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Abstract

This research aimed to assess Early Childhood Education and Care (ECEC) quality
and career opportunities in preschools and identify strategies for improvement in these
areas in Taiwanese preschools incorporating the multiple perspectives of key
stakeholders. This research used a qualitative case study approach examining a variety
of public and private preschools employing individual interviews and focus group
sessions to build detailed data about how parents, teachers, principals, evaluators and
a relevant government official view ECEC quality and career opportunities in the

Taiwanese preschool.

Findings from this research indicate that the following factors are considered relevant
to ECEC quality in Taiwan by research participants: teacher quality, teaching and
caring, government policy, parent-teacher communication, principals’ leadership,
staff-child ratios, and physical environment (ranked in descending order of
significance based on how frequently they were mentioned by participants).
Participants defined teacher quality as dependent on a combination of passion,
qualifications, professionalism and experience. Participants stressed the impact of
government policy on the capacity of the Taiwanese ECEC industry to deliver high
quality care and identified stability of policy, subsidization of preschools, teacher-
child ratios, measures of social justice, and the requirements of remote areas as key
policy points. Safety, adequate space and facilities were identified by participants as

important factors in providing a high quality physical environment.

With regard to career opportunities for preschool, five key factors were identified: pay

and benefits, working environment, professional learning opportunities, parent-

il



teacher communication, and principals’ leadership (ranked in descending order of
significance). All participant groups agreed on pay and benefits as the most important
factors. It should be noted that both ECEC quality and staff’s career opportunities
were deemed by participants to be partly dependent on parent-teacher communication

and principals’ leadership.

The key recommendation derived from these findings concerns teacher morale and
expertise. As teachers were identified by all participants as the most important factor
in ECEC quality, improving teacher job satisfaction and opportunities for education
and training might enhance both ECEC quality and preschool staff’s career
opportunities. It is thus recommended that a review of Taiwanese preschool staff’s pay
and benefits, working environment, and professional learning opportunities be
conducted, as current conditions are well below industry standards in countries such
as Australia and the USA. Further, more detailed recommendations are made in this
study in regard to how government, higher education institutions, preschools,
teachers, and parents might most effectively enhance ECEC quality and preschool

staff’s career opportunities in Taiwan.
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Chapter One

Introduction

The challenge of providing high quality Early Childhood Education and Care (ECEC)
at reasonable cost to families in a social context of increasing demand linked to rising
female employment confronts governments in many developed and developing
economies including Taiwan, Australia and the USA (Glynn, 2012; The Australian,
2012). In Taiwan, the challenges are exacerbated by local demographic and
geographic factors as well as government policy. The Taiwanese ECEC industry is
facing difficulties in recruitment in the context of low fertility. As there is little research
available in the literature on ECEC which is focused on the Taiwanese context, this
study sought to provide a contemporary account of the industry with a focus on ECEC
quality and career opportunity from the perspective of a range of stakeholders with

direct engagement in ECEC.

This chapter establishes the background of the study, identifies the research problem
and outlines the research questions. The purpose and rationale of this research as well
as the research methodology are briefly described and an overview of the structure of

the thesis is presented. Finally, terms and definitions are discussed.

1.1 Background

In Taiwan, due to the growing number of working parents, most children aged two to
five enroll in center-based preschools, and enrolment of five year-old children reached
94.5 percent in 2011 (Ministry of Education [MOE], 2012). It is important to provide

quality ECEC, since it exerts a significant influence on the academic and social



development of children (Burchinal & Cryer, 2003; Burchinal, Vandergrift, Pianta, &
Mashburn, 2010; National Institute of Child Health and Human Development
[NICHD], 2006). It is in the interest of all stakeholders to maintain the quality of

ECEC in preschool.

In recent years, several problems in ECEC have been identified in research,
particularly the quality related issues of ensuring appropriate staff-child ratios and
educational qualifications of staff whilst providing affordable care for increasing
numbers of families (Duan, 2011; Hsieh, 2008; Hung, 2012; Lin, 2002; Wang, 2011;
Wang & Shen, 2011; Yang, Tsai, & Yang, 2002). The considerably declining fertility
rate has caused falling enrolments in Taiwanese preschools even though the
percentage of children attending per family has increased. Commentators argue that
the limited funding for preschool and the large number of unregistered private
preschools in Taiwan is downgrading the quality of ECEC (Hsieh, 2008; Lin, 2002;
Yang et al, 2002; Wang, 2011). Recent government reforms such as the childcare
voucher policy and free tuition for five year-old children have made little difference to
parents because they cover very little of the cost of private schooling. The Child
Education and Care Act (CECA) implemented in Taiwan on January 1, 2012, ensured
that center-based ECEC of kindergartens and nurseries are integrated and placed
preschool care for children aged two to six under the authority of a single ministry,
namely the Ministry of Education (Ministry Of Justice, 2011). Preschool providers
and preschool teachers have responded to the initiative of CECA with some anxiety
(Wang, 2002). Preschool providers are concerned that the requirements to register as a
preschool are difficult to fulfill. Moreover, unqualified teachers and the prevalence of

unregistered preschools continue to affect the quality of ECEC in preschools. Heavy



workload, poor working conditions, and low salaries contribute to a high turnover rate
of preschool teachers (Chen, 2009; Cheng, 2008; Bacolod, 2007; Hung, 2012). This
results in many unqualified teachers coming into the preschool system and has
implications for the quality of care available to Taiwanese children (Chen & Gau,
2011; Hsieh, 2008; Lin, 2002; Yang et al, 2002). High teacher turnover negatively
affects the quality and cost of care available and as teachers’ decisions to leave
preschools and also the profession are associated with poor working conditions and
career opportunity (Cheng, 2008; Feng, 2010), these factors are explored in this study

of ECEC quality on Taiwan.

It is important for ECEC staff to develop wide-ranging knowledge and expertise and
to be able to put theoretical knowledge into practice (Whitebook, Gomby, Bellm,
Sakai, & Kipnis, 2009). Problematically, the Taiwanese higher education institutions
that educate ECEC teachers incorporate only limited field practice in their formal
learning programs. Therefore, ECEC teachers may start their careers underprepared
for the real world conditions of preschools. Preschool teachers have little or no access
to further in-service training even though Taiwanese ECEC teachers have been found
to lack confidence in their ability to manage such critical physical ailments as asthma
attacks (Hung, Huang, Lin, & Gau, 2008) and have insufficient skills in taking care of
young children with disabilities (Shen & Wang; 2013; Sung, 2007). Therefore, teacher
education options before and during employment are limiting the capacity of staff to

deliver quality care that meets the needs of diverse children with confidence.

Most Taiwanese preschools focus on teaching academic skills and knowledge such as

arithmetic and language but have been found to neglect children’s physical,



emotional, and social development (Hsieh, 2008; Lin, 2002; Lin & Yawkey, 2013;
Tsai, 2002). Parents expect children to be cared for in a safe environment. However,
Chang (2002) found unacceptable accident rates and safety measures in family centers
and nurseries due to a poorly maintained, organized, and planned environment. It is
critically important for preschool teachers to know how to care for child safely and
avoid accidents (Chang, 1989; Hsieh, 2008; Sung, 2007). Key competencies in
childcare health and safety include the ability to guide children in using toys safely, to
avoid accidents, and to deliver effective first aid. Since these competencies are not yet
adequately demonstrable across the ECEC workforce of Taiwan, improved training of

preschool teachers is necessary.

Unequal access to ECEC as a result of income inequality is another concern in
Taiwan. There are more private preschools than public preschools, but because public
preschools receive more funding from the government, their tuition fees are lower
than those of private preschools (Hsieh, 2008; Lin, 2002; Tsai, 2002). This causes
inequity in terms of access to high quality ECEC (Hsieh, 2008; Lin, 2002; Tsai,
2002). Public preschools are limited in number and only accept children aged from
two to five years old, forcing many parents to send children to private preschools
(Cheng, 2008; Lin, 2002). Moreover, teachers in public preschools have much higher
pay and benefits than those in private preschools. A further concern regarding private
preschools is the existence of many unregistered preschools in addition to legitimate
private preschools. The government has not implemented adequate measures to

control these unregistered preschools (Hsieh, 2008; Lin, 2002; Yang et al, 2002).



The children from low Social Economic Status (SES) families have fewer resources
and are more likely to have poorer life outcomes than those of families with higher
SES (Chen & Gau, 2008; Reid, 2011). Based on the principles of social justice, the
Ministry of Education provides five-year-olds with the Underprivileged Children
Head-Start Program from 2004, if their family’s annual income is below NT$600,000
(MOE, 2010). However, some poor families cannot qualify for the subsidy criteria of
low or medium SES standard, while some self-employers with high incomes are able
to qualify for the subsidy criteria through tax evasion (Huang, 2008). Despite the
efforts made by the Taiwanese government to remedy these issues with regards to
policy, including funding and subsidies to improve ECEC quality, the problems persist
(Lo, 2012). This research seeks to address these critical issues by exploring the staft’s
career opportunities and quality of ECEC in preschools through an examination of the

views held by stakeholders.

A great deal of research has been focused on the quality of ECEC for improving child
development, and the issue of staft’s career opportunities. Most research findings
relating to the quality of ECEC or staff’s career opportunities focus on ECEC or
career opportunity issues either from a theoretical point of view or from the
perspective of a specific stakeholder group (Barnett & Ackerman, 2006; Duan, 2011;
Lin, 2011: Rentzou & Sakellariou, 2013). Studies have investigated ECEC reform
(Duan, 2011; Stoney, Mitchell, & Warner, 2006), costs and benefits of preschool
programs (Barnett & Ackerman, 2006), parents’ perspectives on quality (Liang, 2001;
Rentzou & Sakellariou, 2013), parents’ perspectives on choosing preschools (Hsieh,
2008; Kuo & Lin, 2008), teachers’ perspectives on quality (Shen, 2005), teachers’

perspectives on children's readiness (Lin, Lawrence, & Gorrell, 2003), evaluation



systems (Lin, 2011: Lin & Ching, 2012), evaluation indicators (Harms, Clifford, &
Cryer, 1998; Stufflebeam, 1966), teacher turnover (Cheng, 2008; Feng, 2010; Jang,
2007), teacher burnout (Cheng, 2008; Claudia, 2005; Kyriacou, 1987), professional
competence (Bellm, 2008; Chen, 2008; Lin, 2004; Wang, 2005), teacher stress (Hung,
2012; Lin, 2011; Montgomery & Rupp, 2005), and teacher satisfaction (Cheng &
Chen, 2011; Lin, 2011). Few studies, however, have taken into account the
perspectives of multiple stakeholders or different categories of preschools regarding
the issues of quality and career opportunity in Taiwan. Exceptions to this
generalization include the research of Katz (1993), who proposes four perspectives on
the quality of ECEC, and of Chi (2007), who interviewed principals, students and
parents in the Taiwanese sector on the topic of educational quality. The relationship
between staff’s career opportunities and quality in preschools has been largely

ignored.

1.2 Purpose and Rationale of this Study

This research aimed to assess ECEC quality and career opportunities and identify
strategies for improvement in the areas discussed above in the Taiwanese preschool
profession by investigating the multiple perspectives of stakeholders. Criteria used by
stakeholders to assess quality in ECEC provision were reviewed to identify the key
factors impacting on the Taiwanese ECEC industry and career opportunities for
preschool teachers in Taiwan. In order to identify the key impact factors and explore
adequate strategies to enhance ECEC quality and career opportunities, five research
questions were developed to guide the study:

(1) What are the key factors influencing ECEC quality in Taiwanese preschools?

(2) How might ECEC quality in preschools be improved?



(3) What are the key factors influencing career opportunities in Taiwanese preschools?
(4) How might career opportunities be improved for ECEC staff?

(5) What is the relationship between ECEC quality and staff’s career opportunities?

Considering that variations may exist among stakeholders in regard to their views on
preschool quality and teachers’ career opportunity, this study explored quality in
different categories of preschools from multiple perspectives of a range of
stakeholders to understand the real needs of the stakeholders in relation to career

opportunity and quality and to identify strategies for improvement.

This study is significant for future policy, practice and research in ECEC, potentially
benefiting several groups. Firstly, teachers may find the results useful, as the research
explores a range of critical dimensions across the sector with relevance to education,
remuneration and career paths. They may gain a better understanding of quality ECEC
services and career path options to help them to provide better service and establish a
successful career. Secondly, the results may provide insight into quality issues that
should benefit preschool principals who strive to deliver effective leadership,
management and services. Thirdly, the results may inform parents with regard to the
need for parental collaboration with preschools to ensure good quality ECEC for their
children. Fourthly, the results provide suggestions for evaluators to improve their
evaluations and perceptions about their evaluation process. Finally, the study is
significant for the formulation of future government policy. The results may aid the
Taiwanese Government by providing feedback and evaluation of current child care

services and education policy.



1.3 Theoretical Framework

Cryer, Tietze, Burchinal, Leal, and Palacios (1999) propose a conceptual model of
factors in ECEC quality known as Spheres of Influence on ECEC programs,
represented in Figure 1.1. According to this model, the process quality of ECEC is
embedded within various spheres of influence: the sphere of classroom, center, region
and country. Each sphere includes multiple factors. The closer to the center the sphere
is, the greater its impact on process quality. The classroom sphere has the most impact
on process quality. For example, a lower child-teacher ratio can provide a
substantially better classroom service quality. The “country” of service is in the outer
sphere and incorporates the effects of factors such as cultural and economic
conditions on the quality of ECEC service. The influences of the region and country
on process quality involve regulations. For example, the Taiwanese central
government sets the child-to-adult ratio requirements and local government oversees a
voucher policy for low-income families. This research project adopted the Spheres of
Influence model to explore the influences on the quality of ECEC in preschools in
Taiwan, since this model clearly classifies the quality factors in each level, clarifying
the relationships between various influences on the quality of preschool services. This
model proved useful in identifying the scope of the study in relation to the categories
of preschools included, selection of stakeholders from a range of spheres, and
identification of other national models (the USA and Australia) to provide
comparative case data for evaluating ECEC quality and career opportunities.
Interview question design and data analysis also attended to this model and the
possible relevance of each sphere to ECEC quality and career opportunity in the

sector in Taiwan.
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This research explored ECEC quality and career opportunities in the preschool
profession in Taiwan by probing the criteria identified by theorists (Cryer et al., 1999)
and/or used by stakeholders to judge ECEC quality and career opportunities. The
conceptual framework of this research is illustrated in Figure 1.2. The framework
situates both ECEC quality and career opportunities in ECEC within the national,
regional, and, most importantly, individual preschool contexts. ECEC quality includes
process quality and structural quality. Process quality refers to actual experiences,
including children’s interactions with caregivers and peers and their participation in
different activities (Marshall, 2004). Structural quality refers to the ratios of children
to staff, group class size, caregivers’ formal education, and caregivers’ training related
to children (Marshall, 2004). Both structural quality and process quality involve the
relationships among parents, staff, children, owners, managers, and regulators of

preschools.
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Figure 1.2. Conceptual framework of this research.

In this framework, the factors affecting the career opportunities of preschool staff
include salary, workload, in-service training, education, and qualifications. These
criteria are explored in this research across the stakeholder groups in order to describe
how such factors impact on staff and preschools, what further factors are perceived as
relevant to career opportunity and what recommendations for improved careers exist

for preschool staff.

Local and national governments can profoundly affect the ECEC industry in terms of
quality through policy decisions, evaluation processes and funding models. A further
relevant “Sphere of Influence” can be identified from international practices in the
regulation and provision of ECEC services. Therefore, Australia and the USA provide
models of ECEC regulation considered in this review of ECEC quality in Taiwan. A

comparative account of these national models is provided in Chapter Two of this
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thesis. This research adopted a qualitative approach in exploring the views of parents,
teachers, principals, evaluators and a government official (GO) in relation to ECEC
quality and career opportunities by means of focus groups and individual interviews.
The research also involved a document analysis of Taiwanese, Australian and US
government policy pertaining to ECEC in order to better differentiate, describe and

evaluate the Taiwanese model and possible reforms.

1.4 Methodology

As a qualitative project, this research sought multiple perspectives to build a rich
understanding of the experience of ECEC quality and career opportunity in the sector
in public and private preschools in Taiwan. A qualitative case study methodology was
considered a suitable framework to focus the study on Taiwan, engage with real-life
data and incorporate multiple sources of data. The study investigates the participants
individually and also in focus groups and investigates how the participants perceive
ECEC quality and career opportunities. Five categories of participants are involved:
principals, teachers, and parents (preschool groups), and evaluators and the GO
(representing sector-wide interest groups). Informed consent was obtained from each
participant in line with ethical guidelines. Audiotape recordings were used in the
interviews with participants. Interview data were transcribed fully in Chinese, and
then translated into English. Creswell’s (2008) data analysis methods are explained
and adopted in organizing, interpreting and reporting the data in Chapter Four of this

thesis.

1.5 The Structure of the Thesis

This chapter provides an overview of the research background and problems and
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explains the rationale. It describes the importance of quality, the problems that exist in
preschool provision and the Taiwanese Government’s effort to improve the quality of
preschools. In addition, the aim of the research, the research questions and the
significance of the research are outlined. Chapter Two provides a literature review of
quality ECEC and career opportunities in the preschool profession relevant to the
problems of the research. It outlines key terms and concepts for understanding the
ECEC industry and ECEC quality, and the key issues for career paths and career
opportunity in the ECEC industry in Taiwan. In addition, it compares ECEC quality in
the preschool profession in Taiwan with the USA and Australia. It also defines a

theoretical framework for the research.

Chapter Three presents the methodology of this research, which employs a qualitative
case study approach, including the research design and the process of collecting and
analyzing data. Ethical considerations and the issues of reliability and validity are also

discussed.

Chapter Four presents the findings from analysis of the data generated from focus
groups and individual interviews. Summaries of the three parent focus groups, the

three teacher focus groups, and of the individual interviews are presented.

Chapter Five summarizes the findings and explains their relevance to the research
question, draws conclusions, and makes several recommendations. Finally, further

questions raised by the research are suggested as topics for future research.

1.6 Limitations of the Study

This study is limited in several ways. Firstly, the research involves a case study of
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three preschools in a city located in the southern part of Taiwan. The small size of the
sample is characteristic of an in-depth, qualitative approach to research but means that
the findings cannot be generalized to apply to all of Taiwan. However, the research
outcomes provide empirical data and experiential insights contributing to an enhanced
understanding of the ECEC industry in Taiwan. It would have been beneficial to study
preschools in every region of Taiwan, but this was impossible because of time
constraints. Secondly, observation of the behavior of children in preschools in order to
obtain data on the process and structural quality of ECEC has not been considered as
part of this investigation due to the ethical complexities of researching young
children. Thirdly, alternative teaching methodologies such as bilingual education and
Montessori preschools are outside of the scope of this study. Fourthly, the study uses
focus groups and individual interviews to obtain data emphasizing the personal
experience and personal views of the interviewees. Further, due to time constraints,
only one local government official was interviewed to explore the policy implications
of the quality of preschool provision; no national government officials were

consulted.

1.7 Definition of Terms

The definitions of key terms in relation to this research are discussed under the
following headings: Early Childhood Education and Care, and kindergarten, nursery

and preschool.

1.7.1 Early Childhood Education and Care (ECEC)
Dahlberg, Moss and Pence (2007, p. 18) define early childhood as “the period before

compulsory schooling, which in most countries is the first six years of life”. The term
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ECEC is typically a scheme providing education and care for children before the age
of formal schooling, which is before the age of six in Taiwan. This study has selected
Taiwanese children enrolled in preschools between the age of two years and six years
old as the most relevant child population in examining the Taiwanese ECEC industry.
ECEC involves looking after, safeguarding, and educating young children and
fostering their development. There are two types of ECEC: center-based care and
home-based care (family day-care). Center-based ECEC provides educational and
care services. In Australia it is known as “long day care” and in the USA as “day

care”.

The terminology regarding ECEC in different nations is inconsistent. Some countries
term it nursery care; it is also known as day care, kindergarten care or Pre-
Kindergarten (Pre-K). In addition, the period of care overlaps several stages of child
development. ECEC like any business where it is for profit and not provided by
government, needs to operate sustainably, within budget constraints. In this thesis, the
notion of ECEC includes services provided, management of operations and facilities,
and compliance with government regulations. The emphasis in the research conducted
within this thesis is on the quality of care and education provided to preschool
children between two and six years old and on career opportunities for staff in the

Taiwanese preschools.

1.7.2 Kindergarten, Nursery and Preschool
The terms kindergarten, nursery and preschool can be used interchangeably in some
countries, but they can also have more specific meanings. In Taiwan, a kindergarten

provides education for children aged four to six years under the MOE. A nursery
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provides childcare and education services to children aged one month to six years old
under the authority of Ministry of the Interior (MOI). The CECA was implemented on
January 1, 2012, acting to integrate kindergartens with nurseries under the authority of
the MOE (Ministry of Justice, 2011). It merged the kindergarten and nursery systems
accepting children of any age between two and six years old and renamed as
“preschools” (Ministry of Justice, 2011). Preschool’s childcare and education services
are not compulsory in Taiwan. There are three categories of preschools operating in
Taiwan: public, private and privatized public. Public preschools are owned by the
government; private preschools are owned by private owners; and privatized public
preschools are public preschool facilities managed by private owners. In Taiwan, staff
(teachers, and assistant teachers, care workers) in kindergartens, nurseries and
preschools, are usually all called to teachers by staff, children or parents. This
research uses the term teacher to refer to staff in Taiwanese kindergartens, nurseries

and preschools.

In the United States, kindergarten is usually the first year of primary school. The term
“preschool”, as defined by the US NCCIC (2011), refers to “programs designed for
children who are ages three—five years with early education experiences to prepare
them for school”, although the terms “kindergarten” and “nursery” are also used. The
old term “nursery school”, for institutions accepting children aged four or five to
prepare them for kindergarten has been replaced by “preschool” or “Pre-K” in the
USA. Preschool / Pre-K is compulsory in some states. In Australia, kindergarten
provides education for children aged four, but in some states, kindergarten refers to
the first year of primary school. In addition, preschool for children aged three to five

can be called “kindergarten” in some states (Marshall, 2004).
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1.8 Conclusion

This Chapter has explained the research topic and provided background information
to establish the significance of ECEC industry quality and career opportunities in
contemporary Taiwan. The research aims and research questions were presented and a
theoretical framework was proposed to structure the scope of the study. Research
method and associated limitations were introduced. An outline of the structure of this

thesis was provided and key terms relevant to this study were defined.
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Chapter Two

Literature Review

This chapter reviews the background literature regarding the research problem of
ECEC quality and career opportunity in the Taiwanese preschools. This chapter
discusses the relevant literature concerning ECEC quality, career paths, career
opportunity, limitations on ECEC quality, and limitations on career opportunity. In
discussing these aspects of ECEC, it is useful to compare ECEC quality in the
Taiwanese preschool with other countries to establish good practice measures that
may inform the Taiwanese industry. This chapter therefore systematically compares

Taiwan to the USA and Australia when discussing the issues listed above.

2.1 ECEC Quality

ECEC quality is defined as “quality implies that children are being well cared for and
educated” (Penn, 2011, p. 5) or “an attribute of services for young children that
ensures the efficient production of predefined, normative outcomes, typically
developmental or simple learning goals” (Moss & Dahlberg, 2008, p3). Quality could
be a measurement of the extent to services: “quality being a measurement (often
expressed as a number) of the extent to which services or practices conform to these

norms” (Dahlberg, Moss & Pence, 2007, p. viii).
Most studies use the “process” of care and the “structure” of the program to judge its

quality (Bigras et al., 2010; Ceglowski & Bacigalupa, 2002; Chen & Gau, 2011;

Espinosa, 2002). Espinosa (2002, p. 3) proposed a list of essential indicators of quality
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in preschool under the headings of aspects of process and aspects of structure:

Aspects of Process

* There are positive relationships between teachers and children.

* The room is well-equipped, with sufficient materials and toys.

« Communication occurs throughout the day, with mutual listening,
talking/responding, and encouragement to use reasoning and problem-
solving.

* Opportunities for art, music/movement, science, math, block play, sand,
water, and dramatic play are provided daily.

* There are materials and activities to promote understanding and
acceptance of diversity.

* Parents are encouraged to be involved in all aspects of the program.

Aspects of Structure

* Adult-child ratios do not exceed NAEY C recommendations.

* Group sizes are small.

* Teachers and staff are qualified and compensated accordingly.

» All staff are supervised and evaluated, and have opportunities for
professional growth.

Quality service creates consumer satisfaction: in other words, “customers feel that
their expectations and needs have been met” (Steyn & Schulze, 2003, p. 671). This
research refers to children and families as the consumers for ECEC service (Fenech,
Harrison & Sumsion, 2011). Service quality is closely related to management quality,
marketing, personnel management, communications with customers, service
specifications and delivery (Papadomichelaki & Mentzas, 2009; Parasuraman,

Zeithaml, & Malhotra, 2005).

Karvelas (2012) uses the Starting Well Index to assess the inclusiveness and quality of
preschools across 45 countries. The Starting Well Index classifies 21 indicators of
ECEC quality into four categories — social context, availability, affordability and
quality — as shown in Table 2.1 (Appendix Al). Finland is the top ranking nation
according to Karvelas’ application of this index, with an overall rating of 91.8, Taiwan

ranks 30th, with a rating of 58.4, Australia ranks 28th, with a rating of 59.1, and the
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US ranks 63rd, with a rating of 24 (Karvelas, 2012). Although Australia, the USA and
Taiwan are developed countries, they all rank in the lower half of the Index. This
means that Australia, the USA and Taiwan all have significant potential to improve
their preschool quality. Finland scores high marks on the index because of high staff
to child ratios (11), highly qualified teachers, and good teacher working conditions

and wages (Karvelas, 2012).

These indicators of ECEC quality provide important background to research in the
Taiwanese ECEC sector. In addition, many research studies have been conducted on
ECEC quality from different perspectives (Katz, 1993) and the relationship with child

development (Barnett, 1995; Espinosa, 2002; Sammons et al., 2008),

2.1.1 Perspectives on ECEC Quality

Different types of persons may have different perspectives on judgments of value

regarding ECEC Quality:
...all those engaged with early childhood and early childhood
institutions recognize that there are different perspectives, that the
work we do (whether as practitioners or parents or policy makers or
researchers) always takes a particular perspective — and that therefore
choices—or judgments of value—are always being made from which

flow enormous implications in terms of theory and practice
(Dahlberg, Moss, & Pence, 2007, p. 119).

Katz (1993) proposes four perspectives relevant to understanding the quality of ECEC:
a researcher/professional perspective (top-down); staff perspectives (inside-outside);
children’s perspectives (bottom-up perspective), and parents’ perspectives (outside-
inside). The researcher/professional perspective spans concerns with both the structure

and process aspects of ECEC quality (Ceglowski & Bacigalupa, 2002; Chen & Gau,
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2011). Structural quality includes staff qualifications and experience, formal
education, caregivers’ training, staff-child ratios and group size (Marshall, 2004).
Process quality concerns children’s experiences in preschools, such as interactions
with teachers and the activities and materials available (Cryer et al., 1999; Phillipsen,

Burchinal, Howes, & Cryer, 1997).

Staff perspectives also span concerns with process and structure particularly staff-
parent relationships, preschool relationships, and colleague relationships, working
environment, workload, job satisfaction, professional learning, and staff wages (Katz,
1993). Parents’ perspectives mainly concern parent-teacher relationships and decision-
making processes in selecting quality preschools for their children (Katz, 1993). Child
perceptions of quality are based on the child’s experience of the preschool program
(Katz, 1993). As explained earlier, child perspectives (bottom-up) were not included
in this study but consideration was given to professional, staff and parent experiences
and perspectives of the processes and structures of ECEC in Taiwan in order to

establish a multidimensional understanding of the issues involved.

2.1.2 ECEC Quality Related to Child Development

Several research studies show that the quality of ECEC programs exerts significant
long-term effects on the cognitive, academic, and social development of children
(Barnett, 1995; Espinosa, 2002; Sammons et al., 2008). A research study on year-six
students indicates that higher quality preschools and beginning preschool earlier can
make a positive impact on cognitive outcomes of later stages (Sammons et al., 2008).
The study reports that Year-six students who had attended a higher quality preschool

had average attainments in English of 0.29 and mathematics of 0.34, much higher
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than the attainments of students attending the lower quality preschool, who attained
English scores of 0.12 and mathematics scores of 0.12, or the students who attended
the mid-quality preschool, who had positive attainments of 0.22 in English and 0.26 in
mathematics 0.26 (see Figure 2.1). This suggests that children’s experience in high
quality preschools can make a difference to cognitive attainments in the long term and

thereby impact profoundly on their lives.

Net Effect of Quality (ECERS-E) of Pre-School
on English and Mathematics at Age 11
0.50 -
W English
E Mathematics
o
H
oy
B
E
Ly
Low Cluality Medium Quality High Quality
Figure 2.1. The quality of preschool influencing attainments in English and Mathematics
at year six.

Source: Sammons et al., 2008.

In economic terms, Heckman and Masterov (2007) found that the returns on
investments in education are higher for persons who can develop higher ability in
their early years. Returns on investment in preschool education are higher than those
in school and post-school education (see Figure 2.2), which highlights the significance

of ensuring quality in ECEC services.
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Figure 2.2. Returns to one more dollar of investment as at different ages.

Source: Heckman and Masterov, 2007.

