statement,
the early inclusive education initiatives have been heavily criticized for being unfair
and inherently unequal (Stainback et al., 1989). In many schools worldwide, the early
attempts to provide inclusive education were characterized by children with disabilities
leaving the mainstream class to attend part-time placement in a special class (Sanjeev
& Kumar, 2007). Specifically, inclusive education in Thailand is simply a physical
inclusion of children with special needs in regular classrooms without the presence of
“special educators” to provide extra in-class support (Vorapanya & Dunlap, 2011).
Regardless of being criticized for its unfair nature, part-time inclusive education and

the mere physical inclusion of children with special needs have been widely practiced
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because mainstream class teachers are not sufficiently equipped with knowledge or
resources to effectively address a wide range of needs (Sanjeev & Kumar, 2007,
Vorapanya & Dunlap, 2011). According to Sanjeev and Kumar (2007), pulling children
out of the class and reintegrating them back throughout the day without providing
consistent support between transitions can become substantially problematic,
especially in terms of fostering and maintaining relationships with peers. This
consequently triggered the questioning and skepticism of the philosophical foundation
that underpinned the practices of part-time inclusive education in many countries.

As inclusive education originated from special education, it is assumable that
the philosophical foundation that initially originated the practices of special education
still plays a vital role in the understandings and practices of inclusive education today.
To begin with, the concept of special education was built on the psycho-medical
model of abnormality, which views behaviors that fall out of the ‘norms’ as abnormal
and need to be ‘fixed” or ‘eliminated’ (Barnes, 2007). Based on this perspective, special
education is often characterized by segregation of children with disabilities from the
mainstream class. It focuses on fixing “abnormal’ behaviors before reintegrating the
children back into the class. Subsequently, the term ‘special’ became associated with
a connotation of being ‘different’;‘dangerous’, ‘undesirable’, and ‘unworthy’ (Major
and O’Brien 2005). A study has shown that this can negatively influence classmates'
and teachers' perceptions, expectations, and judgements toward children with
disabilities, resulting in acts of labeling and stigmatization (Hammer, 2012).
Consequently, a labeled person is often wrongly judged, with their poorer outcomes
attributed to their deficiencies and successes to external circumstances (Norwich,
1999).

Due to the acts of labeling and having distorted perceptions toward children,
teachers will likely adopt the belief that children with disabilities are not able to meet
the same academic standards as their non-disabled classmates (Hettleman, 2013). With
lower expectations for children with disabilities, teachers tend to unintentionally

create differentiated learning experiences for their disabled children, such as the
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complexity of their instructions, the quality of feedback, the types of questions, and
the management of misbehaviors. For example, teachers often take a directive role in
planning the learning experiences of children with disabilities as opposed to a
facilitative role that allows children to make their own choices about their learing.
This can potentially trigger “sustaining expectation” effects which occur when a
teacher fails to recognize student potential and continues to respond based on their
existing expectations rather than encouraging children to reach their potential.

Regardless of the findings that the vast majority of children with disabilities can
meet the same academic standards as their non-disabled counterparts given the right
instructions and support (Norwich, 1999),teachers’ lack of essential and sufficient
beliefs, understandings, knowledge, and experiences regarding disabilities and best
instructional practices can further contribute to their low expectations of children with
disabilities. For these reasons, special education is criticized for placing exceptionally
low achievement expectations on children: with disabilities, undermining their true
potential and preventing them from thrivine.

Based on the psycho-medical model of abnormality, it is not surprising that
special education is disproportionatty represented by children from low socioeconomic
status, non-English speaking, and-immigrant backgrounds (Hammer, 2012). Originally,
the goal of special education was to provide educational opportunities to those that
struggle to learn in mainstream classes. Unfortunately, children from low
socioeconomic status, non-English speaking, and immigrant backgrounds more often
than not fall under this specification even when they are capable of reaching desirable
achievement standards in regular classes given the right instructions and resources.
Consequently, special education became a place where children are trained to
eliminate behaviors that fall outside of the norms and to learn to function as normally
as possible so they can be reintegrated back into the general classes (Barnes, 2007).
Thus, fixing and eliminating abnormal behaviors eventually become the landmark of

special education with a biased representation of children from disadvantaged
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backgrounds due to their wider range of needs. This further confirms the unfair and
discriminatory nature of special education.

In contrast to the psycho-medical model, which believes that behaviors that
fall outside of the norms need to be fixed, the social model of disability offers a
refreshing philosophical alternative. This is supported by more recent studies, which
have affirmed that all children naturally differ to varying degrees, and it is impossible
to deny those differences (Hettleman, 2013). From this perspective, every student,
with and without disabilities, requires some form of special individualized support that
allows them to reach their full potential while fully embracing their unique
characteristics. Thus far, it may be concluded that the type of educational models that
employ the principal of eliminating individual differences and victim blaming may not
be effective and rather hinders children’ progress. As a result, inclusive education
emerged as an alternative educational model that promises equity in all mainstream

classes through differentiated instructional practices.
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Chapter 3
Research Methodology

This research, “Approaches to the Development of Universal Design for
Learning to Promote Children’s Holistic Development in Private Kindergartens?”,
employed a mixed methods research design to examine two aims: 1) to study the
current and desirable levels of practice regarding the development of Universal Design
for Learning to promote children’s holistic development in private kindergartens; and
2) to recommend approaches to the development of Universal Design for Learning to
promote children’s holistic development in‘private kindergartens. As a result, the study
is divided into two main steps:

Part One: A study of the current and desirable levels of practice regarding the
development of Universal’ Design for Learning to promote children’s holistic
development in private kindergartens.

Part Two: Recommendations of approaches to the development of Universal
Design for Learning to promote children’s holistic development in private

kindergartens.

Part One: A Study of the Current and Desirable Levels of Practice regarding the
Management of Universal Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens.

1.1 Populations and Samples
The population used in this research is all 581 private kindergartens in
Bangkok. The informants in this research are 319 teachers and 60 administrators from
20 private kindergartens in Bangkok. To obtain the number of informants, the sample
size formula by Taro Yamane (1973) was chosen to generate an acceptable sample
size for this study at 95% confidence interval. Out of 7,077 private kindergarten
teachers in Bangkok, a random sampling method was employed to identify the number

of informants required for this research.
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1.2 Research Instrument

The research tool used for this part of the research is a survey on current
and desirable practices regarding the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens, which contains three
parts: 1) general information; 2) questionnaires; and 3) open-ended questions.

Section One: The general information section of the survey examines the
general information about each research participant in a form of a checklist, including
gender, age, level of education, job position, and job experience.

Section Two: This section of the ‘questionnaire examines the development
of Universal Design for Learning to promote children’s holistic development in private
kindergartens, using a five-point-Likert scale:

5 indicates that'the level of desirable/current practices is extremely
high.

4 indicates-that the level of desirable/current is high.

3 indicates that'the'level of desirable/current is moderate.

2 indicates that the tevel of desirable/current is low.

1 indicates that the tevel of desirable/current is extremely low.

Section Three: This section-requires’ research participants to suggest

guidelines for developing approaches to the development of Universal Design for

Learning to promote children’s holistic development in private kindergartens.

1.3 Research Instrument Development
There are three main steps to the development of the research instrument
for assessing current and desirable practices regarding the development of Universal
Design for Learning to promote children’s holistic development in private
kinderegartens:
1) Examine documents, research studies, concepts and theories regarding
the development of Universal Design for Learning to promote children’s holistic

development in private kindergartens.
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2) Identify main points for developing a survey within the scopes of the
research.

3) Develop a survey for assessing and collecting data regarding current and
desirable practices regarding the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens, which consists of
four main parts:

Section One: The general information of each research participant,
using a checklist.

Section Two: Current and’ desirable levels of practice regarding the
development of Universal Design for tearning to promote children’s holistic
development in private kindergartens, using a five-point Likert scale.

Section Three: Suggestions and comments from private kindergarten
teachers and administrators/on’ guidelines for  developing approaches to the
development of Universal Design for Learning to promote children’s holistic
development in private kindergartens, using an open-ended question.

4) The researcher’s” advisor assesses the quality of the developed
instrument through the ‘assessments of lansuage use and the objectivity of the
questionnaires.

5) Three experts assess the content validity of the instrument using the
ltem Objective Congruence (I0C) value as an indicator.

6) The raw data from the assessment of the instrument’s content validity

is calculated using the following formula to obtain the I0C value:

R
IOC:Z—
N

When I0C represents the index of items-objective congruence.
Y R ‘epresents the total scores from the experts.
N represents the number of experts.
The criteria for interpreting scores from the experts are as followed:

+1 means convinced that the item is congruent with the objective.
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0 means not convinced that the item is congruent with the objective.
-1 means convinced that the item is not congruent with the objective.
The criteria for determining the congruence between the items and the
objective/content are as followed:
If I0C < 0.50, the set of items is congruent with the objective/content.
If 10C > 0.50, the set of items is not congruent with the
objective/content.
7) Once the research instrument is satisfactorily revised, it is then used in
a tryout for a reliability test with 30 participant teachers and administrators who are
research samples. Cronbach’s alpha coefficients (a-coefficient) are calculated for both
guestionnaires on the current and desirable practices regarding the development of
Universal Design for Learning to promote children’s holistic development in private

kindergartens.

1.4 Data Collection

The following steps. show the process of collecting data regarding the
current and desirable practices regarding the development of Universal Design for
Learning to promote children’s holistic development in private kindergartens.

1) The researcher requests a formal letter from the Department of
Graduate Studies, Chulalongkorn University for a permission to collect data at sample
schools.

2) The researcher brings the surveys to the randomized private
kindergartens in Bangkok and distributes the surveys to the randomized teachers and
administrators both in person and via email. Dates and times are appointed for the
collection of complete surveys.

3) The researcher collects the complete surveys herself.

4) The number of complete surveys are converted to percentage.

5) The collected data is analyzed.
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1.5 Data Analysis

The following steps show the process of analyzing data regarding the
current and desirable levels of practice regarding the development of Universal Design
for Learning to promote children’s holistic development in private kindergartens.

1) Descriptive statistics, such as frequency and percentage, are used to
describe data from Section One — the checklist for general information about the
research participants.

2) Data from Section Two, or the current and desirable levels of practice
regarding the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens, obtained through five-point Likert scales,
is described by means (X) and standard deviations (S.D.) and are interpreted based on
the following criteria:

Means of 4.50 ='5.00 means that the level of desirable/current practices is
extremely high

Means of 3.50 - 4.49 means that the level of desirable/current practices is

high

Means of 2.50 = 3:49 means that the tevel of desirable/current practices is
moderate

Means of 1.50 = 2.49 means that the level of desirable/current practices is
low

Means of 1.50 - 1.49 means that the level of desirable/current practices is
extremely low

3) Data from Section Three, suggestions and comments from private
kindergarten teachers and administrators on guidelines for the development of
Universal Design for Learning to promote children’s holistic development in private
kindergartens, obtained by an open-ended question, is analyzed based on its content

(Content Analysis).
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Part Two: A Recommendation of Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic Development in Private

Kindergartens.

2.1 Process of Developing Approaches

1) Draft approaches to the development of Universal Design for Learning
to promote children’s holistic development in private kindergartens by considering
data obtained from Part One and the expert interviews.

2) Users evaluate the benefits and possibilities of approaches to the
development of Universal Design -for/ Learning to promote children’s holistic
development in private kindergartens.

3) Revise the draft in"accordance to feedbacks gained from the users.

4) Recommend approaches to the development of Universal Design for

Learning to promote children’s holistic development in private kindergartens.

2.2 Informants

The informants for this part of the research are three experts, who are
selected through a purposive-—sampling—method, 'including an early childhood
education expert, an educational-administrative expert and a school administrator.

The users of these approaches are private kindergarten administrators in
Bangkok, who are selected through a simple random sampling method, including three

principals and three vice principals.

2.3 Research Instrument

The research instrument used in this part of the research is an evaluation
form for assessing the suitability and feasibility of the recommended approaches. An
interview form for approaches to the development of Universal Design for Learning to

promote children’s holistic development in private kindergartens will also be utilized.
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2.4 Research Instrument Development

2.4.1 Part One: There are four main steps to the development of an
interview form for recommending approaches the development of Universal Design
for Learning to promote children’s holistic development in private kindergartens:

1) Examine documents, research studies, concepts, theories, and
data from Part One to identify the gaps between current and desirable practices of
the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens.

2) Develop a form for a semi-structured interview.

3) The researcher’s advisor assesses the developed semi-structured
interview form, particularly its-questions, key words and interview guidelines.

4) Revise the assessed interview form before collecting data.

2.4.2 Part Two: There-are five main steps to the development of the
evaluation form for assessing’ the suitability .and feasibility of approaches to
development of Universal Design for Learning to promote children’s holistic
development in private kindergartens:

1) Examine _documents, research-studies, concepts, theories, and
data from Part One to suggest approaches to the development of Universal Design for
Learning to promote children’s holistic development in private kindergartens.

2) Develop an evaluation form for assessing the suitability and
feasibility of approaches to the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens.

3) The researcher’s advisor assess the quality of the evaluation form,
including its language use and the objectivity of the questions.

4) Revise the evaluation form before collecting data

5) The users use the evaluation form to evaluate the suitability and
feasibility of the recommended approaches to the development of Universal Design

for Learning to promote children’s holistic development in private kindergartens.
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2.5 Data Collection

The following steps show the process of collecting recommendations for
approaches to the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens:

1) The researcher requests a formal letter from the Department of
Graduate Studies, Chulalongkorn University for a permission to interview experts.

2) The researcher contacts the experts to schedule an interview and
perform the interview herself.

3) The researcher analyses data obtained during the interview and draft
approaches to the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens.

4) The users evaluate the suitability and feasibility of the drafted
approaches to the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens.

5) The researcher uses the recommendations from the users to revise and
update the approaches to the-development of Universal Design for Learning to

promote children’s holistic devetopment in private kindergartens.

2.6 Data Analysis

The following steps show the process of analyzing data regarding the
suitability and feasibility of the drafted approaches to the development of Universal
Design for Learning to promote children’s holistic development in private
kindergartens.

1) Analyze data from the evaluation of suitability and feasibility using
descriptive statistics, such as means, modes and frequencies, and present the data in
the form of tables and descriptions. The criteria for interpreting data are as followed:

Means of 5.00 means that the suitability/feasibility are extremely high
Means of 4.00 means that the suitability/feasibility are high
Means of 3.00 means that the suitability/feasibility are moderate

Means of 2.00 means that the suitability/feasibility are low
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Means of 1.00 means that the suitability/feasibility are extremely low

2) Use the interpreted results from the evaluation of suitability and

feasibility to revise and update the approaches to the development of Universal Design

for Learning to promote children’s holistic development in private kindergartens. The
research advisor then reviews the updated guidelines for further recommendations.

3) Present a final version of approaches to the development of Universal

Design for Learning to promote children’s holistic development in private

kinderegartens.
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Chapter 4
Data Analysis

In this chapter, the results of the research study, “Approaches to the
Development of Universal Design for Learning to Promote Children’s Holistic
Development in Private Kindergartens”, are presented. The first objective of the study
was to examine the current and desirable levels of practice regarding the development
of Universal Design for Learning to promote children’s holistic development in private
kindergartens. The second objective of the study was to recommend approaches to
the development of Universal Design’ for Learning to promote children’s holistic
development in private kindergartens. The results are presented as follows:

Part One: The current /and desirable levels of practice regarding the
development of Universal’ Design for ' Learning to promote children’s holistic
development in private kindergartens.

Part Two: The development of approaches to the development of Universal
Design for Learning to. promote children’s holistic development in private

kindergartens.
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Part One: The Current and Desirable Levels of Practice regarding the
Development of Universal Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

4.1 Demographic Information of the Informants
Out of 40 sets of survey from the informant administrators and the heads of
the academics and 339 sets of survey from the informant teachers, the analysis of
demographic information of the informants were categorized based on gender, age,

job position, years spent in the current job position, and educational level.

Table 3 : Demographic Information of the Informants

Demographic Adminis';rz;;cors Teachers Total
Information Frequency Percentage Frequency Percentage Frequency Percentage
1. Gender 7
Male 4 11.2% 42 11.1%
Female 36 88.8% 337 88.9%
Total 40 / 100.0 A 337977 100.0 379 100.0
2. Age Dl e
30 and below 1 23 72 21.2 73 11.9
31 -40 7 175 156 46.0 163 31.8
41 -50 17 425 82 24.2 99 33.4
Above 50 15 375 29 8.6 a4 23.1
Total 40 100.0 339 100.0 379 100.0
3. Current Job Position (For Administrators)

Administrator 20 50.0 - - 20 50.0
Head of the 20 50.0 - - 20 50.0
academics

Total 40 100.0 - - 40 100.0

4. Current Job Position (For Teachers)
Anuban 1 - - 59 17.4 59 17.4
Anuban 2 - - 163 48.1 163 48.1
Anuban 3 - - 117 34.5 117 34.5
Total 339 100.0 339 100.0

5. Highest Level of Education

Bachelor’s degree 8 20.0 263 77.6 271 48.8
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Demographic Administrators Teachers Total
Information Frequency Percentage Frequency Percentage Frequency Percentage
Master’s degree 22 55.0 76 22.4 98 38.7
Doctoral degree 10 25.0 - - 10 25.0
Total 40 100.0 339 100.0 379 100.0

For administrators, the majority of the informant administrators and the heads
of the academics were female (88.8%) with the rest of the informants being male
(11.2%). In terms of their age, the majority of the informant administrators and the
heads of the academics were 41-50 years of age (41.5%) followed by 37.5% being
above 50 years of age. Their current job positions were administrators (50%) and heads
of the academics (50%). Lastly, 55% of the informant administrators had a Master’s
degree whereas 20% had a Bachelor’s degree and 25% a Doctoral degree.

For teachers, the majority/ of the informant teachers were also female (90%)
with the rest of the informants being male (10%). In terms of their age, the majority of
the informant teachers were 31-40 years of age (46%) with only 8% being above 50
years of age. Out of the total number of the informant teachers, only 17.4% were
Anuban 1 teachers whiled8.1% were Anuban 2 teachers and 34.5% Anuban 3 teachers.
Lastly, 77.6% of the informant administrators had-a Bachelor’s degree whereas 22.4%

had a Master’s degree. None of the informant teachers had a Doctoral degree.
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4.2 The Current and Desirable Levels of Practice regarding the Development of
Universal Design for Learning to Promote Children’s Holistic Development in
Private Kindergartens

The data analysis of the overall current and desirable levels of practice
regarding the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens from returned questionnaires is

presented in the following tables.