Vandell and Wolfe (2000) present a model of the relationship between ECEC quality
and the developmental outcomes of children (shown in Figure 2.3). ECEC quality is
related to family characteristics such as income and parental education. Low income
or low parental education may inhibit children’s developmental outcomes. Process
quality directly influences child developmental outcomes, whilst structural and
caregiver characteristics such as staff to child ratios and levels of staff education
influence developmental outcomes through process quality (Vandell & Wolfe, 2000).
For example, higher staff to child ratios and better staff education and training can
support better process quality and produce better developmental outcomes, although
such measures may incur extra financial costs (Whitebook, 1995). The amount and
type of ECEC may also affect child outcomes: for example, the outcomes of family-
based ECEC will differ from that of center-based ECEC, and the number of hours per
week in ECEC also influences outcomes (Vandell & Wolfe, 2000). The relationship
between ECEC experience and child development outcomes emphasizes the
importance of striving to understand and improve ECEC quality. ECEC contributes to

the establishment of a positive social and cognitive basis for children that has been
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found to powerfully influence their development and well-being (Love, Schochet, &
Meckstroth, 1996). The model below contributed to the identification of factors

influencing the quality of child education in this research.

Structural & Caregiver
Characteristics

Children’s
Development

Care Child
Processes

Child Care
Amount & Type

Family Characteristics

Figure 2.3. Relations between ECEC quality and children’s developmental outcomes.
Source: Vandell & Wolfe, 2000.

2.2 Taiwanese Preschool Context

During the early twentieth century, Taiwan was an agricultural society and most
children were taken care of by their families. In 1950, the number of kindergartens
and day-care centers was approximately 203 (Hsieh, 2008). In the 1970s, Taiwan’s
economy grew rapidly as many factories were opened and international trade rapidly
expanded and Taiwan changed from an agricultural to an industrial society. This
caused an increasing demand for ECEC services and the number of kindergartens and
nurseries increased dramatically to meet the changing needs of Taiwanese society
over the next three decades (MOE, 2012). However, around the turn of the century a

decline in ECEC enrolments accompanying a declining population began to emerge.

In 2011, there were 3,195 kindergartens, 189,792 students, and 14,918 teachers in

both the public and private sectors. A notable feature of this data is the prevalence of
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female teachers, constituting 99.9 per cent of the ECEC teaching workforce (see Table
2.2) (MOE, 2012). Figure 2.4 shows that the number of students in ECEC in Taiwan

has decreased most dramatically over the last five years (MOE, 2010a).

Table 2.2
Summary of Kindergartens in Taiwan 2010-2011
No. of Full-time

No. of Preschools No. of Students

Teachers
Total |[Public|Private| Total | Public | Private | Total Public Private
M.| F. M.| E M. F. M. F.

3,195/1,581| 1,614 |14,918(52(6,022|788,766| 189,792 36,442 | 34,893 | 63,163 | 55,294

Source: MOE, 2012.
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Figure 2.4. Number of students in kindergartens 2009-2010 in Taiwan.
Source: MOE, 2010a.

Nursery numbers and enrolments have also continuously declined since 2006, as
shown in Table 2.3. There were 3,825 nurseries and 236,942 children in 2010

(Department of Statistics MOI, 2010).
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Table 2.3
Summary of Nurseries for the Years 2000-2010 in Taiwan

Year 2000 | 2001 | 2002 | 2003 | 2004 | 2005 | 2006 | 2007 | 2008 | 2009 | 2010

Nurseries| 3345 | 3600 | 3897 | 4082 | 4257 | 4307 | 4213 | 4112 | 4008 | 3887 | 3825

Children |309716|318318|327125(302571{300257{290218|267855|254206|238220|240172(236942

Teachers | 21941 | 21395 | 22044 | 22449 | 22872 | 22986 | 25222 | 24063 | 23351 | 23929 | 24323

Source: Department of Statistics MOI, 2010.

In response to the decrease in enrolments, some private preschools adopted a strategy
of reduced fees to enhance market competitiveness, which may negatively influence
their capacity to provide quality ECEC. The ECEC industry in Taiwan is in a critical
period of re-calibration to the needs of a shrinking population, and how the sector
responds to these pressures will impact on the quality of care, the quality of staff, and

ultimately the long term child development outcomes of Taiwanese youth.

The number of public preschools provided in Taiwan is inadequate to the needs of the
population, and so the majority of Taiwanese children attend private preschools.
Public preschools receive more funding from the government, so their tuition fees are
lower than private preschools (Hsieh, 2008; Lin, 2002; Yang et al., 2002). This has
been observed to cause inequality in accessing ECEC (Yang et al., 2002) and is not
conducive to equitable ECEC opportunities for Taiwanese children and families. In
addressing this inequity, the Taiwanese government may consider building more
public preschools or providing improved subsidies for children attending private
preschool. Such a reform is yet to be enacted, and this issue remains a sector-wide

concern of parents, teachers and preschool management.

25



The various social and economic factors identified in this section influence preschool
quality on a number of different levels. To clarify the range of factors affecting
preschool quality in Taiwan, preschool quality is considered in the following sections
in relation to the Sphere of Influence model (Cryer et al., 1999) previously discussed
in Chapter One. Of particular relevance are the Classroom Sphere of Influence, the
Center Sphere of Influence, the Region Sphere of Influence, and the Country Sphere

of Influence.

2.3 The Spheres of Influence in Taiwanese ECEC

2.3.1 Classroom Sphere of Influence

The Classroom Sphere has more influence on process quality than other spheres in the
Sphere of Influence model according to its authors (Cryer et al, 1999). The process
quality of the Classroom Sphere is influenced by structural elements, such as teacher
characteristics, staff to child ratios, and group size (Cryer et al., 1999). These are

discussed below.

Teacher Characteristics

According to the NAEYC (2008, p. 2), a key characteristic of a good ECEC program
1s “a teaching staff that has the educational qualifications, knowledge, and
professional commitment necessary to promote children’s learning and development
and to support families’ diverse needs and interests”. Teacher quality is the most
important variable influencing preschool quality and student achievement (Goe, 2007;
U.S. Department of Education, 2007). Research suggests that teacher characteristics
are related to general education (Kontos & Wilcox-Herzog, 2001), training

(Burchinal, Cryer, Clifford, & Howes, 2002), teaching qualifications (Whitebook,
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2003), efficacy (Woolfolk, Rosoff, & Hoy, 1990), competence (Collins, 1993),
professionalism (Bloomfield 2006; Day & Smethem, 2009), beliefs (Lin, Gorrell, &
Silvern, 2001; Woolfolk, Rosoff & Hoy, 1990), and commitment (Abler, 2002).
Tseng’s (2010, p. 78) research into parents’ perspectives in a Taiwanese kindergarten
found six features of a good teacher: being patient and affectionate; emphasizing
moral education; teaching actively; having good communication skills; being
experienced and qualified (i.e. passing the national teachers’ examination); and

always learning and having a passion for teaching.

Teacher characteristics regulated by government or ECEC industry standards include
general education, qualifications, and training. Minimum requirements for these
characteristics vary from one country to another. In addition to characteristics subject
to regulation, there are also teacher characteristics such as beliefs, commitment,
passion, and communication skills which are more difficult to regulate. Teacher
characteristics relevant to ECEC quality, then, can be summarized as teacher’s beliefs,
passion, and commitment, formal education and training, qualifications,

communication skills, professionalism, and experience.

Teacher’s Beliefs, Passion, and Commitment

Dedicated teachers who are passionate about their work can provide good service
quality and motivate children in learning (Day, 2004). In a study of students
undertaking teaching practice at four Taiwanese universities, Hung (2009) found that
commitment to teaching as a career is strongly correlated with both expertise and
beliefs about teaching. Research suggests that teachers’ motivation and commitment is

also affected by financial incentives (Skilbeck & Connell, 2004). Teachers’ beliefs
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regarding teaching practice determine their teaching approaches and are thus a further
influence on education quality (Lara-Cinisomo, Fuligni, Daugherty, Howes, & Karoly,
2009). The beliefs that teachers hold about teaching are clearly influential on the
quality outcomes of ECEC, but it is not clear from the literature how Taiwanese
schools foster and endorse a positive appraisal of the profession and an ongoing

commitment to their role among their teaching staff.

Formal Education, Qualifications, and Training

Research indicates that better educated teachers provide better quality care and
education, which can positively affect child development in preschools (Blau, 2000;
Burchinal et al., 2002; Goe, 2007; NICHD, 2002; Riley, Roach, Adams, & Edie, 2005;
Whitebook, 2003). Formal education can provide teachers with the essential
knowledge and skills to use in preschool to appropriately care for and teach children.
Requiring teachers in preschools are qualified helps to ensure their quality (Blau,
2000; Burchinal et al., 2002; Goe, 2007; Whitebook, 2003). Research suggests that
having studied a bachelor’s degree in early care and education programs enables
teachers to deliver better-quality ECEC (Barnett, 2004; Kelley & Camilli, 2007). For
example, Kelley and Camilli (2007) found that teachers with a bachelor’s degree have
classroom outcomes 0.15 standard deviations higher than teachers without a
bachelor’s degree. Training can develop in teachers the knowledge and skills required
for better quality service in ECEC (Burchinal et al.,, 2002; Jackson, 2012) and
continuous training options can reinforce learned expertise and bring teachers up to

date with new technologies, resources and methods for quality ECEC (Jackson, 2012).

Training can be pre-service, in-service or continuing. Some countries provide initial
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teacher education in the form of teacher orientation to help teachers adapt to a new
career, but Taiwanese preschools or educational authorities do not generally provide
initial teacher education or orientation programs. Newly qualified teachers therefore
depend on the capacity of their new employers to induct them into a school

environment.

The requirements for general education, qualification, and training in early care and
education vary across countries. In the USA, for example, each state sets its own
requirements for general education, qualification and training for kindergartens and
preschools. In recent years, more and more states in the USA are requiring at least a
bachelor’s degree for staff seeking to work as teachers in kindergartens and
preschools. Taiwanese preschool teachers are also required to complete national
qualifications. The required qualification for kindergarten teachers is the Kindergarten
Teacher's Certificate, which can be attained either as an undergraduate degree from
the department of ECEC of a public university, or an equivalent qualification from the
department of ECEC within private universities. Private university graduates are also
required to complete 26 ECEC credits and half a year of practice in kindergartens
(MOE, 2009a). The required qualifications for nursery teachers are either a bachelor’s
degree from the department of preschool education of a public university, from the
department of ECEC of a private university, or a diploma from the ECEC department
of a vocational high school (Children Bureau of the MOI, 2009). ECEC teachers
without a Teacher’s Certificate can only teach children under the age of five, whereas

teachers with a Certificate can teach classes of any age.

Graduates from public education universities need only undertake half a year of
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practice and pass the teacher’s certificate examination to become a certified teacher.
Graduates from private universities are required to have completed twenty-six course
credits of ECEC. This imposes an onerous burden on students who study at private
universities, since completing twenty-six course credits in MOE-approved courses
typically requires students to continue studying after they have graduated for one or
two years. It is important for the sake of equity to better align the ECEC courses of
public and private universities so that students in private universities are eligible to
take the Teachers’ Examination after a period of study equivalent to that of public
university students. In fact, researchers have found that many ECEC teachers in
Taiwan are under-trained or rarely trained, and lack knowledge of children’s nutrition,
health and safety (Chang & Cheng, 2002; Hung et al., 2008; Sung, 2007). It is
apparent that that the formal education of ECEC staff in Taiwan is problematic in

terms of consistency as well as competence.

Teachers’ Experience and Professionalism

Research demonstrates that teaching experience and professionalism (i.e. knowledge,
skills, and attitudes about ECEC) can have positive effects on children’s academic
achievement (Rice, 2003; Wayne & Youngs, 2003). For preschool teachers, the ability
to put theoretical knowledge into practice is very important (Whitebook et al., 2009).
Experienced teachers are also valuable because of their ability to provide effective
guidance to new teachers. Whitebook et al. (2009) therefore suggest beginning
placements at a very early stage and having longer placements in child-serving
agencies to learn more practical teaching experience. However, the required duration
of placements is only four months in Taiwan, and the high turnover rate of preschool

teachers also reduces the overall level of experience in preschools (Whitebook et al.,
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2009). Professionalism is enhanced by experience and has been found lacking in
Taiwanese preschools (Hung et al., 2008). For example, Taiwanese ECEC teachers
lack skills in dealing with child illness (Hung et al., 2008) and in taking care of young

children with disabilities (Sung, 2007).

Teaching, Caring and Curriculum

Most preschools focus on teaching academic skills and knowledge such as arithmetic
and language, and may neglect children’s physical, emotional, and social development
(Lin, 2002). Most parents in Taiwan prioritize strong learning outcomes when making
decisions about ECEC (Liang, 2001). However, there are no national curriculum
standards for ECEC operations (Lin, 2002). Chinese culture places strong emphasis
on academic outcomes in education even for very young children. As a result, most
preschools focus on teaching skills and knowledge and may neglect a consideration of
children’s physical, emotional, and social development when hiring and managing

teaching staff (Liou, 2006; Sun, 2011).

Many Taiwanese ECEC teachers do not have adequate knowledge to ensure children’s
nutrition and health (Hung et al., 2008; Sung, 2007). This lack of knowledge is
problematic given that a healthy diet is necessary to provide young children with the
capacity for normal growth and development. According to Maslow and Lowery’s
(1998) Hierarchy of Needs, the physiological, lower order needs, such as food, shelter
and security, must be achieved before an individual can proceed to satisfy higher
order needs of learning and socialization. It is therefore essential to provide nutritional
guidance for children to create a positive attitude towards healthy food and satisfy the

nutritional requirements of body and brain in order for children to realize their
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potential in learning. Many ECEC teachers in Taiwan, however, do not have adequate
knowledge to ensure children’s safety and provide a safe and nurturing environment

(Chang & Cheng, 2002).

As noted earlier, most ECEC teachers worldwide are female, and in Taiwan this
gender dominance is almost 100 per cent. Nelson (2002) conducted a survey of 1,000
NAEYC members’ attitudes toward men working in early childhood education. The
results indicate that NAEYC members (a) consider it important for men to work in
ECE; and (b) perceive low wages, stereotypes, worry of being accused of abuse, and
the low social status of the profession as key barriers to men’s participation in early
childhood education. It appears that positive attitudes towards male participation in
ECEC work are not sufficient to remove the barriers to such participation. There
remains a clear challenge for the ECEC sector in a wide range of countries to support
better participation from men, which entails addressing social stereotypes associated

with ECEC provision as well as remuneration.

Staff-Child Ratios and Group Size

Teachers provide children with instruction and care and interact with children across a
variety of activities. Minimum staff-child ratios regulate the number of children cared
for by an individual staff member, and maximum group size limits the total number of
children who can be in a classroom. Inadequate staff-child ratios undermine the
quality of instruction and care and can put children at risk. Research shows that high
staff-child ratios and low group size can deliver better care quality (Blau, 2000; de
Schipper, Riksen-Walraven, & Geurts, 2006; Gevers, Deynoot-Schaub, & Ricksen-

Walraven, 2005; NICHD, 2000; Rao, Koong, Kwong, & Wong, 2003; Wang & Shen,
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2011) and better developmental outcomes for children (Burchinal et al., 2002;
Holloway & Reichart-Erickson, 1998; Huntsman, 2008; Organization for Economic
Co-operation and Development [OECD], 2006). Huntsman (2008) summarized the
findings in the literature on staff-child ratios and group size and found that high staff-
child ratios result in higher global quality scores, higher process quality, and better
child outcomes, while low staff-child ratios are associated with lower levels of
process quality. Process quality was also found to be higher when a recommended or

below-recommended group size was adopted in ECEC.

With the aim of enhancing care quality, countries across the world have been
regulating staff-child ratios and group size. In the USA, each state devises its own
requirement for staff-child ratios and group size for kindergartens and preschools,
while the NAEYC sets a maximum group size of 20 and staff-child ratios of 1:10 as
standard for preschools (NAEYC, 2013). In Taiwan, the national government sets the
requirements for staff-child ratios and group size. Since the implementation of CECA
in Jan, 2011, staff-child ratios for three to five-year-olds remains at 1:15 but has
improved from 1:10 to 1:8 for two-year-olds. The maximum group size for three to

five-year-olds remains at 30, but has improved from 30 to 16 for two-year-olds.

Improving staff-child ratios in ECEC incurs significant costs for ECEC centers, which
are likely to be passed on to parents. The U.S. General Accounting Office ([GAO],
1990) found that increasing staff to child ratios by one would increase costs by 4.6
percent. A more recent study (Aos, Miller, & Mayfield, 2007) found that reducing
class size by one child could increase costs by $200 US dollars per student per year, a

2.5 percent increase for the K—12 budget. Therefore, an essential consideration when
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seeking to improve quality of ECEC services is to find a balance between cost and

quality.

2.3.2 Center Sphere of Influence

Quality in the Center Sphere of Influence is influenced by principals’ leadership and
management, average salary, parent fees, labor costs, parent-teacher communication,
and physical environment (Cryer et al., 1999). Teacher salary is related to government
policy and career opportunities, which are discussed in Section 2.3.4 and Section 2.6,
and parent fees are related to affordability, discussed in Section 2.3.4. Labor costs are

related to school management, which is discussed below.

School Leadership and Management
The NAEYC (2008, p. 3) defines the standard for leadership and management in early
childhood programs as follows:
The program effectively implements policies, procedures, and systems
that support stable staff and strong personnel, fiscal, and program
management so all children, families, and staff have high quality
experiences.
Pont, Nusche, and Moorman (2008, p. 10) suggest four areas of responsibility for
school leadership: (a) supporting, evaluating and developing teacher quality; (b) goal-
setting, assessment and accountability; (c) strategic financial and human resource
management; and (d) collaborating with other schools. Principals’ leadership
influences the quality and outcomes of the school particularly in relation to setting
goals, managing the school, recruiting good teachers and motivating staft (Clark,

Martorell, & Rockoft, 2009). Principals are not only responsible for profitable

management of schools but should also consider the social responsibility of ECEC
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institutions and articulate an educational belief or value system focused on enhancing

quality.

Principals’ leadership skills can have a significant impact on ECEC quality and on
teachers’ satisfaction with their jobs. For example, principals’ leadership styles can
influence teacher retention (Daan, Rolf, & Susana, 2007; Hsu, Hsu, Huang, Leong, &
Li, 2003). Research shows that principals need specific training to develop and
strengthen their leadership skills and educational expertise in order to improve school
quality and outcomes within a sustainable fiscal model of operations (Pont et al.,
2008). Chin (2007) found that a collective leadership style has positive effects on
school outcomes, school -effectiveness, teacher job satisfaction, and student
achievement in both Taiwan and the USA. In particular, Seashore-Louis, Leithwood,
Wabhlstrom and Anderson (2010) found that a collective leadership style supporting
collaborative work cultures has more impact than an individualistic leadership style
on student achievement. They argue that a collective leadership style can effectively

motivate staff to work to improve quality and student achievement.

Parent-Teacher Communication
Many countries have included parent involvement in the delivery of ECEC at
preschools as a requirement in ECEC regulations. The NAEYC (2008, p. 3) defines
the standard for parent involvement in early childhood programs as follows:
The program establishes and maintains collaborative relationships with
each child’s family to foster children’s development in all settings. These
relationships are sensitive to family composition, language, and culture.

There is substantial evidence that parental involvement in ECEC centers

enhances ECEC quality (Barnard, 2004; Clements, Reynolds, & Hickey, 2004;
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Ou, 2005; Weiss, Caspe, & Lopez, 2006). In the Taiwanese context of declining
fertility, parents are very focused on the care quality provided to their children
in schools and make increasing numbers of requests of teachers and schools
(Hung, 2012). Some parents may have differing ideas on the teaching and care
that is or should be provided by schools. This can cause tension in the
relationship between parents and teachers and negatively influence the teachers’
morale, stress and retention (Chen, 2003; Hung, 2012). Teachers may need to
improve their communication skills through in-service training supporting
effective, sensitive, and responsive communication with parents and strategies
for engaging parents in a partnership for improving the quality of child

development.

Physical Environment
Physical environment refers to the space and facilities available for children to play,
learn and grow. The NAEYC (2008, p. 3) defines the physical environment standard
for early childhood programs as follows:
The program has a safe and healthful environment that provides appropriate
and well-maintained indoor and outdoor physical environments. The
environment includes facilities, equipment, and materials to facilitate child
and staff learning and development.
Most parents visit preschools before they choose which preschool to send their
children to, and their first impression is of the space and facilities. Research
studies show that the safety of the physical environment is always a key priority
in parents’ perceptions (Liang, 2001). In Taiwan, most public nurseries share

space with community centers, and they often do not have adequate space and

facilities specific to early childhood needs. After the CECA came into force on
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January 2012, nurseries were required to transform themselves into preschools
within one year. These nurseries may face difficulties in meeting the more
stringent criteria for preschool standards outlined by CECA as they attempt to

complete the transition.

2.3.3 Region Sphere of Influence

The Spheres of Influence model for ECEC Programs takes into account the influence
of regional government policies on the quality of service in preschools. Cryer et al.
(1999) contend that more stringent ECEC regulations can support higher quality
outcomes. In the USA and Australia, each state can develop its own ECEC and wages
policy, but many other countries, including Taiwan, decide ECEC and wages policy at
a national level. In Taiwan, local governments are responsible for the implementation
of policy, subsidies, and evaluation of the preschool but not for policy development
itself. This results in a "one size fits all” regulation that may not address the needs of
various regional areas within Taiwan. A further problem in Taiwan is the continued
operation of unregistered preschools and illegally registered schools. The government
has been unable to control this unlawful activity to date, which implies a lack of
adequate human resources in local government or inadequate policies and resources
for ensuring compliance. Although national government in Taiwan has responsibility
for regulating fees and wages across the entire ECEC, it is evident from the scenarios
in other countries, such as the USA, that considerable variability in affordability of
ECEC across the country can emerge. Research data demonstrates that the cost of care
is a high burden for parents, especially for single parents or low SES families in the
USA, and that this burden falls disproportionately on some states (Child Care Aware

of America, 2012). Unfortunately, such data does not seem to exist for Taiwan.
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Research into this issue would be a valuable aid for the Taiwanese government in
identifying and addressing regional variations and inequities within Taiwan. The
following subsection outlines the Early Care Environment Rating Scale (ECERS)
quality measurement and the system of quality evaluation used in Taiwanese

preschools under the authority of local governments.

Approaches to Evaluate ECEC

Quality measurement of ECEC can take the form of both direct and indirect measures.
Direct measures are normally observational in nature, while indirect measures include
surveys, interviews, and focus groups to collect information about various quality
indicators. The Early Care Environment Rating Scale is an observational measure
which has been used widely in many countries to measure ECEC quality (Harms &
Clifford, 1980). In 2005, ECERS-R (Revision) was created as a revised version of
ECERS modified to include culturally diverse settings (Harms, Clifford, & Cryer,
1998). The ECERS-R contains 43 items and evaluates ECEC for children aged 2.5
through to 5 years in seven areas: (1) space and furnishings (2) personal care routines
(3) language-reasoning (4) activities (5) interactions (6) program structure (7) parents

and staff.

Since 1993, the quality of preschools in Taiwan has been evaluated by the Context,
Input, Process, and Product (CIPP) evaluation model, which includes context
evaluation, input evaluation, process evaluation and product evaluation (Stufflebeam,
1966). The CIPP model is a comprehensive evaluation of programs, projects,
personnel, products, institutions, and systems. In recent years, the evaluation model

has been gradually changed to “case-object oriented” where the objectives, methods
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and standards are determined by all stakeholders concerned, including principals,
teachers, parents, government officials, and experts and scholars (Lin & Ching, 2012).
Lin (2011) provides information on the frequency and duration of evaluations and the
composition of evaluation teams in the Taiwanese evaluation system under the CECA
for kindergarten and preschool education (see Table 2.4). Preschool evaluation will
consist of two stages: the Fundamental Evaluation, repeated every one to three years,
and the Professional Evaluation, repeated every three to five years. Preschools may
move from the Fundamental Evaluation schedule to the Professional Evaluation
schedule by meeting quality criteria, although the exact criteria to be employed have
yet to be decided. The duration of the evaluations for kindergartens and nurseries are
one day and half a day respectively, while the Fundamental Evaluation and
Professional Evaluation for preschools last one to three hours and one day

respectively.

Table 2.4
Evaluation System for Kindergartens, Nurseries and Preschools

Child care integration

I Kindergarten Nursery school

o evaluation evaluation Funda@ental Professional evaluation
evaluation

Frequency 5 years 5 years | to 3 years 3to 5 years

Visiting time | day Half day I to 3 hours I day

Evaluation

COMMISSIONers

Administrative
personnel of
education bureau of
city/county
government, early
childhood
professionals who had
professional

evaluation training

Adm. personnel of

education bureau of

city/county government,

early childhood
professionals who had
professional evaluation

fraining

Adm. personnel of
education bureau of
city/county government,
public safety forces who
had fundamental

evaluation training

Early childhood professionals

who had professional

evaluation training

Source: Lin, 2011.
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2.3.4 Country Sphere of Influence: National Government Policies

The Spheres of Influence model for ECEC Programs demonstrates that economics,
social realities, and national government policies can influence the quality of service
in preschools. The national government in Taiwan is responsible for ECEC policy
including regulation of standard rates of pay for ECEC staff, whose low wages
compared to other professions in Taiwan may affect the staff’s morale and work to
downgrade the quality of ECEC. The significantly decreasing fertility rate in Taiwan
and the resulting fall in enrolments in preschools have had a great impact on the
management of preschools. Public preschools, which account for a minority of
preschools in Taiwan, have lower tuition fees than private preschools due to their
higher government funding (Lin, 2002). This causes inequity in terms of access to
high quality child education (Lu, 2000) and also in terms of staff remuneration as the
teachers in public preschools have much higher pay and benefits. Hence, the
Taiwanese ECEC industry experiences some unique issues and challenges as well as
the more generic problems of the ECEC industry across multiple countries. It is useful
to compare Taiwanese national policies and outcomes with other countries in respect

of ECEC in order to understand the country sphere of influence.

Finland has achieved the highest quality ranking for provision of ECEC in the Starting
Well Index (overall index 91.8) and can provide a powerful reference for improving
Taiwanese preschool quality. Figure 2.5 shows a spider web chart on policy inputs
across OECD countries using a normative score, where 100 is the maximum value
and zero is the minimum value (Taguma, Litjens, & Makowiecki, 2012). Finland
performs above the OECD average on seven out of nine indicators. These seven

indicators are: (1) public expenditure on ECEC at age three; (2) public expenditure on
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ECEC at age five; (3) paid paternity leave; (4) required International Standard
Classification of Education (ISCED) levels for staff; (5) required ISCED levels for
teaching staff; (6) staff-child ratio (zero to three year olds); and (7) staff-child ratio

(three to six year olds).

These policy inputs have resulted in highly positive policy outcomes for Finland,
which performs above the OECD average on ten out of fourteen indicators (Taguma,
Litjens, & Makowiecki, 2012: see Figure 2.6). The main gaps between Taiwan and
Finland with regard to ECEC quality are public expenditure on ECE, the staff-child
ratios, and paid paternity leave. It seems likely that if Taiwan could close this gap to

some extent, better ECEC quality outcomes could be achieved.

Public childcare and education
expenditure at age 3 (% of median
working-age household income)
100 -
; Public childcare and education
B0 ., expenditure at age 5 (% of median
sworking-age household income)

Staff-to-child ratioin ECEC services
for 3-to-6-year-olds '

) b \ ! . Public spending on family bent
' - .' in cash and tax measures

Staff-to-child ratio in ECEC sarvices
for 0-to-3-year-olds

Required ISCED level for teaching 1 i - g
staff warking for the education |- . o ! o - - FTE (Full Tirme Equivalent) paid
soctor or in an integrated systern ™. . F ) P maternity leave
for care and education \ ’ / | y

Reguired ISCED level for stalf

wirking for the care sector FTE paid paternity leave

— Finland -- OECD average

Figure 2.5. A spider web chart of policy inputs.
Source: Taguma, Litjens, and Makowiecki, 2012.
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Figure 2.6. A spider web chart of policy outcomes across sectors in Finland.
Source: Taguma, Litjens, and Makowiecki, 2012.

Figure 2.7 (Appendix A2) and Figure 2.8 (Appendix A2) compare the public
expenditure level on ECEC for three-year-olds and five-year-olds respectively in 2003
and 2007 (OECD, 2011). For both age groups, Finland is above the OECD average,
while Australia and the United States are well below. Given Finland’s consistently
high ECEC outcomes, the Finnish model of ECEC might be an appropriate model for
emulation by Taiwan, especially in regard to expenditure on young children.
However, whereas Finland is a social democratic country with high tax revenue,
Taiwan may not have sufficient tax revenue to sharply increase public expenditure on
young children, so any increase may have to be gradual and perhaps modest compared
to Finland’s example. Taxpayers (parents and grandparents) in the USA have recently
indicated a willingness to pay extra taxes to improve ECEC affordability through a
national survey (NACCRRA (2009) see Figure 2.9). Results show that most parents

(70 percent) and grandparents (67 percent) were willing to pay an extra $10 dollars
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annually in taxes to improve the quality or affordability of ECEC. The Taiwanese
government might usefully collect similar data as a reference for effective policy

seeking to improve the quality and affordability of ECEC in Taiwan.