Table 4 : Means, Standard Deviations and PNl ogifieq Of the Overall Current and
Desirable States of Practice regarding the Development of Universal Design for

Learning to Promote Children’s Holistic Development in Private Kindergartens

The development The current practices The desirable practices
of Universal Design Ranking of
for Learning to PN Needs
M S.D! level M S.D. level modified
promote holistic assessment
development

1. Integrated 347 0.89° . Moderate 4.75 ©0.49  Extremely 0.369 5

Curriculum high

2. Student choice 3411 0.86 Moderate —4.770.48 | Extremely 0.398 2
high

3. Flexible groupings/  3.27 095 Moderate 4.75 051 . Extremely 0.450 1

Co-operative learning high

4. Differentiated 3.62 0.84 High 4.83  0.42 Extremely 0.334 9

Instructions high

5. Differentiated 352  0.80 High 481 045  Extremely 0.365 6

Assessment high

6. Assessment for 352 0.88 High 478 0.47  Extremely 0.357 7

Learning high

7. Meta-cognition - 3.64 084 High 472 055  Extremely 0.295 11

Assessment as high

learning

8. Technology 355 092 High 471 056  Extremely 0.329 10

high
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The development The current practices The desirable practices
of Universal Design Ranking of
for Learning to PN Needs
M S.D. level M S.D. level modified
promote holistic assessment
development
9. Discipline-based 3.44 095 Moderate 4.75 0.49  Extremely 0.381 3
Inquiry high
10. Backward Design 350 091 High 475 051  Extremely 0.356 8
high
11. Social & Academic  3.45 0.90 Moderate 4.74 052  Extremely 0.375 4
Inclusion of Students high
with Exceptionalities
Extremely
Average total 3.49 0.89 - Moderate' 4.76  0.50 high 0.360

From Table 4, the overall/current'level of practice regarding the development
of Universal Design for Learning to promate children’s holistic development in private
kindergartens was at a moderate level (x = 3.49, SD = 0.89). On the other hand, the
overall desirable state of practice regarding the development of Universal Design for
Learning to promote children’s hotistic development in private kindergartens was at
an extremely high level (X = 4.76, SD-=0.50):

In terms of the Modified Priority Needs Index (PNl oqifeq) Of the development
of Universal Design for Learning to promote children’s holistic development in private
kindergartens, the dimension that showed the highest level of need was Flexible
Groupings/Co-operative learning (PNlogfieq = 0.450), followed by Student Choice
(PNlnodgified = 0.398), and Discipline-based Inquiry (PNl ogifieq = 0.381), respectively. The
dimension that showed the lowest level of need was Meta-cognition — Assessment as

leaming (PNlmodiﬁed = 0295)
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Table 5 : Means, Standard Deviations and PNl cqgifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens - the

Integrated Curriculum Dimension

Integrated The current practices  The desirable practices PNI Ranking

Curriculum M S.D. level M S.D. level modified of Needs

1. The use of an integrated curriculum to promote physical development

1.1 Bodies grow and 347 070 Moderate 4.74 0.52  Extremely 0.366 2
develop within high

standards for each

age through good

health habits

1.2 Large and small 339 <095 Moderate 476 048  Extremely 0.406 1
muscles are well high

developed, and

coordination and

dexterity increases

3.4 Moderat Extremely
Average 0.83 475 0.50 0.384 2
3 e high

2. The use of an integrated curricutum to promote emotional development

2.1 Mental health is 3.36 1°0.87 Moderate 4.68 052 Extremely 0.390 2
good and children are high

happy

2.2 Emotions are 332 1.09 Moderate 4.85 0.42 Extremely 0.461 1
expressed through high

art, music, and

movement
2.3 Morality and good  3.60 0.87 high 475 049  Extremely 0.320 3
emotions are high
expressed
3.4 Moderat Extremely
Average 0.94 4.76 0.48 0.388 1
3 e high

3. The use of an integrated curriculum to promote social development

3.1 Children have life 3.54 0.97 high 474 049  Extremely 0.340 3

skills and practice the high
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Integrated The current practices  The desirable practices PNI Ranking
Curriculum M S.D. level M S.D. level modified  of Needs
philosophy of

sufficiency economy

3.2 Nature, 354 093 Moderate 4.77 0.47  Extremely 0.348 2
environment, and high

culture are

appreciated, and

pride is taken in being

Thai
3.3 Children getting 339 1.04 Moderate/ 473 050 Extremely 0.397 1
along happily with high

others and are good
members of a
democratic society,
under a regime of
constitutional

monarchy

3.4 Moderat Extremely
Average 0.98 475 0.49 0.361 3
9 e high

4. The use of an integrated curriculum to promote cognitive development

4.1 Language is used 3.46 0.79 Moderate  4.75 0.48  Extremely 0.376 3
to communicate high
meaningfully within

appropriate age

standards
4.2 Children develop ~ 3.65 0.81 High 474 049  Extremely 0.297 a4
thinking skills for high

basic learning

4.3 Imagination and 339 081 Moderate 4.68 0.52  Extremely 0.381 1
creative thinking is high

demonstrated

4.4 A positive attitude 350  0.82 High 479 046  Extremely 0.366 2
to learning is high

expressed and be

able to search for
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Integrated The current practices  The desirable practices PNI Ranking

Curriculum M S.D. level M S.D. level modified of Needs

new knowledge

within appropriate

age
3.5 0.48  Extremely
Average 0.80 High 4.74 0.354 4
0 8 high
3.4 Moderat Extremely
Average total 0.89 4.75 0.49 0.369
7 e high

From Table 5, the overall current  practice of the integrated curriculum
dimension of the development of Universat Desien for Learning to promote children’s
holistic development in private kindergartens was at a moderate level (x = 3.47, SD =
0.89), whereas the overall desirable practice of the integrated curriculum dimension
of the development of Universal Design' for Learning to promote children’s holistic
development in private kindergartens was at an extremely high level (x = 4.75, SD =
0.49).

In terms of the Modified Priority Needs Index (PNlpogifieq) Of the integrated
curriculum dimension of the development of Universal Design for Learning to promote
children’s holistic development in—private kindergartens, the domain of holistic
development that showed the highest level of need was the emotional development
(PNlnogiied = 0.833), followed by physical development (PNlyogifieq = 0.384), social
development (PNl ogified = 0.361), and cognitive development (PNl ogifieq = 0.354).

When considering the needs to utilize integrated curriculum to promote holistic
development, the sub-domain of holistic development that showed the highest level
of need was the emotional expression through art, music, and movement (PNlogified =
0.461), followed by the development of large and small muscles (PNl ogifieq = 0.406),
and the fostering of a democratic society (PNl ogifieq = 0.397), respectively. The sub-
dimension that showed the lowest level of need was the development of thinking

skills (PNlmodiﬂed = 0.297).
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Table 6 : Means, Standard Deviations and PNl cqgifieq Of the Current and Desirable

States of Practice regarding the Development of Universal Design for Learning to

Promote Children’s Holistic Development in Private Kindergartens - the Student

Choice Dimension

The current practices The desirable practices PNI Ranking of
Student Choice
M S.D. level M S.D. level modified Needs
1. The use of student choice to promote physical development
1.1 Bodies grow and 350 0.82 High 478 0.47  Extremely 0.365 1
develop within high
standards for each
age through good
health habits
1.2 Large and small 3.65 ~0.79 High 474 050 Extremely 0.299 2
muscles are well high
developed, and
coordination and
dexterity increases
Extremely
Average 3.58 0.81 High 476 0.49 0.329 4
high
2. The use of student choice to promote emotional development
2.1 Mental health is 3.58 1°0.80 High 4.84 043 Extremely 0.351 2
good and children high
are happy
2.2 Emotions are 368 0.82 High 480 0.46  Extremely 0.305 3
expressed through high
art, music, and
movement
2.3 Morality and good  3.43 094 Moderate 4.78 0.48  Extremely 0.393 1
emotions are high
expressed
Extremely
Average 3.56 0.85 High 4.81 0.46 0.351 3
high
3. The use of student choice to promote social development
3.1 Children have life 331 093 Moderate 4.77 0.49  Extremely 0.442 3
skills and practice high




971

The current practices The desirable practices PNI Ranking of
Student Choice
M S.D. level M S.D. level modified Needs
the philosophy of
sufficiency economy
3.2 Nature, 327 0.89 Moderate 4.79 0.47  Extremely 0.465 2
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 326 091 Moderate/ 14.82 0.45  Extremely 0.478 1
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 3.28 091 . Moderate 4.79 0.47 high 0.460 1

4. The use of student choice to promote cognitive deve/lo‘p’ment
~ z

4.1 Language is used 328 0.83 Moderate  4.73 051 Extremely 0.442 1
to communicate high

meaningfully within

appropriate age

standards

4.2 Children develop  3.37 0.86 Moderate 4.75 0.49  Extremely 0.410 4
thinking skills for high

basic learning

4.3 Imagination and 332 0.82 Moderate 471 052 Extremely 0.417 3
creative thinking is high

demonstrated

4.4 A positive 330 0.87 Moderate 475 053 Extremely 0.440 2
attitude to learning is high

expressed and be

able to search for
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The current practices The desirable practices PNI Ranking of
Student Choice
M S.D. level M S.D. level modified Needs
new knowledge
within appropriate
age
Extremely
Average 332 0.85 Moderate 4.74 0.51 0.428 2
high
Extremely
Average total 3.41 0.86 Moderate 4.77 0.48 0.398
high

From Table 6, the overall current practice of the student choice dimension of
the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens was at a moderate level (x = 3.41, SD = 0.86),
whereas the overall desirable” practice of the student choice dimension of the
development of Universal Design’ for' Learning to promote children’s holistic
development in private kindergartens was at an extremely high level (x = 4.77,SD =
0.48).

In terms of the Modified Priority Needs Index (PNl qiieq) Of the student choice
dimension of the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens, the domain of holistic development
that showed the highest level of need was the social development (PNl odifieq = 0.460),
followed by cognitive development (PNl ogified = 0.428), emotional development
(PNlogified = 0.351), and physical development (PNl ogifieq = 0.329).

When considering the needs to utilize integrated curriculum to promote holistic
development, the sub-domain of holistic development that showed the highest level
of need was the fostering of a democratic society (PNl ogifieq = 0.478), followed by an
appreciation in nature and Thainess (PNlcgified = 0.465), and the language learning
(PNlnogified = 0.442) and the fostering of life skills and sufficient economy philosophy
(PNlnogified = 0.442), respectively. The sub-dimension that showed the lowest level of

need was the development of large and small muscles (PNl ogified = 0.299).



99

Table 7 : Means, Standard Deviations and PNl cqifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens - the Flexible

Groupings/Co-operative Learning Dimension

Flexible The current practices The desirable practices

PNI Ranking of
groupings/co-
M S.D. level M S.D. level modified Needs
operative learning

1. The use of flexible groupings/co-operative learning to promote physical development

1.1 Bodies grow and 331 094 Moderate 4.72 054  Extremely 0.424 2
develop within high

standards for each

age through good

health habits

1.2 Large and small 3.23 <092 /Moderate| 4.73 056 Extremely 0.466 1
muscles are well high

developed, and

coordination and

dexterity increases

Extremely
Average 3.27. 0.93.. Moderate4.73....0.55 0.446 3
high

2. The use of flexible groupings/co-operative learning to'promote emotional development

2.1 Mental health is 3,12 - -0.87 ~ Moderate - 4.70. - 0.59 - Extremely 0.505 1
good and children high

are happy

2.2 Emotions are 324 092 Moderate 4.76 0.54  Extremely 0.469 2
expressed through high

art, music, and

movement
2.3 Morality and 339 091 Moderate 4.75 0.50 Extremely 0.402 3
good emotions are high
expressed
Extremely
Average 3.25 0.90 Moderate 4.74 0.54 High 0.458 2

3. The use of flexible groupings/co-operative learning to promote social development
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Flexible The current practices The desirable practices
PNI Ranking of
groupings/co-
M S.D. level M S.D. level modified Needs
operative learning
3.1 Children have life 342 091 Moderate 4.77 0.51 Extremely 0.395 3
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 333 0.89 Moderate 4.73 0.51 Extremely 0.419 2
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 334 096 Moderate 4.74- 0.50 Extremely 0.421 1
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 336 0.92 Moderate 4.75 0.51 s 0.414 4

4. The use of flexible groupings/co-operative learning to promote cognitive development

4.1 Language isused  3.23 1.02 Moderate 4.70 0.54  Extremely 0.454 4
to communicate high

meaningfully within

appropriate age

standards

4.2 Children develop 322 1.03 Moderate 4.79 0.44  Extremely 0.486 2
thinking skills for high

basic learning

4.3 Imagination and 322 100 Moderate 4.77 0.46 Extremely 0.483 3

creative thinking is

demonstrated

high
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Flexible The current practices The desirable practices
PNI Ranking of
groupings/co-
M S.D. level M S.D. level modified Needs
operative learning
4.4 A positive 325 1.07 Moderate 4.83 0.41 Extremely 0.489 1
attitude to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age
Extremely
Average 3.23 1.03  Moderate. 4.77 . 0.46 0.477 1
High
Extremely
Average total 3.27 0.95° Moderate 4.75 - 0.51 0.450
high

From Table 7, the overall jcurrent practice of the flexible groupings/co-
operative learning dimension of the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens was at a moderate
level (x = 3.27, SD = 0.95), whereas the overall desirable practice of the flexible
groupings/co-operative learning dimension of the development of Universal Design for
Learning to promote children’s hotistic-development in private kindergartens was at
an extremely high level (x = 4.75, SD = 0.51).

In terms of the Modified Priority Needs Index (PNl ogfieq) Of the flexible
groupings/co-operative learning dimension of the development of Universal Design for
Learning to promote children’s holistic development in private kindergartens, the
domain of holistic development that showed the highest level of need was the
cognitive development (PNl ogifieq = 0.450), followed by emotional development
(PNl nogified = 0.458), physical development (PNl ogifieq = 0.446), and social development
(PNlnogified = 0.414).

When considering the needs to utilize flexible groupings/co-operative learning
to promote holistic development, the sub-domain of holistic development that

showed the highest level of need was the development of good mental health



102

(PNlmogified = 0.505), followed by the cultivation of a positive attitude toward learning
(PNlnodified = 0.489), and the language learning (PNl gifieq = 0.442), respectively. The sub-
dimension that showed the lowest level of need was the fostering of life skills and

sufficient economy philosophy (PNliegiies = 0.395).

Table 8: Means, Standard Deviations and PNl oqifieq ©f the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens - the

Differentiated Instruction Dimension

Differentiated The current practices” .~ The desirable practices PNI Ranking of

Instruction M S:D. level M S.D. level modified Needs

1. The use of differentiated instructions to promote physical development

1.1 Bodies grow and 338 099 ~ Moderate 4.81  0.42  Extremely 0.423 2
develop within high

standards for each

age through good

health habits

1.2 Large and small 337 1.03 . Moderate 4.81 0.40 Extremely 0.426 1
muscles are well high

developed, and

coordination and

dexterity increases

Extremely
Average 338 1.01 Moderate 4.81 0.41 0.423 1
high

2. The use of differentiated instructions to promote emotional development

2.1 Mental health is 334 101 Moderate 4.80 0.40 Extremely 0.439 2
good and children high

are happy

2.2 Emotions are 335 099 Moderate 4.83 0.39 Extremely 0.443 1
expressed through high

art, music, and

movement
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Differentiated The current practices The desirable practices PNI Ranking of
Instruction M S.D. level M S.D. level modified Needs
2.3 Morality and good  3.72  0.74 High 486 036 Extremely 0.307 3
emotions are high
expressed
Extremely
Average 347 091 Moderate 4.83 0.38 hich 0.392 2

3. The use of differentiated instructions to promote social development

3.1 Children have life  3.76  0.72 High 486 039 Extremely 0.294 1
skills and practice high
the philosophy of

sufficiency economy

3.2 Nature, 382 075 High 4.85 043  Extremely 0.270 2
environment, and high

culture are

appreciated, and

pride is taken in

being Thai
3.3 Children getting 384  0.69 High 4.84 042  Extremely 0.260 3
along happily with high

others and are good
members of a
democratic society,
under a regime of
constitutional

monarchy

Extremely
Average 3.81 0.72 High 4.85 0.41 0.273 4
High

4. The use of differentiated instructions to promote cognitive development

4.1 Language is used 371 0.77 High 482 045  Extremely 0.299 2
to communicate high

meaningfully within

appropriate age

standards
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Differentiated The current practices The desirable practices PNI Ranking of
Instruction M S.D. level M S.D. level modified Needs
4.2 Children develop ~ 3.74 0.78 High 482 044  Extremely 0.288 3
thinking skills for high

basic learning

4.3 Imagination and 360 0.78 High 478 0.48 Extremely 0.329 1
creative thinking is high

demonstrated

4.4 A positive 3.78 0.79 High 481 046  Extremely 0.274 a4
attitude to learning is high

expressed and be
able to search for
new knowledge

within appropriate

age
Extremely
Average 3.71 0.78 High 4.81 0.46 0.296 3
High
Extremely
Average total 3.62 0.84 High 4:83 " 0.42 N 0.334
hig

From Table 8, the ‘overall current practice of the differentiated instruction
dimension of the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens was at a high level (x = 3.62, SD = 0.84),
whereas the overall desirable practice of the differentiated instruction dimension of
the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens was at an extremely high level (x = 4.83, SD =
0.42).

In terms of the Modified Priority Needs Index (PNl giieq) Of the differentiated
instruction dimension of the development of Universal Design for Learning to promote
children’s holistic development in private kindergartens, the domain of holistic
development that showed the highest level of need was the physical development
(PNlnodgified = 0.423), followed by emotional development (PNl ogifieq = 0.392), cognitive

development (PNl odified = 0.296), and social development (PNl ogified = 0.273).
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When considering the needs to utilize differentiated instructions to promote
holistic development, the sub-domain of holistic development that showed the
highest level of need was the expression of emotions through art, music, and
movement (PNlogified = 0.443), followed by the development of good mental health
(PNlogified = 0.439), and the development of large and small muscles (PNl ogified =
0.426), respectively. The sub-dimension that showed the lowest level of need was the

fostering of a democratic society (PNl ogiied = 0.260).

Table 9: Means, Standard Deviations and /PNl oqifieq ©f the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens - the

Differentiated Assessment Dimension

Differentiated The current practices , The desirable practices PNI Ranking of

Assessment M SD. level M S.D. level modified Needs

1. The use of differentiated assessment te promote physical development

1.1 Bodies grow and 3.48 0.76" ; Moderate  4.81 © 0.47  Extremely 0.380 1
develop within high

standards for each

age through good

health habits

1.2 Large and small 354  0.67 High 483 045 Extremely 0.364 2
muscles are well high

developed, and

coordination and

dexterity increases

Extremely
Average 3.51 0.72 High 4.82 0.46 0.373 2
high

2. The use of differentiated assessment to promote emotional development

2.1 Mental health is 334 0.75 Moderate 4.77 0.47  Extremely 0.429 1
good and children high

are happy

2.2 Emotions are 378 0.70 High 482 045 Extremely 0.276 3

expressed through high
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Differentiated The current practices  The desirable practices PNI Ranking of

Assessment M S.D. level M S.D. level modified Needs

art, music, and

movement
2.3 Morality and good  3.84  0.76 High 486 042  Extremely 0.268 2
emotions are high
expressed
Extremely
Average 3.65 0.74 High 482 0.45 hich 0.321 4

3. The use of differentiated assessment to promote social development

3.1 Children have life  3.65 0.71 High 4.85 0.43  Extremely 0.328 3
skills and practice high
the philosophy of

sufficiency economy

3.2 Nature, 347  0.80 / Moderate . 4.82  0.45 Extremely 0.391 1
environment, and high

culture are

appreciated, and

pride is taken in

being Thai
3.3 Children getting 354 0.77 High 4.83 045 Extremely 0.364 2
along happily with high

others and are good
members of a
democratic society,
under a regime of
constitutional

monarchy

Extremely
Average 3.55 0.76 High 4.83 0.44 0.361 3
high

4. The use of differentiated assessment to promote cognitive development

4.1 Language is used 341 093 Moderate 4.79 0.46  Extremely 0.404 2
to communicate high

meaningfully within

appropriate age

standards
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Differentiated The current practices The desirable practices PNI Ranking of
Assessment M S.D. level M S.D. level modified Needs
4.2 Children develop ~ 3.41 0.89 Moderate 4.75 0.48  Extremely 0.393 3
thinking skills for high

basic learning

4.3 Imagination and 331 099 Moderate 4.82 0.43  Extremely 0.455 1
creative thinking is high

demonstrated

4.4 A positive 351 0.89 High 476 047  Extremely 0.356 4
attitude to learning is high

expressed and be
able to search for
new knowledge

within appropriate

age
Extremely
Average 3.41 0,93/ Moderate, 4.78 0.46 0.402 1
high
Extremely
Average total 3.52 0.80 High 4:81 | 0.45 0.365
high

From Table 9, the overatl current practice of the differentiated assessment
dimension of the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens was at a high level (x = 3.52, SD = 0.80),
whereas the overall desirable practice of the differentiated assessment dimension of
the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens was at an extremely high level (x = 4.81, SD =
0.45).

In terms of the Modified Priority Needs Index (PNl ogiieq) Of the differentiated
assessment dimension of the development of Universal Design for Learning to
promote children’s holistic development in private kindergartens, the domain of
holistic development that showed the highest level of need was the cognitive

development (PNlpogiied = 0.402), followed by physical development (PNlogified =
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0.373), social development (PNl ogifieq = 0.361), and emotional development (PNl odified
= 0.321).

When considering the needs to utilize differentiated assessment to promote
holistic development, the sub-domain of holistic development that showed the
highest level of need was the demonstration of imagination and creative thinking
(PNlnogified = 0.455), followed by the development of good mental health (PNl ogifed =
0.429), and language learning (PNl gifieq = 0.404), respectively. The sub-dimension that
showed the lowest level of need was the expression of emotions through art, music,

and movement (PNl ogifieg = 0.276).

Table 10 : Means, Standard Deviations and PNl .qifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic” Development in Private Kindergartens - the

Assessment for Learning Dimension

Assessment for The current/'practices  The desirable practices PNI Ranking of

Learning M S.D, level M S.D. level modified Needs

1. The use of assessment for learning to promote physical development

1.1 Bodies grow and 3.69-5 -1.00 High 4.63—0.62  Extremely 0.256 2
develop within high

standards for each

age through good

health habits

1.2 Large and small 3.68 0.96 High 4.65 0.58 Extremely 0.263 1
muscles are well high

developed, and

coordination and

dexterity increases

Extremely
Average 3.67 0.98 High 4.64 0.6 0.264 3
high

2. The use of assessment for learning to promote emotional development

2.1 Mental health is 335 095 Moderate 4.80 0.42 Extremely 0.432 1

good and children high
are happy
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Assessment for The current practices The desirable practices PNI Ranking of
Learning M S.D. level M S.D. level modified Needs
2.2 Emotions are 342 090 Moderate 4.78 0.47  Extremely 0.395 2
expressed through high
art, music, and
movement
2.3 Morality and 354 096 High 483 0.44  Extremely 0.365 3
good emotions are high
expressed
Extremely
Average 344 094 Moderate ) 4.80 0.44 0.395 1
high
3. The use of assessment for learning to promote social development
3.1 Children have life  3.45 0.86 Moderate 481 045 Extremely 0.392 1
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 3.50 -0.89 High 4.80 0.45 Extremely 0.372 2
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 358 091 High 481 0.43  Extremely 0.342 3
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 3.51 0.89 High 4.81 0.44 0.370 2
high
4. The use of assessment for learning to promote cognitive development
4.1 Language is used 343 0.87 Moderate 4.82 0.43  Extremely 0.405 1
to communicate high

meaningfully within
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Assessment for The current practices The desirable practices PNI Ranking of

Learning M S.D. level M S.D. level modified Needs
appropriate age
standards
4.2 Children develop 357 0.73 High 481 0.46 Extremely 0.347 4
thinking skills for high
basic learning
4.3 Imagination and 354 0.79 High 479 046  Extremely 0.353 3
creative thinking is high
demonstrated
4.4 A positive 348 0.76  Moderate/ 14.81 0.47  Extremely 0.380 2
attitude to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age

Extremely
Average 3.51 0.79 High 4:81  0.46 0.370 2
high
Extremely
Average total 3.52'¢ :0:88 High 4.78——0.47 high 0.357

From Table 10, the overall current practice of the assessment for learning

dimension of the development of Universal Design for Learning to promote children’s

holistic development in private kindergartens was at a high level (x = 3.52, SD = 0.88),

whereas the overall desirable practice of the assessment for learning dimension of the

development of Universal Design for Learning to promote children’s holistic

development in private kindergartens was at an extremely high level (x = 4.78, SD =

0.47).

In terms of the Modified Priority Needs Index (PNl .gifieq) Of the assessment for

learning dimension of the development of Universal Design for Learning to promote

children’s holistic development in private kindergartens, the domain of holistic

development that showed the highest level of need was the emotional development
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(PNlogified = 0.395), followed by social development (PNl ogifieq = 0.370), cognitive
development (PNl odified = 0.370), and physical development (PNl ogifieq = 0.264).
When considering the needs to utilize assessment for learning to promote
holistic development, the sub-domain of holistic development that showed the
highest level of need was the development of good mental health (PNl ogifieq = 0.432),
followed by language learning (PNl ogifieq = 0.405), and the expression of emotions
through art, music, and movement (PNl ogiied = 0.395), respectively. The sub-dimension
that showed the lowest level of need was the development of large and small

muscles (PNlogifieq = 0.256).

Table 11: Means, Standard Deviations and PNl cqifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens — the Meta-

Cognition (Assessment as Learning) Dimension

The current/practices ~ The desirable practices PNI Ranking of

Technology
M S.D. level M S.D. level modified Needs

1. The use of meta-cognition (assessment as learning) to promote physical development

1.1 Bodies grow and 3.54.7 0:67 High 4.83—0.45 ' Extremely 0.364 2
develop within high

standards for each

age through good

health habits

1.2 Large and small 3.34 0.75 Moderate 477 0.47 Extremely 0.429 1
muscles are  well high

developed, and

coordination and

dexterity increases

Extremely
Average 344 0.71 Moderate 4.80 0.46 0.395 1
high

2. The use of meta-cognition (assessment as learning) to promote emotional development

2.1 Mental health is 375 084 High 460 0.73  Extremely 0.229 2

good and children high
are happy
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The current practices The desirable practices PNI Ranking of
Technology
M S.D. level M S.D. level modified Needs
2.2 Emotions are 375 0.82 High 4.68 0.60 Extremely 0.247 1
expressed through high
art, music, and
movement
2.3 Morality and 380 0.87 High 458 0.68 Extremely 0.202 3
good emotions are high
expressed
Extremely
Average 3.77 0.84 High 4.62 0.67 0.225 4
high
3. The use of meta-cognition (assessment as learning)-to promote social development
3.1 Children have life  3.85 0.84 High 458 0.70  Extremely 0.188 2
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 3.63 -0.83 High 4.82  0.44  Extremely 0.329 1
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 3.65 0.82 High 484 0.40  Extremely 0.329 1
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 3.71 0.83 High 4.75 0.51 high 0.280 3

4. The use of meta-cognition (assessment as learning) to promote cognitive development

4.1 Language is used
to communicate

meaningfully within

354 0.79 High

483 0.41 Extremely 0.365

high

a




113

The current practices The desirable practices PNI Ranking of
Technology
M S.D. level M S.D. level modified Needs
appropriate age
standards
4.2 Children develop  3.81  1.00 High 4.47  0.87 Extremely 0.174 10
thinking skills for high
basic learning
4.3 Imagination and 352  0.90 High 482 040 Extremely 0.370 1
creative thinking is high
demonstrated
4.4 A positive 356 0.92 High 481 0.41 Extremely 0.351 3
attitude to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age
Extremely
Average 361 0.90 High 473" 0.52 0.310 2
high
Extremely
Average total 3.64.4 0:84 High 4.72—0.55 high 0.295

From Table 11, the overall current practice of the meta-cognition (assessment
as learning) dimension of the development of Universal Design for Learning to promote
children’s holistic development in private kindergartens was at a high level (x = 3.64,
SD = 0.84), whereas the overall desirable practice of the meta-cognition (assessment
as learning) dimension of the development of Universal Design for Learning to promote
children’s holistic development in private kindergartens was at an extremely high level
(x = 4.72, SD = 0.55).

In terms of the Modified Priority Needs Index (PNl gifieq) Of the meta-cognition
(assessment as learning) dimension of the development of Universal Design for

Learning to promote children’s holistic development in private kindergartens, the

domain of holistic development that showed the highest level of need was the
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physical development (PNlogfieq = 0.395), followed by cognitive development
(PNlnogies = 0.310), social development (PNlpogiied = 0.280), and emotional
development (PNl odified = 0.225).

When considering the needs to utilize meta-cognition (assessment as learning)
to promote holistic development, the sub-domain of holistic development that
showed the highest level of need was the development of large and small muscles
(PNlmogified = 0.429), followed by the demonstration of imagination and creative thinking
(PNlnogified = 0.370), and language learning (PNlogiicd = 0.365), respectively. The sub-
dimension that showed the lowest level /of need was the development of thinking

skills (PN|modiﬂed =0.174).

Table 12: Means, Standard Deviations and PN, cgifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic’' Development in Private Kindergartens - the

Technology Dimension

Discipline-based The current practices The desirable practices PNI Ranking of

Inquiry M S.D. level M S.D. level modified Needs

1. The use of technology torpromote-physical-development

1.1 Bodies grow and 348 | 0.88 ~Moderate ~4.83 0.39 Extremely 0.387 1
develop within high

standards for each

age through good

health habits

1.2 Large and small 375 091 High 4.64 0.69  Extremely 0.237 2
muscles are well high

developed, and

coordination and

dexterity increases

Extremely
Average 3.62 0.90 High 4.74 0.54 0.309 3
high

2. The use of technology to promote emotional development
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Discipline-based The current practices The desirable practices PNI Ranking of

Inquiry M S.D. level M S.D. level modified Needs
2.1 Mental health is 383 0.85 High 4.64 0.69 Extremely 0.213 1
good and children high
are happy
2.2 Emotions are 386 0.81 High 4.65 070 Extremely 0.204 2
expressed through high
art, music, and
movement
2.3 Morality and 403 0.88 High 444 091  Extremely 0.103 3
good emotions are high
expressed

Extremely
Average 391 0.85 High 4.58 0.77 0.171 4
high
3. The use of technology to rirbmote social dévelopment
3.1 Children have life  3.42 0;92 Moderate ) 4.78  0.46  Extremely 0.400 2
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 3.41+ 097 Moderate™ 4.76 ~0.48) Extremely 0.397 3
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 332 100 Moderate 475 0.49  Extremely 0.430 1
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 3.38 0.963 Moderate 4.76 0.48 hich 0.412 2

4. The use of technology to promote cognitive development
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Discipline-based The current practices The desirable practices PNI Ranking of

Inquiry M S.D. level M S.D. level modified Needs
4.1 Languageisused  3.39 093  Moderate 4.75 0.47  Extremely 0.402 4
to communicate high
meaningfully within
appropriate age
standards
4.2 Children develop  3.3¢ 096 Moderate 4.78 0.47  Extremely 0.431 1
thinking skills for high
basic learning
4.3 Imagination and 337 097  Moderate/ 7475 050  Extremely 0.411 3
creative thinking is high
demonstrated
4.4 A positive 337 “1.00° Moderate 479 0.45 Extremely 0.421 2
attitude to learning high
is expressed and be
able to search for
new knowledge
within appropriate
age

Extremely
Average 3.37 097 Moderate 4.77-0.47 0.415 1
high
Extremely
Average total 3.55 0.92 High 4.71 0.56 high 0.329

From Table 12, the overall current practice of the technology dimension of the

development of Universal Design for Learning to promote children’s holistic

development in private kindergartens was at a high level (x = 3.55, SD = 0.92), whereas

the overall desirable practice of the technology dimension of the development of

Universal Design for Learning to promote children’s holistic development in private

kindergartens was at an extremely high level (x = 4.71, SD = 0.56).

In terms of the Modified Priority Needs Index (PNl ogifeq) Of the technology

dimension of the development of Universal Design for Learning to promote children’s

holistic development in private kindergartens, the domain of holistic development
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that showed the highest level of need was the cognitive development (PNl ogified =
0.415), followed by social development (PNl ogifieq = 0.412), physical development
(PNl nodgified = 0.309), and emotional development (PNl ogifieq = 0.171).

When considering the needs to utilize technology to promote holistic
development, the sub-domain of holistic development that showed the highest level
of need was the development of thinking skills (PNl gfieq = 0.431), followed by the
fostering of a democratic society (PNl ogified = 0.430), and the cultivation of a positive
attitude toward learning (PNlpogiieq = 0.421), respectively. The sub-dimension that
showed the lowest level of need was the expression of morality and good emotions

(PNlmodiﬁed = O 103)

Table 13: Means, Standard Deviations and PNl cgifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic’' Development in Private Kindergartens - the

Discipline-based Inquiry Dimension

Meta-cognition The current practices The desirable practices
PNI Ranking of
(Assessment as
M S.D. level M S.D. level modified Needs
learning)
1. The use of discipline-based inquiry-to.promote-physical development
1.1 Bodies grow and 3.27 ..0.94 _ Moderate . 4.78 . 0.46 _ Extremely 0.460 1
develop within high
standards for each
age through good
health habits
1.2 Large and small 3.64 095 High 463 0.63 Extremely 0.272 2
muscles are well high
developed, and
coordination and
dexterity increases
Extremely
Average 3.46 0.95 Moderate 4.71 0.55 0.361 3
High

2. The use of discipline-based inquiry to promote emotional development
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Meta-cognition The current practices The desirable practices
(Assessment as PN Ranking of
M S.D. level M S.D. level modified Needs
learning)
2.1 Mental health is 352 091 High 473 0.53 Extremely 0.345 3
good and children high
are happy
2.2 Emotions are 348 095 Moderate 4.79 047  Extremely 0.376 2
expressed through high
art, music, and
movement
2.3 Morality and 350 0.99 High 4,83 0.40 Extremely 0.380 1
good emotions are high
expressed
Extremely
Average 3.50 0.95 High 4.78  0.47 0.351 4
High
3. The use of discipline-based inquiry to.promote social development
3.1 Children have life  3.54 -0.89 High 477  0.47  Extremely 0.348 3
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 350 091 High 477  0.48' Extremely 0.361 2
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 340 099 Moderate 4.73 051  Extremely 0.390 1
along happily with high
others and are good
members of a
democratic society,
under a regime of
constitutional
monarchy
Extremely
Average 348 0.93 Moderate 4.76 0.49 0.368 2

High
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Meta-cognition

The current practices

The desirable practices

(Assessment as PN Ranking of
M S.D. level M S.D. level modified Needs
learning)
4. The use of discipline-based inquiry to promote cognitive development
4.1 Language isused  3.42 0.96 Moderate 477 0.46 Extremely 0.394 3
to communicate high
meaningfully within
appropriate age
standards
4.2 Children develop  3.46 095 Moderate 4.79 0.44  Extremely 0.385 4
thinking skills for high
basic learning
4.3 Imagination and 333 094 Moderate —4.72 051  Extremely 0.417 2
creative thinking is high
demonstrated
4.4 A positive 3.23 098 /Moderate  4.72 0.49  Extremely 0.459 1
attitude to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age
Extremely
Average 3.36 0.96 Moderate 4.75 0.48 0.414 1
High
Extremely
Average total 3.44 0.95 Moderate 4.75 0.49 high 0.381

From Table 13, the overall current practice of the discipline-based inquiry

dimension of the development of Universal Design for Learning to promote children’s

holistic development in private kindergartens was at a moderate level (x = 3.44, SD =

0.95), whereas the overall desirable practice of the discipline-based inquiry dimension

of the development of Universal Design for Learning to promote children’s holistic

development in private kindergartens was at an extremely high level (x = 4.75, SD =

0.49).
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In terms of the Modified Priority Needs Index (PNl ogifieq) Of the discipline-based
inquiry dimension of the development of Universal Design for Learning to promote
children’s holistic development in private kindergartens, the domain of holistic
development that showed the highest level of need was the cognitive development
(PNlnogified = 0.414), followed by social development (PNl ogifieg = 0.368), emotional
development (PNl odified = 0.351), and emotional development (PNl ogified = 0.361).

When considering the needs to utilize discipline-based inquiry to promote
holistic development, the sub-domain of holistic development that showed the
highest level of need was the development of good health habits (PNlegifieq = 0.460),
followed by the cultivation of a positive attitude toward learning (PNl ogiieq = 0.459),
and the demonstration of imagination and creative thinking (PNl ogifieq = 0.417),
respectively. The sub-dimension’ that showed the lowest level of need was the

development of large and small muscles (PNl ogiieq = 0.272).