0% 20% 40%, 60% B0% 100%
| l I | |

$10 for Quality _ 63%

$50 for Quality N, 5

$10 for Affordability T 70

60%
$50 for Affordability W b

B ezrents' Poll ‘08 | Grandparent's Poll ‘08

Figure 2.9. Support for paying extra taxes for child care (USA).
Source: NACCRRA, 2009.

The Spheres of Influence model is a useful tool of analysis for recognizing the breadth
of influences on Taiwanese ECEC. It acknowledges the roles of individuals, schools
as well as local and national governments in ensuring a quality ECEC industry. The
following section describes in further detail the major Taiwanese government policies

and strategies adopted to promote quality ECEC provision in the last decade.

2.4 Taiwanese Government ECEC Policies and Strategies in Focus

Based on the principles of justice and equity, the Taiwanese government has
attempted over the last ten years to address issues of consistency, equity and
affordability of ECEC through several strategies including a “Voucher Policy”, a
“Five-year-old Underprivileged Children Head-Start Program”, as well as the “Free

Tuition for 5 year old Children”. These policy developments are described below.
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2.4.1 Child Education and Care Act

In Taiwan, kindergartens emphasize child education, while nurseries focus on
providing care services for children under the age of six. Due to different regulations
covering different aspects of childhood education and care such as curriculum
standards, teacher qualifications and teacher training for kindergartens and nurseries,
it is not easy to provide the same quality in education and care for children from age

two to six in the two different types of educational institutions (Hsieh, 2004).

In order to solve this problem, the Taiwanese government implemented the CECA on
January 1, 2012 to integrate kindergartens and nurseries (renamed as preschools) to
set the same standards of preschool services to enhance ECEC quality (Ministry of
Justice, 2011). Nurseries and kindergartens are required to convert to preschool status
within one year after the CECA comes into force. The framework of the CECA is
shown in Table 2.5. Under the CECA, the MOE is the single authority of preschools
which accept children aged two to six for ECEC. Regular evaluations monitoring
compliance with these standards are conducted by the MOE at the request of local
governments, who determine both the evaluation schedule and post-evaluation
enforcement of quality standards.

Table 2.5
The ECEC Service on Childhood Education and Care Act

Authority Service Children Age

Kindergarten (convert to preschool within

one year after implementation of CECA)
MOE 26
Nursery (convert to preschool within one

year after implementation of CECA)

Source: Ministry Of Justice, 2011.
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Lee (2007) observes that the MOE has tighter regulations (e.g. for teacher
qualifications) than the MOIL. While consolidation of ECEC authority into a single
department is a positive move, it may mean that many ECEC teachers in nurseries
will not fulfill the qualification requirements of the MOE for children aged more than
two after the CECA has been enforced from January 2012, and they will need in-
service training to meet the qualification requirements. Lee (2007) also proposes the
establishment of a new department within the MOE specifically to manage ECEC for
better control, coordination, and monitoring of ECEC affairs. This proposal has not
yet been adopted, although it may have merit in terms of better enforcement and

facilitation of ECEC quality standards.

2.4.2 Voucher Policy

From 2000, with the aim of subsidizing the fee difference between public and private
kindergartens (PK) and nurseries, vouchers were implemented for children aged five
enrolled in registered private institutions (Lee, 2006; MOE, 2009). Kindergartens and
nurseries can apply for NT$10,000 per child each year under this system. Lo (2012)
identify some of the impacts of this voucher program. They found that this program
has the positive effect of encouraging unregistered preschools to legally register in
order to be eligible for these funds, but that they also increase the workloads of
administrators in nursery schools and kindergartens. Lo also criticize the voucher
policy for subsidizing kindergartens based on their list of voucher recipients rather
than distributing the vouchers directly to parents, which would provide parents with
greater choice in which kindergarten they could send their children to (Lo, 2012). Lee
(2009) criticizes the voucher program on the basis that the amount of the subsidy is

insufficient to address the needs of low-SES families and on the basis that it is too
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limited, as in 2004, 53 percent of 3-6 year-old children in Taiwan were not enrolled in
preschool because of the problem of affordability. In addition, the amount of
subsidization from the voucher program is not adequate to address the needs of low

Social Economic Status families.

2.4.3 Five-year-old Underprivileged Children Head-Start Program

Since 2004, the Taiwanese Ministry of Education has provided five-year-olds with the
Underprivileged Children Head-Start Program, which provides education
opportunities for children from underprivileged areas, low income families and mid-
low income families with an annual income below NT$600,000 ($20000 US dollar)
(MOE, 2010). The Five-year-old Underprivileged Children program is explained in
Table 2.6. Families with an annual income of over NT$600,000 living on remote
islands or aboriginal townships qualify the subsidy criteria of the Five-year-old
Underprivileged Children program. ECEC is therefore an economic burden for them,

as the voucher subsidy only partly covers the cost of preschool.

Table 2.6
Subsidy Criteria for Five-year-old Underprivileged Children

Subjects Criteria Amount

Full subsidy— children are eligible to
Low income families and |enter public kindergartens for free or
mid-low income families [receive subsidies equivalent to the

Families with with annual income below [sum of tuitions and fees of public

children between  INT$300,000 nationwide. |kindergartens if private institutions

five years of age are chosen.

and the first year of

elementary school |Families with annual Priority and full subsidy for public
income between kindergartens. Those who choose
INT$300,000 and private institutions are subsidized at
INT$600,000. a maximum of NT$20,000 per year.
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Children entering public

Families on remote islands [kindergartens are subsidized a

and Aboriginal townships |[maximum of NT$5,000 per annum,
with an annual income and children entering private
exceeding NT$ 600,000.  [kindergartens are subsidized a
maximum of NT$20,000 per year.

Source: MOE, 2010. (1 US dollar =30 NT; 1 AUD =30 NT)

2.4.4 Free Tuition for Five Year-Old Children

Free tuition for five year-old children has been implemented by the MOE from
August, 2011 along with the termination of the voucher program (MOE, 2011a). This
scheme provides greater subsidies to all age five children than the vouchers program
did, thus relieving some of the burden of parents of five year-old children attending
preschools. The subsidies for different household income groups are illustrated in
Table 2.7 (Chiu & Wei, 2011). Each five year-old child who attends public preschool
qualifies for 14,000 NT ($467 US dollar) per year, and those who attend private
preschool qualify for 30,000 NT per year. Low SES children can access additional
grants according to their annual household income (there are three levels: below

300,000, 300,001-500,000, 500,001- 700,000 NT).

Table 2.7
Annual Subsidies for Different Household Income Groups
Public Sectors Private Sectors
Annual Household Income _ _
T&}\e of P1'c~g1'am Aften ding Tuition-tree Additional Tuition-tres Additional
' subsidy grants subsidy grants
Below NT $ 300,000 NT $ 14,000 ) NT §30,000 NT$30,000
NT $ 20,000
NT $300,001-500,000 NT $14,000 NT § 30,000 NT § 20,000
NT § 300,001-700,000 NT $14,000 NT $12,000 NT § 30,000 NT $ 10,000
Above NT § 700,000 NT $ 14,000 ( NT $ 30,000 0
Source: Chiu & Wei, 2011. (1 US dollar =30 NT)
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The voucher program provided subsidies for all five year-old children, which may have
encouraged unregistered preschools to legally register for funding. The “Five-year-old
Underprivileged Children Head-Start Program” provided subsidies for low SES five year-
old children. These two programs only provided limited subsidies to parents that could
relieve only part of the burden of parents of five year-old children attending preschools.
The “Free tuition for five year-old children” program, implemented from August, 2011,
provides greater subsidies to all age five children than the earlier policies. But there are
still costly fees other than tuition fees such as meal fees, material fees and transportation
fees in preschool. In addition, the government does not subsidize children under the age
of five in preschool. Thus, the government may need to provide greater subsidies to
parents to improve the affordability of sending their children to preschools. Finally, these
policies only subsidize fees for children, which cannot enhance the quality of the
preschools. The government may need to subsidize preschools and the salary of the staff

in order to enhance ECEC quality.

2.5 American and Australian government ECEC Policies and
Strategies compared with Taiwan

This section provides an overview of ECEC in the USA and Australia in order to
provide comparative data and practices useful to the Taiwanese ECEC sector and
suggest possibilities for reform and improvement of the sector in relation to ECEC

quality and career opportunities.

2.5.1 Preschool in the USA
The ECEC industry in the United States began in the 1830’s (Kamerman & Gatenio,
2007) and has experienced continual growth since then. There are no national

standards for preschool education, preschool teachers’ professional requirements,
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staff-child ratios, maximum group size, or curriculum. Usually, early education
teacher’s degree requirements are stricter in public schools than in private schools
(National Institute for Early Education Research [NIEER], 2004). In the United
States, licensing and accreditation guidelines have been developed by the NAEYC,
the National Early Childhood Program Accreditation (NECPA) and National

Association for Family Child Care (NAFCC).

Of these accreditation guidelines, those of the NAEYC are considered to be among
the most rigorous (Neugebauer, 2009). Despite its position as the most widely used
accreditation standard, only 15% of ECEC centers in the USA currently use it
(WHSCDA, 2010), a fact that demonstrates the diverse nature of ECEC accreditation
in the USA. NAEYC accreditation for ECEC includes ten standards, which are quoted

below (NAEYC, 2008, pp. 1-3):

1. Promote positive relationships for all children and adults to encourage
each child’s sense of individual worth.

2. Implement a curriculum that fosters all areas of child development:
cognitive, emotional, language, physical, and social.

3. Use developmentally, culturally, and linguistically appropriate and
effective teaching approaches.

4. Provide ongoing assessments of a child’s learning and development
and communicate the child’s progress to the family.

5. Promote the nutrition and health of children and protect children and
staff from injury and illness.

6. Employ a teaching staff that has the educational qualifications,
knowledge, and professional commitment necessary to promote
children’s learning and development and to support families’ diverse
needs and interests.

7. Establish and maintain collaborative relationships with each child’s
family.

8. Establish relationships with and use the resources of the community to
support the achievement of program goals.

9. Provide a safe and healthy physical environment.

10. Implement strong personnel, fiscal, and program management policies
so that all children, families, and staff have high-quality experiences.

49


http://h/
http://h/

States also draft their own guidelines and monitor their implementation, often through
inspections of licensed centers. It is the responsibility of each state to consider local
needs and local culture to ensure quality standards. This decentralized system of
quality control results in widely varying standards across US states. NIEER suggests
ten quality standards for preschools in the USA:

(1) States should have comprehensive early learning standards,

(2) Lead teachers must have bachelor’s degrees,

(3) Lead teachers must have specialized training in a pre-K area,

(4) Assistant teachers must have a Child Development Associate (CDA)
credential or equivalent,

(5) Teachers must receive at least 15 hours/year of in-service
professional development and training,

(6) Maximum number of children per classroom must be 20 or fewer,

(7) Ratio of staff to children in classroom for three-four year-olds must
be 1:10 or better,

(8) Screenings and referrals for vision, hearing, and health must be
provided, and at least one additional support service must be
provided to families;

(9) At least one meal must be provided daily; and

(10) Site visits must be used to demonstrate ongoing adherence to state
program standards.

(Barnett, Carolan, Fitzgerald, & Squires, 2011, p. 27)

In 2011, 49 states of the USA had comprehensive early learning standards for state-
funded initiatives, but only 16 states mandated assistant teacher degree standards, only
24 mandated daily provision of meals, and only 29 mandated that teachers must have

a BA (Barnett et el., 2011: see Table 2.8).

Although ECEC standards and regulations in the USA are the sole responsibility of
state governments, the federal government has established Head Start program to
increase the school readiness of children in low income families from birth to age five

(Butler, Gish, & Shaul, 2004) and the Good Start, Grow Smart (GSGS) program to
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promote literacy and school readiness (U.S. Department of Health and Human
Services, 2006). The goal of Head Start is to ensure that the children enrolled in the
program are ready to begin school. It provides health check-ups, hygiene, nutrition,
personal care, and safety. GSGS encourages the States to develop early learning
guidelines, aligned with each State’s K-12 standards, that include expectations for
what children should know and be able to do when they enter kindergarten in the

areas of early reading and early math skills.

Table 2.8
Number of States in State-Funded Pre-K ECEC Centers Meeting Quality Standard

Benchmarks (NIEER)
OF THE 51 STATE-FUMNDED
PRE-K INITIATIVES, NUMBER

POLICY BENCHMARE MEETING BENCHMARKS
Early leaming standarnds ... s GOMPIERSISIVE e 7
Teather Bagram . e DR sttt et s b s ]
Teacher spedalized TraiNING <o SDROEIZING 0 prE-K 5

Assistant teacher degree ..o OO o equivalent.. 1B
Toarner IN-SEMILE .o s ssciasas cnlit l2ast 15 hoursiyear v, cedl3
Maximurm class SiZ8 o SO T T T 3
Iyearolds
dyear-olds
STEF-ChIlE O oo ecrcssmre s csc st meseamsesesesesss 1 V0 OF BETEE evsecemescscsssesss e H 5
Iyearolds
d-yearclds
Sere@ninETETRMAl oo e e WISION, PEETIRG, health; and. 3T
and support services at least 1 suppart senvice
Maals . st [BESE TR i 2
[ (w11 R OO | 5 - | SOOTO: 11

Source: Barnett et al., 2011.

These USA quality standards and their considerations can provide a useful model for
Taiwanese ECEC centers in providing target quality standards in preschool across
Taiwanese cities and counties which are home to diverse communities with different
backgrounds, resources and needs. The following table, however, indicates that the

capacity to achieve these benchmark standards remains variable across different states
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emphasizing the aspirational nature of benchmarking and the importance of

addressing regional differences in ECEC supply, demand and capacity.

2.5.2 Preschool in Australia

The terminology used in Australia for ECEC differs somewhat from that of other
countries. The term “preschool” is used to describe ECEC in the year before formal
schooling (aged four). Preschool provides educational and developmental programs to
children. Preschool integrated with childcare is referred to as long day care. It is a
center-based facility which provides educational and care services for children under
age five. The term “kindergarten” is also used in many states to refer to preschool.
The terminology and starting ages vary across jurisdictions as shown in Table 2.9
(Dowling & O’Malley, 2009). The terminology used to describe the year before
formal schooling for four year-old children is “preschool” or “kindergarten”
depending on the jurisdiction. The term for the first year of formal schooling for five
year old children also varies across jurisdictions: it may be “kindergarten”,
“preparatory”, or “pre-Primary”. The second year of formal schooling in Australia is
termed “Year One”. For example, in NSW, terms for the year before formal schooling,
the first year of formal schooling, and the second year of formal schooling are

“preschool”, “kindergarten”, and “Year One” respectively.

The percentage of registered preschool providers, by management type and
jurisdiction, in 2008 is shown in Table 2.10 (Dowling & O’Malley, 2009). Preschool
providers can be community, private, or government. In NSW, VIC, and QLD, most
preschool providers are community providers, accounting for 80.6%, 74.2%, and

92.9% of the total respectively. In WA, SA, TAS, ACT, and NT most preschool
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providers are government providers, accounting for 100%, 95.1%, 73.3%, 91.3%, and

96.4% of the total respectively.

Table 2.9
Preschool Names and Starting Ages in Australia
Year before f F1rslt ye}?r (if Second year of
formal schooling ormat sChooliNg | formal schooling
NSW Name Preschool Kindergarten Year 1
Age 4 (by 31 July) 5 (by 31 July)
VIC Name Kindergarten Preparatory Year 1
Age 4 (by 30 April) 5 (by 30 April)
QLD Name Kindergarten Preparatory Year 1
Age 4 (by 30 June) 5 (by 30 June)
WA Name Kindergarten Pre-Primary Year 1
Age 4 (by 30 June) 5 (by 30 June)
Name Kindergarten Reception
SA Age Continuous entry Continuous entry Year 1
& after 4th birthday | after Sth birthday
Name Kindergarten Preparatory
TAS Age 4 (by 1 January) 5 (by 1 January) Year 1
Name Preschool Kindergarten
ACT Age 4 (by 30 April) 5 (by 30 April) Year 1
Name Preschool Transition
NT Age Continuous entry 5 (by 30 June) Year 1
g after 4th birthday

Source: Dowling & O’Malley, 2009.

Table 2.10

Percentage of Registered Preschool Providers, by Management Type, by Jurisdiction,

2007/08

EE I

Commmunity
Private
Government

TOTAL

80.6%
B.6%
108%
100.0%

742%  929%
8.2% na
76%  T1%
100.0%  100.0%

Source: Dowling & O’Malley, 2009.

na  49%
n/a na  267%
100% 9.0% 733%
100.0% 100.0% 100.0%
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Different licensing and regulatory requirements apply in each state. These services are
monitored usually every two and half years for quality through the National Quality
Assurance System established through the National Quality Framework (2009), a
program that demonstrates the commitment of Australian governments to preschool

quality. The national quality framework is discussed in the next subsection.

Australia’s National Quality Framework

In 2009, the Council of Australian Governments (COAG) established a new National
Quality Framework (NQF) for early childhood education and care, which began to be
applied to preschools from 1 January 2012 (Council of Australian Governments,
2009). The NQF coordinates state and federal regulatory bodies under
Commonwealth legislation. It includes a National Quality Standard, which provides
guidelines for ECEC quality in seven key areas, namely:

1. Educational program and practice

2. Children’s health and safety

3. Physical environment

4. Staffing arrangements, including staff-to-child ratios and qualifications
5. Relationships with children

6. Collaborative partnerships with families and communities

7. Leadership and service management.

(Council of Australian Governments, 2009, p. 4)

In Australia, the cost of ECEC is subsidized through the Child Care Benefit (CCB)
and the Child Care Rebate (CCR) provided by the Australian Government. The CCB
is based on family income and varies for every family. The CCR, on the other hand, is
not income-tested. It is available for parents who work, train or study and use an
approved ECEC provider. For these parents, 50 percent of child care costs are
subsidized. In 2010, the CCR was increased to a maximum of $7,778 (AUD) per child

(Department of Education, Employment and Workplace Relations, 2010). In order to
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ensure access to affordable ECEC in remote areas, incentives such as extra
remuneration to increase the number of ECEC teachers in remote areas may be
required. An example of such a policy is the Queensland government’s provision of
extra subsidies for remote areas (as determined by a standard index) of 50% of the

usual rate (Queensland Government, 2012).

These policies have effectively increased the affordability for families of enrolling their
children in preschools. This system may provide a useful model for how Taiwan could
reduce the burden for parents of sending their children to preschool. From 2013, the
Taiwanese government has introduced a policy allowing a family with five year-old
children prior to primary school to deduct $US833 per year if the family income is under
$US 37, 667 per year. The Taiwanese government has thus taken steps to increase the
affordability of ECEC for families, but it may need to take further measures in order to do

so effectively.

2.5.3 Comparisons of Government Expenditure on Pre-primary Education between
the Preschool Sectors in Taiwan, Australia, and the USA

For the 2011 school year, the education expenditure for Taiwanese preschools was
only 3.44 percent of the total education budget, compared with 26.52 percent for
primary schools (MOE, 2012: see Table 2.11). Given that research indicates that
preschool education can significantly influence children’s outcomes in the long term,

the Taiwanese government may consider providing more funds for preschools.

Government expenditure on pre-primary education in Australia and the USA is

compared with that of the OECD countries in Table 2.12 (OECD, 2010). The
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percentage of GDP spent on pre-primary education for Australia and the USA is 0.1
and 0.4 respectively. These government contributions are significantly lower than the
average expenditure of OECD countries, reflecting a possible assumption by
Australian and US governments that childcare and child education are largely private
matters requiring private investment. In Taiwan, preschool education is not
compulsory. Taiwanese government expenditure on preschool was approximately 0.18
percent of GDP in 2010 (Department of Statistics, MOE, 2011). This figure is higher
than Australia’s 0.1 percent, but lower than the United States’ 0.4. The figures for
these three countries are much lower than Iceland’s 0.9 percent or France’s 0.7
percent. If the governments of Taiwan, Australia and the USA were to support daycare
by increasing expenditure on pre-primary education, as Iceland and France have done,
ECEC quality in their preschools might be considerably enhanced. However, the
quality of ECEC is not exclusively affected by economic conditions; government
policy, culture, school management, and the dedication of teachers can also make a
difference.

Table 2.11
Taiwanese Education Expenditure at All Levels of Schools in School Year (unit %)

. . . .. | Supp. &
School Prima Junior | Senior | Senior Tunior [University] Supelzial
Total |[Kindergarten Y High | High |Vocation & P
Year School

School | School | School College College Education|
School

2007 | 100 2.78 27.10 | 16.40 | 10.39 | 5.09 | 0.67 [ 36.96 0.61

2008 | 100 2.89 26.60 | 15.59 | 10.70 | 5.20 | 0.79 | 37.59 0.64

2009 | 100 2.96 26.89 15.14 | 1050 | 542 | 0.73 | 37.71 0.66

2010 | 100 3.19 26.61 | 14.73 | 10.70 | 5.43 0.74 | 37.95 0.64

2011 | 100 3.44 26.52 | 14.61 | 10.60 | 545 | 0.77 | 3793 0.69

Source: Adapted from Ministry of Education (2012).

56


http://h/

Table 2.12
Expenditure on Pre-Primary Education for Children over Three Years as a Percentage of GDP

OECD |Australia | Austria |Belgium | Denmark | Finland | France|Germany | Hungary | Iceland |Italy| Japan

GDP 0.1 0.5 0.6 0.7 0.4 0.7 0.5 0.7 09 |05 02
OECD| Korea |Mexico Nether Poland [Portugal|Slovak| Spain |Sweden Switzer UK United
lands land States

GDP 0.2 0.6 0.4 0.6 0.4 0.4 0.7 0.6 02 (03| 04

Source: Adapted from OECD, 2010.

2.5.4 Teacher Qualifications in Australia, USA and Taiwan

Teacher qualification requirements in classrooms in Australia, Taiwan and USA are
shown in Table 2.13 (Appendix Al) (NQS, 2009). The Australian qualification
requirements shown are to be implemented from 1 January 2014. A teaching
qualification is required to teach in preschools in Australia, but an early childhood
qualification is not always required. According to the Australian NQS, the
qualification requirements depend on the size of the class. At least 50% of educators
must have a diploma level ECEC qualification and the remaining educators must have
a Certificate III level ECEC qualification. In addition, an early childhood teacher must
be in attendance for some of the time whenever less than 26 children are in
attendance, and an early childhood teacher must be in attendance whenever 26

children or more in attendance.

In Taiwan, the classroom requirements for ages two to four depend on the children in
attendance. For children younger than four, eight or fewer children require one ECEC
staff, and nine children or more requires two. For children older than three, 15 or

fewer children require one ECEC staff, and 16 children or more require two. For five-
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year old children, at least one teacher with a teacher’s certificate is required. In the
USA, the states make their own qualification requirements for ECEC staff. However,
governments in all three countries are seeking to ensure enhanced and consistent

minimum qualifications in ECEC.

2.5.5 Preschool Regulatory Frameworks in Australia, USA and Taiwan

A comparison of the regulatory framework of preschools in Taiwan, Australia, and the
USA is summarized in Table 2.14. The weaknesses for all three countries are that
there are no national standards in the curriculum. The strengths for Taiwan are
national standards on licensing regulations, teacher qualifications, and quality
evaluation. Moreover, the minimum teacher qualification in Taiwan is higher than in

the USA and Australia.

Taiwan has national standards for several aspects of preschools, but it needs more
coordination between the central government and the local government in policy-
making and execution so that the local delivery of ECEC to varied areas is appropriate
to local community needs. This issue may best be resolved by giving more
authorization to local governments, which better understand local conditions and
needs. Australia has a flexible fee subsidies policy which could be a reference point
for Taiwan. In the USA, some states have already included kindergarten in

compulsory education, and this is now an objective for the Taiwanese government.

For preschools, Taiwan has national standards on licensing regulations, regulations,

curriculum, teacher education and qualifications, staft: child ratios, and group size,

but the USA and Australia do not have national standards for these factors. Quality
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evaluation is the responsibility of local government in Taiwan, while USA has no
national standards, and States and Territories are responsible for monitoring schools in
Australia. Taiwan is rather a small, homogeneous country, so national standards are
probably appropriate for the whole country. The USA and Australia have large areas,
and local factors in each state may be quite different, so a system in which the states

set standards may more appropriate.

In terms of evaluation, no national standard exists in USA, and the National Quality
Assurance system is performed in Australia. In Taiwan, local governments are
responsible for evaluation of the preschools, and due to time constraints, most
evaluations focus on paperwork and fulfillment of regulations. There is insufficient
time to observe interactions between children and teachers (Lin, 2011). After
evaluation, most deficiencies in ECEC quality are not followed up to ensure they are
corrected (Lin, 2011). Making evaluations effective involves (1) ensuring a flexible
time schedule for evaluations; (2) ensuring that evaluations match the specific
situation of the kindergarten; and (3) following up the evaluation results (Chang,
2005). There is room for improvement in the Taiwanese system to make evaluations
more effective in their impact on ECEC quality. It may be considered potentially

beneficial if regulatory personnel facilitate as well as monitor quality.

With regard to fee subsidy policies, Australia has provided subsidies to eligible
families in the form of Childcare Assistance (CA) and the Childcare Rebate (CR); the
USA has the more comprehensive Head Start Program to increase the school
readiness of children in low income families from birth to age. The Taiwan

government has established the Underprivileged Children Head Start Program for five
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year-olds, Free tuition for five year-old children policies, and tax rebates of NT$

25000 (US$833) for each child under five (From 2013). The burden of ECEC on

families, however, is still high enough to cause anxiety to parents. This may be one

reason for the low fertility rate in Taiwan. The Taiwanese government might learn

from the USA to provide more comprehensive subsidy policies for preschool children

aged two to five for low income families.

Table 2.14
Comparisons of the Preschool Regulatory Framework in Taiwan, Australia, and the USA
I Country Taiwan Australia USA
tem
Authorit Mg{i(gﬂgﬁ;g)arten) States and Territories set
uthori ; ;
y MOE (preschool in p;)ll(l);:l);,l :;mdlng and States
CECA after 2011) p
Licensing National standard | Regulation by states Regulation by states
regulation
Regulatory requirements
differ in each State and
Regulation ECEC regulation [ Territory in terms of both | Regulation by states
content and the types of
services regulated.
. Preschool 3-5
Child Age 26 3-3 Kindergarten5-6
No national standard Reeulation b
Curriculum| No national standard |states and territories gstates y

standard

Quality
Evaluation

Local government
perform evaluations
of preschools in two
stages:

First stage
(Fundamental
Evaluation every 1 to
3 years)

Second stage
(Professional
Evaluation every 3 to
5 years)

National Quality
Assurance system
(QIAS) States and
Territories are monitoring
schools (every 2.5 years).

No national standard
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Underprivileged

Children Head Start | Preschool attendance is
Program for five subsidized by the States
year-olds. and Territories by direct
Fee funding of services or
Subsidy | Free tuition for five | subsidies to eligible Igealgl‘ Stﬁa{t Progf{am
Policy year-old children families in the form of or birth to age Hve
Childcare Assistance
Tax rebates NT (CA) and Childcare
25000 for each child | Rebate (CR).
under 5 (From2013)
Teacher National standards State and territory State standards
Qualification standards
El(;?li(;l‘:gn I;)?%?gﬂ;?;iggsols State regulation State regulation
The salary of private The salary of
Teacher preschool teachers is | The salary of preschool preschool teachers is
Sala much lower than teachers is much lower much lower than
Ty public preschool than the average wage kindergarten and the
teachers average wage

Staff: Child

1:15 (3 to 5-year-

Ratios olds) State standards State standards
1:8 ( 2-year-old)
Group Size 30 State standards State standards

2.6 Career Opportunities in ECEC in Taiwan

Career opportunity is closely related to career development, training and efficacy.

Preschool teachers can move up the career ladder from assistant teacher, teacher, head

teacher to director of the preschool as they fulfill the requirements of training and

qualifications. Career opportunity can be defined as the opportunity to achieve career

success, which in turn can be defined in terms of the positive psychological and work-

related outcomes accumulated as a result of one’s work experiences (Judge, 2007;

Seibert, Crant, & Kraimer, 1999).

2.6.1 Fertility Rate and Employment in the Preschool Profession

An important factor influencing career opportunity in Taiwanese ECEC is the
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declining fertility rate. Table 2.15 (Appendix A1) shows total fertility rates in OECD
countries. While average OECD fertility rates increased from 2000 to 2010,
Taiwanese fertility rates have decreased in recent years. The total fertility rate for
Taiwan in 1997 was 1.77, but only 1.07 in 2011 (Department of Statistics MOI, 2012),
approximately half the replacement rate. This has a serious impact on the demand for
ECEC. In addition to their broader social and economic ramifications, falling fertility
rates are likely to have a negative impact on the preschool profession by decreasing

employment opportunities and increasing employment insecurity.