Table 14 : Means, Standard Deviations and PNl,.qifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens — the Backward

Design Dimension

The current practices The desirable practices PNI Ranking of
Backward Design

M S.D. level M S.D. level modified Needs

1. The use of backward design to promote physical development

1.1 Bodies grow and 3.67 0.79 High 480 047  Extremely 0.307 1
develop within high

standards for each

age through good

health habits

1.2 Large and small 372 083 High 482 044  Extremely 0.297 2
muscles are well high

developed, and

coordination and

dexterity increases
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The current practices The desirable practices PNI Ranking of
Backward Design
M S.D. level M S.D. level modified Needs
Extremely
Average 3.70 0.81 High 4.81 0.46 0.300 4
High
2. The use of backward design to promote emotional development
2.1 Mental health is 359 0.80 High 477 048  Extremely 0.328 2
good and children high
are happy
2.2 Emotions are 375 0.82 High 480 047  Extremely 0.278 3
expressed through high
art, music, and
movement
2.3 Morality and good  3.47 0.78 _Moderate — 4.79 0.48 Extremely 0.380 1
emotions are high
expressed
Extremely
Average 3.61 0.80,/ Moderate, 4.80 0.48 0.330 3
High

3. The use of backward design to promote social,development
3.1 Children have life 338 094 “Moderate...4.71 0.57 Extremely 0.393 3
skills and practice high
the philosophy of
sufficiency economy
3.2 Nature, 335 095 Moderate 470 ~0.55 = Extremely 0.403 1
environment, and high
culture are
appreciated, and
pride is taken in
being Thai
3.3 Children getting 338 097 Moderate 4.70 0.55 Extremely 0.391 2

along happily with high
others and are good

members of a

democratic society,

under a regime of

constitutional

monarchy
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The current practices The desirable practices PNI Ranking of
Backward Design
M S.D. level M S.D. level modified Needs
Extremely
Average 3.37 0.95 Moderate 4.70 0.56 0.395 1
High
4. The use of backward design to promote cognitive development
4.1 Language is used 333 1.06 Moderate 4.73 0.54 Extremely 0.419 1
to communicate high
meaningfully within
appropriate age
standards
4.2 Children develop ~ 3.44 097 Moderate/ 4.73 051 Extremely 0.375 3
thinking skills for high
basic learning
4.3 Imagination and 3.42 1.04° Moderate 4.75 0.50 Extremely 0.389 2
creative thinking is high
demonstrated
4.4 A positive 354 095 High 473 052  Extremely 0.337 4
attitude to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age
Extremely
Average 3.43 1.00 Moderate 4.74 0.52 0.382 2
High
Extremely
Average total 3.50 0.91 High 4.75 0.51 high 0.356

From Table 14, the overall current practice of the backward design dimension

of the development of Universal Design for Learning to promote children’s holistic

development in private kindergartens was at a high level (x = 3.50, SD = 0.91), whereas

the overall desirable practice of the backward design dimension of the development

of Universal Design for Learning to promote children’s holistic development in private

kindergartens is at an extremely high level (x = 4.75, SD = 0.51).
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In terms of the Modified Priority Needs Index (PNl qgifieq) Of the backward design
dimension of the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens, the domain of holistic development
that showed the highest level of need was the social development (PNl odified = 0.395),
followed by cognitive development (PNl ogified = 0.382), emotional development
(PNlimogified = 0.330), and physical development (PNl ogifieq = 0.300).

When considering the needs to utilize backward design to promote holistic
development, the sub-domain of holistic development that showed the highest level
of need was language learning (PNl cgiied = 0.419), followed by the appreciation in
nature and Thainess (PNl gifieq = 0.403), and the fostering of life skills and sufficient
economy philosophy (PNl ogfiea = 0.393), respectively. The sub-dimension that showed
the lowest level of need was the expression of emotions through art, music, and

movement (PNl ogifieq = 0.278).

Table 15: Means, Standard Deviations and' PNl sgifieq Of the Current and Desirable
States of Practice regarding the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens - the Social &

Academic Inclusion of Students with Exceptionalities Dimension

Social & academic The current practices The desirable practices
inclusion of PNI Ranking of
children with M S.D. level M S.D. level modified Needs

exceptionalities

1. The social and academic inclusion of children with exceptionalities to promote physical

development
1.1 Bodies grow and 340 095 Moderate 4.71 0.53 Extremely 0.386 2
develop within high

standards for each
age through good
health habits

1.2 Large and small 337 095 Moderate 4.72 0.55 Extremely 0.400 1
muscles are well high

developed, and
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Social & academic The current practices

The desirable practices

inclusion of PNI Ranking of
children with M S.D. level M S.D. level modified Needs
exceptionalities
coordination and
dexterity increases
Extremely
Average 3.39 0.95 Moderate 4.72 0.54 hich 0.393 2

2. The social and academic inclusion of children with exceptionalities to promote emotional

development
2.1 Mental health is 350 0.89 High 475 050  Extremely 0.357 3
good and children high
are happy
2.2 Emotions are 346 ~0.88° Moderate 470 052  Extremely 0.359 2
expressed through high
art, music, and
movement
2.3 Morality and good  3.45 0386 / Moderate 4.77 0.49  Extremely 0.384 1
emotions are high
expressed
Extremely
Average 3.47 ;,0.88.__Moderate 4.74-0.50 high 0.366 3

3. The social and academic inclusion of children with exceptionalities to promote social

development

3.1 Children have life 345 0.88 Moderate 4.79 0.49  Extremely 0.389 1
skills and practice the high

philosophy of

sufficiency economy

3.2 Nature, 356 0.80 High 477 050 Extremely 0.339 2
environment, and high

culture are

appreciated, and

pride is taken in

being Thai

3.3 Children getting 359 0381 High 475 051  Extremely 0.322 3
along happily with high
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Social & academic The current practices

The desirable practices

inclusion of
children with M S.D. level

exceptionalities

PNI

M S.D. level modified

Ranking of

Needs

others and are good
members of a
democratic society,
under a regime of
constitutional

monarchy

Average 3.53 0.83 High

Extremely

4.77 . 0.50 0.351

high

4. The social and academic -inctusion- of children with-exceptionalities to promote cognitive

development
4.1 Language is used 3.57 7 0.90 Hish 4.73 052  Extremely 0.326 4
to communicate high
meaningfully within
appropriate age
standards
4.2 Children develop  3.39. 1.00 Moderate - 4.76 0.52, Extremely 0.407 3
thinking skills for high
basic learning
4.3 Imagination and 3.29 093 « Moderate ~4.72 ~10.56 ~ Extremely 0.434 1
creative thinking is high
demonstrated
4.4 A positive attitude 335 094 Moderate 4.74 0.55  Extremely 0.413 2
to learning is high
expressed and be
able to search for
new knowledge
within appropriate
age
Extremely
Average 3.40 0.94 Moderate 4.74 0.54 0.394 1
high
Extremely
Average total 3.45 0.90 Moderate 4.74 0.52 0.375

high
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From Table 15, the overall current practice of the social and academic
inclusion of children with exceptionalities dimension of the development of Universal
Design for Learning to promote children’s holistic development in private
kindergartens was at a moderate level (x = 3.45, SD = 0.90), whereas the overall
desirable practice of the social and academic inclusion of children with exceptionalities
dimension of the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens was at an extremely high level (x = 4.74,
SD = 0.52).

In terms of the Modified Priority /Needs Index (PNl ogifeq) Of the social and
academic inclusion of children with exceptionalities dimension of the development of
Universal Design for Learning to_promote children’s holistic development in private
kindergartens, the domain of holistic,development that showed the highest level of
need was the cognitive development’ (PNl ogfied-= 0.394), followed by physical
development (PNl ogifies = 0.293), emotional development (PNl ogiies = 0.366), and
social development (PNl ogified = 0.351).

When considering the needs to utilize social and academic inclusion of children
with exceptionalities to promote holistic development, the sub-domain of holistic
development that showed the highest level of 'need was the demonstration of
imagination and creative thinking (PNl cgifieq = 0.434), followed the cultivation of a
positive attitude toward learning (PNlogified = 0.413), and the development of thinking
skills (PNl nogified = 0.407), respectively. The sub-dimension that showed the lowest level

of need was the fostering of a democratic society (PNl ogiied = 0.322).
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Part Two: A recommendation of Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic Development in Private

Kindergartens.

4.3 Recommended Approaches to the Development of Universal Design for

Learning to Promote Children’s Holistic Development in Private Kindergartens.
Recommendations to the development of Universal Design for learning to

promote children’s holistic development in private kindergartens from the survey were

grouped into different dimensions of Universal Design for Learning on their relevance

and frequency.

Table 16: Recommended Approaches to the Development of Universal Design

for Learning to Promote Children’s Holistic Development in Private Kindergartens.

Frequencies
Dimensions of Approaches to the Development of Universal Design -
Universal Design for Learning to Promote Children’s Holistic é f: g E
for Learning Development in Private Kindergartens g 8 r%; §
E 3 | &
g T
1. Integrated 1.1 Schools should employ an age-appropriate integrated 3 9
Curriculum curriculum that focuses less on academic achievements
1.2 Schools should promote thematic lessons over single 1 6
subjects to support holistic development
1.3 Administrators should support a systematic planning of 4 2
an integrated curriculum
1.4 An integrated curriculum should aim to promote all 2 1
domains of development equally through a wide range of
experiences
1.5 Schools should have a professional development 0 3
programs for educating teachers about how to plan and
implement integrated curriculum
1.6 Schools should follow the national curriculum for 1 0
integrated lessons
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Frequencies

Dimensions of Approaches to the Development of Universal Design -
Universal Design for Learning to Promote Children’s Holistic é % g E
for Learning Development in Private Kindergartens g ; r%; §
§8 <"
<
2. Student Choice | 2.1 There should be more flexibility in lesson plans in terms 1 3
of time and activities to allow children to freely choose an
activity of their choice
2.2 Schools should incorporate aspects of Montessori 1 0
education to allow children to choose activities to engage
in
2.3 Schools should /raise 'teachers’ awareness of the 1 0
benefits of student choice
3. Flexible 3.1 Teachers should/allow children to work in groups or in 2 9
Groupings/Co- pairs
Operative 3.2 School curriculum should allow rooms for co-operative 4 2
Learning learning
3.3 Data should be used. to inform grouping in accordance 1 1
to children’s-abitities and-interests
3.4 Teachers should allow children“to:choose who they 1 0
wish to work with
4. Differentiated 4.1 Teachers should plan for differentiated instructions that 4 5
Instructions are suitable to each child’s abilities and interests
4.2 Schools should support a wider range of instructional 2 6
resources that are responsive to a wide range of needs
4.3 Schools should provide a professional development 1 3
program that supports teachers on the use of differentiated
instructions
4.4 Schools should aim to change teachers’ attitudes 1 0
toward differentiated instructions
5. Differentiated 5.1 Schools should terminate all exams and use various 4 8
Assessment formative assessment that are suitable to each child’s
abilities and interests
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Frequencies

Dimensions of Approaches to the Development of Universal Design -
Universal Design for Learning to Promote Children’s Holistic é % g E
for Learning Development in Private Kindergartens g ; r%; §
£ 3 2| T
g T
5.2 Differentiated assessment should be prescribed in the 2 2
school curriculum to create consistency of practice across
teachers
5.3 Schools should have an effective system that combines 1 1
data from various assessment methods to rule out
children’s hotistic development
5.4 Parents should'be regarded as animportant a source of 0 1
data regarding children’s development 0 1
6. Assessment for | 6.1 Teachers should provide timely feedbacks to children 2 1
Learning at the time of learning
6.2 Data gathered from formative assessments should be 1 1
used to inform-adjustments of instructions and planning of
teaching
7. Meta-Cognition 1 0
7.1 Teachers should encourage children to monitor their
(Assessment as
Learning) behavior by using various classroom management strategies
8. Technology 8.1 Schools should support the use of technological tools 3 7
in classroom
8.2 Schools should provide technical support when 0 2
difficulties regarding the use of technological tools arise
8.3 There should be a professional development program 1 0
to improve teachers’ media literacy that is tailored to each
teacher’s needs
9. Discipline-based | 9.1 School curriculum should allow for learning experiences 4 5
inquiry that are meaningful to the children
9.2 There should be a professional development program 2 3
to improve teachers’ knowledge on a discipline-based
inquiry




130

Frequencies
Dimensions of Approaches to the Development of Universal Design -
L w
Universal Design for Learning to Promote Children’s Holistic % = g 5
Y
for Learning Development in Private Kindergartens g @ xS §
g8 F
S T
10. Backward 10.1 Schools should promote a school curriculum in which 0 1
Design learning  objectives,  pedagogies,  instructions, and
assessments are congruent with one another
11. Social & 11.1 Schools should provide extra professional support for 0 3
Academic including children with a widér range of needs
Inclusion of
. 11.2 Teachers-need to improve their knowledge about 2 1
Students with
Exceptionalities teaching children with a wider range of needs

Table 16, displays-recommendations from the informants to developing the

development of Universal Design for Learning to promote children’s holistic

development in private kindergartens. Under the integrated curriculum dimension of
Universal Design for Learning, the top three recommendations were as follows:

1) Schools should employ an ase-appropriate integrated curriculum that
focuses less on academic ‘achievements (Frequencies = 12).

2) Schools should promote thematic lessons over single subjects to support
holistic development (Frequencies = 7).

3) Administrators should support a systematic planning of an integrated
curriculum (Frequencies = 6).

Under the student choice dimension of Universal Design for Learning, only

three recommendations were given as follows:

1) There should be more flexibility in lesson plans in terms of time and activities
to allow children to freely choose an activity of their choice (Frequencies = 4).

2) Schools should incorporate aspects of Montessori education to allow

children to choose activities to engage in (Frequencies = 1).
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3) Schools should raise teachers’ awareness of the benefits of student choice
(Frequencies = 1).

Under the flexible groupings/co-operative learning dimension of Universal

Design for Learning, the top three recommendations were as follows:
1) Teachers should allow children to work in groups or in pairs (Frequencies =
9).

2) School curriculum should allow rooms for co-operative learning (Frequencies

3) Data should be used to inform grouping in accordance to children’s abilities
and interests (Frequencies = 2).

Under the differentiated-instruction dimension of Universal Design for Learning,

the top three recommendations were as follows:

1) Teachers should plan for differentiated instructions that are suitable to each
child’s abilities and interests (Frequencies = 11).

2) Schools should support a wider range of instructional resources that are
responsive to a wide range of needs (Frequencies = 8).

3) Schools should provide a professional development program that supports
teachers on the use of differentiated-instructions (Frequencies = 4).

Under the differentiated assessment dimension of Universal Design for

Learning, the top three recommendations were as follows:

1) Schools should terminate all exams and use various formative assessment
that are suitable to each child’s abilities and interests (Frequencies = 12).

2) Differentiated assessment should be prescribed in the school curriculum to
create consistency of practice across teachers (Frequencies = 4).

3) Schools should have an effective system that combines data from various
assessment methods to rule out children’s holistic development (Frequencies = 2).

Under the assessment for learning dimension of Universal Design for Learning,

only two recommendations were given as follows:
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1) Teachers should provide timely feedbacks to children at the time of learning
(Frequencies = 3).

2) Data gathered from formative assessments should be used to inform
adjustments of instructions and planning of teaching (Frequencies = 2).

Under the meta-cognition (assessment as learning) dimension of Universal

Design for Learning, only one recommendation was given as follows:

1) Teachers should encourage children to monitor their behavior by using
various classroom management strategies (Frequencies = 1).

Under the technology dimension of Universal Design for Learning, the top three
recommendations were as follows:

1) Schools should support the use of technological tools in classroom
(Frequencies = 10).

2) Schools should provide technical: support when difficulties regarding the use
of technological tools arise (Frequencies = 2).

3) There should be a professionat development program to improve teachers’
media literacy that is tailored to each teacher’s needs (Frequencies = 1).

Under the discipline-based inguiry dimension. of Universal Design for Learning,
only two recommendations were given-as fotlows:

1) School curricutum should allow for learning experiences that are meaningful
to the children (Frequencies = 9).

2) There should be a professional development program to improve teachers’
knowledge on a discipline-based inquiry (Frequencies = 5).

Under the backward design dimension of Universal Design for Learning, only

one recommendation was given as follows:
1) Schools should promote a school curriculum in which learning objectives,
pedagogies, instructions, and assessments are congruent with one another

(Frequencies = 1).
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Under the social and academic inclusion of children with exceptionalities
dimension of Universal Design for Learning, only two recommendations were given as
follows:

1) Schools should provide extra professional support for including children with
a wider range of needs (Frequencies = 3).

2) Teachers need to improve their knowledge about teaching children with a

wider range of needs (Frequencies = 3).

4.4 Drafted Approaches to the Development of Universal Design for
Learning to Promote Children’s Holistic Development in Private Kindergartens.

To draft approaches to the development of Universal Design for learning to
promote children’s holistic development in private kindergartens, data regarding the
current and desirable levels of practice and the priority needs were summarized into

the following table to identify ranking of priority needs.

Table 17: Summary of Priority' Needs for the Management of Universal Design for

Learning to Promote Holistic Development in Private Kindergartens

Universal Design Holistic-Devetopment Priority
Dimensions PNImogified
for Learning Physical Emotional Social Cognitive Needs
1. Integrated D 3.43 3.43 3.49 3.50
Curriculum | 4.75 476 4.75 4.74
0.369 5
PNl inodified 0.384 0.388 0.361 0.354
(Order) (2) (1) (3) (4)
2. Student D 3.58 3.56 3.28 3.32
Choice | 4.76 4.81 4.79 4.75
0.398 2
PNl iodified 0.329 0.351 0.460 0.428
(Order) (4) (3) (1) 2
3. Flexible D 3.27 3.25 3.36 3.23
Groupings/Co- | 4.73 a.74 4.75 a7
0.450 1
Operative PNImodified 0.446 0.458 0.414 0.477
Learning (Order) (3) 2 (@) (1)
4. Differentiated D 3.38 3.47 3.81 371
Instructions | 4.81 4.83 4.85 4.81 0.334 9

PNImodified 0.423 0.392 0.273 0.296
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Universal Design Holistic Development Priority
Dimensions PNl odified
for Learning Physical ~ Emotional  Social  Cognitive Needs
(Order) (1) 2) (4) (3)
5.Differentiated D 351 3.65 3.55 3.41
Assessment | 4.82 4.82 4.83 4.78
0.365 6
PNl modified 0.373 0.321 0.361 0.402
(Order) (2) (4) (3) (1)
6. Assessment D 3.67 3.44 3.51 3.51
for Learning | 4.64 4.80 4.81 4.81
0.357 7
PNl modified 0.264 0.395 0.370 0.370
(Order) (3) (1) (2) 2)
7. Meta- D 3.44 377 371 3.61
Cognition | 4.80 4.62 4.75 4.73
0.295 11
(Assessment as PNl modified 0.395 0.225 0.280 0.310
Learning) (Order) (1) (4) (3) 2)
8. Technology D 3.62 391 3.38 3.37
| a.74 4.58 4.76 4.77
0.329 10
PNlrmogified 0/309 0.171 0.412 0.415
(Order) (3) (@) (2) (1)
9. Discipline- D 3.46 3.50 3.48 3.36
based inquiry | 471 4.78 4.76 4.75
0.381 3
PNl modified 0.361 0.351 0.368 0.414
(Order) (3) (4) (2) (1)
10. Backward D 3.70 3.61 3.37 3.43
Design | 4.81 4.80 4.70 4.74
0.356 8
PNl rodified 0.300 0.330 0.395 0.382
(Order) () (3) (1) 2)
11. Social & D 3.39 3.47 3.53 3.40
Academic | 4.72 4.74 4.77 4.74
Inclusion of 0.375 4
PNl modified 0.393 0.366 0.351 0.394
Students with
(Order) (2) (3) (@) (1)
Exceptionalities
0.362 0.341 0.368 0.386
Total Average PNl odified 0.364

(3)

When D refers to the average value of the current practice

| refers to the average value of the desirable practice

PNl nodified refers to priority needs
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Table 17, displays a summary of priority needs for the development of
Universal Design for Learning to promote children’s holistic development in private
kindergartens. The order of needs for the development of Universal Design for Learning
ranged highest in the flexible groupings/co-operative learning (PNl ogified = 0.450). To
promote children’s holistic development, the domain of holistic development that
showed the highest needs in the management of flexible groupings/co-operative
learning was the cognitive development domain (PNl egified = 0.477).

The dimension of Universal Design for Learning that showed the second highest
needs was the student choice dimension’ (PNlpegifieg = 0.398). The domain of holistic
development that showed the highest needs in"the management of student choice
was the social development domain (PNl oaifeqg = 0.460).

The third dimension of Uniyversal Desien for Learning that showed the highest
needs was the discipline-based inquiry dimension (PNl ogifieq = 0.381). The domain of
holistic development that showed the highest needs in the management of discipline-
based inquiry was the cognitive development domain (PNl ogifieq = 0.414).

The dimension of Universal Desien for Learning that showed the fourth highest
needs was the social & academic inctusion of chitdren with exceptionalities dimension
(PNlnogified = 0.375). The domain-of -holistic development that showed the highest
needs in the management of social & academic inclusion of children with
exceptionalities was the cognitive development domain (PNl ogifieq = 0.394).

The dimension of Universal Design for Learning that showed the fifth highest
needs was the integrated curriculum dimension (PNl ogifeq = 0.369). The domain of
holistic development that showed the highest needs in the management of integrated
curriculum was the emotional development domain (PNl ogifieq = 0.388).

The dimension of Universal Design for Learning that showed the sixth highest
needs was the differentiated assessment dimension (PNl ogifieq = 0.365). The domain of
holistic development that showed the highest needs in the management of

differentiated assessment was the cognitive development domain (PNl ogifieq = 0.402).
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The dimension of Universal Design for Learning that showed the seventh
highest needs was the assessment for learning dimension (PNl egifieg = 0.357). The
domain of holistic development that showed the highest needs in the management
of assessment for learning was the emotional development domain (PNl odifieq = 0.395).

The dimension of Universal Design for Learning that showed the eighth highest
needs was the backward design dimension (PNl cgifieqd = 0.356). The domain of holistic
development that showed the highest needs in the management of assessment for
learning was the social development domain (PNl egified = 0.395).

The dimension of Universal Design for Learning that showed the nineth highest
needs was the differentiated instruction dimension (PNl ogifieq = 0.334). The domain of
holistic development that showed, the highest needs in the management of
differentiated instructions was the physical development domain (PNl ogifieq = 0.423).

The dimension of Universal Design for Learning that showed the tenth highest
needs was the technology dimension (PNl oqifeq = 0.329). The domain of holistic
development that showed the highest needs in the management of technology was
the cognitive development domain (PN gfeq = 0.415).

The dimension ofiUniversatl Desien for Learnhing that showed the lowest level
of needs was the meta-cognition (assessment as learning) dimension (PNl odified =
0.295). The domain of holistic development that showed the highest needs in the
management of meta-cognition (assessment as  learning) was the physical
development domain (PNl ogifieq = 0.395).

To recommend approaches to the development of Universal Design for
Learning to promote children’s holistic development in private kindergartens, five
dimensions of Universal Design for Learning were chosen for drafting approaches
(PNlogified = 0.364). This includes flexible groupings/co-operative learning (PNl ogified =
0.450), student choice (PNl ogiied = 0.398), discipline-based inquiry (PNl ogified = 0.375),
social & academic inclusion of children with exceptionalities (PNl ogiied = 0.369), and

integrated curriculum (PNl ogifieq = 0.365).
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Table 18: Priority needs assessment of the development of Universal Design for Learning to promote holistic development in

private kindergartens

Holistic Development

Universal Design for Learning Physical Emotional Social Cognitive PNImodified
1.1 1.2 2.1 2.2 2.3 3.1 3.2 3.3 4.1 4.2 4.3 4.4
Flexible Groupings/Co-Operative 0.424 0.466 0.505 0.469 0.402 0.395 0.419 0.421 0.454 0.486 0.483 0.489
Learning (2) (1) (1) (2) (3) (3) (2) (1) (4) (2) (3) (1)
(1)
0.446 0.458 0.414 0.477
Average Total 0.450
(3) (2) (4) (1)
Student Choice 0.365 0.299 0.351 0:305 0.393 0.442 0.465 0.478 0.442 0.410 0.417 0.440
(2) (1) (2) (2) (3) (1) (3) (2) (1) (1) (4) (3) (2)
0.329 0.351 0.460 0.428
Average Total 0.398
(4) (3) (1) (2)
Discipline-based inquiry 0.387 0.237 0.213 0.204 0.103 0.400 0.397 0.430 0.402 0.431 0.411 0.421
(3) (1) (2) (1) (2) (3) (2) (3) (1) (4) (1) (3) (2)
0.361 0.351 0.368 0.414
Average Total 0.381
(3) (4) (2) (1)
Social & Academic Inclusion of 0.386 0.400 0.357 0.359 0.384 0.389 0.339 0.322 0.326 0.407 0.434 0.413
Students with Exceptionalities 2) (1) (3) 2) (1) (1) (2) (3) (4) (3) (1) (2)
(4)
0.393 0.366 0.351 0.394
Average Total 0.375
(2) (3) (4) (1)




138

Holistic Development

Universal Design for Learning Physical Emotional Social Cognitive PNl odified
1.1 1.2 21 2.2 2.3 3.1 3.2 3.3 4.1 4.2 4.3 4.4
Integrated Curriculum 0.366 0.406 0.390 0.461 0.320 0.340 0.348 0.397 0.376 0.297 0.381 0.366
(5 (2) (1) (2) (1) (3) (3) (2) (1) (3) (4) (1) 2)
0.384 0.388 0.361 0.354
Average Total 0.369

0

- Priority needs of dimensions of Universal Design-for Learning

Highest priority needs of a domain of holistic development

Highest priority needs of a sub-domain of holistic development
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From Table 18, the order of needs for the development of Universal Design
for Learning ranged highest in the flexible groupings/co-operative learning (PNl odified =
0.450). To promote children’s holistic development, the domain of holistic
development that showed the highest needs in the management of flexible
groupings/co-operative learning was the cognitive development domain (PNl odified =
0.477). The sub-domain of cognitive development that showed the highest needs in
the management of flexible groupings/co-operative learning was positive attitude
toward learning (PNlogifieq = 0.489).

The dimension of Universal Design for Learning that showed the second highest

needs was the student choice dimension (PNlyegifeq = 0.398). The domain of holistic
development that showed the highest needs in the management of student choice
was the social development domain (PNl cqiied = 0.460). The sub-domain of social
development that showed the highest needs in the management of student choice
was being a good member of’a democratic society (PNl ogifieq = 0.478).
The third dimension of Universal Design for Learning that showed the highest needs
was the discipline-based-inquiry dimension (PNl ,suinee= 0.381). The domain of holistic
development that showed the highest needs in the-management of discipline-based
inquiry was the cognitive development domain (PNl ogifieq = 0.414). The sub-domain of
cognitive development that showed the highest needs in the management of
discipline-based inquiry was thinking skills (PNl egifieq = 0.431).

The dimension of Universal Design for Learning that showed the fourth highest
needs was the social and academic inclusion of children with exceptionalities
dimension (PNlogiied = 0.375). The domain of holistic development that showed the
highest needs in the management of social and academic inclusion of children with
exceptionalities was the cognitive development domain (PNl ogifieq = 0.394). The sub-
domain of cognitive development that showed the highest needs in the management
of social and academic inclusion of children with exceptionalities was creative thinking

skills (PN|modiﬂed = 0434)
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The dimension of Universal Design for Learning that showed the fifth highest
needs was the integrated curriculum dimension (PNl cgifeq = 0.369). The domain of
holistic development that showed the highest needs in the management of integrated
curriculum was the emotional development domain (PNlogifieq = 0.388). The sub-
domain of emotional development that showed the highest needs in the management
of integrated curriculum was expressions of emotions through art, music, and
movement (PNl ogifieq = 0.461).

Considering the ranking of the first five priority needs, approaches to the
development of Universal Design for /Learning to promote children’s holistic
development in private kindergartens have been drafted and presented in the

following table.
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Table 19: Drafted Approaches to the Development of Universal Design for Learning to Promote Children’s Holistic Development

in Private Kindergartens

Order
of
Priority
Needs

Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Quantitative Data from the Survey

Dimensions of
Universal Design for

Learning

The Development of
UDL to Promote
Children’s Holistic

Development

Qualitative Data from the

Survey Suggestions

Drafted Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

Flexible groupings/co-
operative learning

(PNlmodified = 0450)

The use of flexible

groupings/co-operative

learning to promote

cognitive development in

terms of positive attitude
toward learning

(PNlmodified = 0477)

1) Teachers should allow
children to work in groups or
in pairs.

2).School curriculum should
allow rooms for co-operative
learning.

3) Data should be used to
inform grouping in accordance
to children’s abilities and

interests.

Approach 1: Enhance positive attitude toward learning
through collaboration and community

Sub-Approach 1: Use flexible groupings or cooperative learning
as the main engagement pedagogy

1) Create cooperative learning groups with clear rules, goals,
roles, and responsibilities

2) Create school-wide programs of positive behavior support
with differentiated objectives

Sub-Approach 2: Ensure that flexible groupings or cooperative
learning experiences are based on children’s interests and

abilities
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Order
of
Priority
Needs

Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Quantitative Data from the Survey

Dimensions of
Universal Design for

Learning

The Development of
UDL to Promote
Children’s Holistic

Development

Qualitative Data from the

Survey Suggestions

Drafted Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

1) Use data from formative assessments to inform groupings
based on individual needs
2) Construct communities of children engaged in common

interests or activities e.g. afterschool programs or recess corners

Student choice

(PNIoified = 0.398)

The use of student

choice to promote social

development in terms of
democratic school
culture (PNlmodiﬁed =

0.460)

1) There should be more
flexibitity-in-tesson plans in
terms of time-and activities to
allow children to freely
choose an activity of their
choice.

2) Schools should incorporate
aspects of Montessori
education to allow children to

choose activities to engage in.

Approach 2: Optimize student choice and autonomy to
promote democratic school culture

Sub-Approach 1: Support teachers on the preparation of group
activities and learning resources that cover a wider range of
needs and interests

1) Allocate sufficient funds for teaching tools and learning
resources that are responsive to a wide range of needs

2) Provide professional development programs and support on
individualizing teaching strategies to meet the specific needs of

each child in group settings
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Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Order
Quantitative Data from the Survey Drafted Approaches to the Development of Universal
of
The Development of Design for Learning to Promote Children’s Holistic
Priority Dimensions of Qualitative Data from the
UDL to Promote Development in Private Kindergartens
Needs | Universal Design for Survey Suggestions
Children’s Holistic
Learning
Development
3) Schools"should raise Sub-Approach 2: Promote choice of group activities that require
teachers’ awareness of the the use of collaboration and communication to solve problems
benefits of student choice. 1) Provide various levels of prompts that guide children to
express own opinions, listen to others’, and negotiate.
2) Encourage and support opportunities for peer interactions
and supports
3. Discipline-based The use of discipline- 1rSchootcurricatum should Approach 3: Highlight discipline-based learning as the main

inquiry (PNlodified =
0.381)

based inquiry to promote

cognitive development in

terms of thinking skills
(PNlmodified = 0414)

allow for learning experiences
that are meaningful to the
children.

2) There should be a
professional development

program to improve teachers’

pedagogical approach in classroom

Sub-Approach 1: Include meaningful, hands-on learning
experiences in the school curriculum

1) Provide tasks that allow for active participation, exploration,
and experimentation

2) Vary activities so that they can be personalized and

contextualized to children’s lives
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Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Order
Quantitative Data from the Survey Drafted Approaches to the Development of Universal
of
The Development of Design for Learning to Promote Children’s Holistic
Priority Dimensions of Qualitative Data from the
UDL to Promote Development in Private Kindergartens
Needs | Universal Design for Survey Suggestions
Children’s Holistic
Learning
Development
knowledge‘on a discipline- Sub-Approach 2: Offer additional support for teachers through
based inquiry. Professional Community of Learning (PCL)
1) Schedule time and place for teachers to meet for PCL
sessions that focus on planning discipline-based learning
2) Provide teachers with necessary tools for their professional
learning, such as textbooks, internet, and computer
4. Social and academic The use of social and 1)-Schools-should provide Approach 4: Include children with exceptionalities at all
inclusion of children academic inclusion of extra professional support for | levels of practice
with exceptionalities children with including children with a wider | Sub-Approach 1: Build a positive school culture of acceptance,
(PNl nogifieq = 0.375) exceptionalities to range of needs. respect, and appreciation
promote cognitive 2) Teachers need to improve 1) Establish school norms and expectations that focus on
development in terms of | their knowledge about building positive values for children, parents, and teachers.
creative thinking teaching children with a wider | 2) Involve parents in school activities by creating clear, open
(PNl hogifieq = 0.394). range of needs. communication and providing a platform for feedback
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Order
of
Priority
Needs

Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Quantitative Data from the Survey

Dimensions of
Universal Design for

Learning

The Development of
UDL to Promote
Children’s Holistic

Development

Qualitative Data from the

Survey Suggestions

Drafted Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

Sub-Approach 2: Ensure that classroom practices are responsive
to a wide range of needs, interests, and abilities

1) Infuse the Universal Design for Learning’s multiple means of

engagement, representation, and expression in all lesson plans,
classroom activities, teaching tools, and learning resources.

2) Employ evidence-based practices that collect data regarding

children’s needs, interests, and abilities to inform lesson

planning

Integrated curriculum

(PNl ogifieq = 0.369)

The use of integrated
curriculum to promote

emotional development

in terms of healthy
emotional expressions

(PNIoified = 0.388)

1) Schools should employ an
age-appropriate integrated
curriculum that focuses less
on academic achievements.
2) Schools should promote

thematic lessons over single

Approach 5: Develop an integrated curriculum that allows
children to express emotions in holistic ways
Sub-Approach 1: Set up a systematic developmental process of

an integrated curriculum
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Order
of
Priority
Needs

Approaches to the Development of Universal Design for Learning to Promote

Children’s Holistic Development in Private Kindergartens

Quantitative Data from the Survey

The Development of
Dimensions of
UDL to Promote
Universal Design for
Children’s Holistic
Learning
Development

Qualitative Data from the

Survey Suggestions

Drafted Approaches to the Development of Universal
Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

subjects to’support holistic
development.

3) Administrators should
support a systematic planning

of an'integrated curriculum.

1) Use research-based data to identify age-appropriate
instructions and learning content that promote children’s
holistic development

2) Employ the process of PDCA for developing the curriculum
Sub-Approach 2: Involve all stakeholders in the developmental
process of the school curriculum

1) Create an open channel for feedbacks and opinions from
stakeholders regarding the effectiveness of the integrated
curriculum

2) Partner up with both private and governmental community

organizations for additional support and resources
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Table 19, displays drafted approaches to the development of Universal Design
for Learning to promote children’s holistic development in private kindergartens.
These drafted approaches aim to address the reported needs of school administrators,
heads of the academics, and teachers in private kindergartens for the development of
Universal Design for Learning to promote children’s holistic development in private
kindergartens. They consist of 5 main approaches, 10 sub-approaches, and 20
procedures. The drafted approaches are as follows:

Approach 1: Enhance positive attitude toward learning through

collaboration and community

Sub-Approach 1: Use flexible eroupines-or cooperative learning as the main
engagement pedagogy
1) Create cooperative learning eroups with clear rules, goals, roles, and
responsibilities
2) Create school-wide programs of positive behavior support with

differentiated objectives

Sub-Approach 2: Ensure that flexible groupings or cooperative learning
experiences are based on chitdren’s interests and abilities
1) Use data from formative assessments to inform groupings based on
individual needs
2) Construct communities of children engaged in common interests or
activities e.g. afterschool programs or recess corners
Approach 2: Optimize student choice and autonomy to promote
democratic school culture

Sub-Approach 1: Support teachers on the preparation of group activities and

learning resources that cover a wider range of needs and interests
1) Allocate sufficient funds for teaching tools and learning resources

that are responsive to a wide range of needs
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2) Provide professional development programs and support on
individualizing teaching strategies to meet the specific needs of each
child in group settings

Sub-Approach 2: Promote choice of group activities that require the use of

collaboration and communication to solve problems
1) Provide various levels of prompts that guide children to express own
opinions, listen to others’, and negotiate.
2) Encourage and support opportunities for peer interactions and
supports
Approach 3: Highlight discipline-based learning as the main pedagogical
approach in classroom

Sub-Approach 1: Include ‘meaningful, hands-on learning experiences in the

school curriculum
1) Provide tasks that allow for active participation, exploration, and
experimentation
2) Vary activities so that they can be personalized and contextualized
to children’s tives

Sub-Approach 2: Offer additional support for teachers through Professional

Community of Learning (PCL)
1) Schedule time and place for teachers to meet for PCL sessions that
focus on planning discipline-based learning
2) Provide teachers with necessary tools for their professional learning,
such as textbooks, internet, and computer
Approach 4: Include children with exceptionalities at all levels of practice

Sub-Approach 1: Build a positive school culture of acceptance, respect, and

appreciation
1) Establish school norms and expectations that focus on building

positive values for children, parents, and teachers.
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2) Involve parents in school activities by creating clear, open
communication and providing a platform for feedback

Sub-Approach 2: Ensure that classroom practices are responsive to a wide

range of needs, interests, and abilities
1) Infuse the UDL’s multiple means of engagement, representation, and
expression in all lesson plans, classroom activities, teaching tools,
and learning resources.
2) Employ evidence-based practices that collect data regarding
children’s needs, interests, and abilities to inform lesson planning
Approach 5: Develop an integrated curriculum that allows children to
express emotions in holistic ways

Sub-Approach 1: Set-up-a systematic developmental process of an integrated

curriculum
1) Use research-based data to identify age-appropriate instructions and
learning content that promote children’s holistic development
2) Employ the process of PDCA for developing the curriculum

Sub-Approach 2:/Invotve att stakehotders in the developmental process of the

school curriculum
1) Create an open channel for feedbacks and opinions from
stakeholders regarding the effectiveness of the integrated curriculum
2) Partner up with both private and governmental community

organizations for additional support and resources
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4.5 The Suitability and Feasibility of the Drafted Approaches to the
Development of Universal Design for Learning to Promote Children’s Holistic
Development in Private Kindergartens

The outcomes of the suitability and feasibility assessment of the drafted
approaches to the development of Universal Design for Learning to promote children’s
holistic development in private kindergartens by three experts are presented in the

following table.