Most employment opportunities for people in Taiwanese preschools are in three areas:
preschool teachers; teacher assistants; and ECEC workers. A limited number of job
opportunities exist for managers, office, and administrative support workers.
Taiwanese preschools provide over 16,904 teacher jobs annually, and most teachers
are female (MOE, 2010a). They work in both the public and private sector, in
kindergartens and nurseries. The 104 Job Bank (2007) showed that only 7 percent of
graduates from ECEC departments of universities could get jobs in ECEC industry
over the period of six months in Taiwan. For new graduates, it continues to be quite
difficult to find a job in a preschool. Whilst the number of jobs may have decreased as
a consequence of fertility changes, the entry into the workforce of many Taiwanese
women may mean that more families will need to access ECEC. A decline in fertility
rates has meant that many ECEC departments of universities find it difficult to recruit
students and have had to decrease classes. Therefore, the current state of the
Taiwanese ECEC industry is a challenging context in which to improve quality and

career options.
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The demand for preschool teachers is declining continuously in Taiwan, but the
situation is quite different in Australia and the USA. In Australia, the demand for
preschool is likely to increase due to the increase in the population of four year-olds.
Furthermore, Australia has its own problem attracting and retaining quality staff in
ECEC. Thus, Australia is experiencing a shortage of qualified teaches across
education sectors. In the USA, the number of three and four-year-olds enrolled in state
pre-K programs increased in twenty states and decreased in nine states in the year
2008-2009 (Epstein, Friedman, Sansanelli, & Hustedt, 2009). This has caused an
increase in the demand for Pre-K teachers. The U.S. Bureau of Labor Statistics (2009)
predicts that the number of preschool and kindergarten teachers will increase by 17.84
percent by 2018 (see Table 2.16).

Table 2.16
Employment by Occupation in 2008 and Projected for 2018

2008-18

Item 2008 2018 | 2008 | 2018 | .
increase by percent

Preschool and

kindergarten teachers 636.8 750.4 | 0.42 0.45 17.84
Preschool teachers 457.2 5439 | 0.30 0.32 18.95
Kindergarten teachers | 179.5 206.5 0.11 0.12 15.03

Source: Adapted from U.S. Bureau of Labor Statistics, 2009. (Numbers in thousands)

It is interesting to compare the trends in the employment opportunities for preschool
teachers in Taiwan, Australia and the USA. Taiwan may be experiencing an over-

supply of preschool teachers with a shrinking child population, but in many schools,
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the quality of staff qualifications, knowledge and skills remains inconsistent. The
turnover rate of preschool teachers in Taiwan is very high due to low pay, high
workload, and difficulty in finding time for in-service training or degree courses.
Australia also experiences staff retention difficulties with reports that qualified
graduates frequently seek to leave the ECEC sector for more remunerative primary
school employment (Bretherton 2010; Watson, 2006). It is a challenge to address the
problems in providing and assuring ECEC quality and positive career opportunities in
ECEC provision in most countries, but Taiwan’s declining fertility rate poses a clear
threat to career options and invites a sector-wide consideration of how qualified
Taiwanese ECEC staff can be attracted, developed, remunerated and retained to

ensure quality ECEC, and rewarding careers in the sector.

2.6.2 Teachers’ Pay and Benefits

Several researchers report on the low pay and poor benefits in preschool employment
(Chen, 2009; Jang, 2007). Preschool teachers worldwide are poorly paid, usually
lower than the median salary (Chen & Gau, 2011; Whitebook, 2002; Whitebook,
Howes, & Phillips, 1998). These low salaries cause considerable teacher
dissatisfaction with their career (Bacolod, 2007; Chen & Gau, 2011). The average
salary for preschool teachers in Taiwan is NT$25,716 (1 U.S. dollar = 30 NT) per
month, while the average salary is NT$40,744 (Directorate General of Budget,
Accounting and Statistics, Executive Yuan, 2010). The salary of preschool teachers is
therefore much lower than the average wage. This salary compares with that in
Australia and the USA as shown in Table 2.17 (AC People, 2010; General of Budget,
Accounting and Statistics, Executive Yuan, Taiwan, 2010; U.S. Bureau of Labor

Statistics, 2010).
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Table 2.17
Comparisons on the Salary of the ECEC Workers and Preschool Teachers in Three
Countries

Country) . ' .
[tem Taiwan Australia United States
(US dollars) (US dollars) (US dollars)
Meeslzlznnual $51.380
Y $39.000 (kindergarten teacher)
(HES d011.'clrS $10.286 (preschool teacher) $25.700
—30NT, (preschool teacher) (preschool teacher)
1US dollars P $25,948 preschool teache
= 1AUD) (ECEC worker) $1.9300
(ECEC worker)

Source: Adapted from Directorate General of Budget, Accounting and Statistics,
Executive Yuan, Taiwan, 2010; AC people, 2010; U.S. Bureau of Labor Statistics, 2010.

The wages of preschool teachers in Taiwan are much lower than that of their
Australian and American equivalents. In Australia, the weekly salary of preschool
teachers is $750 (AUD), and of ECEC workers is $499, compared to the $700 earned
by enrolled nurses (AC people, 2010). In the U.S., the mean annual wages for
kindergarten teachers, preschool teachers, and ECEC workers in 2009 were $51,380
(U.S. dollars), $25,700, and $19,300 (U.S. Bureau of Labor Statistics, 2010). These
wages are lower than that of registered nurses, whose annual salary is $64,690. Table
2.18 shows that the salary of teachers in ECEC centers and preschools is lower than
teachers in primary schools in Australia although the gap between these cohorts is

least apparent in the Australian sector.

Despite the prevalence of women in the workforce and the Women’s Rights
movements of the twentieth century, women continue to be paid less than men for the

same work across countries and industries. Since women’s work, often tightly
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associated with caring for children, has traditionally been devalued in terms of market
commodities, ECEC work attracts many women but offers limited financial reward,
particularly in Taiwan. Getz (2009) found that median women’s earnings were 78.2
percent of men’s earnings in 2009 ($35,549 US dollars per annum for women
compared $45,485 for men). Thus, gender discrimination still exists in the work
environment in the USA, Australia and Taiwan. In the interest of equity as well as
quality, Taiwanese preschool teacher remuneration and entitlements warrant review.
ECEC is also less attractive work because it has been uncredentialled for a long time
(Ackerman, 2006). Ackerman (2006) suggests that the low wages of ECEC staff are
due to most ECEC staff being female, and indeed 99 percent of kindergarten teachers

in 2011 school year are females in Taiwan (MOE, 2010a).

Table 2.18

Teachers’ Salaries in Primary Schools, Preschools and ECEC Centers
| Early Childhood Teacher Primary School

::_:;‘::p‘f;i:ﬁ;;ing In Child Care Centre Teacher

| | Beginning | _End | Boginning | End | Boginning | End |
$41,329  $61,100  $39,742  $55010 $75,352
$43946  $64557  $42256  $62,120 $50222  $75352
$38.502  $52,863  $38502  $52.863 - :
$40,587 $52863 $40587  $52863 51,184  §75,500
$36,196  $47971  $36196 $47.971  $43201 368839

NSW -
vIC .
i
WA $36,387 $51,169 $37009 $77.744  $37009 $77.744
SA -
i
i

$39272 $42369 938522 $48666  $38522 $48668
3/4 yr trained $36,899 $40,035 48,638 $71,133 $48,638 371,133

- - $51.139  $70,133  $51,139  $71,133

$36872 $43708  $48219  $74279  $4B219  $74279

$38041  $48,602  $52,128 $74.279  $52,128  $74279
3/4 yr trained $47.789  $53.872  $39459  $70047  $39459  $70.047

Source: Dowling & O’Malley, 2009.

The Taiwanese government could address the most critical problems in the ECEC
sector through adequate and standardized policies on staff remuneration and benefits,

which would in turn enhance career opportunities in preschools. Such a reform would
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help decrease teacher turnover and attract more men to the ECEC industry, improving
the gender balance in ECEC and children’s learning experiences. Policies on
minimum qualifications combined with policies on minimum remuneration and
benefits could also assist transition under-qualified staff out of a shrinking ECEC

sector in Taiwan and enhance the quality of care available.

2.6.3 Working Environment
The working environment provided for teachers has been found to affect retention
(Chen, 2009; Hung, 2012; Whitebook et al., 2009). Whitebook et al. (2009, p. 5)
define teachers’ working environment as including:

the number and professional status of adults working in a given classroom,

class size, adult-child ratios, compensation (including pay and benefits),

whether or not teachers are unionized, teacher turnover and retention, and

the administrative leadership of a school or program.
The term “working environment” may be used interchangeably with “working
conditions”, or “working environment conditions”. This section considers
working environment primarily in terms of workload, working hours, overtime,
leave entitlements, and union options. Other aspects of the work environment,
such as group size, adult-child ratios, teachers’ pay and benefits, teacher turnover,
retention, and principals’ leadership, are discussed in later sections. Macdonald
(1999, p. 844) proposes several strategies for improving working conditions:

e repairing and upgrading school buildings and teachers’ accommodation,

e increased teacher responsibility for educational decisions,

e reducing class sizes,

e increased parental and community support for schools,

e childcare provision, collegial relationships amongst teacher and with

administrators,
e counseling and medical care.

In Taiwan, the teacher’s workload in private preschools is usually much higher than in
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public preschools. By the statutory requirement of Taiwan’s Labor Standards Act
(LSA), staff should not work more than eight hours per day. Yet it is common in
Taiwanese private preschools to use a “responsibility system” to avoid overtime
payments. Teachers cannot go off duty until all the children have been picked up by
parents (Chen, 2009). They work approximately ten hours per day, substantially more
than the normal eight working hours. In addition, some preschools do not adequately
provide for their staff to take leave (Chen, 2009). Such sub-standard practices
contribute to staff burnout and attrition but also have implications for the quality of

ECEC when staff are overworked (Feng & Sass, 2012).

2.6.4 Teachers’ Professional Learning

Researchers have found that many preschool teachers in Taiwan are under-trained or
rarely trained, and lack knowledge of children’s nutrition, health and safety (Chang &
Cheng, 2002; Hung et al., 2008; Sung, 2007). Several researchers found teachers that
continually developed their professional learning could improve children learning
outcomes (Carte & Fewster, 2013; Darling-Hammond, Wei, Andree, Richardson, &
Orphanos, 2009). It is thus necessary to provide preschool teachers with relevant
professional learning and development, so they can retain strong skills, current
knowledge and good practice (Chapman, 2014; Irvine, & Price, 2014). The
researchers advocated the concept of a professional learning community of teachers
shared personal practices, values and visions with collective learning to improve
teacher quality (Mitchell & Sackney, 2011; Zhao, 2013). Tout, Zaslow, and Berry
(2006) proposed five forms of professional learning and development: (a) formal
education; (b) credentialing; (c) specialized on-the-job in-service training; (d)

coaching and/or consultative interactions; and (e) communities of practice.
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Training can be either pre-service or in-service. Pre-service training can be further
divided into specific job related training and non-job-specific training within formal
education (Markowitsch & Plaimauer, 2009). Pre-service training in the ECEC
industry prepares people with no prior experience for the preschool setting. In-service
training allows preschool teachers to study task-related skills (Burchinal et al., 2002;

Queeney, 2002).

A research study indicated that many in-service teachers could not complete training
or degree courses in college or university because their work schedules were too
inflexible to accommodate the course schedules (TALIS, 2008). A contemporary
option for these in-service preschool teachers is to take on-line courses available in
many colleges or universities. In the United States and Australia, many universities
and colleges offer distance learning courses. This provides flexible options for
preschool teachers to do in-service training or study for a degree. Only a few
universities in Taiwan, however, offer distance learning courses, and only 1/3 of total
credits can be obtained from such courses according to Taiwanese MOE regulations.
Further, while the Taiwanese government provides incentives to public preschools to
encourage their staff to take in-service training, it does not do the same for private
preschools, so private preschools do not usually allow teachers to take in-service

training during workdays to avoid extra staff costs.

As so many Taiwanese families depend on private providers of ECEC and as there are

many systemic inequities privileging the public schools in the Taiwanese ECEC
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sector, pressures on private providers are contributing to quality compromises that
affect children, staff, parents and administrators. A government decision to extend the
incentive scheme for in-service training to private preschools would be one possible
strategy to address these variations in quality apparent between public and private
preschools in Taiwanese ECEC and promote improved staff retention and expertise.
Ensuring adequate staff’s professional learning in Taiwan will require coordination
between authorities at the national and local level. The system of allocation of roles
and responsibilities for the professional development of teachers between state and
local institutions in the USA (see Table 2.19) is a useful model for how this might be

achieved (GAO, 2009).

Table 2.19
Roles and Responsibilities of State and Local Education Institutions

State educational State agency for  Institution of School

Education activity agency higher education’ higher education  distrct  School
Legal and administrative

responsioility for state education ' . '

system

Recruitment : ' . .
Hiring .
Compensation '

Retention ' ' '
Certification '

Classroom teacher training ' . ' ' '
Teacher assignments ' '
Teacher evaluations '
Alternative routes to certfication ' ' '

Traditional routes to certification ' '

Mentoring or induction ' ' '

Academic program approval at public
insfitutions of higher education

Source: GAO, 2009.
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2.6.5 Teacher Retention, Attrition, and Turnover

The attrition rate describes the rate at which teachers leave the teaching profession
altogether, and this includes retirement. “Turnover” rate is the ratio of those teachers
who leave their current job compared to the average number of teachers currently
employed. Therefore, attrition is part of turnover. High turnover and attrition rates
create an inexperienced staff pool and many extra expenses for schools. Frequent
teacher changes caused by high turnover can also retard the development of children
particularly for young children who become readily attached, and may cause the

quality of the profession to decline (Bacolod, 2007; Whitebook, 2002).

One cause of teacher turnover is dissatisfaction with career opportunities (Daan, Rolf,
& Susana, 2007; Hung, 2012; Feng, 2010). High teacher attrition and turnover rates
are also frequently caused by working in poor quality environments and receiving low
wages (Chen & Gau, 2011; Hung, 2012; Whitebook et al., 2009). Macdonald (1999)
considers stress as a major factor in teacher attrition. Kyriacou (1987) defines
teacher’s stress as the experiences of depression, frustration, anxiety, anger, and
tension resulting from educational work. Research shows that attrition and turnover
rates are higher in disadvantaged areas (OECD, 2005). Governments may need to
introduce incentive measures or resources to attract and retain teachers in

disadvantaged or remote areas to improve the quality of ECEC available.

Taiwanese preschool teachers have a heavy workload, poor working conditions, and
low salaries, so many of them do not consider preschool teaching to be a good career
(Chen, 2009; Chen & Gau, 2011; Jang, 2007). This low estimation of ECEC careers

results in many unqualified teachers coming into the preschool system, because many
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qualified teachers no longer want to teach. Therefore, the retention of qualified
teachers is a critical issue in the Taiwanese ECEC industry. Private preschools may
need to consider how they can provide better salaries and benefits, good working
conditions, reasonable workloads and in-service training to attract and retain quality

staff.

Turnover itself is an indicator of dissatisfaction with ECEC work and perceptions of
poor career potential within the industry. There are three phases of this turnover: (1)
graduates from ECEC courses do not work in the ECEC industry; (2) they quit
preschool work due to low pay or high workloads; (3) they quit preschool due to
marriage or family responsibilities (see Figure 2.11). The disruption that such
decisions cause to preschools might be relieved if there were more family-friendly
policies regarding matters such as childbirth leave and benefits and convenient
childcare places for the children of preschool staff. Phases 2 and 3 of turnover can
occur any time in a staff’s career if the conditions for continuing to work are not
satisfied. Thus, improving remuneration and working conditions are proposed in the
literature to decrease staff attrition and turnover. Several researchers propose higher
salary, allowances, salary supplements, better working conditions, and -career
opportunities to encourage staff retention (Berry, Smylie & Fuller, 2008; Chen & Gau,
2011; Hanushek & Rivkin, 2007; Macdonald, 1999). In addressing working
conditions, the option of a shorter working day is important for women (Berry, Smylie
& Fuller, 2008; Hanushek & Rivkin, 2007). Improving the working conditions of
Taiwanese ECEC staff, particularly in private preschools, appears to be a necessary

objective to addressing quality as well as career opportunities in the sector.
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University or high school graduates
who have studied ECEC

Career planning:
Willing to work in preschool?

Decision to work in preschool

v

Satisfied with working conditions?
(Pay and benefits, working environment,
professional learning, principals’ leadership

Yes v

Staff retention

Marriage or
family responsibilities —
Willing to continue to work?

\ 4

Staff turnover Staff retention ||

Figure 2.11. Three phases of staff turnover.

2.7 The Relationship between ECEC Quality and Career Opportunities

Based on the review of the literature on ECEC quality and career opportunities in this
chapter so far, the relationships between ECEC quality and career opportunities in
preschool among stakeholders of preschool principals, teachers, parents, children, and
government are illustrated in Figure 2.12. Parents may express their judgments on
ECEC quality by choosing a preschool for their children. The government can make
use of policy, evaluation and funding to the ECEC industry to improve ECEC quality.

In addition, the government can improve policy and implementation regarding
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benefits, training and salary to enhance staff’s career opportunities (Duan, 2011) and

thereby indirectly enhance quality.

Communication
Preschool

Parent 9 Teacher
Qualification Workload
Fees Training 1 Working condition
. Passion alary
Expectation
A 4
ECEC g"licz Career
ualit enefit Opportunities
Q y orking Training pp
Outcome Environment | Salary A
Development Structure
process Outcome
. <
Children Preschool _ Government
Policy
Funding
Evaluation

Figure 2.12. The relationship between ECEC quality and career opportunities in
preschool.

Staff’s workload, working conditions and salary can influence the quality of the
service they provide and their decision to remain in the job or change to another job
(Chen, 2009; Chen & Gau, 2011; Cryer et al., 1999). The qualifications, training and
commitment of preschool teachers are also related to the quality of service. In turn,
ECEC quality can influence the life outcomes and development of the child (Chen &
Gau, 2008; Espinosa, 2002), and the development outcomes of children can provide
satisfaction to preschool staff and inspire them to continue in the career of ECEC. A
good preschool environment can also provide career opportunities for staff giving

them better motivation to work (Kyriacou, 1987). It can also encourage staff to
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support their colleagues and be more willing to undertake career development and
training to improve their competence. This can make a great difference to the quality
of ECEC. In addition, ECEC quality can be improved through close communication
between parents and preschool teachers and the involvement of parents as partners
through the use of communication diaries, email, instant messaging, telephone, and a

website message boards.

2.8 Conclusion

Katz’s (1993) categories of top-down, inside-out, and outside-in perspectives provide
a useful framework to evaluate and analyze the quality of service in preschools. This
chapter has explored the factors influencing ECEC quality and career opportunities in
Taiwanese preschools and made comparisons between preschools in Taiwan, Australia
and the USA to identify areas that may need improvement. Cryer et al.’s (1999) model
of Spheres of Influence on ECEC Programs has been used to analyze the factors
influencing quality of preschool service in preschools in each sphere. It has also
discussed the relationships between ECEC quality and career opportunities in
preschool among stakeholders. The following chapter describes and explains the

research methodology adopted for this study.
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Chapter Three
Research Methodology

3.1 Introduction to the Research Design

This study primarily explores factors influencing ECEC quality and career
opportunities in Taiwanese preschools and the relationship of career opportunities to
ECEC quality. It endeavors to identify strategies for improving ECEC quality and
career opportunities in the preschool profession in Taiwan. Katz’s (1993) theorization
of top-down, inside-out, and outside-in perspectives to explore the range of
stakeholder perceptions on ECEC quality and career opportunities. Spheres of
Influence model (Cryer et al., 1999) was applied in a review of the literature on ECEC
in Taiwan, in order to identify key issues in the sector and inform decisions about
appropriate further research. Decisions on which participants should be included in
the research were guided by this model. A range of researchers of ECEC quality
(Chen & Gau, 2011; Espinosa, 2002; Karvelas, 2012; NAEYC, 2008; Tseng’s, 2010),
and career opportunity (Chen, 2009; Chen & Gau, 2011; GAO, 2009; Hung, 2012;
Tout, Zaslow, & Berry, 2006; Whitebook et al., 2009) provide useful guidance for

data analysis.

The researcher interviewed parents (outside-in perceptions), teachers and principals
(inside-out perceptions) from three types of preschools as well as evaluators and a
government official (top-down perceptions) to evaluate ECEC quality and career
opportunities in Taiwanese preschools. Due to the cognitive and linguistic immaturity
of the children involved in ECEC, this study did not seek to incorporate child views of

their ECEC experience, but the inclusion of parents in interviews allowed for a
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second-hand account of the child’s experience from a non-professional “client”
perspective. Together, these perspectives define five categories of participants:

teachers, parents, principals, evaluators and a government official (GO).

The study was conducted as a qualitative case study. The qualitative approach was
deemed appropriate because of its suitability for collecting and analyzing data that
explores the values, beliefs, and subjective judgments of participants in their social
and experiential context (Creswell, 2008; Robson, 2011; Shank, 2002; Yin, 2009) and
thus for deeply exploring stakeholders’ views and perceptions regarding ECEC. The
study began with the collection of qualitative data in the form of focus group and
individual interviews, which were conducted in October 2011 with 39 participants in
13 sessions. Chapter Four presents the findings from the research established through

collection, coding, and analysis of the qualitative data.

This chapter describes and justifies the methodology of this research project. It
outlines the case study methodology that is adopted in this research project as well as
the process of collecting and analyzing data. In addition, this chapter explores ethical

considerations in the data collection process.

3.2. The Aim of the Research and Research Questions

The research aimed to expand current understanding of ECEC quality and career
opportunities for preschool teachers in Taiwan. It employed the case study approach
to frame and analyze the factors affecting quality career opportunities in private

preschools under the impact of severely low fertility rates in Taiwan.
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The research questions aim to identify and assess the factors influencing ECEC
quality and career opportunities, explore the relationship between ECEC quality and
career opportunities, and identify strategies for improving the sector in Taiwan in
relation to these factors. Specifically, the research questions are as follows:

(1) What are the key factors influencing ECEC quality in Taiwanese preschools?

(2) How might ECEC quality in preschools be improved?

(3) What are the key factors influencing career opportunities in Taiwanese preschools?
(4) How might career opportunities be improved for ECEC staff?

(5) What is the relationship between ECEC quality and staff’s career opportunities?

3.3. Methodology of this Research: Qualitative Case Study

This research concerns both ECEC quality and career opportunities in Taiwanese
preschools. In designing this study, it was critical to choose an appropriate
methodology so that the collection of data reflects the perspectives of stakeholders in
Taiwanese preschools. The research methodology chosen involved the selection of
three representative ECEC centers to conduct an in-depth case study on the views of
the stakeholders including staff, parents, evaluators and a GO regarding ECEC quality
and career opportunities. In order to explore the stakeholders’ views on key factors in
ECEC quality and career opportunities and how these might be improved, it was
critical that the data collection method provide detailed and comprehensive

information.

Comparisons of research methods in the literature about ECEC guided the selection of
the research design. Silverman (2000) observes that the choice of research design

depends on the nature of the research. While quantitative methods can obtain precise
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answers to highly focused research questions, qualitative research can capture the
experiences of participants, as Gay and Airasan (2003) point out. Qualitative research
may be defined as “empirical inquiry into meaning” (Shank, 2002, p.5). It investigates
how people make sense of their experience. Qualitative research investigates the why
and how of decision-making, usually involving individuals’ interpretation and making
sense of people’s behaviors (Bryman, 2004; Denzin & Lincoln, 2005). Jarvie (2012, p.
36) identifies five features of qualitative research:

1. Features an in depth analysis of an issue, event, entity, or process [. . .]

2. Is an attempt to explain a highly complex and/or dynamic issue or
process that is unsuited to experimental or quantitative analysis.

3. Includes a record of the views and behaviors of the players — it studies
the world from the perspective of the participating individual.

4. Cuts across disciplines, fields and subject matter.
5. Uses a range of methods in one study.

The first four of these features are particularly relevant to the research topic, which is
complex and multifaceted and involves a wide range of stakeholders. Chapter Two of
this thesis presented extensive statistical information pertaining to ECEC in Taiwan as
well as internationally suggesting that quantitative research is prevalent in the sector.
There is however, little in the literature which presents qualitative, personalized
accounts of the Taiwanese ECEC experience from the ranging perspectives of
participants. Such experiential data can provide an enriched understanding of the
sector and requires a qualitative approach. As this study aims to capture and
understand the stakeholders’ perceptions of ECEC quality and career opportunities, a

qualitative approach was adopted.

This research therefore employs a qualitative approach to data collection and

interpretive methods of data analysis, since such an approach allowed the researcher

79


http://h/

to interact with participants and explore their views regarding ECEC quality and
career opportunities in the context of low fertility and the implementation of CECA.
This research employs a case study framework, a key technique within qualitative
research, to organize the investigation. The case study method was chosen rather than
a field study or an ethnographic approach because the latter approaches tend to be
very time-consuming (Robson, 2011; Tedlock, 2003) and an exhaustive exploration of
the sector was not possible within the confines of a doctoral study. Grounded theory
was not employed because this research was not concerned with gathering data to
develop theory. Framing the Taiwanese sector as a case study and nominating several
schools from public and private operations as sample sub-category cases was deemed

the most appropriate approach given the constraints and objectives of the research.

3.4 The Case Study Methodology

The case study method can be utilized for an in-depth exploration of a number of data
sources to gain a more comprehensive picture of the issues (Yin, 2009). Case studies
use multiple data collection sources to identify problems and obtain suggestions to
solve a particular problem (Hamel, 1993; Yin, 2009). A qualitative case study uses
data collection to obtain in-depth information in context (Creswell, 2008; Yin, 2009).
The case study involved an initial review of the literature which was reported in
Chapter Two and which assisted the researcher to frame key issues and questions
relevant to a better understanding of ECEC in Taiwan. Field research was then
conducted in a variety of public and private preschools employing in-depth individual
interviews and focus group sessions to build detailed and complex data about how
parents, teachers and administrative stakeholders view ECEC quality and career

opportunities in the Taiwanese preschool. In accordance with the case study method, a
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comparatively small group of research participants was chosen, rather than a large

scale sample as may be appropriate for a survey, to allow for a more in-depth

investigation.

This focused qualitative research approach complements the government’s larger
scale approach which produces generalized data on the number of children, teachers,
and preschools in ECEC and other quantifiable factors characterizing the sector. Three
ECEC centers were chosen as subjects for case studies to investigate the typical deep
experience of parents, teachers and administrators in ECEC. A small number of
research sites allowed for more detailed questions of the participants and probing for
detailed and comprehensive experiential data that could promote a deep understanding
of the realities of participants in the context of ECEC. As a consequence of the limited
number of schools and interviewees, the research results may not be sufficiently
generalizable for firm conclusions to be drawn about the Taiwanese ECEC sector in
its entirety, nor ECEC quality and career opportunity as it exists across the region, but
they may allow the identification of important problems in ECEC in Taiwan and

possible solutions for stakeholders.

3.5 Data Collection Methods

Data collection methods for this research consisted of semi-structured focus group and
individual interviews with a suite of pre-set questions that allow open-ended answers
and facility for further comment, a strategy that provides participants with
opportunities to freely express their views on any topic associated with the study
(Creswell, 2008). The participants consisted of parents, teachers, and principals from

three types of preschools and three evaluators who have been authorized by local
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government to evaluate the quality of ECEC across a range of preschools. In addition,
a government officer in charge of ECEC evaluation was also interviewed to
understand the issues from the perspective of government. Parents were chosen since
they are the customers and make decisions on ECEC; teachers can have a great
influence on ECEC quality and also understand career opportunity issues. Principals
understand management techniques, social trends and policies can impact on ECEC

quality.

In order to have a better understanding of what influences ECEC quality and what
factors affect career opportunities for preschool teachers in Taiwan, this research
studied three types of preschools located in the southern region of Taiwan, including
one public nursery (PN), one privatized public nursery (PPN) which was built by

government but leased to private management, and one private kindergarten.

There is no substantive difference between nurseries and kindergartens, because
children are in the same age range, but there has been a tradition of employing ECEC
staff with higher qualifications in kindergartens. Therefore, the CECA implemented in
January 2012 is likely to cause transitional challenges for nursery centers. It also has
an impact on existing kindergartens, with tightened requirements such as improved
staff-child ratios for children age two to three. As the CECA legislation was
implemented during the process of this research, the implications for preschools as a
result of this change was explored by asking principals and evaluators “What impact

will the new MOE decisions have on ECEC centers?”
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Two focus group sessions were held, a teacher session and a parent session, in each
of the three preschools. The teacher’s focus group provided views from preschool
professionals, and the parent’s focus group provided the customers’ views. The
individual interviews were conducted with principals, evaluators, and a GO.
Principals were able to comment on outcomes of government evaluations of quality,
for example, whilst evaluators could express their views on the evaluation criteria of
quality, and the GO provided the government perspective. Parents and teachers were
not individually interviewed, since they could sufficiently express their views in
focus group discussion and are very busy with work and family.

Katz’s (1993) theory of organizational viewpoints (outside-in, inside-out, top-down)
was used to classify the perceptions of the various groups. The researcher
interviewed parents (outside-in perceptions) in focus groups, teachers (inside-out
perceptions) in focus groups, and principals (top-down perceptions) in individual
interviews 1in three preschools to provide a comprehensive, experience-based
understanding of ECEC quality and career opportunities in the preschool profession

in Taiwan.