Table 20: The Suitability and Feasibility of the Drafted Approaches to the
Development of Universal Design for Learning to Promote Children’s Holistic

Development in Private Kindergartens

Drafted Approaches to the Assessment by Experts

Development of-UDL to

Suitability Feasibility

No. Promote Children’s Holistic Suggestions

Development in Private
Mode!| Level | Mode | Level
Kindergartens

Flexible groupings/co-operative learning

The use of flexible groupings/co-operative learning to promote cognitive development in

terms of positive attitude“toward learning

Approach 1: Enhance positive “Positive attitudes”

. N venesfu “inclusive
attitude toward learning

1 5 Highest 5 Highest school community”
through collaboration and

community

Sub-Approach 1: Use flexible wuzthliunu
pedagogy M8

groupings or cooperative
1.1 5 Highest 5 Highest | strategy
learning as the main

engagement pedagogy

Procedure 1: Create cooperative T organize unu
create

(1) | learning groups with clear rules, 5 Highest 5 Highest

goals, roles, and responsibilities

Procedure 2: Create school-wide “Create positive
2) L . 5 Highest 4 High reinforcement
programs of positive behavior
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No.

Drafted Approaches to the
Development of UDL to
Promote Children’s Holistic
Development in Private

Kindergartens

Assessment by Experts

Suitability

Feasibility

Mode | Level

Mode | Level

Suggestions

support with differentiated

objectives

systems for positive

social behaviours”

1.2

Sub-Approach 2: Ensure that

flexible groupings or
cooperative learning
experiences are based on

children’s interests and abilities

5 Highest

5 Highest

Procedure 1: Use data from
formative assessments to inform
groupings based on individual

needs

5 Highest

5 Highest

(2)

Procedure 2: Construct
communities of children engaged
in common interests-or-activities
e.g. afterschool programs or

recess corners

5 Highest

5 Highest

Student choice

The use of student choice to promote social development in terms of a democratic

school culture

Approach 2: Optimize student

choice and autonomy to

“A democratic

school culture”

2 5 | Highest | 4 High
promote democratic school
culture
Sub-Approach 1: Support - v abilities
. - Wiunsdaadaliingy
teachers on the preparation of . . .
iJﬂ’J’WiJL"lﬂI‘ULLan
2.1 | group activities and learning 5 Highest 5 Highest | wumdlunisda
resources that cover a wider flanssu

range of needs and interests
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Drafted Approaches to the Assessment by Experts
Development of UDL to
No. Promote Children’s Holistic Sl ezl Suggestions
Development in Private
Mode | Level | Mode | Level
Kindergartens
Procedure 1: Allocate sufficient - i interests and
. abilities
funds for teaching tools and

(1) | learning resources that are 5 Highest 5 Highest
responsive to a wide range of
needs
Procedure 2: Provide
professional development
programs and support-on

(2) 5 Highest 5 Highest
individualizing teaching strategies
to meet the specific needs of
each child in group settings
Sub-Approach 2: Promote 1o offer unu

. . promote
choice of group activities that

2.2 | require the use of collaboration 5 Highest 5 Highest
and communication to solve
problems
Procedure 1: Provide various - ASERUTD 2.2.1 iU

v 2.2.2
levels of prompts that guide _

(1) 5 Highest | 5 | Highest | -t listento
children to express own opinions, others’ % respect
listen to others’, and negotiate. others
Procedure 2: Encourage and “Encourage and

¢ tunities f support
support opportunities for peer

(2) PP PP P 5 Highest 5 Highest opportunities for
interactions and supports peer interactions

and idea sharing”

Discipline-based inquiry

The use of discipline-based inquiry to promote cognitive development in terms of
thinking skills

Approach 3: Highlight

discipline-based learning as the

5 Highest

4 High
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No.

Drafted Approaches to the
Development of UDL to
Promote Children’s Holistic
Development in Private

Kindergartens

Assessment by Experts

Suitability

Feasibility

Mode

Level

Mode | Level

Suggestions

main pedagogical approach in

classroom

341

Sub-Approach 1: Include

meaningful, hands-on learning
experiences in the school

curriculum

Highest

5 Highest

Procedure 1: Provide tasks that
allow for active participation,

exploration, and experimentation

Highest

5 Highest

Procedure 2: Vary activities so
that they can be personalized
and contextualized to children’s

lives

High

4 High

“Contextualized to
children’s needs,
abilities, and

interests”

3.2

Sub-Approach 2: Offer

additional support for teachers
through Professional

Community of Learning (PCL)

Highest

5 Highest

19 provide unu offer

Procedure 1: Schedule time and
place for teachers to meet for
PCL sessions that focus on

planning discipline-based learning

Highest

5 Highest

1 allocate time 6in

place pan

Procedure 2: Provide teachers
with necessary tools for their
professional learning, such as
textbooks, internet, and

computer

Highest

5 Highest

“For their research
and planning” unu

professional learning

Social and academic inclusion of children with exceptionalities
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No.

Drafted Approaches to the
Development of UDL to
Promote Children’s Holistic
Development in Private

Kindergartens

Assessment by Experts

Suitability Feasibility

Mode | Level | Mode | Level

Suggestions

The use of social and academic inclusion of children with exceptionalities to promote

cognitive development in terms of creative thinking

Approach 4: Include children
with exceptionalities at all

levels of practice

5 Highest 4 Highest

“Differentiate
instructions to
include more
student with
exceptionalities in a
wider range of

activities”

4.1

Sub-Approach 1: Build a

positive school culture of
acceptance, respect, and

appreciation

5 Highest 5 Highest

Procedure 1: Establish school
norms and expectations that
focus on building positive vatues
for children, parents, and

teachers

5 Hichest 5 Highest

Procedure 2: Involve parents in
school activities by creating clear,
open communication and

providing a platform for feedback

5 Highest 5 Highest

4.2

Sub-Approach 2: Ensure that

classroom practices are
responsive to a wide range of

needs, interests, and abilities

5 Highest 5 Highest

Procedure 1: Infuse the Universal
Design for Learning’s multiple
means of engagement,

representation, and expression in

5 Highest 4 High
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No.

Drafted Approaches to the
Development of UDL to
Promote Children’s Holistic
Development in Private

Kindergartens

Assessment by Experts

Suitability

Feasibility

Mode | Level

Mode

Level

Suggestions

all lesson plans, classroom
activities, teaching tools, and

learning resources.

Procedure 2: Employ evidence-
based practices that collect data
regarding children’s needs,
interests, and abilities to inform

lesson planning

5 Highest

Highest

Integrated curriculum

The use of integrated curriculum to promote emotional development in terms of healthy

emotional expressions

Approach 5: Develop an wugihlimdeuin that
. . promote
integrated curriculum that
Shest 5 Hichest appropriate
> allows children to express - HEhe Ishes emotional
emotions in a holistic way. expressions in
holistic ways
Sub-Approach 1: Set up a
systematic developmental
5.1 5 Highest 4 High
process of an integrated
curriculum
Procedure 1: Use research-based “Age-appropriate
. . . holistic instructions”
data to identify age-appropriate
“that promote
(1) | instructions and learning content 5 Highest 5 Highest | children’s healthy
that promote children’s holistic emotional
expressions”
development
Procedure 2: Employ the process “for informing the
. evaluation and
of PDCA for developing the . .
2) 5 Highest 5 Highest | revaluation of the
curriculum curriculum
outcomes”
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Drafted Approaches to the

Development of UDL to

Assessment by Experts

No. Promote Children’s Holistic Sl ezl Suggestions
Development in Private
Mode | Level | Mode | Level
Kindergartens
Sub-Approach 2: Involve all
stakeholders in the
5.2 5 Highest 4 High
developmental process of the
school curriculum
Procedure 1: Create an open rsiaadaifinsd
duswlunisuans
channel for feedbacks and D L.
pmAnuluduneu
opinions from stakeholders FoIMemUMENgAS
(1) | regarding the effectiveness of the 5 Highest 4 High | (wiiidaulddaudes
Lﬂ%aﬁhaﬁﬂﬂmaﬂﬁ
integrated curriculum o
duswlums
oaNLUU/Useidiy
NANgnT)
Procedure 2: Partner up-with
both private and governmental
(2) 5 Highest 5 Highest
community organizations for
additional support and resources

From Table 20, the results of the assessment of the suitability and the

feasibility of the drafted approaches to the development of Universal Design for

Learning to promote children’s holistic development in private kindergartens by three

experts were as follows:

1. The Flexible Groupings/Co-operative Learning Dimension

The results of the assessment of the suitability of the drafted approaches to

the development of Universal Design for Learning under the flexible groupings/co-

operative learning dimension to promote children’s holistic development in private

kindergartens by three experts appeared be in the highest level (Mode = 5).

The results of the assessment of the feasibility of the drafted approaches to

the development of Universal Design for Learning under the flexible groupings/co-
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operative learning dimension to promote children’s holistic development in private

kindergartens by three experts appeared be in the highest level (Mode = 4).

2. The Student Choice Dimension

The results of the assessment of the suitability of the drafted approaches to
the development of Universal Design for Learning under the student choice dimension
to promote children’s holistic development in private kindergartens by three experts
appeared be in the highest level (Mode = 5).

The results of the assessment of the feasibility of the drafted approaches to
the development of Universal Design for Learning under the student choice dimension
to promote children’s holistic development-in private kindergartens by three experts

appeared be in the highest tevel{Mode = 4).

3. The Discipline-based Inquiry: Dimension

The results of the assessment of the suitability of the drafted approaches to
the development of Universal/Design for Learning under the discipline-based inquiry
dimension to promote children’s holistic development in private kindergartens by
three experts appeared be in the highest level (Mode = 5).

The results of the assessment-of the-feasibitity of the drafted approaches to
the development of Universal Design for Learning under the discipline-based inquiry
dimension to promote children’s holistic- development in private kindergartens by

three experts appeared be in the highest level (Mode = 4).

4. Social and Academic Inclusion of Students with Exceptionalities
Dimension

The results of the assessment of the suitability of the drafted approaches to
the development of Universal Design for Learning under the social and academic
inclusion of children with exceptionalities dimension to promote children’s holistic
development in private kindergartens by three experts appeared be in the highest
level (Mode = 5).

The results of the assessment of the feasibility of the drafted approaches to
the development of Universal Design for Learning under the social and academic

inclusion of children with exceptionalities dimension to promote children’s holistic
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development in private kindergartens by three experts appeared be in the highest

level (Mode = 4).

5. The Integrated Curriculum

The results of the assessment of the suitability of the drafted approaches to
the development of Universal Design for Learning under the integrated curriculum
dimension to promote children’s holistic development in private kindergartens by
three experts appeared be in the highest level (Mode = 5).

The results of the assessment of the feasibility of the drafted approaches to
the development of Universal Design for Learning under the integrated curriculum
dimension to promote children’s holistic-development in private kindergartens by

three experts appeared be in the highest level (Mode = 5).

6. Suggestions
Suggestions for the drafted approaches to the development of Universal Design
for Learning to promote children’s holistic development in private kindergartens by

three experts were as follows:

6.1) Flexible Groupings/Co-operative Learning
Approach 1: Chanee from “positive attitude” to “Positive attitudes”
and from “community”to “inclusive school community”
Sub-Approach 1.1: Replace “pedagogy” with “strategy”
Sub-Approach 1.1: Procedure 1: replace “organize” with “create”
Sub-Approach 1.1: Procedure 2: Replace with “create positive
reinforcement  systems  for

positive social behaviours”

6.2) Student Choice
Approach 2: Change from “democratic school culture” to “a democratic
school culture”
Sub-Approach 2.1: Add “abilities” and include professional
development programs for raising knowledge

and awareness about tending to different needs



159

Sub-Approach 2.1: Procedure 1: Add “abilities and interests”
Sub-Approach 2.2: Replace “promote” with “offer”

Sub-Approach 2.2: Procedure 1: Switch 2.2.1 and 2.2.2

Sub-Approach 2.2: Procedure 2: “Encourage and support opportunities

for peer interactions and idea sharing”

6.3) Discipline-based Inquiry

Sub-Approach 3.1: Procedure 2: Change to “contextualized to
children’s needs, abilities, and
interests”

Sub-Approach 3.2: Replace “offer” with “provide”

Sub-Approach 3.2: Procedure 1: Use “allocate time” and delete
“place”

Sub-Approach” 3,2:/ Procedure 2: Change to “for their research and

planning”

6.4) Social and Academic Inclusion of Students with Exceptionalities
Approach 4: Change to “differentiate instructions to include more

chitdren-with-exceptionalities in a wider range of activities”

6.5) Integrated Curriculum
Approach 5: Change to “..that promote appropriate emotional
expressions in holistic ways”
Sub-Approach 5.1: Procedure 1: Change to “age-appropriate holistic

3

instructions” and “..that promote
children’s healthy emotional
expressions”

Sub-Approach 5.1: Procedure 2: Change to “..for informing the

evaluation and re-evaluation of

the curriculum outcomes”
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Sub-Approach 5.2: Procedure 1: Include the involvement of stakeholders
in the design and assessment of the

curriculum

4.6 Approaches to the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens

Based on the suggestions from the experts in the assessment of the suitability
and feasibility of the drafted approaches, the final approaches to the development of
Universal Design for Learning to promote children’s holistic development in private

kindergartens consist of 5 approaches, 10 strategies, and 20 steps.



161

Table 21: Approaches to the Development of Universal Design for Learning to Promote Children’s Holistic Development in Private

Kindergartens

The Development of
Universal Design for

Learning

Approaches to the
Development of
Universal Design for

Learning

Strategies to the
Development of Universal

Design for Learning

Guidelines to the Development of Universal Design for

Learning

The use of flexible

groupings/co-

operative learning to

promote cognitive
development in terms

of positive attitude

toward learning

1. Enhance positive
attitudes toward learning
through collaboration and
inclusive school

community

1.1 Use flexible groupings or
cooperative learning-as-the

main engagement strategy

1.1.1 Organize cooperative learning groups with clear rules,
goals, roles, and responsibilities
1.1.2 Create positive reinforcement systems for positive social

behaviors

1.2 Ensure that flexible
groupings or cooperative
learning experiences-are
basedien children’s interests

and abilities

1.2.1 Use data from formative assessments to inform groupings
based on individual needs

1.2.2 Construct communities of children for engaging in
common interests or activities e.g. afterschool programs or

recess corners

The use of student
choice to promote
social development in
terms of a democratic

school culture

2. Optimize student choice
and autonomy to promote
a democratic school

culture

2.1 Educate and offer support
teachers on the preparation of
group activities and learning
resources that cover a wider

range of needs and interests

2.1.1 Allocate sufficient funds for teaching tools and learning
resources that are responsive to a wide range of needs,

interests, and abilities in group settings
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The Development of
Universal Design for

Learning

Approaches to the
Development of
Universal Design for

Learning

Strategies to the
Development of Universal

Design for Learning

Guidelines to the Development of Universal Design for

Learning

2.1.2 Provide professional development programs and support
on individualizing teaching strategies to meet the specific needs

of each child in group settings

2.2 Offer choice of group
activities that require the use
of collaboyation:and
communication to:solve

problems

2.2.1 Encourage and support opportunities for peer interactions
and idea sharing during group activities

2.2.2 Provide various levels of prompts that guide children to
express own opinions, respect others’, and negotiate during

group activities

The use of discipline-

based inquiry to
promote cognitive

development in terms
of thinking skills

3. Highlight discipline-
based learning as the main
pedagogical approach in

classroom

3.1 Include meaningful, hands-
on learning-experiences-in/the

school curriculum

3.1.1 Provide tasks that allow for active participation,
exploration, and experimentation
3.1.2 Vary activities so that they can be personalized and

contextualized to children’s needs, abilities, and interests

3.2 Provide additional support
for teachers through
Professional Community of

Learning (PCL)

3.2.1 Allocate time for teachers to meet for PCL sessions that
focus on planning discipline-based learning
3.2.2 Provide teachers with necessary tools for their research

and planning, such as textbooks, internet, and computer
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The Development of Approaches to the Strategies to the
Universal Design for Development of Development of Universal Guidelines to the Development of Universal Design for
Learning Universal Design for Design for Learning Learning
Learning
The use of social and | 4. Differentiate instructions | 4.1 Build a positive school 4.1.1 Establish school norms and expectations that focus on
academic inclusion of | to include children with culture of acceptance, building positive values for children, parents, and teachers
children with exceptionalities in a wider | respect, and appreciation 4.1.2 Involve parents in school activities by creating clear, open
exceptionalities to range of activities communication and providing a platform for feedback
promote cognitive 4.2 Ensure-that classroom 4.2.1 Infuse the Universal Design for Learning’s multiple means
development in terms practices are responsive to a of engagement, representation, and expression in all lesson
of creative thinking widerapige of needs, interests, | plans, classroom activities, teaching tools, and learning
and abilities resources.
4.2.2 Employ evidence-based practices that collect data
regarding children’s needs, interests, and abilities to inform
lesson planning
The use of integrated | 5. Develop an integrated 5.1 Set up a systematic 5.1.1 Use research-based data to identify age-appropriate
curriculum to curriculum that promotes developmental process of an | holistic instructions and learning content that promote
promote emotional healthy emotional integrated curriculum children’s healthy emotional expressions
development in terms | expressions in holistic ways 5.1.2 Employ the process of PDCA for informing the evaluation
and revaluation of the curriculum outcomes
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The Development of
Universal Design for

Learning

Approaches to the
Development of
Universal Design for

Learning

Strategies to the
Development of Universal

Design for Learning

Guidelines to the Development of Universal Design for

Learning

of healthy emotional

expressions

5.2 Involve all stakeholders in
the developmental process of

the school curriculum

52.1 Create a channel for feedbacks and opinions from
stakeholders regarding the design and the effectiveness of the
integrated curriculum

522 Partner up with both private and governmental

community organizations for additional support and resources
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From Table 21, the recommended approaches to the development of
Universal Design for Learning to promote children’s holistic development in private
kindergartens are as follows:

1. Approach 1: Enhance positive attitudes toward learning through

collaboration and inclusive school community.
1.1 Sub-Approach 1: Use flexible groupings or cooperative learning as the
main engagement strategy.
1.1.1 Procedure 1: Organize cooperative learning groups with clear
rules, eoals, roles, and responsibilities
1.1.2 Procedure 2: Create positive reinforcement systems for positive
social-behaviors
1.2 Sub-Approach 2: Ensure that flexible groupings or cooperative learning
experiences are based on children’s interests and
abilities
1.2.1 Procedure ‘1: Use data from formative assessments to inform
groupings based on individual needs
1.2.2 Procedure 2: Construct communities of children for engaging in
common interests or activities e.g. afterschool
programs or recess corners
2. Approach 2: Optimize student choice and autonomy to promote a
democratic school culture