An overview of the selected preschools, parents, teachers and principals is shown in
Table 3.1. Each focus group and interview was conducted and tape-recorded in
Mandarin, the official language of Taiwan, with the participants’ permission. The
interviews were transcribed in Chinese after the completion of the focus group
interviews or individual interviews. The Chinese transcripts were then translated into
English and verified by a professional translator to facilitate analysis and reporting

for doctoral submission.
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Table 3.1
Research Sample and Activities

. Privatized .
Jomole | putie | PR | vt vatuars | Gogemment
Nursery
Focus group
(teacher 5 teachers | 6 teachers 5 teachers N/A N/A
session)
Focus group
(parent 5 parents 5 parents 6 parents N/A N/A
session)
Iﬁ;‘ggé?ggl 1 principal | 1 principal 1 principal | 3 evaluators I gg\gﬁgem

3.5.1 Participant Selection

Only parents whose children had been attending the preschool for more than two
months and teachers with at least one year of experience in preschool were selected
for participation in the study by invitation. Three principal participants were chosen,
all of whom had at least one year of experience, which ensured an understanding of
the issues of policy and management in preschool provision. The criterion for the
selection of evaluators was experience of participation in preschool evaluations of

more than two cycles.

The evaluators were interviewed in order to understand the issues involved in
evaluations and the criteria for demonstrating ECEC quality from the evaluators’
perspective. The GO provided information to clarify issues related to government
policy and decisions on ECEC provision and quality. Invitations for voluntary
participation were offered to potential participants on a convenience basis, and as the
researcher has a history of employment in the sector, networks of relevant
professionals were identified through this experience. All participants were aged over
20 years. The participants were provided with a full letter of information (see

Appendix B2) explaining the objectives and process of this research prior to agreeing
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to be interviewed and their formal consent was received by the researcher. The

background information of the participants is shown in Table 3.2.

Table 3.2
Background Information Regarding the Participants
Income
o level
Ei{ggi?st Participant Gender| Age Se\:IrTnfgrﬂir) Education | Occupation|Qualification
1US$=30
NT
illfs)::lr(; BA. (Private
L ) 50000- |university - Principal’s
Iedividual Principal| M |40-50 60000 |ECEC Education certificate
interview department)
BA. (Private
) 20000- [university : Childcare
Teacher 1| F [40-50 30000 [ECEC Education certificate
department)
BA. (Private
) university . Childcare
Teacher2| F |30-40 | 20000 ECEC Education certificate
Public department)
nursery B.A. (Public
) 30000- [university . Teacher’s
F(')Fcelellscl(l}errofl Teacher 3| F [40-50 40000 [ECEC Education cortificate
p department)
BA. (Private
) university . Childcare
Teacher4| F [30-40 | 20000 ECEC Education certificate
department)
Teacher 5| F [20-30 | 20000 B.A | Bducation | Leacher’s
certificate
_ |Two-year
Parent 1 F (30-40 23%%%% college with | Business
diploma
Public 20000-
nursery Parent2 | F [20-30 30000 B.A Worker
Parent’s 40000- Government
Focus Group Parent3 | F130-40 [ 56000 B.A employee
Two-year
Parent4 | F |30-40 0 college with | Housewife
diploma
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Parent 5 30-40 0 B.A. Housewife
Privatized
public BA. (Private
nursery o ) 50000- |university . Principal’s
Principal 50-60 60000 |[ECEC Education certificate
Individual department)
interview
BA. (Private .
Teacher 1 30-40 23%%%%_ Erg\éecrsny Education (c?c}al;tli(lf;:él;fe
department)
BA. (Private .
Teacher 2 30-40 23%%%%_ Erg\éecrsny Education (c?clal;‘cli(if';:élarfe
department)
Privatized BA. (Private
r{) ublic 20000- [university . Childcare
ursery | Teacher 3 40-50 30000 |ECEC Education certificate
Teacher’s department)
Focus Group _
Teacher 4 30-40 23%%%% BA Education |No certificate
Teacher 5 30-40 23%%%%- BA Education (ggrltlidff(?;tee
BA. (Private '
Teacher 6 20-30 23%%%%- E%l\éeésuy Education (gg;‘[lidé?;tee
department)
_ [Two-year Small
Parent 1 60-70 56%%%% college with | business
diploma owner
Over .
Privatized | Parent2 40-50 60000 BA Business
public
nursery ) 20000- |-
Parent 3 30-40 30000 High school Free
Parent’s
Focus Group) paren 4 30-40 | 20000- Vocational | g, oo
30000 |high school
Two-year
Parent 5 20-30 0 college with | Housewife
diploma
Private
kindergarten } >
Principal 50-60 56%%%% Master | Education ;\fﬁfggtz
Individual
interview
Private | Teacher 1 50-60 | 30000- |[B.A. (Public | Education | Teacher’s
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kindergarten 40000 [university certificate
ECEC
Teacher’s department)
Focus Group
BA. (Private
20000- [university . Teacher’s
Teacher 2 30-40 30000 |ECEC Education certificate
department)
BA. (Private
20000- [university . Childcare
Teacher 3 20-30 30000 |ECEC Education certificate
department)
BA. (Private Childcare
20000- [university . certificate
Teacher 4 30-40 30000 |ECEC Education
department)
BA. (Private
20000- [university . Childcare
Teacher 5 20-30 30000 |ECEC Education certificate
department)
Parent 1 30-40 ‘g%%%%_ Master Business
Parent 2 30-40 34%%%%- BA. Business
Private Parent 3 30-40 56%%%%- BA. Worker
kindergarten
Parent’s | Parent 4 30-40 50000- BA Housewife
60000
Focus Group
Over Two-year
Parent 5 30-40 college with| Worker
60000 .
diploma
40000-
Parent 6 30-40 50000 BA Worker
Evaluator 40-50 | %€ | Ed.D | Education
Evaluators
Evaluator Over .
Individual 2 50-60 1 60000 PhD | Education
interview
Evalél ator 50-60 6%8?;0 Ed.D Education
Government
official Government Over Government
official >0-60 1 60000 BA Employee
Individual ploy
interview
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The demographic characteristics of the 39 participants in terms of gender, age,
educational background, and salary are summarized in the following tables. There
were 35 female (90%) participants but only 4 males (10%), as shown in Table 3.3.
This reflects the ECEC situation in Taiwan. Most staff are female and most female
parents take care of family ECEC issues. Most participants’ ages (51.3%) were in the
range 30-39 (Table 3.4), and most participants (69.2%) have bachelor’s degrees (Table
3.5). The median salary range was 20000-30000 NT (667-1000 AUD), accounting for

38.5% of participants (Table 3.6).

Table 3.3
Genders of the Participants
Gender Number of Participants Percent
Females 35 90
Males 4 10
Total 39 100

Table 3.4

Ages of the Participants
Age Number of Participants Percent
20-29 6 15.4
30-39 20 51.3
40-49 6 15.4
50-59 6 15.4
60-69 1 2.6
Total 39 100
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Table 3.5

Education Backgrounds of the Participants

Education Backgrounds Number of Participants Percent
High school 2 5.1
Two-year college with 5 12.8
diploma
BA 27 69.2
MA 2 5.1
Doctor 3 7.7
Total 39 100
Table 3.6
Salary of the Participants
Salary (NT) Number of Participants Percent
0 3 7.7
0-20000 3 7.7
20000-30000 15 38.5
30000-40000 3 7.7
40000-50000 3 7.7
50000-60000 6 15.4
Over 60000 6 15.4
Total 39 100

* 1 US Dollar = 30 NT Dollar, 1 AUD =30 NT

3.5.2 Focus Groups

Focus groups are usually used in qualitative research method to obtain in-depth data
and insights efficiently (Creswell, 2008). Focus group discussions can allow
participants of similar backgrounds to contribute their perceptions, views and

experiences. A semi-structured format was used for the focus groups — offering a
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series of prepared questions to guide the discussion but also providing opportunity for
freer conversation — to enable the interviewees to openly express their views,
perceptions, values, and feelings without diverging too far from the research topic

(Creswell, 2008).

The parents’ focus groups focused on the parents’ expectations and degree of
satisfaction with the process quality and structural quality of the preschool. These
focus group interviews were completed first so that the results could be used to inform
the teachers’ focus groups discussions. The teachers’ focus groups enabled the
researcher to gain an understanding of the teachers’ perceptions of the issues of ECEC
quality and career opportunities. The results of the focus group data together with the
earlier analysis of the relevant literature were useful as a reference for individual
interviews with principals, evaluators and government in the second phase of the

study.

Focus Groups Questions

The focus group questions, the information sheet and the consent forms were sent to
participants prior to their attending the focus groups. The focus groups were held for
one and a half hours to two hours. The structured questions for teacher groups and
parent groups are detailed in Table 3.7 and Table 3.8. Following these questions,
interviewees were encouraged to raise any issues or add any further comments they
felt were relevant. The identity of participants has been protected and the data

obtained from the focus groups was processed confidentially.
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Table 3.7
Questions for Teachers (Focus Groups)

Questions for Teachers

Related to Research Questions

1. What do you define as essential to high
quality ECEC?

1. What are the key factors
influencing ECEC quality in Taiwan?

2. What do you think of male teachers’
service in preschool?

1. What are the key factors
influencing ECEC quality in Taiwan?

3. How might ECEC quality be improved?

2. How might ECEC quality be
improved?

4. Do you consider teaching in preschool to
be a career? What career pathway do you
see for yourself in ECEC? What are the
reasons for high teacher turnover?

3. What are the key factors
influencing career opportunities in
the ECEC industry in Taiwan?

5. Do you think pre-service training is
important for your work? What kind of
university courses, pre-service training and
in-service training is needed for your work?

3. What are the key factors
influencing career opportunities in
the ECEC industry in Taiwan?

6. Do you have time for training or
continuing education?

3. What are the key factors
influencing career opportunities in
the ECEC industry in Taiwan?

7. How might career opportunities be
improved for ECEC staff?

4. How might career opportunities be
improved for ECEC staff?

8. How do teachers influence ECEC
quality? How can teacher retention be
improved?

5. What is the relationship between
ECEC quality and career
opportunities for ECEC staff?

9. What outcomes of government
interventions and evaluations to enhance
ECEC quality have occurred?

1. What are the key factors
influencing ECEC quality in Taiwan?

10. What impact has the Childhood
Education and Care Act had on ECEC
quality and career opportunities?

1. What are the key factors
influencing ECEC quality in Taiwan?

11. What impact do you think low fertility
rates have on ECEC quality? How can they
be improved?

1. What are the key factors
influencing ECEC quality in Taiwan?
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Table 3.8
Questions for Parents (Focus Groups)

Questions for Parents

Related to Research Questions

1. Why did you select this preschool? What
kind of services do you expect from the
preschool and teachers?

1. What are the key factors influencing
the quality of ECEC service in Taiwan?

2. What do you think of male teachers’ service
in preschool?

1. What are the key factors influencing
ECEC quality in Taiwan?

3. What could you do to support the preschool
and the teachers in delivering high ECEC
quality?

2. How might ECEC quality be
improved?

4. What factors or working conditions do you
think could influence a teacher in a preschool
to persist in preschool teaching as a career?

3. What are the key factors influencing
the career opportunities in ECEC
industry in Taiwan?

5. How might career opportunities be
improved for ECEC staff?

4. How might career opportunities be
improved for ECEC staff?

6. How do teachers influence ECEC quality?

5. What is the relationship between
ECEC quality and career opportunities
for ECEC staft?

7. Do you think a stable teacher can provide
better ECEC quality? How can teacher
retention be improved?

1. What are the key factors
influencing ECEC quality in Taiwan?

8. Do you get any support from government
for ECEC?

1. What are the key factors
influencing ECEC quality in Taiwan?

9. Are the results of government evaluations
important in choosing a school?

1. What are the key factors
influencing ECEC quality in Taiwan?

10. Do you know of the Childhood Education
and Care Act? How do you think this law
affects ECEC quality?

1. What are the key factors
influencing ECEC quality in Taiwan?

11. What measures do you think can be taken
to encourage families to have more children?

1. What are the key factors
influencing ECEC quality in Taiwan?

12. How does access to ECEC impact on a
family’s decision to have children?

1. What are the key factors
influencing ECEC quality in Taiwan?

3.5.3 Individual Interviews

The individual interviews were held at three preschools in Taiwan in October 2011.

These interviews were able to provide important sources of information for this

research. Semi-structured interviews were
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interviews to allow interviewees to express their views sufficiently. The individual
interview questions considered relevant literature to allow an exploration of more in-

depth issues than in the focus group interviews.

Interview Questions
Interviews were held for about one hour to two hours. The semi-structured questions

for principals, evaluators and the GO related to the research questions are listed in

Table 3.9, Table 3.10, and Table 3.11 respectively.

Table 3.9

Questions for Principals (Individual Interviews)

Questions for Principals

Related to Research Questions

1. What do you define as essential to high
quality ECEC?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. What impact do you think low fertility rates
have on ECEC quality? How can they be
improved?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. How might ECEC quality in
preschools be improved?

3. What do you think of male teachers’ service
in preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

4. How might ECEC quality be improved?

2. How might the quality of ECEC
services be improved?

5. Are teachers required to do practice training
before taking an ECEC job? What kind of pre-
service training is required?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

6. Do you think current teacher-training
courses at university are sufficient for
teachers? What kinds of courses might need to
be added?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

4. How might career opportunities be
improved for ECEC staff?
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7. Do you think in-service training is
important for teachers? What kind of in-
service training courses are most effective?
Do you find time to do in-service training for
teachers? How often?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

4. How might career opportunities be
improved for ECEC staff?

8. How do you select a teacher to teach in
your school? What kinds of quality of teachers
are required for your preschool? What kind of
work experience should teachers have in your
preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. How might ECEC quality in
preschools be improved?

9. What do you think are the reasons for high
teacher turnover rates?

3. What are the key factors
influencing career opportunities in
Taiwanese preschools?

10. How might career opportunities be
improved for ECEC staff?

4. How might career opportunities be
improved for ECEC staff?

11. How do teachers influence ECEC quality?

5. What is the relationship between
ECEC quality and staft’s career
opportunities?

12. Do you think providing a stable teacher
can improve ECEC quality? How can teacher
retention be improved?

4. How might career opportunities be
improved for ECEC staff?

13. What support do you receive from the
government?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

14. What are the outcomes of regular
evaluations of ECEC quality in ECEC centers
in terms of enhancing ECEC quality?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

15. Does your school have children from low
income families? Is any help available from
government and/or your school? Do you think
government measures to address educational
quality and support low-income families are
sufficient?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. How might ECEC quality in
preschools be improved?

16. What needs to change in order to provide
government regulations and evaluations that
better suit local conditions and needs?

2. How might ECEC quality in
preschools be improved?

17. How do you think the government might
decrease the number of unregistered
preschools and illegally registered preschools?

2. How might ECEC quality in
preschools be improved?

18. What is the impact of the Childhood
Education and Care Act on ECEC quality and

1. What are the key factors influencing
ECEC quality in Taiwanese
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career opportunities?

preschools?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

19. To what extent do you think access to
ECEC is linked to family decisions about
whether to have children?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

20. Is there anything else you would like to
add about ECEC quality and career
opportunities?

Table 3.10

Questions for Evaluators (Individual Interviews)

Questions for Evaluators

Related to Research Questions

1. What do you think are the key factors
limiting ECEC quality in Taiwan now?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. What impact do you think low fertility rates
have on ECEC quality? How can they be
improved?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

3. What do you think of male teachers’ service
in preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

4. How might the quality of ECEC quality be
improved?

2. How might ECEC quality in
preschools be improved?

5. How would you describe career
opportunities in ECEC in Taiwan? How might
career opportunities be improved?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

4. How might career opportunities be
improved for ECEC staff?

6. Are current pre-service and in-service
training requirements adequate?

1. How might career opportunities be
improved for ECEC staff?

7. Do you think current teacher-training
courses at university are sufficient for
teachers? What kinds of courses might need to
be added?

1. How might career opportunities be
improved for ECEC staft?
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8. What do you think are the reasons for high
teacher turnover?

1. How might career opportunities be
improved for ECEC staff?

9. How do teachers influence ECEC quality?

5. What is the relationship between
ECEC quality and staff’s career
opportunities?

10. Do you think providing a stable teacher
can improve ECEC quality? How can teacher
retention be improved?

4. How might career opportunities be
improved for ECEC staff?

5. What is the relationship between
ECEC quality and staff’s career
opportunities?

11. What are the qualifications required to be
an evaluator? What kind of work experience
should an evaluator have?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

12. Approximately how long does it take to
evaluate a preschool? How many times is each
preschool evaluated over a given period of
time?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

13. How important is evaluation in
maintaining ECEC quality? How might the
evaluation process be improved?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

14. Do you think government regulations and
evaluation fit local conditions and needs?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

15. Do you think government measures to
promote equitable access for low income
families are sufficient? Why?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

16. What suggestions do you have for
changing the funding of ECEC in order to
improve access to ECEC?

2. How might ECEC quality in
preschools be improved?

17. How do you think we can decrease the
number of unregistered preschools and illegal
registered preschools? ?

2. How might ECEC quality in
preschools be improved?

18. What is the impact of the Childhood
Education and Care Act on ECEC quality?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

19. What is the impact of the Childhood
Education and Care Act on career
opportunities?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?
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20. Is there anything else you would like to
add about ECEC quality and career
opportunities?

Table 3.11

Questions for the Government Official (Individual Interview)

Questions for Government Office

Related to Research Questions

1. What do you define as essential to high
quality ECEC?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. What impact do you think low fertility rates
have on ECEC quality? How can they be
improved?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

2. How might ECEC quality in
preschools be improved?

3. How do you think of male teachers’ service
in preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

4. How might evaluations be utilized to
improve ECEC quality?

2. How might ECEC quality in
preschools be improved?

5. How would you describe career opportunity
in ECEC in Taiwan? How might career
opportunity be improved?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

4. How might career opportunities be
improved for ECEC staff?

6. Are current pre-service and in-service
training requirements adequate?

4. How might career opportunities be
improved for ECEC staff?

7. Do you think the courses undertaken by
future preschool teachers at university are
adequate? What kinds of courses need to be
added?

4. How might career opportunities be
improved for ECEC staft?

8. What are the reasons for high teacher
turnover?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

9. How do teachers influence ECEC quality?

5. What is the relationship between
ECEC quality and staff’s career
opportunities?

10. Do you think providing a stable teacher

4. How might career opportunities be
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can improve ECEC quality? How can teacher
retention be improved?

improved for ECEC staff?

11. How long does it take to evaluate a
preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

12. Are there any changes that should be made
to current evaluation procedures?

2. How might ECEC quality in
preschools be improved?

13. How often are preschools required to be
evaluated?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

14. What kind of work experience and
qualifications are required in order to become
an evaluator? Are the outcomes of evaluations
an accurate measure of the ECEC quality in a
preschool?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

15. Do you think government regulations and
evaluations are suitable for local conditions
and needs?

2. How might ECEC quality in
preschools be improved?

16. Do you think government measures to
promote equity in ECEC and to make it
affordable for low-income families are
sufficient?

2. How might ECEC quality in
preschools be improved?

16. How can the number of unregistered
preschools and illegally registered preschools
be decreased?

2. How might ECEC quality in
preschools be improved?

17. Do you think access to ECEC is an issue
that impacts on a family’s decision to have
children? What changes do you think need to
occur in Taiwanese ECEC that might
encourage families to have more children?

2. How might ECEC quality in
preschools be improved?

18. What is the impact of the Childhood
Education and Care Act on ECEC quality and
career opportunities?

1. What are the key factors influencing
ECEC quality in Taiwanese
preschools?

3. What are the key factors influencing
career opportunities in Taiwanese
preschools?

19. Is there anything else you would like to
add about ECEC quality and career
opportunities?
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3.6 Data Analysis

Data analysis involves the manipulation of raw data collected from various sources by
organizing, ordering, evaluating and examining the data using analytical and logical
reasoning to extract useful information to form findings or conclusions. Creswell
(2008, pp. 156-157) presents the following sequence of data analysis methods for the
case study methodology:
1. Create and organize files for data.
2. Read through text, making margin notes, form initial codes.
3. Describe the case and its context.
4. Use categorical aggregation to establish themes or patterns.
5. Use direct interpretation.
6. Develop naturalistic generalizations.
7. Present in-depth picture of the case using narrative, tables, and figures.
This research utilized Creswell’s seven methods to carry out data analysis. All the
interviews were recorded electronically, transcribed in Chinese and translated into
English by a qualified translator. The resulting text was carefully read to identify
themes, and notes were taken that formed the basis of initial codes, which were used
to categorize emerging themes as well as to identify notable exceptions. After coding,
the data was re-examined and compared within the categories and across categories to
link the categories together to form the basis of a description or an integrated
explanation of the topic (Rubin & Rubin, 1995). The data analysis sequence can be
summarized in the following steps:
e Transcribing interviews
e Reading transcriptions in Chinese (to enable exploration of the nuances of the
participants’ answers and a better and deeper understanding of the data)
e Translating transcripts into English

e Analyzing data and finding common themes

e Coding themes and thematic comments
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e Determining themes and identifying anomalies

e Examining and comparing the data

e Building a logical chain of findings

3.7 Schedule and Code of Focus Groups and Individual Interviews

The schedule of research activities (focus groups and individual interviews) outlined

in Table 3.12 was for October, 2011, and the codes for the participants in focus groups

and individual

interviews are illustrated in Table 3.13.

Table 3.12
Schedule of Focus Groups and Individual Interviews
Date Interviews II\’IalllrrtIil(l:)i;raﬁtfs Duration

5th Oct 2011 |Individual interview with public nursery principal 1 1.5h
5th Oct 2011 |(Teacher’s Focus Group) public nursery 5 1.5h
12th Oct 2011 [(Teacher’s Focus Group) privatized public nursery 6 1.5h
12th Oct 2011 [Individual interview with evaluator A 1 1h
13th Oct 2011 {Individual interview with evaluator B 1 1h
13th Oct 2011 |(Parent’s Focus Group) privatized public nursery 5 1.5h
13th Oct 2011 II)I;?;\C/:S;&H interview with privatized public nursery 1 15h
14th Oct 2011 |{Individual interview with Government official 1 1.5h
15th Oct 2011 |(Parent’s Focus Group) private kindergarten 6 1.5h
19th Oct 2011 {Individual interview with evaluator C 1 1h
19th Oct 2011 [Individual interview with private kindergarten principal 1 2h
19th Oct 2011 |(Teacher’s Focus Group) private kindergarten 5 2h
21st Oct 2011 |(Parent’s Focus Group) public nursery 5 1.5h
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Table 3.13
Code for the Participants in the Focus Groups and Individual Interviews

Code Interviews of I;I;lrﬁtril(l:)i;rant
IPNP Individual interview with public nursery principal 1
GPNT1~5 [(Teacher’s Focus Group) public nursery 5
GPNP1~5 |(Parent’s Focus Group) public nursery 5
VNP errizlllc)lglal interview with privatized public nursery 1
GVNTI1~6 [(Teacher’s Focus Group) privatized public nursery 6
GVNP1~5 |(Parent’s Focus Group) privatized public nursery 5
IVKP Individual interview with private kindergarten principal 1
GVKTI1~5 ((Teacher’s Focus Group) private kindergarten 5
GVKPI1~6 |(Parent’s Focus Group) private kindergarten 6
IE1~3 Individual interview with evaluator 1~3 3
IG Individual interview with government official 1

3.8 Ethical Considerations

The participants in focus groups and individual interviews were provided with
detailed information about the purpose and processes of the research. Participants
were required to sign consent forms prior to participation in focus groups and
interviews. Consent and the information letters are included in Appendix B2. The
information obtained from participants is confidential. The identification of all
participants and schools has been altered by using pseudonyms, and will not be
identified in any publications. These ethical guidelines conform to Australian and
Taiwanese regulations, and this project has received CQUniversity Human Research

Ethics Committee approval for this research project (see Appendix B1).
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3.9 Validity of the Research

Lincoln and Guba (1985) suggest that qualitative research trustworthiness can be
evaluated using the criteria of credibility (confidence in the findings), dependability
(consistency of the findings), confirmability (lack of researcher bias), and
transferability (applicability in other contexts). Credibility, according to Lincoln and
Guba (1985), can be demonstrated by means of the criteria of prolonged engagement,

persistent observation, triangulation, and peer debriefing.

This research used the peer debriefing technique to achieve credibility by discussing
results in depth with the supervisory team of academic and professional staff, and also
demonstrated credibility through triangulation of data and prolonged engagement.
Interviewing five categories of participants allowed the researcher to uncover biases,
perspectives and assumptions. The technique of triangulation of sources is used with
interviews in public and private preschools, comparing the viewpoints of the five
categories of participants, and reviewing literature (Patton, 1999). Dependability was
achieved through careful choice of methods and checking of consistency in
conclusions and their relationship with the data. For confirmability, the Audit Trail has
been observed, with all audio tape transcripts, records, and letters retained to allow

verification as needed.

3.10 Conclusion

Based on the literature review in Chapter Two presenting the issues pertaining to
ECEC quality and career opportunities in the preschool profession in Taiwan, a
qualitative research methodology was constructed to explore the key contributing

factors to ECEC quality and career opportunities from the perspective of key
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stakeholders. This research used a qualitative case study methodology, collecting data
from three categories of preschools through focus group interviews with parents and
teachers and individual interviews with principals. The data were coded and analyzed
to generate key themes and findings as well as suggestions related to ensuring ECEC
quality and career opportunities in Taiwanese preschools. The next chapter presents

and discusses these results.
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Chapter Four

Findings and Discussion

The previous chapters have presented a literature review and methodology of a case
study exploring ECEC quality and career opportunities in Taiwanese preschools and
identifying strategies for improvement in these areas. This chapter presents findings
derived from interview data obtained from focus group interviews with teachers and
parents and from individual interviews with principals in three types of preschools (a
Public Nursery (PN), a Privatized Public Nursery (PPN), and a Private Kindergarten
(PK)). This chapter also presents and discusses findings from interviews conducted
with sector-wide interest groups (3 evaluators and a GO) in a city located in the
southern part of Taiwan. The following questions were central to this research project:

(1) What are the key factors influencing ECEC quality in Taiwanese preschools?

(2) How might ECEC quality in preschools be improved?

(3) What are the key factors influencing career opportunities in Taiwanese

preschools?
(4) How might career opportunities be improved for ECEC staff?

(5) What is the relationship between ECEC quality and staff’s career opportunities?

This chapter is structured to address these key questions by summarising the
responses from the five interviewee categories (teachers, parents, principals,
evaluators, and the GO) for each question, then analysing the interview data for each
question in turn. The interviewee comments are analysed and categorized into themes,
and similarities and differences of opinion on each theme are explored. The interview

data were analysed and evaluated within a conceptual framework that draws on the
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work of Katz (1993), Cryer et al. (1999) and Espinosa (2002), as detailed in Chapter

Two.

This chapter is organised into four sections associated with key interview questions
and emerging themes. The first section describes participants’ perceptions of the key
factors influencing ECEC quality identified by a count of frequency of utterance and
reported for each participant group and sub-group to identify similarities and
differentials in emphasis across the sector. Following from this, the factors identified
by participants as critical to quality ECEC are discussed individually and in depth and
explore the meanings ascribed to these factors by participants. In addition,
participants’ suggestions on how to improve ECEC quality are presented. The second
section explores participants’ perceptions of the key factors influencing career
opportunities in preschools and their suggestions on how to improve the career
opportunities of the staff. The third section explores the relationship between ECEC
quality and career opportunities in preschools, and the fourth section concludes this

chapter.

4.1 What are the Key Factors Influencing ECEC Quality?

Responses to the ECEC quality-related questions elicited from the five participant
categories generated a total of seven identifiable common themes, but due to varying
vocational perspectives and experiences, the participants in each specific employment
or stakeholder category focused on different quality factors. In answering research
question 1, ‘What are the key factors influencing ECEC quality in Taiwanese
preschools?’, the following common themes were identified: teacher quality, teaching

and caring, government policy, physical environment, staff-child ratios, principals’
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leadership and parent-teacher communication. These key factors in ECEC quality
were identified across the thirteen participant groups and are listed by frequency of
occurrence in the interviews in Table 4.1 (Appendix Al). Priority topics for each
group were identified by the number of times they were mentioned by each of the
groups in analysis of interview transcripts. Frequency of occurrence may be an
indication of the emphasis and concern placed by participants on certain issues. This
may be used as a priority indicator of the ECEC quality perceptions of the participant
groups. In addition, interview durations are provided in Table 4.1 as a reference for

the interpretation of the frequency of occurrence.

The following description of the interviews with the PN groups may be used as an
example to illustrate and interpret Table 4.1. In the individual interviews, the PN
principal considered teacher quality, teaching and caring, government policy, physical
environment, staff-child ratios, and principals’ leadership to be key factors. The
frequencies with which these factors were mentioned are 134, 64, 61, 14, 8, and 5
times respectively. It is quite obvious that teacher quality stands out as the key factor.
The PN teachers’ focus group considered teacher quality, teaching and caring,
government policy, physical environment, parent-teacher communication, staff-child
ratios, and principals’ leadership as key factors, mentioned 26, 18, 9, 9, 6, 5, and 2
times respectively. The PN parents’ focus group considered teacher quality, teaching
and caring, government policy, parent-teacher communication, staff-child ratios, and
principals’ leadership as key factors, mentioned 94, 44, 21, 5, 1, and 1 times

respectively.
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It is important to note and explain that Chinese-English translation was required for
analysis and reporting of participant interview transcripts and that English terms used
to describe these themes often corresponded to several words or phrases in Chinese.
Thus, “teacher quality” refers to the quality of “teachers”, an English word

corresponding to three different terms in the interviews: “Fi&”, “ZZHl” and “ZHf”.

Each mention of these Chinese words in reference to quality was counted as an
instance of the “teacher quality” theme. The theme of “teaching & caring” in the

interviews was counted with reference to the Chinese words “#{” or “ZE2” (both

translated as “teaching”) and “HEEH”, “frE”, and “JL.F” (translated as “caring”).

The frequency of “government policy” in the interviews was counted with reference

to the Chinese terms “E{JFf” (“government”), “HEF 5" (MOE) and “NEEL” (MOI)

— all referring to government, and “E{5” (“policy™).

The research participants can be usefully understood to form two distinct groups,
namely sector-wide interest groups (evaluators and the GO) and the preschool-based
groups (principals, teachers and parents), who have an immediate and intimate
experience of ECEC specific to a preschool. The work of the evaluators and GO
involves monitoring and enforcing government policy and regulations. There were
nine preschool-based groups and four individuals from sector-wide groups (three

evaluators and the GO).

A summary of the emphasis placed on the seven major themes identified by
preschool-based groups compared with sector-wide groups is provided in Table 4.2
(Appendix Al). All participant groups emphasized the importance of teacher quality,

teaching and caring, and government policy on ECEC quality. The emphasis on
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teacher quality and teaching and caring may be related to the Confucianism
underlying Taiwanese cultural values emphasising respect for teachers and the
importance of study for children (Tran, 2013). Participants were also quite aware the
government can make policy to allocate resources that influence ECEC quality. A
significant divergence emerged between the concerns of schools-based groups and
sector-wide groups on the importance of parent-teacher communication, staff-child
ratios, principals’ leadership and physical environment, with the GO and evaluators
placing far less emphasis on these factors than the schools-based groups. Staff-child
ratios and physical environment were mentioned by only six out of the total of
thirteen groups. The data suggest that staff-child ratios and physical environment have
a lower priority than other factors for all groups. These two factors, plus principals’
leadership, received a particularly low number of mentions by the non-preschool-
based group (principals’ leadership and staff-child ratios were mentioned once each in
this group; physical environment was not mentioned at all). Thus, the priority factors
in ECEC quality as measured by the number of participant groups referring to them
are ranked in the following order: teacher quality, teaching and caring, government
policy, parent-teacher communication, principals’ leadership, staff-child ratios, and
physical environment. The top three priorities of ECEC quality factors as perceived
by the thirteen participant groups are shown in Figure 4.1. Two evaluators considered
teaching and caring as top priorities. This suggests that teaching and caring is the
major focus of evaluations. The majority of the participant groups (eleven of the
thirteen) considered teacher quality as a top priority factor, and the majority of the
participant groups (ten of the thirteen) considered teacher quality, teaching and caring,

and government policy to be the ECEC quality factors with the highest priority.
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Figure 4.1. The top three ECEC quality factors.

Key Factors in the Public Nursery Participant Groups

The priorities given to factors influencing ECEC quality as perceived by the PN
participant groups are measured by frequency of reference and shown in Figure 4.2.
The principal, teachers and parents were in agreement that the top three priority
factors were teacher quality, teaching and caring, and government policy. The
principal and teachers considered the fourth key factor to be physical environment,
but parents did not mention it, instead considering parent-teacher communication as
the fourth key factor. Two other factors on which teachers, parents, and principals did

not agree in terms of priority were staff-child ratios and principals’ leadership.

Views on quality in public nursery

@ Teacher quality
B Teaching & Caring

O Government policy

Quality priority

O Physical environment
M Staff-child ratios
O Principal's leadership

B Parent-teacher
communication

Principal Teacher Parent
Participant categories in public nursery

Figure 4.2. High-priority ECEC quality factors as perceived by the PN groups.
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The key factors influencing ECEC quality as perceived by the PN principal, teachers,
and parents are illustrated in Figure 4.3. The three groups were in agreement that
teacher quality, teaching and caring, government policy, staff-child ratios, and
principals’ leadership were essential factors. The finding that the principal, teachers
and parents all identify staff-child ratios as a key factor may be connected with the
less privileged SES of the children in the PN. Other participant groups did not place
the same emphasis on staff-child ratios: for example, staff-child ratios were mentioned
by only two out of three groups in the PPN, one out of three groups in the PK, one of
three evaluators, and were totally neglected by the GO. Children from low SES
backgrounds are living in an environment where there are limited funds available,
where they may lack learning resources such as books, play equipment, toys and
computers, and where they may be less likely to receive adequate care at home. As a
result, they are likely to encounter more educational difficulties than those with
medium or high SES in areas such as language skills, nutrition, and emotional and
behavioral regulation (Devlin and O’Shea, 2010; Jonassaint, Siegler, Barefoot,
Edwards, & Williams, 2011). Thus, these children are more likely to have language,
emotional or behavior issues that require more management and attention from
teachers (Devlin and O’Shea, 2010). Supplying this extra management and attention is
only feasible in classrooms with high staff to child ratios. In low staff to child ratio
scenarios, teachers would not have adequate time to provide individual attention to
children and the needs of low-SES children would be difficult to accommodate. In the
public nurseries in the research sample of this project, concern about staff to child
ratios was strongly communicated and low SES families were predominant in the

client base.
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Other key factors were physical environment and parent-teacher communication. The
PN principal and teachers agreed that physical environment was a key factor. The PN
has limited indoor space and no outdoor space and facilities since it shares space in a
community center, but the principal and teachers expressed hope that government
subsidies might allow them to gain access to better facilities. Teachers and parents
were in agreement that parent-teacher communication was an important factor

because of their personal experience of its importance.

Teachers mentioned all seven factors. Teachers’ greater awareness of the full range of
factors affecting ECEC quality is not surprising given their intimate and
comprehensive involvement in the functioning of the preschool. Parents did not
mention physical environment as a factor, presumably because it is not a key priority
for them. Since PN fees are usually much lower than private nursery fees, these
parents may have low expectations in regard to the physical environment. The

principal did not mention parent-teacher communication as a key factor, presumably

because the principal is not directly involved in such communication.

Physical
environment
eaching and caring
Teacher’s
quality

taff-child ratios Parent-teacher
Government communication
policy
Principals’
leadership

Figure 4.3. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the PN participant groups.
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Key Factors in the Privatized Public Nursery Participant Groups

The priorities given to factors influencing ECEC quality by PPN participant groups
are shown in Figure 4.4 (Appendix A2). The principal, teachers and parents were in
agreement that the top two priority factors were teacher quality and teaching and
caring. The principal and teachers considered the third priority factor to be
government policy, but the parents’ third priority was parent-teacher communication.
The principal and teachers’ fourth priority factor was staff-child ratios, but the parents’
fourth priority was government policy. There was no agreement on the priorities of the

remaining factors among these three groups.

The key factors influencing ECEC quality as perceived by the PPN principal,
teachers, and parents are illustrated in Figure 4.5. The principal, teachers and parents
were in agreement that teacher quality, teaching and caring, and government policy
were essential factors. The principal and teachers agreed that staff-child ratios were a
key factor. The principal and parents were in agreement that physical environment
was an important factor. Teachers and parents agreed that principals’ leadership and
parent-teacher communication were essential factors. The teachers did not mention
physical environment as a key factor, perhaps because their facilities are neither
particularly spacious nor inadequate and cramped. The parents did not mention this
factor either, perhaps because of low expectations given the low fees charged by the
PPN. Participants from the PPN and PN prioritise the same three key factors
contributing to quality of ECEC in Taiwan, that is: teacher quality, teaching and

caring and government policy.
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The staff to child ratio factor was mentioned by all three groups in the PN, but it was
not mentioned by the PPN teacher group. The socio-economic characteristics of the
children attending the different ECEC centers may at least partly explain this, as the
PN has many children from low SES background who have been found to need more
attention, while most children in the PPN are from mid to high SES backgrounds and

do not have the same level of need for attention from staff.

_______________________________________________________________
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Figure 4.5. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the PPN participant groups.

Key Factors in the Private Kindergarten Participant Groups

The priorities given to factors influencing ECEC quality as perceived by PK
participant groups are shown in Figure 4.6 (Appendix A2). The principal, teachers and
parents were in agreement that the top three priority factors were teacher quality,
teaching and caring, and government policy. The principal and parents considered the
fourth key factor to be physical environment, but teachers did not mention it, instead

considering principals’ leadership to be the fourth priority factor. All participant
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groups considered the fifth factor to be parent-teacher communication. There was no
agreement on the priorities of the remaining factors among these three groups.

The key factors influencing ECEC quality as perceived by the PK principal, teachers,
and parents are illustrated in Figure 4.7. The principal, teachers and parents agreed
that teacher quality, teaching and caring, government policy, parent-teacher
communication, and principals’ leadership are essential factors. The principal and
parents were in agreement that physical environment is an important factor. Only
parents mentioned staff-child ratios as an essential factor. This difference in responses
suggests that the principal and teachers place less importance on staff-child ratios than
parents do. Parents mentioned all seven key factors, perhaps because of higher
expectations regarding ECEC quality associated with the high SES of most of the

parents in this group.

PK

eaching and caring
Teacher’s
quality
Parent-teacher
communication
Principals’
. leadershi
Physical P
environment
Staff-child ratios

S e g 1

igure 4.7. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the PK participant groups.

Parent

The priority given to each ECEC quality factor by the principals of the three

preschools is shown in Figure 4.8 (Appendix A2). All three principals were in
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agreement that the top three factors in ECEC quality are teacher quality, teaching and
caring, and government policy. There was no agreement on the priorities of the

remaining factors among principals.

The seven key factors influencing ECEC quality from the perspectives of principals in
the three preschools are illustrated in Figure 4.9. All the principals agreed that teacher
quality, teaching and caring, government policy, and physical environment are key
factors. The PN and PPN principals were in agreement that staff-child ratios are an
essential factor. The PN and PK principals were in agreement that principals’

leadership is an important factor.

Staff-child
ratios

Teacher’s
quality

Principals

eaching and
caring

Government
policy

Physical
environment

Principals’
leadership

Parent-teacher
communication

Figure 4.9. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the principals in the three types of preschool.

Key Factors in ECEC Quality according to Teachers
The priorities given to factors influencing ECEC quality by the teachers in the three

preschools are shown in Figure 4.10 (Appendix A2). All teacher groups were in
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agreement that the top three priority factors influencing ECEC quality are teacher
quality, teaching and caring, and government policy. There was no agreement on the
priorities of the remaining factors among these teacher groups. The seven key factors
influencing ECEC quality from the perspectives of teachers in the three preschools are
shown in Figure 4.11. All teacher groups agreed that quality, teaching and caring,
government policy, parent-teacher communication and principals’ leadership are key
factors. The PN and PPN teacher groups were in agreement that staff-child ratios are
an essential factor. Only the PN teacher group considered physical environment to be
an essential factor. The reason that PK teachers did not mention staff-child ratios
could be that their children were mostly from higher-SES families, who usually have
better social and academic ability and make fewer demands on the teachers (Aikens &
Barbarin, 2008; Morgan, Farkas, Hillemeier, & Maczuga, 2009). These children may
have better academic ability in areas such as mathematics or language and fewer

problems such as inattention and uncooperativeness than children from low-SES.

Teacher
groups

Physical
environment

Staff-child
ratios
Teacher’s Teaching and
quality caring
Government Principals’
policy leadership
Parent-teacher
communication

Figure 4.11. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the teacher groups in the three types of preschool.
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Key Factors in ECEC Quality according to Parents

The priorities given to factors influencing ECEC quality by the parent groups in the
three preschools are shown in Figure 4.12 (Appendix A2). All three parent groups
were in agreement that the top two factors influencing ECEC quality are teacher
quality and teaching and caring. The third priority factor for PN and PK parents was
government policy, but for PPN parents was parent-teacher communication. There
was no agreement on the priorities of the remaining factors among these parent
groups. The seven key factors influencing ECEC quality as perceived by the parent
groups in the three preschools are illustrated in Figure 4.13. The three parent groups
agreed that teacher quality, teaching and caring, government policy, parent-teacher
communication and principals’ leadership are key factors. In addition, the PN and
PPN parent groups considered physical environment to be an essential factor. Of the
three preschools in the research sample, the PN has limited indoor space and no
outdoor space and facilities since it shares space in a community center. The PPN has
sufficient indoor space, but lacks outdoor space and facilities. The PK has a large
outdoor space and indoor space, and parents are quite happy with the good facilities,
considering physical environment as a key factor. It appears that the amount of indoor
and outdoor space available to each school is inconsistent, which may limit the
capacity of schools to deliver high quality care. Although regulation of the space
requirements for ECEC exists in Taiwan, most public nurseries do not satisfy the
space requirement since they are sharing with community centers. In addition,
unregistered private nurseries and kindergartens do not meet the space requirement.
This space issue is further complicated by the passing of the CECA Act on January

2012. All nurseries have been compelled by the new legislation to convert to
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preschools and are now required to meet stricter space requirements that are difficult

for them to achieve.

Parent
groups

Teacher’s Teaching and
quality caring
Government Principals’
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Figure 4.13. Venn diagram indicating the key factors influencing ECEC quality as
perceived by the parent groups in three types of preschool.
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Key Factors according to Evaluators and the Government Official

The priorities given to factors influencing ECEC quality by evaluators are shown in
Figure 4.14 (Appendix A2). Evaluator A and Evaluator B both mentioned three factors
(teaching and caring, teacher quality, and government policy, in order of priority),
while Evaluator C mentioned six, of which the top three were teacher quality, teaching
and caring, and government policy. The key factors influencing ECEC quality as
perceived by evaluators are illustrated in Figure 4.15. The factors influencing ECEC
quality as perceived by the GO are shown in Figure 4.16 (Appendix A2). The GO
considered teacher quality, teaching and caring, government policy, and parent-teacher

communication as the four top priority factors.
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Figure 4.15. Venn diagram indicating the key factors influencing ECEC quality as
perceived by evaluators.

Key Factors for the School-based Groups and Sector-wide Groups

The key factors influencing ECEC quality were compared between preschool-based
groups and sector-wide participant groups as shown in Figure 4.17. Preschool-based
groups were in agreement that there were seven key factors influencing ECEC
quality: teacher quality, teaching and caring, government policy, staff-child ratios,
principals’ leadership, physical environment and parent-teacher communication.
Sector-wide groups agreed on the importance of teacher quality, teaching and caring,
government policy, and parent-teacher communication as factors. Preschool-based
groups were quite concerned about all seven factors, while the sector-wide groups did
not put physical environment as a priority. The evaluators considered staft-child ratios
and principals’ leadership to be key factors, while the GO did not consider them a

priority.
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Figure 4.17. Venn diagram indicating the key factors influencing ECEC quality as
perceived by preschool-based groups and sector-wide groups.

Summary of Perceptions of Key ECEC Quality Factors

It is clear from analysis of interview transcripts that teacher quality was considered
the most important factor affecting the quality of ECEC in Taiwan by all stakeholders.
In general, there were no clear disagreements on the top three factors of ECEC quality
but there were some discrepancies regarding the fourth to seventh priority factors
among the different participant categories and groups. For example, all participant
groups considered teacher quality, teaching and caring, and government policy as key
factors in ECEC quality, and ten of the thirteen participant groups considered these

three factors as top three priority factors in ECEC quality.
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There was, however, a difference in emphasis, with some participant groups focusing
more on particular items. This may reflect a lack of alignment between the needs of
parents, principals, and on-the-ground staff on the one hand, and the evaluators and
officials who oversee the industry on the other. For example, the preschool-based
participant groups were more concerned about principals’ leadership, physical

environment, and staff-child ratios than sector-wide groups were.

A total of seven themes were identified in the response of principals, teachers, and
parents in the preschool sector. Among participants not directly involved in the actual
delivery of care in this sector, the evaluators mentioned six of these themes, as did the
GO. Some themes were not mentioned at all by some participant categories as
influential factors in ECEC quality. In some cases, they thought that while the factor
concerned did not directly influence ECEC quality, it might have an indirect effect.

These themes are discussed in depth in the following sections.

4.1.1 Quality of Teachers

For most participants, the most significant factor in the quality of ECEC is the
teachers, who play an essential role in ECEC by caring for and teaching children on a
daily basis. This perception aligns with the recognition of the centrality of the
teachers’ role in the ECEC literature (Jackson, 2012). Teacher quality is related to
NAEYC accreditation item six, “employ teaching staff with educational
qualifications, knowledge, and professional commitment” (NAEYC, 2008 pp.1-3).
Research indicates that school quality is related to teacher quality and is enhanced
when teacher quality is improved (Whitebook et al., 2009) and that good ECEC

requires teachers with professionalism and experience (Tseng, 2010). Good teachers
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play a key role in socialising students appropriately and encouraging student
achievement (U.S. Department of Education, 2007). As the PN principal commented,

“to enhance ECEC quality, you need good teachers.”

Tseng (2010, p. 78) found that the features of a good preschool teacher from the
perspective of parents in a Taiwanese kindergarten include: (1) patience and affection;
(2) emphasising moral education; (3) teaching actively; (4) good communication
skills; (5) educational and working experience with appropriate qualifications; and (6)
capacity for continued learning and having a passion for the job. The standards of
NAEYC (2008) for teachers are educational qualifications, knowledge, and
professional commitment. These findings are similar but with some variations to the
findings of the present research. Good quality preschool teachers were understood by
interviewees to have a ‘passion’ for their work, appropriate qualifications, experience,
and the ability to communicate with parents. The following quotations from the
transcripts illustrate these themes: “If there’s no passion, the service is definitely not
good” (IVNP); “Teachers must have the right qualifications” (GVKP2); “A good
teacher is first of all a person with experience and knowledge” (IPNP); “Parents and
teachers all need to have good communication skills” (GPNP4). However, many
interviewees across participant group categories argued that low pay and high stress
levels impacted on the quality of teaching staff. The characteristics of teacher quality
identified in the interviews can be described in terms of passion, qualifications,
professionalism and experience, pay and benefits, and working conditions. The

significance of these factors for teacher quality is discussed below.
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Passion
Day (2004) contends that teachers need to fully engage in their work with “passion”.
Teachers with a passion for caring and teaching can kindly support and motivate

L] was also a key term in the interview

children to mature and learn. “Passion” [
data; it was considered by many interviewees as essential for the provision of high
quality ECEC. The PPN principal contended: “only if you have passion for your job
can you provide good service quality.” A member of the PN parents’ focus group

claimed that: “if a teacher has a genuine passion for children, none of them will

dislike her.”

Thus, it appears that a passion for teaching can build the good relationships with
children necessary for effective teaching and caring work. Passion was perceived to
involve personal interest, commitment and enthusiasm rather than to be a trait
acquired from formal study, but it was deemed to be equally important to quality
ECEC teachers. This result may have significance for the recruitment of teachers in
ECEC. Jackson (2012) suggests that pre-service teacher aptitude is an important
indicator for recruitment and is measured by a range of performance factors derived
from qualifications and work records. However, assessing a teacher’s passion for the
role in recruitment interviews may be more challenging. It is important to encourage
teachers to develop and maintain passion for their work, and recognising, rewarding
and promoting passion for ECEC and teaching has emerged from the comments of
participants as an important component of a strategy to improve ECEC quality.
However, promoting a passion for teaching is not likely to be compatible with the

current working conditions for teachers, since low pay and long hours are likely to
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diminish the passion of even the most committed teacher. How to promote passion in

this context is a challenging question.

Qualifications

Research indicates that teacher qualifications are relevant to the quality of ECEC
(Barnett, 2003; Tout, Zaslow, & Berry, 2006). Although one parent from the PK
parents’ focus group understood that “...teachers are required to obtain a certificate of
qualification,” parents were generally unaware of teachers’ qualifications or of
whether a teacher is formally competent or professional when they choose preschools
for their children. Many parents simply assume that teachers have the appropriate

qualifications to verify their competence.

The lack of transparency and public awareness regarding minimum teacher
qualifications and the consequent disempowerment of parents in decisions related to
ECEC could be improved with stricter implementation of qualification requirements
and by ensuring that parents can easily access information regarding teachers’
qualifications through a web site or bulletin board. A model for such an initiative is
provided by the Australian Curriculum, Assessment and Reporting Authority (2010),
which has been publishing data on all Australian schools online since January 2010.
Also NQF and NQS provide quality framework and standards in Australia for ECEC

services (Council of Australian Governments, 2009; Hydon, 2013; NQS, 2009).

Although Taiwanese ECEC policy requires that teachers achieve a minimum
qualification for employment in kindergarten and nursery, many preschool teachers in
Taiwan are not qualified as required by government regulations (Hsieh, 2008; Jang,

2007; Tsai, 2002; Yang et al., 2002). The GO commented, “After integration, the

124



education department wants to improve the ability and certifications of teachers, so it
will definitely have stricter requirements regarding teacher quality than it has now.”
The PN principal worried that after integration, some older teachers might retire
because they do not have teacher’s certificates:
After integration, older teachers without teacher’s certificates might
choose retirement because they will not be able to teach. This might mean

that the experience of older teachers in no longer passed down to younger
teachers. (PN Principal)

But the teachers without a teacher’s certificate can still teach and care for a class of
children under 5 year old, and the principal may encourage older teachers to work in
this capacity and help new teachers with their experience. In Taiwan, the regulation
requires a teacher’s certificate for teaching five year old children but not for children

under five years as a consequence of the national emphasis on education for five year old

children. The CECA requires that the staff-child ratio for infants under the age of three
in preschools be 1:8, necessitating the recruitment of many additional ECEC staff.
The GO pointed out that “kindergartens have a lot of unqualified teachers,” which
potentially affects the quality of ECEC available in Taiwanese centers. Some private
preschools employ unqualified teachers at a lower salary to reduce the operating costs
of the preschool and to overcome the difficulty of recruiting qualified teachers when
poor pay and benefits are offered. It is very difficult to monitor whether preschools
follow the regulations given the lack of human resources available to the MOE, so
breaches of the regulations are usually neglected unless a member of the public
reports them and provides evidence. As parents are frequently unaware of the
qualifications of teachers, this reporting is unlikely to be effective. It may be
necessary to make more staff available to the MOE to assist them in monitoring and

enforcing the requirements for minimum qualifications of staff in preschools
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effectively. In addition, there is a need make these standards transparent and well-
publicised to facilitate parents’ ECEC decisions. At present, as a result of the
widespread employment of under-qualified teachers and a lack of parental
involvement in staff recruitment decisions, it is difficult for parents to have
confidence that their choices in selecting an ECEC provider are adequately informed

and result in quality care for their children.

Professionalism and Experience

Research shows that experienced teachers can make a substantial contribution to
children’s learning (Goe, 2007). A qualification alone cannot enable teachers to
respond to real life scenarios with informed and experience-based recognition of
problems and potential solutions (Rockoff, Jacob, Kane, & Staiger, 2011). As the PN
principal commented, “A good teacher, first of all, is a person with experience and
knowledge.” Experienced teachers may have the knowledge required to recognize and
diagnose learning problems and to identify and use appropriate techniques to motivate
children to learn and achieve optimal learning results. The PK principal considered
that teachers who have their own children can deliver better care in the preschools as a
result of their close experience of child raising. In addition, experienced teachers can
provide the support that new teachers require to survive and succeed in the first year,
which Katz (1972) and Shoffner (2011) identify as a critical period in a teacher’s
career. Yang et al. (2002) argue that heavy workload and low salaries contribute to a
high turnover rate of Taiwanese preschool teachers. High teacher turnover implies
limited retention of experienced teachers in school. Recent research has shown that
some Taiwanese teachers lack adequate knowledge and ability to manage critical

situations such as asthma attacks and are unable to provide care for children with
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disabilities (Hung et al., 2008; Sung, 2007). Teachers without professional knowledge,
skills and experience may not be able to adequately contribute to children’s
development and may even inhibit the safety, nutrition and emotional wellbeing of

children in care.

Experienced early childhood teachers are defined as those having five years or more
classroom experience (Tsui, 2005). However, teaching experience alone does not
equate to expertise (Tsui, 2005). Experienced teachers also need professional learning
to cultivate and update their knowledge and expertise (Martin, Yin, & Mayall, 2006;
Tsui, 2003). The PPN principal commented, “If you never have any improvement in
your work skills, how can you keep this job forever?” If teachers never have the
opportunity and encouragement to improve or refresh their knowledge and skills, it is
difficult for them to pursue long term careers in preschool and to manage the
challenges that emerge over generations of children and developments in technologies
and policies affecting education and care. The ideal teacher, then, is qualified to teach
early childhood groups, has achieved a degree of experience in dealing with ECEC
classroom scenarios and has opportunity for ongoing professional learning. This set of

requirements is not yet achieved in the Taiwanese ECEC sector.

Improving the Quality of Teachers

Key suggestions for improving the quality of teachers provided in interviews with
participants were enhancing teachers’ passion for ECEC, requiring teachers to obtain
appropriate qualifications, strengthening professionalism and experience, and
increasing teachers’ ability to communicate with parents. A major theme in

participants’ comments regarding the passion of teachers for their work is that it is

127



difficult for such passion to survive without improving teachers’ salary and working
environment. The strengthening of professionalism and experience could be achieved
through improving university courses and in-service training. According to a member
of the PN teachers’ focus group, “The practical aspect of the courses in universities is
quite meagre.” In addition, the PPN principal commented that novice teachers find it
difficult to deal with stress. Therefore, university and in-service training might include
practical courses on teacher-parent communication that could increase teachers’
ability to communicate with parents and include training courses to overcome stress.
The roles and responsibilities of state and local education institutions for professional
learning and development of teachers in the USA were described in Chapter Two,
Table 2.19. This system of delivery of professional learning and development could be
a good reference for Taiwanese authorities to coordinate effective professional

learning and development for teachers.

Good teachers can provide ECEC quality. But retaining good teachers in schools is a
challenge that may require better pay and benefits. A member of the PPN teachers’
focus group proposed that preschools should “raise teachers’ salary and benefits, and
give teachers appropriate social status.” Raising teachers’ salaries may require
government to subsidize teachers. To improve benefits to teachers, government
subsidies for preschools could be tied to benefits for teachers working in them, such
as evidence-based provision of appropriate working hours, support for in-service
training during the workday, and free places for children of staft. Such strategies are
an important part of addressing quality issues in Taiwanese ECEC which are

perceived as critically dependent on the retention of good teachers.
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4.1.2 Teaching and Caring

NCCIC (2011) defines the process of ECEC as “looking after, safeguarding, and
educating young children and fostering their development.” The most important
aspect of ECEC is to keep children safe and well. Teaching and caring is related to
NAEYC accreditation item two, “a curriculum that fosters all areas of child
development”, and item three, “effective teaching approaches” (NAEYC, 2008, pp. 1-
3). This priority was identified in the interviews with the PPN principal: “The priority
in ECEC work is to handle the care work well.” It is essential for ECEC centers to
watch over children’s safety and facilitate their development. Taiwanese CECA Act
has a penalty system to enforce a safe environment for children, but this system
requires strict enforcement by local authorities to ensure the safety of the children in

preschools.

Most parents understandably prioritise children’s safety in preschool. As a member of
the PK parents’ focus group commented, “For children in school, I feel that safety
should be put first.” In recent years, several distressing and fatal accidents have
occurred in Taiwanese preschools. For example, in two separate incidents in 2004 and
2005, a five-year-old girl and a three-year-old boy died from hyperthermia after being
accidentally left on school buses for several hours due to the negligence of staff and
the lack of safety standard operation procedures in the preschools (Lin, 2005).
Therefore, preschools must ensure that standard operation procedures and checklists
are utilised to closely safeguard children’s safety. Currently, the safety measures of
some preschools are still inadequate for ensuring safety, and the government may

need to monitor and guide the preschools to improve the safety of the children.
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In addition to possessing the knowledge and expertise required to encourage child
development, staff must be vigilant in their supervision of the children’s safety at all
times. Higher staff to child ratios may be required to ensure child safety by providing
sufficient and qualified human resources. This may require that the Taiwanese
government and the management groups of specific preschools share the financial
burden of lowering staff-child ratios. In addition, for the safety of the children,
preschool teachers should be screened before employment to ensure that they do not
have a criminal record relating to child violence or sex offenses and can be trusted to
care for children. Australian employment screening for ECEC is a suitable model for
this process. Australian authorities require pre-employment screening for workers or
volunteers in all child-related organizations to maintain child safety (Berlyn, Holzer,

& Higgins, 2012).

Teaching and Caring Issues and Cultural Influences

In Taiwan, Confucianism underlies traditional cultural values, which are characterised
by collectivism, tolerance of social hierarchy, and respect for education (Hofstede,
1997; Tran, 2013). Taiwanese values emphasise the importance of group harmony and
respect for seniors in the family or society. As a result, Taiwanese culture has specific
expectations for children in relation to public behavior and politeness, and most
parents consider helping their children develop good attitudes and polite behavior to
be part of the role of teachers (Hofstede, 2001; Low, 2010). In contrast, western
cultures tend to value the development of independence, self expression, and
autonomy as essential for their children; European and American parents want their
children to learn self-reliance and self confidence in preschools (Yamamoto & Li,

2012).
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The Taiwanese emphasis on politeness is revealed in the comments of a member of
the PN parents’ focus group related to the objectives of teachers: “Teach children
politeness, good behavior, and a positive attitude to other people and to learning.”
Schools do lay emphasis on moral education, but this cannot come from the school
alone, as it requires consistency and the cooperation of family and community
(Richardson, Tolson, Huang, & Lee, 2009; Skaggs & Bodenhorn, 2006). Therefore,
effective moral education of children in accordance with Chinese mores is likely to
require effective communication between parents and teachers. Traditional cultural
values may influence participants’ concerns about quality and their criteria for
assessing ECEC quality in preschools such as teacher quality, teaching and caring
quality and workplace ethics, which are reflected in the priority areas covered in

university courses and in-service training courses.