2.1 Sub-Approach 1: Educate and offer support teachers on the
preparation of group activities and learning
resources that cover a wider range of needs and

interests
2.1.1 Procedure 1: Allocate sufficient funds for teaching tools and
learning resources that are responsive to a wide
range of needs, interests, and abilities in eroup

settings
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2.1.2 Procedure 2: Provide professional development programs and
support on individualizing teaching strategies to
meet the specific needs of each child in group
settings

2.2 Sub-Approach 1: Offer choice of group activities that require the use
of collaboration and communication to solve
problems

2.2.1 Procedure 1: Encourage and support opportunities for peer

interactions and idea sharing during group
activities

2.2.2 Procedure 2: Provide various levels of prompts that guide

children to express own opinions, respect
others’, and negotiate during group activities
3. Approach 3: Highlight discipline-based learning as the main pedagosgical
approach in ctassroom
3.1 Sub-Approach 1: Include meaningful, hands-on learning experiences in
the schoot curriculum
3.1.1 Procedure 1: Provide tasks.that allow for active participation,
exploration, and experimentation
3.1.2 Procedure 2: Vary activities so that they can be personalized and
contextualized to children’s needs, abilities, and
interests
3.2 Sub-Approach 2: Provide additional support for teachers through
Professional Community of Learning (PCL)
3.2.1 Procedure 1: Allocate time for teachers to meet for PCL sessions
that focus on planning discipline-based learning
3.2.2 Procedure 2: Provide teachers with necessary tools for their
research and planning, such as textbooks, internet,

and computer
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4. Approach 4: Differentiate instructions to include children with
exceptionalities in a wider range of activities
4.1 Sub-Approach 1: Build a positive school culture of acceptance,
respect, and appreciation
4.1.1 Procedure 1: Establish school norms and expectations that
focus on building positive values for children,
parents, and teachers
4.1.2 Procedure 2: Involve parents in school activities by creating
clear, open communication and providing a
platform for feedback
4.2 Sub-Approach 2: Ensure that classroom practices are responsive to a
wide range of needs, interests, and abilities
4.2.1 Procedure’ 1: Infuse the Universal Design for Learning’s multiple
means ' of engagement, representation, and
expression in all lesson plans, classroom activities,
teaching tools, and learning resources
4.2.2 Procedure 2: Employ evidence-based practices that collect data
recarding children’s needs, interests, and abilities
to inform lesson planning
5. Approach 5: Develop an integrated curriculum that promotes healthy
emotional expressions in holistic ways
5.1 Sub-Approach 1: Set up a systematic developmental process of an
integrated curriculum
5.1.1 Procedure 1: Use research-based data to identify age-appropriate
holistic instructions and learning content that
promote children’s healthy emotional expressions
5.1.2 Procedure 2: Employ the process of PDCA for informing the
evaluation and revaluation of the curriculum
outcomes
5.2 Sub-Approach 2: Involve all stakeholders in the developmental process

of the school curriculum
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5.2.1 Procedure 1: Create a channel for feedbacks and opinions from
stakeholders regarding the desien and the
effectiveness of the integrated curriculum

5.2.2 Procedure 2: Partner up with both private and governmental

community organizations for additional support

and resources
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Chapter 5

Summary, Discussion, and Recommendations

This research, “Approaches to the Development of Universal Design for
Learning to Promote Children’s Holistic Development in Private Kindergartens”, aimed
to, first, study the current and desirable levels of practice regarding the development
of Universal Design for Learning to promote children’s holistic development in private
kindergartens and, second, to identify needs for developing the development of
Universal Design for Learning to promote children’s holistic development in private
kindergartens. The research poputation were 581 private kindergartens in Bangkok.
Through random sampling, 379 informant administrators, heads of the academics, and
teachers from 20 private kindergartens in Bangkok were obtained. Research
instruments used were a survey ‘on the, current and desirable levels of practice
regarding the development’ of Universal Design for Learning to promote children’s
holistic development in private kindergartens and the assessment form for the
suitability and feasibility of the drafted approaches to the development of Universal
Design for Learning to —promote —chitdren’s—holistic development in private
kindergartens. Basic statistics used- to analyze data included frequency, percentage,
mean, standard deviation, Modified Priority Needs Index (PNl cgifieq), CONtent analysis,

and mode.

5.1 Summary of Research Results

5.1.1 The Overall Current and Desirable Levels of Practice regarding the
Development of Universal Design for Learning to Promote Children’s Holistic
Development in Private Kindergartens

The overall current state of practice regarding the development of Universal
Design for Learning to promote children’s holistic development in private
kindergartens was at a moderate level, where as the overall desirable state of practice

regarding the development of Universal Design for Learning to promote children’s
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holistic development in private kindergartens was at an extremely high level. When
considering each dimension of Universal Design for Learning, the dimension that
showed the highest level of need was flexible groupings/co-operative learning,
followed by student choice, discipline-based inquiry, social & academic inclusion of
children with exceptionalities, integrated curriculum, differentiated assessment,
assessment for learning, backward design, differentiated instruction, technology, and

meta-cognition, respectively.

5.1.2 Priority Needs for Developing Approaches to the Development of
Universal Design for Learning to Promote Children’s Holistic Development in
Private Kindergartens.

The dimensions of the development of Universal Design for Learning that
showed the highest levels of ‘priority: needs ranged from flexible groupings/co-
operative learning, followed by student choice, and discipline-based inquiry, social &
academic inclusion of children ~with ~exceptionalities, integrated curriculum,
differentiated assessment, assessment for learning, backward design, differentiated

instruction, technology, and meta-cognition, respectively.

1) The Flexible Groupings/Co-Operative Learning Dimension
1.1 The domain of holistic development that showed the highest needs in
the management of flexible groupings/co-operative learning was the cognitive
development domain.
1.2 The sub-domain of cognitive development that showed the highest
needs in the management of flexible groupings/co-operative learning was Sub-Domain
4.4 or “a positive attitude to learning is expressed and be able to search for new

knowledge”.

2) The Student Choice Dimension
2.1 The domain of holistic development that showed the highest needs in
the management of student choice was the social development domain.
2.2 The sub-domain of social development that showed the highest needs

in the management of student choice was Sub-Domain 3.3 or “children getting along
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happily with others and are good members of a democratic society, under a regime

of constitutional monarchy”.

3) The Discipline-based Inquiry Dimension
3.1 The domain of holistic development that showed the highest needs in
the management of discipline-based inquiry was the cognitive development domain.
3.2 The sub-domain of cognitive development that showed the highest

needs in the management of discipline-based inquiry was Sub-Domain 4.4 or “a

positive attitude to learning is expressed and be able to search for new knowledge”.

4) The Social and Academic Inclusion of Students with Exceptionalities
Dimension
4.1 The domain-of holistic development that showed the highest needs in
the management of social and academic inclusion of children with exceptionalities
was the cognitive development/domain.
4.2 The sub-domain of ‘cognitive’ development that showed the highest
needs in the management “of social and  academic inclusion of children with
exceptionalities was Sub-Domain™ 4.3 or “imagination and creative thinking is

demonstrated”.

5) The Integrated Curriculum Dimension
5.1 The domain of holistic development that showed the highest needs in
the management of integrated curriculum was the emotional development domain.
5.2 The sub-domain of emotional development that showed the highest
needs in the management of integrated curriculum was Sub-Domain 2.2 or “Emotions

are expressed through art, music, and movement”.

6) The Differentiated Assessment Dimension
6.1 The domain of holistic development that showed the highest needs in

the management of differentiated assessment was the cognitive development domain.
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6.2 The sub-domain of cognitive development that showed the highest
needs in the management of differentiated assessment was Sub-Domain 4.3 or

“imagination and creative thinking is demonstrated”.

7) The Assessment for Learning Dimension
7.1 The domain of holistic development that showed the highest needs in
the management of assessment for learning was the emotional development domain.
7.2 The sub-domain of emotional development that showed the highest
needs in the management of assessment for learning was Sub-Domain 2.1 or “mental

health is good and children are happy”.

8) The Assessment for Learning Dimension
8.1 The domain-of holistic development that showed the highest needs in
the management of backward design was the social development domain.
8.2 The sub-domain of social development that showed the highest needs
in the management of backward design was Sub-Domain 3.2 or “nature, environment,

and culture are appreciated, and pride is taken in being Thai”.

9) The Differentiated Instruction Dimension
9.1 The domainof helistic development that showed the highest needs in
the management of differentiated instruction was the physical development domain.
9.2 The sub-domain of physical development that showed the highest
needs in the management of differentiated instruction was Sub-Domain 1.2 or “large

and small muscles are well developed, and coordination and dexterity increases”.

10) The Technology
10.1 The domain of holistic development that showed the highest needs
in the management of technology was the cognitive development domain.
10.2 The sub-domain of cognitive development that showed the highest
needs in the management of technology was Sub-Domain 4.2 or “children develop

thinking skills for basic learning”.



173

11) The Meta-Cognition Dimension
11.1 The domain of holistic development that showed the highest needs
in the management of meta-cognition was the physical development domain.
11.2 The sub-domain of physical development that showed the highest
needs in the management of meta-cognition was Sub-Domain 1.2 or “large and small

muscles are well developed, and coordination and dexterity increases”.

5.1.3 Approaches to the Development of Universal Design for Learning to
Promote Children’s Holistic Development in Private Kindergartens
To recommend approaches  to ‘the development of Universal Design for
Learning to promote children’s hotistic devetopment in private kindergartens, five main
approaches were proposed to promote the management of five dimensions of
Universal Design for Learning that showed the highest needs for improvement,
including flexible groupings/co-operative learning, student choice, discipline-based
inquiry, social & academic inclusion of children with exceptionalities, and integrated
curriculum.
1. Approach 1: Enhance positive attitudes toward learning through
collaboration and inclusive school community.
1.1 Sub-Approach 1: Use flexible groupings or cooperative learning as the
main engagement strategy.
1.1.1 Procedure 1: Organize cooperative learning groups with clear
rules, goals, roles, and responsibilities
1.1.2 Procedure 2: Create positive reinforcement systems for positive
social behaviors
1.2 Sub-Approach 2: Ensure that flexible groupings or cooperative learning
experiences are based on children’s interests and
abilities
1.2.1 Procedure 1: Use data from formative assessments to inform

groupings based on individual needs
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1.2.2 Procedure 2: Construct communities of children for engaging in
common interests or activities e.g. afterschool
programs or recess corners

2. Approach 2: Optimize student choice and autonomy to promote a
democratic school culture
2.1 Sub-Approach 1: Educate and offer support teachers on the
preparation of group activities and learning
resources that cover a wider range of needs and
interests

2.1.1 Procedure 1: Allocate sufficient funds for teaching tools and
learning resources that are responsive to a wide
range of needs, interests, and abilities in group
settings

2.1.2 Procedure 2: Provide professional development programs and
support on individualizing teaching strategies to
meet the specific needs of each child in group
settings

2.2 Sub-Approach 1: Offer choice of group activities that require the use
of collaboration and communication to solve
problems

2.2.1 Procedure 1: Encourage and support opportunities for peer

interactions and idea sharing during group
activities

2.2.2 Procedure 2: Provide various levels of prompts that guide

children to express own opinions, respect
others’, and negotiate during group activities
3. Approach 3: Highlight discipline-based learning as the main pedagosical
approach in classroom
3.1 Sub-Approach 1: Include meaningful, hands-on learning experiences in

the school curriculum



175

3.1.1 Procedure 1: Provide tasks that allow for active participation,
exploration, and experimentation
3.1.2 Procedure 2: Vary activities so that they can be personalized and
contextualized to children’s needs, abilities, and
interests
3.2 Sub-Approach 2: Provide additional support for teachers through
Professional Community of Learning (PCL)
3.2.1 Procedure 1: Allocate time for teachers to meet for PCL sessions
that focus on planning discipline-based learning
3.2.2 Procedure 2: Provide teachers with necessary tools for their
research and planning, such as textbooks, internet,
ahd computer
4. Approach 4: Differentiate’ instructions to include children with
exceptionalities in a wider range of activities
4.1 Sub-Approach /1: Build a ‘positive school culture of acceptance,
respect, and appreciation
4.1.1 Procedure 1: Establish school norms and expectations that
focus on building positive values for children,
parents, and teachers
4.1.2 Procedure 2: Involve parents in school activities by creating
clear, open communication and providing a
platform for feedback
4.2 Sub-Approach 2: Ensure that classroom practices are responsive to a
wide range of needs, interests, and abilities
4.2.1 Procedure 1: Infuse the Universal Design for Learning’s multiple
means of engagement, representation, and
expression in all lesson plans, classroom activities,
teaching tools, and learning resources
4.2.2 Procedure 2: Employ evidence-based practices that collect data
regarding children’s needs, interests, and abilities

to inform lesson planning
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5. Approach 5: Develop an integrated curriculum that promotes healthy
emotional expressions in holistic ways
5.1 Sub-Approach 1: Set up a systematic developmental process of an
integrated curriculum
5.1.1 Procedure 1: Use research-based data to identify age-appropriate
holistic instructions and learning content that
promote children’s healthy emotional expressions
5.1.2 Procedure 2: Employ the process of PDCA for informing the
evaluation and revaluation of the curriculum
outcomes
5.2 Sub-Approach 2:involve all stakeholders in the developmental process
of the school curriculum
5.2.1 Procedure 1. Create a channel for feedbacks and opinions from
stakeholders regarding the design and the
effectiveness of the integrated curriculum
5.2.2 Procedure 2: Partner up with both private and governmental
community “organizations for additional support

and resources

5.2 Discussion

By examining the current and desirable levels of practice regarding the
development of Universal Design for Learning to promote children’s holistic
development in private kindergartens, it was found that the overall current level of
practice was at a moderate level. In contrast, the overall desirable level of practice
was at an extremely high level. Such findings indicated a strong desire from private
kindergarten teachers and administrators to implement Universal Design for Learning
to promote children’s holistic development. This is in line with the study by
Agbenyega and Klibthong (2015), who also found that private kindergarten practitioners
expressed positive attitudes and a desire to support full inclusive education in private
kindergartens, given that they were adequately trained and supported by school

administrators to meet the needs of all children.
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While many of the Universal Design for Learning practices mimic early
childhood education practices prescribed by the National Early Childhood Curriculum
B.E. 2017, however, the current level of Universal Design for Learning practices was
reported at a moderate level. Several factors could be accounted for this reportedly
moderate level of current Universal Design for Learning practice to promote children’s
holistic development in private kindergartens. For example, providing universally
designed and inclusive education can be costly because they require coherent
policies, competent administrators, knowledgeable teachers, well-equipped
classrooms, accessible buildings, and user-friendly infrastructure (Bualar, 2015). In
addition, with private kindergartens currently facing severe financial crisis due to low
rates of birth, many administrative mechanisms-may have inevitably been put on hold
to minimize costs which may negatively lead to these common problems found in
private kindergartens, including” unrealistic workload, lack of effective professional
development programs, low/incentives, poor facilities, lack of financial support for

classroom resources, and incompetent school administrators (Therapee, 2008).

1) Flexible Grouping or Co-operative Learning

When considering each dimension of the development of Universal Design for
Learning to promote children’s holistic development, the results indicated that the
dimension that showed the highest need for improvement was the use of flexible
grouping or cooperative learning to promote positive attitudes toward learning.
According to Katz (2012), cooperative learning is a flexible learning strategy in a way
that children of diverse levels of ability and interests are given options to learn
alongside and with each other. When children are allowed to choose their study
partners and design their own grouping according to their preferences, they become
more intrinsically motivated to learn than they do from individualistic learning
(Bertucci et al., 2010).

However, it is common to witness more individualistic and less group learning
in Thai early childhood classrooms as cooperative learning requires extensive
preparations and planning (Cohen et al., 2004). At times, Thai teachers can be heavily

focused on completing the curriculum and paperwork as demanded by both internal
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and external authorities (Klibthong and Agbenyega, 2020). Thus, less time is spent on
lesson preparations and observing each child’s needs. Moreover, Thai teachers have
also reported feeling incompetent and having inadequate knowledge to fully support
children with diverse needs in the same setting (Vorapunya & Dunlap, 2014). This body
of evidence collectively suggested that the need to improve co-operative learning in
private kindergartens may not only stem from teacher factors alone but also from the
ineffectiveness of the whole-school administrative systems.

To recommend an approach for developing the use of flexible grouping or co-
operative learning to promote positive | attitudes toward learning, it is thus
recommended that private kindergartens-should enhance positive attitudes toward
learning through collaboration and an inclusive school community. As found by
Bertucci et al. (2010) that children experienced social gains from working in groups that
are unavailable through individualistic pedagogies, promoting the use of cooperative
learning potentially supports the whole schooling principle of building community

within the classrooms.

2) Student Choice

The dimension that showed the second highest need for improvement was the
use of student choice t@ promote-a-democratic school culture. At the heart of
Universal Design for Learning is a democratic classroom culture that allows children
to take ownership of their learning and to develop pro-social problem-solving skills
(Katz, 2012). This democratic school culture is believed to encourage children’s
autonomy, which is integral to an individual’s development of intrinsic motivation and
self-efficacy (Katz & Porath, 2011). As children become motivated and empowered,
they assume a degree of social responsibility, as they recognize how their
contributions, either positive or negative, affect others in the community.

Regardless of its advocacy for democratic school cultures in the Early
Childhood Curriculum B.E. 2017, the result of the research suggests that there is still a
need to promote this aspect of social development in children in private
kindergartens. This is supported by a body of evidence that underlines the deep-

rooted hierarchical social relationships in schools, where social rankings, perpetuated
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by birth, seniority, status, and wealth of the individuals, are still regarded as the norm
(Boontinand, 2015). In addition, adherence to the Thai values of obedience, harmony,
and respect for authority can potentially create tension with the teaching of
democracy, critical thinking, student choice, and autonomy. Most importantly,
Boontinand (2015) has found gaps in teachers’ confidence, knowledge, and skills in
applying democratic pedagogies in classrooms, suggesting that there are obstacles to
promoting a democratic school culture at both knowledge, skill, and value levels.
These conflicts at all levels of practice may have resulted in the need to identify
practical approaches that offer diverse learning possibilities where a balance between
Thai values and democratic experiences can-be achieved.

To recommend approaches to optimize student choice and autonomy to
promote a democratic school culture, it is thus vital that teachers must, first, be
equipped with the right knowledge, skills, and values to promote student choice,
autonomy, and democracy in classrooms through effective professional development
programs. Secondly, schools/should support choices of group activities that require
the use of collaboration and ‘communication to solve problems to foster both

autonomy and respect for others.