In addition to concern for manners, Taiwanese parents place great importance on their
children’s academic performance. Several parents expressed concern regarding
whether preschool curricula can provide an adequate preparation for primary school
skills such as proficiency with Mandarin Phonetic Symbols [}3E#55%] and basic
numerical skills. Although government policy requires primary schools include these
basic skills in the curriculum, most preschool parents expect the preschools to teach
these skills in advance. For this reason, a reputation for effectiveness in this area is a
major selling point for preschools. For example, a member of the PN parents’ focus
group commented: “the key point [the preschool] makes is that children here can quite

easily adapt to primary school and their academic performances are quite good.”
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Parents with higher educational backgrounds, however, tended not to be so strongly
concerned with the curriculum but rather expected children to enjoy their school life.
One member of the PK parents’ focus group, for instance, said “I hope he can grow up
in a happy environment”, and another stated “before primary school ... children
should be happy and not have too much academic stress.” It is possible that these
parents’ more privileged social position allow them to be more relaxed about their
children’s educational competitiveness. Allowing children to relax and enjoy
themselves at preschool is certainly important, but clearly Taiwanese society in
general expects preschools to provide some degree of preparation in basic academic
skills. Thus, it is important that preschools teach children the necessary, basic skills to
ensure their readiness for primary school. Adequate staff-child ratios are relevant to

this issue; this will be discussed in Section 4.16.

Male Teachers’ Service in Preschool

One obstacle to gender equality in ECEC work is the perception that male teachers
represent a danger to students. Due to regular media reportage of sexual assault,
parents in interviews expressed some anxiety about male teachers. A member of the
PN teachers’ focus group, for example, commented that “...if the child is male, it can
be accepted, but if female, like my own daughter, I would probably worry about it.”
Other than pre-employment character checks for working with children, a way of
addressing concerns regarding the danger of sexual assault by male teachers is to
combine classes so that one class has two teachers, one male and one female. The
female teacher could handle tasks requiring sensitive body contact with small female
children. As a member of the PN teachers’ focus group commented, “I hope he can

work together with a female teacher, because he might need to help children to go to
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the toilet and change clothes.” Such a system might do much to allay the concerns of
parents. A further obstacle is the biased perception that continues to be widely
accepted in Taiwan that males are by nature unsuited to providing care to children.
According to the PK principal, for example:

Females have comparatively careful characteristics. They have that sort of

mothering nature which a male does not have. Parents might feel to some
extent that male teachers do not have the characteristic of care.

Such responses reflect gender stereotypes that are common in Taiwanese society but
which reflect a patriarchal model of conceiving work and family that does not align
with the increased participation of women in the workforce that characterises modern
Taiwanese society. Public education on changing gender roles might therefore be
necessary. Although all graduates of teacher education institutes have training in
understanding risk and the same safety, knowledge and skill level regardless of
gender, many parents still have the impression that male teachers are not careful or
gentle, and worry that might cause their children to be exposed to accident or harm.
For example, one parent (from the PN parents’ focus group) claimed that “...[male
teachers] are really not careful enough, so I couldn’t hand over my children to male

teachers.”

These parental views reflect stereotyped impressions of men and women and their
social roles and innate characteristics. In fact, men and women have equivalent
capacities for care and nurturing, dependent on the quality of their training and
learning opportunities. It is up to preschools to recruit and develop male teachers with
the characteristics of carefulness and consideration. However, the problem of social

perceptions remains, and changes to public attitudes to gender in Taiwan may be
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necessary so that parents are willing to accept, trust and encourage male teachers to

enter the ECEC sector.

On the other hand, research results also identified more positive attitudes to the
participation of male teachers in ECEC. A member of the PK teachers’ focus group
suggested that male teachers could provide different teaching styles from those of
female teachers and that both the children and the female teachers can benefit from
the participation of male teachers in the ECEC industry:

Children can see and get to know the different sexes, male and female,

and their teaching style might be different from that of female teachers.
We can learn from their teaching style.

As well as providing alternative and important gender role models, another perceived
advantage of male teachers, mentioned by several participants, is their greater
physical strength and energy, which is perceived as making them more suitable for
teaching physical and outdoor activities. The PN principal, for example, stated that
“...male teachers are useful for many kinds of work — they are more physically

capable of guiding outdoor activities, for instance.”

In traditional societies, males are expected to work to support a family, but the low
wages paid in the preschool industry are inadequate for this purpose. As a result,
ECEC is an unattractive occupation to Taiwanese males. Private preschool salaries are
not high enough for a man to support a family. Overcoming this problem may require
changing notions regarding the financial responsibilities appropriate for each gender
and improving remuneration and career pathways for preschool teachers. As a first
step towards accomplishing this goal, the government might consider raising the pay

of private preschool teachers to achieve parity with public preschool teachers.
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Government subsidies for teachers’ wages (discussed in more detail in Section 4.1.3)

might also serve to attract male teachers to work in preschools.

4.1.3 Government Policy

All thirteen participant categories agreed that government policy was a key factor
influencing the quality of ECEC in Taiwan. They clearly understood that government
policy could affect the quality of their work and the overall care provided to children.
The GO emphasised the critical importance of government policy in relation to
quality care, focusing more on implementation and whether preschools comply with
the regulations; she indicated that violations of the regulations regarding preschool
enrolment quotas were downgrading quality. The GO did not agree with subsidizing
private preschools, although it is possible that she felt inhibited about commenting on
central government decisions and was merely reiterating current policy because she

belonged to a local authority with responsibility for enforcing government regulations.

From data analysis, five distinct issues related to government policy and interventions
in relation to ECEC quality were identified: the instability of government policy;
government subsidization of schools and children; social justice objectives; the
requirements of remote areas, and effective evaluation. The comments regarding
government policy made by different participant categories had several similarities.
Parents, teachers, principals, evaluators, and the GO agreed that in order to enhance
ECEC quality, the government should subsidize preschools. Principals and parents
suggested that preschool should be totally free. Teachers were aware of high SES
families inappropriately receiving subsidies because they declare low incomes.
Teachers also emphasised the importance of assisting preschools with guidance and

funding to improve quality after evaluations. The GO and evaluators suggested that
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government regulations should take into account the requirements of remote areas.
Some issues were only raised by two participant groups. For example, evaluators and
the PK teachers worried about the instability of government policy. All participant
categories in the public preschool were concerned about staff-child ratios. This could
be due to the fact that most children attending public preschools come from low or

medium SESs. These children might be more difficult for staff to care for or teach.

Unstable Government Policy
Government policies clearly influence ECEC quality by setting standards and
providing appropriate support. As the PK principal put it: “If government policies and

2

regulations are complete, they can help to enhance ECEC quality.” However,
government policies have changed frequently in recent years, causing uncertainty
among preschool stakeholders. This concern was identified in the comment of
Evaluator A: “The influence of unstable government policy and the free market on
preschools affects staff’s career planning.” A member of the PK teachers’ focus group
commented on the disruptive effects of continual policy change:

Primary schools are always making educational reform. In the beginning,

we try to understand what courses we should increase, but it reforms again

so the teaching quality is disrupted. For example, first they demand a

constructive mathematical curriculum, and then change to a multiplication
table curriculum.

Clearly, a higher degree of predictable and stable government policy pertaining to
ECEC regulation and/or primary school care and education would be valued by
teachers and principals. As the current frequency of reforms in early childhood
education in Taiwan is recognized as problematic for industry by government

evaluators themselves, it may benefit the entire sector if a predictable and limited
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schedule of reform is agreed and observed over a defined period for future policy

decisions in ECEC and primary education.

Government Subsidies

There is clear evidence from interviews that most interviewees prefer subsidization of
schools rather than subsidization of families in order to enhance quality. Parents,
teachers, principals, and the GO all suggested that a change in government policy
from an approach that tends to subsidize parents to an approach that subsidizes
preschools instead would enhance ECEC quality. For example, the PN principal
commented “If you subsidize preschools, then ECEC quality can be enhanced, but not
if you just subsidize the family.” Similarly, the PPN principal suggested government
subsidies for preschools could be used to improve facilities or provide benefits to

teachers to enhance quality.

The government introduced free tuition for preschool ECEC for children aged five in
2011, but preschools still collect monthly fees, enrolment fees and so on to generate
income. A member of the PN parents’ focus group commented: “The preschools
usually use different fee items to collect fees, such as monthly fees and enrolment
fees.” These still constitute a heavy burden for parents because the government only
subsidies tuition by US $500 per year for five year-old children, a sum that does not
cover the entire cost of preschool. Thus, a member of the PN parents’ focus group

suggested: “five year-old children should not have to pay fees.”

Social Justice
There was a strong perception expressed in the PN and PK teachers’ focus groups that

an unfair tax system allows tax evasion to be commonly practiced by some families
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and that tax evasion in turn leads to unfair economic advantage through illegitimate
fee subsidization, particularly for those families who were self-employed in small
business rather than wage and salary earners. As a member of the PK teachers’ focus
groups complained: “Rich people can get so much in subsidies because they do not
pay tax.” This issue of tax evasion is beyond the scope of this research, but it was a
strongly expressed perception and reflects a lack of faith in the capacity of the current
subsidization structure to deliver financial relief where it is actually needed. The
government should perhaps consider more stringent auditing measures to monitor real
family income to promote socially just outcomes for Taiwanese families using ECEC.
An alternative solution might be to adjust the subsidization scheme so that it is not
means-tested but provides financial relief to needy families by some other

mechanism.

However, the provision of subsidies to disadvantaged families can only ease the
burden of meeting living expenses and improve access; it is not directly concerned
with enhancing ECEC quality. In addition, as the low-income criteria are quite strict,
many low SES families are not eligible for low-income subsidies. The PK teachers’
focus group suggested that government subsidies should be the same for all cities and
counties. Some cities, such as Taipei, have a stronger economy that enables them to
provide more subsidies for their ECEC, but smaller cities or counties have reduced
funds and resources, so their ECEC subsidies are relatively low. In addition, higher
living expenses for those living in urban areas are not taken into account. This state of
affairs has provoked criticisms on the basis of social justice principles. Providing a
national ECEC subsidy scheme could remedy this situation. The Queensland

Government, for example, provides subsidies to preschool children of low SES

138



(Queensland Government, 2012: see Table 4.3, Appendix Al), and this could be a
model for Taiwan. This scheme uses Economic Indexes for Areas to assess SES in
relation to living expenses in different regions, thus delivering more equitable

outcomes.

Taking the Requirements of Remote Areas into Account

The majority of interviewees mentioned uneven ECEC provision between urban and
rural or remote areas, where services are undersupplied. Remote areas lack adequate
ECEC facilities and preschool teachers. Because remote areas do not have sufficient
human resource budgets or adequate facilities, preschools operate flexibly with the
resources they have, which frequently leads to under-qualified and over-burdened

staff, inadequate facilities and non-compliant standards of care.

Evaluator B suggested that these problems could be ameliorated by “...setting up
more ECEC facilities so that they can get good ECEC, instead of subsiding the
children directly.” The optimal strategy may be a mix of approaches, simultaneously
allocating more funds to subsidize children and setting up more ECEC facilities.
Remote areas face the particular problem of a lack of preschool teachers, since
preschool teachers are often unwilling to relocate to these areas. To address these
problems, a case-by-case approach may be most effective. As the GO suggested, “In
remote areas, the regulations regarding facilities and teachers could be applied
flexibly if necessary.” Incentives such as extra remuneration to increase the number of
preschool teachers in remote areas may be required. An example of such a policy is

the Queensland government’s provision of extra subsidies for remote areas (as
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determined by a standard index) of 50% of the usual rate (Queensland Government,

2012).

Evaluations of ECEC Quality in Preschool

The government operates a system of triennial evaluations to monitor ECEC quality
and standards compliance in preschools. The interviewee comments regarding this
system of evaluations of ECEC quality show commonalities in perceptions across
different participant groups: parents, teachers and principals, for example, were
concerned about evaluations generating a heavy workload for teachers, and principals
and teachers considered post-evaluation improvement to be more important than the
evaluation itself. Other concerns were only significant to one group. For example,
parents thought that formal evaluation results might not capture the quality of ECEC
in a complete sense and felt that such data provided only one of several possible
reference points in choosing a preschool. Evaluators suggested evaluations should
include more time to observe children. The GO perceived evaluations as providing
preschools with guidance to correct shortcomings. From the data analysis, four
distinct themes concerning evaluations of ECEC quality in Taiwanese preschool were
identified: evaluation accuracy and effectiveness; post-evaluation improvement;

evaluation time and frequency; and the burden of evaluation preparation.

From the parents’ perspective, a key purpose of evaluations is to assist parents in
assessing the quality of local preschools so that they can make an appropriate choice.
A member of the PK teachers’ focus group considered evaluation reports to be a major
factor in preschool choice: “When you pass the evaluation and you put out a poster

announcing the results, parents continuously come to visit so the recruitment of
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children is not a worry.” On the other hand, responses from parents suggested that
evaluation results need to be supplemented with other sources of information in order
to make an informed choice. A member of the PPN parents’ focus group, for example,
said: “The evaluation results can be a reference to choose a preschool, but parents
need to observe preschools for themselves to make good decisions.”

In order to fulfill the purposes of assisting parents in preschool choice, encouraging
best practice, and ensuring that minimum standards are maintained, evaluation results
must be an accurate and reliable reflection of ECEC quality. As a member of the PK
parents’ focus group commented, “Evaluations are in vain, if they become a mere
formality.” Thus, evaluations are effective only if preschools actually implement the
recommendations and requirements flowing from the review in the daily routine of
the preschool. Participants suggested that in order to be effective, evaluations should
focus on what actually occurs inside the preschool, such as the interaction between
teachers and children, not just on checking paper work. One way to do this, according
to several participants, is to make use of unscheduled audits to prevent preschools
from focusing on audit preparation rather than the improvement of ECEC quality. A
further problem is that evaluations are carried out by academics with little direct
contact with the ECEC industry. Evaluator B suggested that recruitment of evaluation
team members ““...might not only consist of scholars from academic institutions but

also include senior persons in the ECEC industry.”

A further purpose of evaluations is to provide feedback to preschools regarding areas
in which they should improve. After an evaluation, then, it is imperative that schools
correct the shortcomings identified in the evaluation. As a member of the PPN

teachers’ focus groups states: “The improvement after evaluation is probably more
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important than the evaluation itself.” In order to ensure that evaluations and
consequent recommendations are followed through, the government encourages
preschools to apply for guidance in addressing shortcomings identified by the
evaluations but should perhaps go further by introducing progress reports every six
months and providing government support where necessary to facilitate

recommendations for change.

The frequency of evaluations (once every three years) was considered adequate given
the available human resources of the MOE and MOI and the evaluation-related
workload created for preschools in preparing for evaluations. However, it was
suggested by principals, teachers and evaluators themselves that the evaluation
duration time is too short to properly observe the teaching methods and interactions
between teachers and children. In addition, the time taken to prepare documentation
and presentations for evaluations was identified in most interviews as inhibiting the
work of teachers. For example, a member of the PK teachers’ focus groups stated:
“Evaluations are hard work for teachers”, a member of the PK parents’ focus group
commented: “When preparing for an evaluation, the workload might make it hard for
teachers to take care of children properly”, and a member of the PN parents’ focus
group complained that due to evaluations, teachers were too busy to have time to
communicate with them:

There is too little communication with us. Really, I feel that the teacher

wants us to leave quickly because he is so busy with evaluations.
It is clearly counter-productive for evaluation processes to interfere with the delivery
of quality care. It is counter-productive if evaluation itself inhibits the work of

teachers. Participants’ comments coincide with the suggestions of other researchers to
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minimise the workloads for teachers in Taiwanese schools (Chen, 2004; Lee, 2010).
Because of an onerous preparatory workload associated with evaluations, they were
deemed to be intrusive, disruptive or unnecessary, outcomes that are not aligned to the
purpose of the evaluation policy and practice. A review of the evaluation process that
seeks to minimize preparatory work by the preschool and assure follow through
implementation of recommendations would be welcomed by principals, teachers and

parents.

Improving Government Policy

The integration of nurseries and kindergarten into preschools took effect on 1 January,
2012 and the re-alignment processes continue in the sector in 2013. Evaluator B
worried that there may be insufficient human resources within the MOE or local
government to take care of the greater workload after integration. Thus, it may be
necessary to assign additional human resources in the MOE to the handling of
preschool matters to effectively implement government policy to improve ECEC
quality. In addition, participants commented that government policy is unstable and
does not fit the expectations of stakeholders in ECEC. Therefore, it was suggested in
the PK teachers’ focus group that the design of the government policy should include
“...a professional preschool teacher as a representative of the industry and university
professors to jointly design the development of childcare and education.” It was felt
that a more widely consultative approach to policy review and design may contribute

to more successful and sustainable decisions for the industry.

Improvements in policy regarding remote area ECEC, teachers’ pay and benefits,

preschool subsidies, staff to child ratios, inclusion of preschools in national education
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policy, and in setting up additional ECEC centers were recommended. It was
suggested that government subsidies for parents might relieve the burden of many
families, but would not greatly enhance ECEC quality. The PN principal, for example,
declared that “subsidies will surely not be used for education but on living expenses
instead.” Similarly, the PPN principal suggested that to enhance ECEC, it would be
better to subsidize preschools and teachers than to subsidize parents directly:

I feel that subsidizing preschools is the only way to enhance ECEC

quality or to subsidize personnel expenses. When the benefits and pay is

improved, the service quality can improve. I feel that doing it this way is
better than subsidizing parents.

The PN principal suggested “...government subsidies for low-income families cannot
catch up to preschool fees, so it’s better to make ECEC free.” In fact, the best
approach may be a mix of strategies. The government could provide more diverse
funding options to subsidize not only parents but also preschools and teachers.
Subsidizing preschools can improve their facilities, and subsidizing teachers can
enhance teacher quality. Both can contribute to the improvement of ECEC quality. In
contrast, subsidizing parents may be less effective because of the risk that parents will
spend the subsidies on non- ECEC-related living expenses and/or may falsely declare
income. It may therefore be necessary to link preschool subsidies with a reciprocal

obligation to improve structure and process quality.

To enhance ECEC quality, many countries have included five year-old children in the
national education system. This policy of free tuition for 5 year olds children launched
in 2011 (Chiu & Wei, 2011). But participant responses suggest that the burden of
parents for ECEC is still too high, the government may use the CCB and CCR of

Australian model to reduce the burden of parents (Department of Education,
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Employment and Workplace Relations, 2010). The financial subsidization of
preschool is a topic that is central to perceptions of effective government policy and is
considered imperfect by those working in the sector or depending on preschools for
ECEC in Taiwan (Lin, 2007). The expenditure for Taiwanese preschools too low, it
was 3.44 percent of the total education budget, compared with 26.52 percent for
primary schools (MOE, 2012 — see Table 2.11). Thus, government should increase

expenditure on preschools to improve their quality.

4.1.4 Parent-Teacher Communication

Parents and teachers identified communication between all five participant group
categories of principals, teachers, parents, evaluators and GO as a significant issue in
ECEC quality. It is apparent that they are quite concerned about this issue; for
example, they thought that improving communication would be a good way of
reducing friction between parents and teachers over teaching and caring styles and
resolving different ideas about children’s eating habits. Teachers’ communication with
parents helps to keep them informed of their children’s needs and was perceived as an
essential issue in improving the quality of ECEC by Taiwanese parents in this

research project.

Communication can be either a one-way or two-way exchange. When teachers want
to inform parents of school activities, events, and children’s progress, they can select
from a range of one-way communication modes: newsletters, a contact book or report
cards. To exchange ideas on some issues, there is a need for two-way communication,

including telephone calls, meetings, and home or school visits. It is evident from
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interviews that whilst one-way communication modes exist in Taiwanese preschools,

opportunities for two-way communication are limited.

Research has found that cultural and language differences and time constraints may
cause misunderstanding between parents and teachers (Colombo, 2004; Taftel, 2001).
Lawrence-Lightfoot (2004) contends that many teachers do not know how to
communicate effectively with parents because they are not trained in communication
skills. Caspe (2003) suggests that teachers’ professional learning programs should
include communication skills to assist teachers to take advantage of wvaried
communication opportunities and develop strategies to facilitate more efficient
communication with parents. It is important to be able to communicate with children's
parents and keep the parents informed through a range of media options such as
contact books, telephone calls, email, instant messenger technology, blogs, and social

web sites such as Facebook as well as face-to-face.

The problem of communication between teachers and parents was identified in an
interview with Evaluator C: “Nursery teachers feel they have no problems in caring
for children, but that the big problem is how to communicate with parents.” Moreover,
in the context of declining fertility and more one-child families, many interviewees
noted that parents tend to make more requests of teachers, and this might sometimes
cause problems for teaching quality due to lack of parental experience-based expertise
in caring and lack of knowledge or experience of teaching. For example, a member of
the PK teachers’ focus group commented that “Parents will make more requests,
which might cause problems with teaching quality due to parents’ lack of expertise.”

Teachers also mentioned that they sometimes encountered different opinions on
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ECEC among family members including grandparents and that this could cause

tensions for parents and their children.

Good communication can develop a tighter partnership between parents and the
school to support better child development. In contrast, poor communication with
parents might result in poor learning outcomes and inappropriate or unruly behavior
by children since many issues need shared understanding and cooperation between
schools and families. As there appear to be little provision for meaningful engagement
with parents via varied communication opportunities in Taiwanese preschools,
providing such opportunities can significantly improve parent/customer satisfaction
with preschools and develop commercial advantage for ECEC facility owners and

managers who are prepared to invest in these options.

Improving Parent-Teacher Communication

Many teachers have problems in communicating with parents. Good communication
with parents and educating them about ECEC issues might help to address this issue.
Teachers should learn how to develop good communication and relationships with
parents. Teachers might be encouraged to take communication courses to improve
their skills. Other solutions that might address these problems include intruding
parents’ committees, open days, in-school parties, and encouraging parents to work in
some capacity on occasions to help the center. A plan to encourage this by allowing
fee reductions for parents who work regularly to improve the grounds/facilities or
undertake other useful tasks could be considered. Teacher-parent communication, a
matter of serious concern among teachers and parents, could be improved over the

long term by setting up a parent committee. The parent committee can play an
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important role in the school by acting as a channel for communication between
preschools and parents (Adams & Owens, 2008) and promoting collaborative efforts
enhancing the school as a community rather than a service center. It could provide
feedback for the school about how to improve the quality of ECEC, and help the
school to organize events. Adams and Owens (2008) propose a parent committee
model that could be a reference for Taiwanese preschools. The model includes two
types of parent committees: parent management committees and general parent
committees. These two committees work alongside and in conjunction with preschool
management. Such arrangements are perceived to offer important benefits to the

Taiwanese preschool sector and community by a range of stakeholders.

4.1.5 Principals’ Leadership

Research indicates that good leadership by principals can enhance the climate of the
school and teachers’ morale (Kelley, Thornton, & Daugherty, 2005; Whitebook, Ryan,
Kipnis, & Sakai, 2008). On the other hand, poor leadership can cause low teacher
morale and lead to high teacher turnover, an issue that was identified in the interview
with the PPN teachers’ focus group: “I don’t think I can accept this [high teacher
turnover]| because it is probably due to the poor leadership of the principal.”
Principals’ leadership was identified as a major factor in ECEC quality by principals,
teachers, parents, and evaluators. These four groups have direct and rich experience of
how principals’ leadership affects the management and quality of the school. Research
has shown that the leadership style of school principals plays an important role in
influencing the motivations and capacities of teachers and makes a difference in
student performance (Clark, Martorell, & Rock off, 2009; Pont et al., 2008; Seashore-

Louis et al., 2010). Good leadership can motivate staff to perform their work well.
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Leithwood, Louis, Anderson, and Wahlstrom (2004) identify setting directions,
developing people, and supporting the performance of administrators, teachers, and
students as key elements of principals’ leadership. Louis, Leithwood, Wahlstrom, and
Anderson (2010) contend that collective leadership has more influence than individual
leadership on student achievement. They argue that collective leadership (the
influence of school staff and other stakeholders on school decision-making) can
improve staff commitment and student achievement. In the interviews, all participant
groups expressed a desire for principals to engage collaboratively with staff and adopt
a collective leadership style involving communication with and encouragement of
teachers. For example, a member of the PK teachers’ focus group commented that “I

feel that principals should hold meetings to communicate with teachers.”

In the context of low fertility rates, some preschools might find it increasingly
difficult to recruit enough students to sustain their centers. The PN principal predicted
that “Parents will expect more quality, so the bad will be eliminated; that is,
preschools that don’t teach well will be eliminated.” As a result, preschools in areas of
declining populations or preschools with poor reputations for quality might close. The
PPN principal suggested “To survive and adapt to the low fertility rate environment,
you have to find out where your orientation is.” Evaluator A commented that “Some
preschools might adopt the Red Ocean strategy [competing on price] and lower their
tuition and other fees to attract parents to attend”, and noted that this could downgrade
their quality. There may a further option to differentiate a preschool by quality
through the development of a more inclusive/collective format of management and
leadership through greater exploitation/inclusion of the capacities of teachers and

parents in decisions related to ECEC.
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It was clear from these interviews that there is some anxiety in regard to continued
demand for ECEC services in the context of declining fertility and an expectation that
ECEC centers will need to clarify their market orientation and strategies for business
retention and growth in this market. Comments from some of the teachers, parents and
evaluators indicate that there is a perception that some principals are primarily
focused on profit at the expense of quality of care. For example, Evaluator C
commented that “Principals who lack understanding of educational philosophy will

tend to cater to the parents.”

This focus on profit is perceived as inappropriate and understood to be a problem
especially in cases where principals are not educated in ECEC themselves. Several
interviewees suggested that the principals should concentrate on providing good
service quality. For example, a member of the PK teachers’ focus group commented
that “If principals have graduated from an ECEC-related department, they might
believe in doing everything for the children’s good.” The participant presumably
expected principals should have a specific ECEC education background. It is evident
that principals who have qualifications and regular in-service training to develop their
knowledge, attitudes and skills relevant to ECEC and who are able to work
collaboratively with staff are valued in the sector and have the potential to impact

positively and powerfully on quality.

4.1.6 Staff to Child Ratios

Research indicates that staff to child ratios can affect teacher effectiveness and care
quality (Wang & Shen, 2011; Whitebook, 1995; Whitebook et al., 2009). Low staff to
child ratios allow teachers little time for individual child interactions, which can

enhance children’s language and social skills. Most of the participants highlighted the
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importance of staff-child ratios [1: 15 for age three to six class] in relation to ECEC
quality. In particular, parents and teachers personally experienced the critical
importance of staff-child ratios, and many reported that it was difficult for staff to care
for so many children. Participants working in public preschool contexts were most
concerned about staff-child ratios, perhaps because the less privileged SES
backgrounds of the majority of children in these schools made it more difficult for

teachers to support children effectively.

It is understood in the ECEC industry across the globe that staff-child ratios affect the
quality of care. The NAEYC (2013) suggests a staff-child ratio standard for 2.5-4
year-old and 4-5 year-old children of 1:9 and 1:10 respectively. In Taiwan, the
regulations regarding staff-child ratios for three-six year-olds mandate a ratio of 1:15.
The figure is comparatively high and makes it difficult for ECEC staff to care for
children well. As a member of the PK parents’ focus group stated, “There’s quite a
difference in the feeling of a classroom when a teacher is looking after ten compared

with looking after fifteen.”

The high proportion of one-child families in Taiwan means that children are often
highly indulged in the home and may have related social difficulties, so that teachers
need to expend more effort to care for them (Jang, 2007). Staff-child ratios appeared
to be a serious concern in interviews, where teachers worried that they are hardly
capable of caring for fifteen children at a time, and parents were concerned that
teachers might not be able to provide adequate care under such circumstances. It was
suggested that staff-child ratios should decrease to 1:10, although principals believed

that preschools would not be able to afford the financial costs of such a change. The
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extra costs involved could be offset by means of government subsidies (as mentioned
in Chapter Two), since the Taiwanese government’s preschool budget is far lower than

elementary school budgets.

In Taiwan, regulations specify that staff-child ratios for 3-6 year-olds should not fall
below 1:15. It is very difficult for a teacher to care for fifteen children well. Low staff
to child ratios tend to reduce the quality of care and education, and depress the morale
of teachers. It was suggested by the teachers’ focus groups that adjusting the staff to
child ratio to 1:10 from the current 1:15 will enhance quality, but these participants
also worried about whether parents could support the extra expense. For example, a
member of the PPN teachers’ focus group commented:
They should try to see if the staff-children ratio can be decreased to 1:10.

But in order to survive, private preschools have to increase the monthly
fees, and that needs the parent’s support.

Participants commented that it was difficult to manage the class with the current staff-
child ratio 1:15 of government regulation, and this also downgraded the ECEC
quality. An increase in the staff to child ratio could be achieved in those preschools
that ensure high quality through high fees and recruit the children of wealthy families.
But in general, government subsidies are necessary for most preschools if the staff-
child ratio is to be increased. A creative and collaborative consideration of
mechanisms that may support an improved staff-child ratio should be considered by
the sector with government consultation. There is recognition in the sector that staff to
child ratios are too low in Taiwan and a willingness among staff, parents, management
and government to resolve this issue through a range of possible strategies. The

challenge is to engage in exploratory implementation of possible solutions to staff to
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child ratios in order to generate evidence-based rationales for sector-wide and

sustainable reform.