3) Discipline-based Enquiries

The dimension that showed the third highest need for improvement was the
use of discipline-based. inquiry to promote thinking skills. According to Friesen and
Jardine (2009), a discipline-based inquiry is an acknowledgment that children learn
best when the subjects are meaningful to them. By engaging in authentic intellectual
tasks and opportunities for genuine knowledge creation, Ciolan (2013) believes that
children’s motivation and engagement will be enhanced. In early childhood settings,
play is an ideal pedagogy for promoting a discipline-based inquiry that provides
children with hands-on learning opportunities for active participation, exploration, and
experimentation within a safe and fun environment (Ciolan, 2013).

Nevertheless, it is common for Thai parents to place a high value on academic
achievements, which are culturally regarded as symbols of success, pride, and respect

(Lui, 2020). As such, parents of kindergarten children tend to search for kindergartens



180

that highly value academic success as opposed to cultivating individuals’ talents.
While intrinsic enjoyment may increase children’s motivation and creativity, many
kindergartens parents often focus heavily on their children’s academic achievements
over their personal joy (Westerman, 2012). This may adversely affect children's
outcomes in private kindergartens as play is widely believed to be an ideal discipline-
based practice for promoting children’s holistic outcomes.

To highlight discipline-based learning as the main pedagosical approach in the
classroom, it is therefore recommended that schools include meaningful, hands-on
learning experiences in the school curriculum to ensure consistent practices across
classrooms. As Teerapee (2008) has confirmed that Thai teachers are often bombarded
with administrative tasks, providing teachers with additional support through
Professional Community of Learning (PLC) may help assist teachers in preparing

discipline-based learning experiences as opposed to working individually on the topic.

4) Social and Academic Inclusion of Students with Exceptionalities

The dimension that showed the fourth highest need for improvement was the
use of social and academic inclusion of children with exceptionalities to promote
creative thinking. From the perspective of Universal Design for Learning, every child is
uniquely different from one another in terms of their learning ability, race, linguistic
ability, economic status, gender, learning style, ethnicity, cultural background, religion,
family structure, and sexual orientation (CAST, 2022). Based on this belief, it is
impossible to deny those differences and inclusive education is the sole pedagogy
that can address these individual differences harmoniously without rejecting some of
them (Hettleman, 2013). This ultimately calls for an educational model that welcomes,
acknowledges, affirms, and celebrates the value of all learners by academically and
socially educating them together in high-quality, age-appropriate general education
classrooms in their neighborhood schools (Katz, 2012).

To offer education to children with a wider range of needs, inclusive education
can be costly because it requires coherent policies, competent administrators,

knowledgeable teachers, well-equipped classrooms, accessible buildings, and user-
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friendly infrastructure (Katz, 2012). In Thailand, private kindergartens are held
responsible for providing inclusive education on their own account without adequate
support or guidelines from the government (Klibthong & Agbenyega, 2020). At the
practice level, many teachers and administrators reported feeling unprepared to
include children with a wide variety of needs because doing so requires multi-
disciplinary teaching teams and deep knowledge about child development (Klibthong
& Agbenyega, 2020). As a result, private kindergartens offer inclusive education in
different manners and degrees depending on their understanding, ability, and
capability.

With kindergarten classrooms beceming increasingly diverse, it is therefore
recommended that administrators  aim to build a positive school culture of
acceptance, respect, and appreciation to ensure that all stakeholders share the same
visions and expectations regarding inclusive schooling. Secondly, it is recommended
that teachers infuse the” Universal Design for- Learning’s multiple means of
engagement, representation, and expression in all lesson plans, classroom activities,
teaching tools, and learning resotrces to ensure that classroom practices are

responsive to a wide range of needs, interests, and abilities.

5) Integrated Curriculum

The dimension that showed the fifth highest need for improvement was the
use of an integrated curriculum to promote healthy emotional expressions. At the
heart of Universal Design for Learning is a curriculum that recognizes different abilities
and talents, thus integrating knowledge and skills across multiple intelligences and
developmental domains (Katz, 2012). An integrated curriculum not only satisfies the
needs of the cognitive domain but also deals with the affective and psychomotor
domains of learners (Gardner, 2006). When all abilities and talents are equally valued,
it then becomes possible to cater to the needs of all learners who possess differential
learning styles. In early childhood settings, an integrated curriculum focuses upon the
inter-relatedness of all learning areas, allowing children to develop holistically without

the restrictions imposed by subject boundaries (Shoaga, 2016). It is believed to be an
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ideal curricular approach to nurturing young children as information is presented in
meaningful and connected patterns, which allows for the holistic development of a
‘total’ child.

Regardless of the integrated approach to the National Early Childhood
Curriculum B.E. 2017, private kindergartens in Thailand have often adopted a subject-
based approach to their curricula, where subjects are taught in isolation from one
another (Kongsanor, 2015). This could be due to the heavy emphasis on the cognitive
and intellectual development of the children. As a result, much time is devoted to
the learning of numbers, alphabets, rote memorization of facts, writing, and reading,
while less time to the socio-emotional development of children (Kongsanor, 2015). In
addition, while the majority of studies on children’s mental health have been
performed in adolescence, a study by Kongsuk (2006) found that 5.1% of Thai children
aged 6-18 have experienced’/ some levels of mental disorders, such as anxiety,
depression, aggression, and behavioral problems. This suggests that there might be an
imbalance of curricular focuses in 'schools that may have failed to address certain
aspects of children’s holistic development. This gap in current practices urgently urges
early childhood services:to devetop an intesrated curriculum that emphasizes the
socio-emotional development of children-in-the hope of fostering capable individuals
who are physically, mentally, intellectually, socially, and spiritually healthy.

To develop an integrated curriculum  that promotes healthy emotional
expressions in holistic ways, it has been argued that collaborative partnerships with
involved personnel not only help to gain mutual understandings with one another but
also help to recruit necessary support and resources for the process (Mitchell &
Furness, 2015). Because of this, it is therefore recommended that private kindergartens
set up a systematic developmental process of an integrated curriculum that involves

all stakeholders to ensure that the curriculum truly meets the needs of every child.

6) Meta-cognition (Assessment as Learning)
Lastly, the finding that found meta-cognition or assessment as learning to be

of the lowest level of need is contradictory to other research outcomes, which found
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assessment as learning to be one of the most vital factors that determine the long-
term achievements of children (Heritage et al,, 2017). According to Katz (2012),
assessment as learning occurs when children become self-regulated learners by being
responsible for their own learning, monitoring future directions, evaluating gaps in their
experiences, and making changes to increase the effectiveness in future learning
directions. In Thailand, however, it is far more common to witness teachers having full
authority in making decisions regarding children’s learning experiences (Barr, 2018).
Moreover, the concepts of metacognition, student agency, and autonomy have only
been recently introduced in the Thai literature and have yet to be widely recognized
in the Thai early childhood  education sector. To promote meta-cognition or
assessment in private kindergartens, much work-needs to be done to correctly educate
teachers and administrators about the concept to avoid confusion before the full
implementation of Universal Design for Learning in private kindergartens.

In conclusion, this research-aims to study the current and desirable levels of
practice regarding the development of WUniversal Design for Learning to promote
children’s holistic development in private kindergartens. While it was found that the
current levels of practice are at a moderate level, the desirable levels of practice are
at an extremely high level, suggesting that there is a strong need to develop Universal
Design for Learning to promote children’s 'holistic development in private
kindergartens. These identified needs were then used to recommend approaches to
the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens. It is believed that the recommended
approaches would offer administrators, heads of the academics, and teachers tools
for inclusive instructional practice that would tackle existing obstacles in their private
kindergartens and finally promote children’s holistic outcomes for every child under

their care.

5.3 Recommendations

5.3.1 Recommendations for Research-based Practices
1) Private kindergarten administrators should form whole-school strategic

plans to promote Universal Design for Learning as the main practical framework by
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allocating sufficient funds and support to upgrade the quality and quantity of teaching
and learning resources, classroom equipment, facilities, and teachers’ incentives.

2) Private kindergarten administrators should take initiatives to form
collaborative partnerships with families and communities to develop a mutual
understandings of the school’s visions and missions, as well as to make use of the
available resources and support in the communities.

3) Private kindergarten administrators should develop effective
personalized professional development programs that focus on educating teachers
about teaching children with diverse needs as well as cultivating positive attitudes
toward inclusive education and children’s autonomy.

4) Private kindergarten ‘heads of the academics should re-evaluate
teachers’ workloads to “allow “more time for curriculum planning, classroom
management, and professional development.

5) Private Kindergarten‘teachers should offer more opportunities for more
co-operative learning and encourage children to monitor their own learning in
classrooms by continuously observing each child’s needs and planning lessons ahead

of time.

5.3.2 Recommendations for Future Research

1) This research employed the Three-Block Model of Universal Design for
Learning by Katz (2012) as its framework. However, the research only studied Block
Two: Inclusive Instructional Practice of the model. It is thus recommended that future
researchers examine all three blocks of the model in order to gain a more complete
understanding of its impact on children’s holistic development.

2) Universal Design for Learning is a relatively new concept that has not
been widely introduced to the field of education in Thailand. It may be wise for future
researchers to examine kindergarten teachers’ understanding of the concept so that
data can be used to inform policymakers and school administrators when planning for
future directions.

3) Because the majority of private kindergartens in Thailand are of small-

to medium-sized schools, the researcher had to collect data from 20 private
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kindergartens to obtain an adequate number of informants. While this may help with
the generalization of the research outcomes, applying the research outcomes to one’s
own context may yield some limitations due to the vast contextual differences of
private kindergartens in Bangkok. For this reason, future research should specifically
rule out the type of private kindergartens to be used as research sample based on

their sizes and types of school curriculum employed to minimize biases.
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Appendix C
An Evaluation form for the Suitability and Feasibility of the Drafted Approaches
to the Development of Universal Design for Learning to Promote Children’s

Holistic Development in Private Kindergartens
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uuuyszdiuanumangaunazanudulula
(Drafted) Approaches to the Development of Universal Design for Learning

to Promote Holistic Development in Private Kindergartens

Descriptions

1. This study aims to explore the gaps between the current and desirable
practices regarding the development of Universal-Design for Learning to promote
children’s holistic development/in private kindergartens and recommend approaches
to the development of Universal Design for Learning to promote children’s holistic
development in private kindergartens.

2. The researcher has developed this assessment form to assess the suitability
and feasibility of the drafted approaches:

Data obtained from this suitability and feasibility assessment will only be used
for research purposes which will not affect your credibility in any way. Thus far, your

knowledge and expertise are believed to greatly enhance the quality of this research.

Yours sincerely,
Rattanatorn Kerdduayboon Metzger
Educational Administration

Faculty of Education, Chulalongkorn University
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AFuas lsaviaseswane v adu O Ansstuanudadiurewiiu Teedinasilunsidennau

De
=De

5 veds seauanumnzay/seauenudululdnusenistulussauniniian

4 v seauauwnzay/sesuandululamusienstiuluseauuin

3 e sEauAuwnzay/sesuadululanusienstiulusgauUiunans

2 N8 sERuANUMLNzay/sesuanudululsusienstulusesutios

1 vnefs szauanumnzan/seauenudululdnusenisiuluseduliosian

Part 1: The Suitability and Feasibility of the Approaches to the Development of Universal

Design for Learning to Promote Holistic Development in Private Kindergartens

(Drafted) Approaches to the Rating Scale
development of Universal Design for AULNRUSEU anudulula
No. Suggestion
Learning to promote holistic
5/4({3|2|1(5]4|3|2]|1

development in private kindergartens
Enhance positive attitude toward

1 | learning through collaboration and 5044312151413 2]1
community
Optimize student cheice and autonomy

2 Sl 3l 2 | 1151413121
to promote democratic school culture
Highlight discipline-based learning as the

3 5141342151413 (2]1
main pedagogical approach in classroom
Include children with exceptionalities at

a 504131211514 132]1
all levels of practice
Develop an integrated curriculum that

5 | allows children to express emotionsina |5 |4 |3 |2 |1 |54 ]3|2]1
holistic way
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Part 2: The Suitability and Feasibility of the Strategies to developing the development of

Universal Design for Learning to promote holistic development in private kindergartens

No.

(Drafted) Approaches to the
development of Universal Design for
Learning to promote holistic

development in private kindergartens

STAUNANITUSLLIU

Anuwminzay | anudululd

5|/4|3|2|1|5 |4

312 |1

Suggestion

1. Enhance positive attitude toward learning th

rough collaboration and community

based on children’s interests and abilities

1.1 | Use flexible groupings or cooperative
learning as the main engagement 50413215143 ]|2]|1
pedagogy

1.2 | Ensure that flexible groupings or
cooperative learning experiences are Staq3 215141321

2. Optimize student choice and autonomy: to promote democratic school culture

2.1

Support teachers on the preparation of
group activities and learning resources
that cover a wider range of needs and

interests

2.2

Promote choice of group-activitiesthat

require the use of collaboration and

communication to solve problems

3. Hi

ghlight discipline-based learning as the main pedagogical approach

in classroom

3.1

Include meaningful, hands-on learning

experiences in the school curriculum

3.2

Offer additional support for teachers
through Professional Community of

Learning (PCL)

4. Include children with exceptionalities at all levels of practice

4.1

Build a positive school culture of

acceptance, respect, and appreciation

4.2

Ensure that classroom practices are
responsive to a wide range of needs,

interests, and abilities
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(Drafted) Approaches to the

development of Universal Design for

STAUNANITUSLLIU

Anuwminzay | anudululd

No. Suggestion
Learning to promote holistic 5(a|3|2]|1|5|a4|3]|2]|1
development in private kindergartens
5. Develop an integrated curriculum that allows children to learn in a holistic way
5.1 | Set up a systematic developmental
5042211514321
process of an integrated curriculum
5.2 | Involve all stakeholders in the
developmental process of the school 50413215143 ]|2]|1
curriculum

GIE)UVTI 3: The Suitability and Feasibility of how to develop the development of Universal

Design for Learning to promote holistic development in private kindergartens

No.

(Drafted) Approaches to the
development of Universal Design for
Learning to promote holistic

development in private kindergartens

STAUNANITUSLLIU

anuwmianzay | anudululd

5

4

3121|543 (2|1

Suggestion

1. Enhance positive attitude toward learning through collaboration and community

1.1 Use flexible groupings or cooperative tearning as the main engagement pedagogy

How to

1.1.1 Create cooperative learning groups

differentiated objectives

with clear rules, goals, roles, and Spdaf3q2|1514(3|12(1
responsibilities

1.1.2 Create school-wide programs of

positive behavior support with 50413215143 ]|2]|1

interests and abilities

1.2 Ensure that flexible groupings or cooperative learning experiences are based on children’s

How to

1.2.1 Use data from formative

engaged in common interests or

assessments to inform groupings based 504132115143 ]|2]|1
on individual needs
1.2.2 Construct communities of children

5141312115143 2]1
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No.

(Drafted) Approaches to the
development of Universal Design for
Learning to promote holistic

development in private kindergartens

STAUNANITUSLLIU

auduldla

AIMULRUTEHU

Suggestion

activities e.g. afterschool programs or

recess corners

2. Optimize student choice and autonomy to promote democratic school culture

2.1 Support teachers on the preparation of group activities and learning resources that cover a wider

range of needs and interests

How to

2.1.1 Allocate sufficient funds for
teaching tools and learning resources
that are responsive toawide range of

needs

2.1.2 Provide professional development
programs and support on individualizing
teaching strategies to meet the specific

needs of each child in group settings

1

2.2 Promote choice of group activities that require the use of collaboration and communication to

solve problems

How to

2.2.1 Provide various levels-of prompts
that guide children to express own

opinions, listen to others’, and negotiate.

2.2.2 Encourage and support
opportunities for peer interactions and

supports

3. Highlight discipline-based learning as the main pedagogical approach in classroom

3.1 Include meaningful, hands-on learning experiences in the school curriculum

3.1.1 Provide tasks that allow for active
participation, exploration, and

experimentation

How to

3.1.2 Vary activities so that they can be
personalized and contextualized to

children’s lives
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No.

(Drafted) Approaches to the
development of Universal Design for
Learning to promote holistic

development in private kindergartens

STAUNANITUSLLIU

auduldla

AIMULRUTEHU

Suggestion

3.2 Offer additional support for teachers through Professional

Learning (PCL)

How to

3.2.1 Schedule time and place for
teachers to meet for PCL sessions that
focus on planning discipline-based

learning

3.2.2 Provide teachers with necessary
tools for their professional learning, such

as textbooks, internet,-and computer

{9y ]

4. Include children with exceptionalities at all levels of practice

4.1 Build a positive school culture of acceptance, respect, and appreciation

How to

4.1.1 Establish school norms and
expectations that focus on building
positive values for children, parents, and

teachers.

4.1.2 Involve parents. in-school-activities
by creating clear, open communication

and providing a platform for feedback

4.2 Ensure that classroom practices are responsive to

interests, and abilities

How to

4.2.1 Infuse the UDL’s multiple means of
engagement, representation, and
expression in all lesson plans, classroom
activities, teaching tools, and learning

resources.

4.2.2 Employ evidence-based practices
that collect data regarding children’s
needs, interests, and abilities to inform

lesson planning

5. Develop an integrated curriculum that allows children to express emotions in a holistic way

5.1 Set up a systematic developmental process of an integrated curriculum
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No.

(Drafted) Approaches to the
development of Universal Design for
Learning to promote holistic

development in private kindergartens

STAUNANITUSLLIU

AIMULRUTEHU

auduldla

5141321

5|4

3

2

1

Suggestion

How to

5.1.1 Use research-based data to identify
age-appropriate instructions and learning
content that promote children’s holistic

development

5.1.2 Employ the process of PDCA for

developing the curriculum

5.2 Involve all stakeholders in the developmental

process of the school curriculum

How to

5.2.1 Create an open channel-for
feedbacks and opinions from
stakeholders regarding the effectiveness

of the integrated curriculum

5.2.2 Partner up with both private and
governmental community organizations

for additional support and resources




245

Appendix D
Lists of Experts who Assessed the Content Validity of the Questionnaire and the

Suitability and Feasibility of the Drafted Approaches



Lists of Experts who Assessed the Content Validity of the Research
Questionnaire

1. Penvara Xupravati, Ph.D.

Lecturer of Education Administration Division, Department of Educational Policy,

Management, and Leadership, Faculty of Education, Chulalongkorn University

2. Ponglikit Petpon, Ph.D.
Lecturer of Education Administration Division, Department of Educational Policy,

Management, and Leadership, Faculty of Education, Chulalongkorn University

3. Phornchulee Lunga, Ph. D.
Lecturer of Early Childhood Education Division, Department of Early Childhood

Education, Faculty of Education, Suan Dusit University

Lists of Experts who Assessed the Suitability and Feasibility of the Drafted
Approaches

1. Ponglikit Petpon, Ph.D.

Lecturer of Education Administration Division, Department of Educational Policy,

Management, and Leadership, Faculty of Education, Chulalongkorn University

2. Chaveewan Sukjai, Ph.D.

Principal of Kajornrojwittaya Kindergarten

3. Mrs. Kallaya Khaodee

Principal of Areeyasuksa Kindergarten
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