4.1.7 Physical Environment

Principals, teachers, and parents identified the physical environment as significant to
ECEC quality. Parents of private preschools were more concerned about children’s
safety, a concern that was not mentioned by parents of children in the public
preschools. The factors of safety, space and facilities were identified as related to each
other and as important in ECEC quality. These factors can be attributed to the
structural elements of the physical environment. Preschools need to provide adequate
space and good facilities for children to play, learn, and grow, but safety was
understandably seen as a key priority. As a member of the PK parents’ focus group
commented:

The most important thing is safety, and whether children's needs are

taken into account. Take the toilets, for example — are they designed
according to the children's needs?

Another member of the PK parents’ focus group commented: “Safety should be put
first: that is, children’s activity spaces should be safe.” Safety is thus related not only

to the quality of care, but also to the physical environment provided for children.

Safety, space and facilities were identified as important structural elements in ECEC
quality. When parents visit preschools, their first impression is of the space and
facilities. The PN principal commented that “Nurseries should have good facilities”,
and “...facilities should look good and safety should be given first priority.” But most

public nurseries use community centers, so their space and facilities are limited. The
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GO commented that “There are limitations on how these can be improved, and
secondly, they cannot make big improvements with a limited budget.” The owners of
nurseries see that the low fertility rate is causing the number of children to decrease
and may hesitate to invest in expensive changes to space and facilities because they
feel that they will not receive an adequate rate of return. This, in turn, can impact on
ECEC quality in relation to physical environment. Although adequate space and
facilities to play and learn are important features of the preschool physical
environments, the safety of the physical environment is critical and cannot be subject
to concerns over returns on investment. In order to ensure safety of children in a
declining sector, government subsidies may be necessary to encourage preschools to
improve their space and facilities primarily in relation to assuring safety but also,
where possible in relation to improving quality. The government should also closely

monitor the preschools’ safety, space and facilities according to regulations.

4.1.8 Summary of the Key Factors Affecting ECEC Quality

The seven key factors in ECEC quality from the perspectives of the thirteen
participant groups were identified as teacher quality, teaching and caring, government
policy, parent-teacher communication, principals’ leadership, staff-child ratios, and
physical environment. The majority of the participant groups considered the top three
priorities to be teacher quality, teaching and caring, and government policy. Principal
groups also focused on physical environment while both teacher and parent groups
also put emphasis on the need to improve parent-teacher communication and
principals’ leadership. All preschool-based groups agreed on seven key factors
influencing ECEC quality. Sector-wide groups agreed on six factors, excluding

physical environment reflecting fairly strong alignment in the concerns about ECEC
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quality in Taiwanese preschools across varied sector interest groups. All groups
agreed that raising teachers’ pay and benefits, increasing the staff ratio, holding in-
service training for parent-teacher communication and principals’ leadership, and
providing an adequate and safe physical environment would improve ECEC quality.
In addition, it was suggested that for the sake of equitable treatment of all citizens, the
government should put more ECEC places and preschool teachers in remote areas. A
summary of the suggestions for improving ECEC quality from participant groups is

illustrated in Table 4.4 (Appendix Al).

4.2 Key Factors Influencing Career Opportunities

Key factors influencing career opportunities from the perspectives of the thirteen
participant groups are listed by frequency of occurrence in the interview transcripts in
Table 4.5 (Appendix A1l). The English term “pay and benefits” refers to the salary and
benefits of teachers, which correspond to three different Chinese terms used by
participants in the interviews: “¥f &7, “Fi/K”, “#E#7” and “{EF1]”. Each mention of
these Chinese words in reference to pay or benefits was counted as an instance of the
“pay and benefits” theme. The theme of “working environment” in the interviews was
counted with reference to the Chinese words “T{F¥EiE” or “TAERZ (both
translated as “working environment”) and “ T {EHFfE”, “TAEEEJJ”, and “fIt”
(translated as “work load”, “stress” and “overtime”). The frequency of “Professional
learning” in the interviews was counted with reference to the Chinese terms “#£{Z”

(“continuing education”), “iff3&” (study) and “F/I|4k” (training).

Through interviews, the following five issues were identified by participants as key

factors impacting on career opportunities for preschool teachers in Taiwan: pay and
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benefits, working environment, professional learning opportunities, parent-teacher
communication, and principals’ leadership. A comparison of the number of participant
groups mentioning key career opportunities factors is illustrated in Table 4.6
(Appendix Al). Pay and benefits was prioritized as the key issue affecting career
opportunity by all thirteen participant groups with the majority of participants
prioritizing this issue above all others. Working environment was mentioned in twelve
out of the total of thirteen groups except the PPN parents’ group. Principals’
leadership was mentioned in only nine groups. This suggests that principals’
leadership has a lower priority than other factors. Thus, the priority factors in career
opportunities as measured by the number of participant groups referring to them are
ranked in the following order: pay and benefits, working environment, professional
learning opportunities, parent-teacher communication, and principals’ leadership. Five

themes in total emerged in the responses of all participant categories.

Key Factors with the Participant Groups in Public Nursery

The priority given to factors influencing career opportunities with the perception of
the PN participant groups are shown in Figure 4.18 (Appendix A2). The interviewee
comments on key factors influencing career opportunities in preschools show some
common themes in the data across different participant categories. The principal,
teachers and parents mentioned four, five, and four factors respectively. The principal,
teachers and parents were in agreement that the top priority factor was pay and
benefits and they placed stronger emphasis on this issue as related to career
opportunity than any other participant group. The principal and teachers considered
the second key factor to be professional learning, but parents did not mention it,

instead considering working environment as the second key factor.
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The key factors influencing career opportunities as perceived by the PN principal,
teachers, and parents are shown in Figure 4.19. All three PN groups were in
agreement that pay and benefits, working environment, and principals’ leadership
were essential factors. The fact that the principal, teachers and parents all identify
these three key factors may be connected with concern for the teacher’s pay and
working environment and with the importance for teachers of having the principal’s
support. The PN seems to place greater emphasis on these issues than the other
groups. PN teachers are increasingly annually contracted employees, recruited by
means of a new policy (2008) whereby the government has stopped employing PN
teachers through national examinations and only recruiting staff with annual contracts.
The salary of annually-contracted employees is low and these teachers lack security in
their careers. These conditions may help explain the strong emphasis on pay and

benefits within the PN community of this research sample.

The principal and teachers agreed that professional learning was a key factor. PN staff
are encouraged to take in-service training on work days, and PN staff appear to value
their opportunities for professional learning. It is likely that the existence of this
policy is made possible by government subsidies for teachers’ in-service training,
which are available for the PN but not for the PPN and PK. Parents did not mention
professional learning as a factor, presumably because it is not a key priority for them.
Teachers and parents were in agreement that parent-teacher communication was an
important factor, while the principal did not mention it, presumably because the

principal usually is not directly involved in communication with parents. Teachers and
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parents in the PN interviews expressed a desire to have the principal’s support to

improve communication.

————————————————————————————————————————————————————————————————————————————————

PN

Professional
learning
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Pay & benefits environment
Principals’ Parent-teacher
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Figure 4.19. Venn diagram indicating the key factors influencing career opportunities
from the perspectives of PN participant groups.

Key Factors in the Privatized Public Nursery Participant Groups

The priority given to factors influencing career opportunities as perceived by PPN
participant groups are shown in Figure 4.20 (Appendix A2). The principal, teachers
and parents mentioned four, five, and three factors respectively. Unlike in the PN
group, the principal, teachers and parents disagreed regarding top priority factors,
with professional learning, pay and benefits, and parent-teacher communication as top
priorities respectively. The principal and parents considered the second key factor to
be pay and benefits, but teachers did not mention it, instead considering working
environment as the second key factor. Overall, each PPN participant group placed less
emphasis on each of these items than the PN group, as evident from frequency of
mention. This perhaps implies a lower level of concern than within the PN group. The
key factors influencing career opportunities as perceived by the PPN principal,

teachers, and parents are shown in Figure 4.21. All three PPN groups were in
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agreement that pay and benefits and parent-teacher communication were essential
factors. The principal and teachers agreed that working environment and professional
learning were significant factors, and teachers and parents agreed that principals’

leadership was a crucial factor.

Working Professional
environment learning

Pay & Parent-teacher
benefits communication Principals’

leadership

Figure 4.21. Venn diagram indicating the key factors influencing career opportunities
as perceived by the PPN participant groups.
Key Factors in the Private Kindergarten Participant Groups
The priority given to factors influencing career opportunities as perceived by PK
participant groups are shown in Figure 4.22 (Appendix A2). The principal, teachers
and parents all mentioned five factors. The top priority factor was pay and benefits for
all participant groups. The second priority was working environment for the principal
and parents, but principals’ leadership for parents. The key factors influencing career
opportunities as perceived by the PK principal, teachers, and parents are shown in
Figure 4.23. All three PK groups were in agreement that pay and benefits, working
environment, professional learning, principals’ leadership, and parent-teacher
communication were essential factors. The fact that the principal, teachers and parents

all identify these five key factors may be connected with the fact that this PK is a
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private kindergarten providing high-quality care. The principal, teachers, and parents
all have a good understanding of ECEC quality and are all concerned about teachers’
career opportunities, which they believe can influence the ECEC quality of their
school. Parents in this group placed particularly high priority on pay and benefits as

reflected by frequency of mention.

PK

Working
Pay & environment
benefits
) Parent-teacher
o
. communication
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Figure 4.23. Venn diagram indicating the key factors influencing career opportunities
as perceived by the PK participant groups.

Key Factors in Career Opportunities according to Principals

The priority given to factors influencing career opportunities factor by the principals
in the three preschools is shown in Figure 4.24 (Appendix A2). There was no
agreement on the top two factors influencing career opportunities among the
principals of the three preschools. The top priority for the PN and PK principals was
pay and benefits, but the PPN principal considered professional learning to be most
important. The second priority factor for PN and PK parents was working
environment, but for PPN parents was pay and benefits. The third priority factor for
the PN and PPN principals was working environment, but for the PK principal was
parent-teacher communication. The key factors influencing career opportunities as

perceived by the principals in the three preschools are shown in Figure 4.25. The
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principals agreed that pay and benefits, working environment, and professional
learning were major factors. The PN and PK principals agreed that principals’
leadership was an important factor. The PPN and PK principals agreed that parent-

teacher communication was a key factor.

perception

Working
Pay & environment
benefits
Professional
learning
Principals’
leadership
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Figure 4.25. Venn diagram indicating the key factors influencing career opportunities
as perceived by the principals in three types of preschool.

Parent-teacher
communication

Key Factors in Career Opportunities according to Teachers

The priorities given to factors influencing career opportunities factor by the teacher
groups in the three preschools are shown in Figure 4.26 (Appendix A2). All three
teachers groups were in agreement that the top factor influencing career opportunities
was pay and benefits, but there was no agreement on the second priority factor. The
second priority factors for PN, PPN and PK teachers were professional learning,
working environment, and principals’ leadership respectively. The third priority factor
for PPN and PK teachers was professional learning, but PN teachers had parent-
teacher communication as their third priority instead. The key factors influencing
career opportunities as perceived by the teacher groups in the three preschools are

shown in Figure 4.27. The three groups were in complete agreement concerning these
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key factors, which were pay and benefits, working environment, professional

learning, principals’ leadership, and parent-teacher communication.

____________________________________________________________________________
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Figure 4.27. Venn diagram indicating the key factors influencing career opportunities
as perceived by the teacher groups in three types of preschool.

Key Factors in Career Opportunities According to Parents

The priorities given to factors influencing career opportunity factor by the parent
groups in the three preschools are shown in Figure 4.28 (Appendix A2). The parent
groups differed significantly regarding the top two priorities for career opportunity.
The top priority for PN and PK parents was pay and benefits, but PPN parents
considered parent-teacher communication to be most important. The second priority
factor for PN and PK parents was working environment, but for PPN parents was pay
and benefits. The third priority factor for PN and PK parents was parent-teacher
communication, but principals’ leadership for PPN parents. The key factors
influencing career opportunities as perceived by the parent groups in the three
preschools are shown in Figure 4.29. The parent groups agreed that pay and benefits,
principals’ leadership, and parent-teacher communication were essential factors. The
PN and PK parent groups agreed that working environment was a major factor. Only

the PK parent group mentioned professional learning as a key factor, presumably they

162



were quite concerned about whether PK teachers could have opportunity for in-
service training. Enabling PK teachers to take in-service training is a critical issue

which may require the common efforts of government and preschool to resolve.

Parents’
perception

Pay & Parent-teacher
benefits communication
Principals’
leadership
Working
environment Professiona
learning

Figure 4.29. Venn diagram indicating the key factors influencing career opportunities
as perceived by the parent groups in three types of preschool.

Key Factors according to Evaluators and the Government Official

The priorities given to factors influencing career opportunities factor by evaluators are
shown in Figure 4.30 (Appendix A2). All evaluators agreed that the top priority factor
was pay and benefits, although there was a difference in emphasis placed on the this
issue as reflected in frequency of mention, with Evaluator A mentioning pay and
benefits almost twice as many times as Evaluators B and C. This may be due to the
different educational background and work experience of these evaluators. Evaluator
A is performing evaluations of teaching and care areas, whilst Evaluator B is
performing evaluations of environment and safety areas. Therefore, Evaluator A may
place more focus on issues related to teachers such as pay and benefits. Both
Evaluator A and Evaluator C considered professional learning to be the second

priority, but Evaluator B’s second priority was working environment. The key factors

163



influencing career opportunities as perceived by evaluators are shown in Figure 4.31.
The participants in the evaluator category identified five key factors. All evaluators
agreed that pay and benefits and working environment were key factors. Both
evaluator A and evaluator C considered professional learning a key factor. Only
evaluator C thought principals’ leadership and parent-teacher communication were
essential factors. The factors considered by the GO to influence career opportunities
are shown in Figure 4.32 (Appendix A2). The GO considered the priority factors
influencing career opportunities to be pay and benefits, professional learning, working
environment, and parent-teacher communication, but did not mention principals’
leadership. Low pay was emphasized by the GO, but without explicitly stating who

should be responsible for correcting this issue.

Evaluator A Evaluator B

Pay & Working
benefits environment
Professional
learning
Parent-teacher
communication
Principals’
Evaluator C leadership

Figure 4.31. Venn diagram indicating the key factors influencing career opportunities
as perceived by evaluators.

Key Factors for the Preschool-based Groups and Sector-wide Groups
Figure 4.33 compares the perceptions of key factors influencing career opportunities
between preschool-based groups (principals, teachers, and parents) and sector-wide

participant groups (Evaluators and the GO). Preschool-based groups agreed that five

164



key factors influence ECEC quality: pay and benefits, working environment,
professional learning, parent-teacher communication, and principals’ leadership.
Sector-wide groups agreed on four factors: pay and benefits, working environment,
professional learning, and parent-teacher communication. Preschool-based groups
expressed concern regarding all five factors, while the GO did not consider principals’
leadership to be a priority. This difference may be due to the fact that teachers have
direct experience of the effects of principals’ leadership. This mismatch between the
perceptions of government officials and teachers may have a negative impact on the

formulation of government policy, resulting in neglect of the factor of principals’

leadership.
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Figure 4.33. Venn diagram indicating the key factors influencing career
opportunities as perceived by preschool-based groups and sector-wide groups.
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4.2.1 Pay and Benefits

Halpert (2011) found that the most influential factor affecting teacher satisfaction was
salary. Research demonstrates that most Taiwanese private preschool teachers
experience a poor work environment involving low salaries, heavy workloads, and
long working hours (Chen, 2009; Chen & Gau, 2011; Hung, 2012; Jang, 2007). These
conditions are likely to decrease preschool teachers’ morale for their career and even
prompt them to abandon their ECEC careers. The PK principal expressed her concern
regarding this issue: “Because of the low pay and high workload of preschool
teachers, it is hard to demand more passion and a greater contribution from them.” In
this respect, poor pay and benefits may also impact on leadership style and the
capacity and will to direct. In addition, the PN principal mentioned pay and benefits
much more frequently than other principals, probably due to the fact that there are
many young teachers in PN who are contracted on an annual basis without permanent
tenure and are the recipients of wages much lower than the median wage of Taiwan.
In addition, with the implementation of CECA, the PN must transform into a
preschool, and staff positions and salaries are uncertain. This change process
underway in PNs may explain the greater concern over pay and benefits expressed by

the PN principal, even though his staff are better paid than PPN or PK staff.

As discussed in Chapter Two, average salaries for preschool teachers in Taiwan are
significantly lower than the average wage and far lower than preschool teacher
salaries in the USA and Australia. There is also a significant and inequitable
difference between salaries for teachers in private and public preschools. Current pay
rates for novice teachers in Taiwanese private preschools are estimated at

approximately NT$20,000 (US$667) per month (Wu, 2011), whilst public preschool
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teachers earn NT$34,155 (US$1139) per month (Duan & Ma, 2013). Such distinctions
are not only socially unjust but also create difficult recruitment and retention issues
for private preschools which make it hard for these schools to provide a quality of
service that is equivalent to that of the public sector. As a member of the PN parent’s
focus group suggested, “...[teachers’] benefits in preschools are not high or uniform
enough.” Government subsidies for teachers might assist decrease high teacher
turnover rates. A member of the PK parents’ focus group indicated that most parents
demand good quality but are typically reluctant to pay higher ECEC fees, and
likewise proposed government subsidies for preschools:
Parents want both low tuition fees and good teacher quality, so it needs

wisdom to find a balance. I feel the government should consider
subsidizing preschools.

It is not an easy task to raise teachers’ pay and benefits: it is likely to require a public
awareness campaign and government intervention to find the balance between pay
and quality. The PN principal contended that “Pay must be high to be able to attract
good teachers”, and suggested increasing teachers’ pay and benefits through
government subsidies or by organizing a trade union to negotiate with owners to set
up a reasonable pay standard:

First, preschool teachers might be able to organize a trade union.... The

government could direct the negotiations between the union and
management to set up a reasonable pay standard.

In Taiwan, a legal revision of the Labor Union Law took effect on May 1, 2011. This
allows the formation of teachers' unions, but it does not allow teachers’ unions to
stage strikes. Taiwan might learn from the experience of the US to help teachers to get
better pay and working environments through industrial pressure. Loeb, Rouse, and

Shorris (2007) reported that teachers receive higher pay in highly unionized states,
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and collective bargaining had increased education spending by about 15 percent in
USA. Thus, teachers are encouraged to join unions to negotiate better pay and
working environments and their successes can provide Taiwanese teachers and
industry stakeholders with motivation and strategies to achieve similar improvements

in the Taiwanese sector.

In Taiwanese preschools, graduates from high school can be assistant preschool
teachers but can only work in a class together with a teacher. Graduates from
universities can be employed as preschool teachers. Usually the only position above
teachers is that of the principal, so staff have few opportunities in their career path for
promotion. Evaluator B suggested that the lack of promotion positions available in
preschools might be compensated for by an annual salary adjustment in order to raise
the morale of the teachers:
If promotion positions are rather few, perhaps their work and duties can

be adjusted and their salary increased. This is at least remedy to
compensate for not being able to get promoted.

The salaries paid by private preschools are much lower than the median wage of all
trades. A member of the PK parents’ focus group commented that “If my pay was the
same whether I had five years or ten years of work experience then I could not have
any ambition in this kind of work”, and suggested “...build[ing] a pay level system
similar to the government employee system.” In addition, Evaluator A suggested
setting up a proper pay framework for teachers in a “Cooperative preschool” policy
requiring preschools to register and fulfill certain requirements in order to qualify for

subsidies.
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Furthermore, after integration, many PN staff members are not sure what their pay,
benefits and positions will be, a point made by several PN teachers. This is
complicated by the fact that after December 25, 2010, three new direct municipalities
were set up by combining county and city administrations. The pay level of staff in
original city public preschools was higher than that of county public preschools,
which led to accusations of unfairness. To address these issues, a fair pay level system
for PN staff and improved clarity and transparency regarding pay, benefits and

positions may be required.

4.2.2 Working Environment

The teacher’s workload in public preschools is usually much lower than that the
workload of those in private preschools. The PK principal commented that “...they
[public kindergartens] can come off duty at 4:30 in the afternoon.” Most private
preschools, on the other hand, use a “responsibility system” to avoid overtime pay
using a loophole in Taiwan’s LSA. A typical private preschool teacher works from 7
am. to 6 p.m. each day. This amounts to approximately ten hours per day,
substantially more than the normal eight working hours, but, as the PN principal
noted, “Preschools are not willing to pay overtime fees”. Teachers cannot go off duty
until all the children have been picked up by parents. Preschools consider this to be
part of the teachers’ role (Chen, 2009). A member of the PK teachers’ focus group
attributed the widespread practice of not paying for overtime to the fact that the LSA
lacks integrity.” In addition to requiring overtime, some preschools do not permit their
staff to take leave. For example, a member of the PK teachers’ focus group stated: “I
was in a preschool which never permitted summer and winter vacations.” Similarly, a

member of the PN teachers’ focus group commented: “Some private kindergartens
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hold activities on holidays and take teachers’ attendance for granted, and they never

permit deferred holidays.”

It is essential to improve this working environment, since poor working environments
downgrade both teacher quality and ECEC quality. The problem of excessive working
hours needs to be resolved, support from principals and colleagues encouraged, and
teachers’ workloads decreased, particularly in private preschools. U.S. kindergarten
teachers usually work a ten-month school year with a two-month summer break (U.S.
Bureau of Labor Statistics, 2012). This may be a good model for Taiwanese
preschools to follow. How this can be costed into the current system, however,

remains a challenge to be addressed by government and the sector.

Moreover, there is a need for fair and flexible working hours and leave entitlements in
order to attract and retain good staff. The long hours worked by teachers also creates
risk for the children, as exhaustion does not facilitate care for children and passion for
one’s work. A significant aspect of improving the working environment is the issue of
ECEC for preschool teachers’ own children. The provision of free or discounted
ECEC to preschool teachers in their workplace was suggested by members of the PN
parents’ focus group. Such measures might make a significant contribution to teacher

satisfaction and retention.

4.2.3 Professional Learning Opportunities

Professional learning opportunities may involve university courses, in-service
training, and continuing education. Carte & Fewster (2013) found that professional
learning plays a critical role in improving teaching. Lack of professional learning

opportunities might make it difficult for teachers to obtain new knowledge and skills,
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which will decrease their professionalism and competence to care for and teach
children in a rapidly-changing environment. Teachers need to improve their
competence for obtaining job opportunities in a strongly competitive environment
caused by low fertility rates, as the PN principal stated: “Job opportunities are
decreasing, so if teachers want to have job opportunities, they have to continuously
undertake training to improve ability.” Furthermore, the GO commented that “After
integration, the education department wants to improve the ability and certifications
of teachers, so it will definitely have stricter requirements regarding teacher quality

than it has now.”

There was a strong perception across participant groups that university and college
ECEC education does not engage effectively with the practice of ECEC. All
categories of interviewees acknowledged this deficiency and recommended that
university courses focus more on practice. For example, the PK principal suggested:
“Students should have the opportunity in first year of university to see real workplaces
and to face children so they can find out what their shortcomings are.” It was also
suggested by a member of the PK teachers’ focus group that courses should teach the
skills required to care for physically disabled children in need of special care and
cover healthcare problems that frequently appear in children, such as a stomach
disorders:

As for special education, I feel that there is not really enough of it. Since

we face some badly-behaved children who need to be corrected,

universities should provide courses in special education for students to
understand children with special needs.

Further issues regarding current teachers’ education include ethical awareness and

3

problem-solving ability. The PPN principal stated: “...dealing with superiors,
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colleagues, and subordinates all belong to work ethics; work ethics is an area where
students really need to be improved.” She expected teachers knew how to deal with
different people with proper manners. With regard to problem solving, the PK
principal commented that “...when they [teachers] enter a new environment, they
should know how to find and use resources to face problems with children together
and to overcome them.”
The importance of in-service training for helping teachers to develop their skills and
professionalism was identified in the interviews. For example, the PPN principal
asked: “If you never have any improvement in your work skills, how can you keep
this job forever?” It is also noted that some businesses provide in-service training
courses only to make money without considering the needs of teachers. This situation
might improve with government accreditation of private education providers.
Alternatively, local city or county governments could take responsibility for statutory
18 hours per term in-service training courses. This could be held at a convenient place
or at a university. In-service training might be held on Saturday or at another
convenient time. The PN principal suggested that “Private preschools may not like
teachers to take in-service training because it certainly will influence the work.” The
PN principal also considered the government’s willingness to subsidize preschools to
be the main reason why public preschools allowed their teachers to take in-service
training:

Public nurseries can apply for government money to subsidize some

course fees. Teachers do not need to spend too much money, so they are

willing to study.
All principals identified the importance of professional learning to ECEC quality and
career opportunities. Only public preschool principals encourage their teachers to take

in-service training in working days, while most private preschool principals expect
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their teachers to take in-service training during holidays to avoid affecting their daily
work. This issue could be resolved by re-scheduling staff working hours and
subsidization for lost staff resources through government funding to allow in service

training at private preschools.

A member of the PK teachers’ focus group suggested that the training courses should
fit the needs of teachers, but not only to fulfill workplace regulations: “Governments
require us to have 18 hours of training, but I feel that we only train to fit the
requirements of 18 hours.” It is essential that teachers be able to develop in terms of
professionalism and expertise to enhance the quality of ECEC. Providing teachers the
opportunity to take in-service training courses can improve teachers’ professional
learning. The PN principal suggested that “Job opportunities are decreasing, so if
teachers want to have job opportunities, they have to continuously undertake training
to improve ability.” To promote equality of opportunity, participants suggested that
private university ECEC courses should be integrated with the child education
departments of public universities to grant equal rights for certificate examinations.
For example, a member of the PPN teachers’ focus group stated:

Graduates from the ECEC departments of private universities should be

as qualified as the graduates from child education departments of public

universities, who are eligible to take certificate examinations after half a

year of practice. They should integrate ECEC departments and child
education departments to allow all students to stand in an equal position.

A key problem with the existing teacher training system as perceived by the research
participants is an over-emphasis on theory at the expense of practical skills. Several
participants proposed that in-service training courses should have a more practical
focus. To address this issue, universities and in-service training might extend practice

courses to a longer period, provide practical communication courses, and listen to the
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demands of industry to make necessary adjustments to their courses. These student
preschool teachers in placement may ‘work’ in the center under the supervision of a
few senior teachers while the rest of the teachers take the opportunities to receive in-
service training. Despite the benefits of in-service training for teachers in terms of
teaching quality, most private preschools do not usually allow their teachers to take
in-service training courses on weekdays. As a member of the PPN teachers’ focus
group suggests, this problem might be overcome by providing courses “at many
different times, such as at night or during holidays”, to provide flexibility for teachers

who want to take in-service training or to take courses for the teacher’s certificate.

The PK parents’ focus group recommended that preschools should “...conduct an
evaluation after in-service training and build a pay level system similar to the
government employee system” to connect training to remuneration with a pay level
system. The Queensland Government (2012) offers scholarships to support early
childhood teachers in upgrading their qualifications. This could be a good model for
the Taiwanese government to encourage teachers’ professional learning. It is
suggested that students in high school and university plan their careers to learn the
necessary knowledge and skills to prepare for service in the ECEC industry. After
serving in preschool, it is suggested that staff should strive to develop their careers by
taking in-service training or continuous education and learning from the experience
and professionalism of senior colleagues. It may be possible and helpful to create a
certified pathway from ECEC to primary teaching through further study which might
provide a career pathway for preschool teachers and also address the impact of

declining fertility and ECEC jobs. Furthermore, it is suggested that preschools take
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steps to improve principals’ leadership skills and encourage management/senior staff

to also take in-service training.

4.2.4 Parent-teacher Communication

Parent-teacher communication was identified not only as a major factor in ECEC
quality (discussed in Sec 4.1.4), but also as a key factor influencing career
opportunities. In the context of declining fertility, many interviewees reported that
parents may make more requests and enquiries of teachers, as families that have only
one child are likely to place greater priority on the quality of care provided to that
child. For example, a member of the PN parents’ focus groups predicted:

Parents will have more expectations for their children, and so they will

make even more requests of their teachers. I feel that teachers will have
more stress.

The relationship between demands from parents and preschool teachers’ stress levels
has also been noted in the literature (e.g. Chen, 2003; Hung, 2012). Pressure from
parents might therefore lower morale and raise turnover rates unless preschool
teachers receive adequate support from principals and colleagues. Recommendations

for improving parent-teacher communication have been suggested in Sec 4.1.4.

4.2.5 Principals’ Leadership

Principals’ leadership was identified not only as a major factor in ECEC quality
(discussed in Sec 4.1.5), but also a key factor in career opportunities. It is important
that principals concentrate on providing good service quality and communicate with
and encourage teachers. These issues were identified in the interviews with PK

teachers’ focus group:
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Teacher turnover is up to how the principal cares about teachers. If he
thinks that teachers don’t matter, he’ll think that if you leave he can just
find another teacher. It’s a kind of ‘there are job shortages now, so I don’t
care about you’ attitude. That’s why the class is always changing teachers.

The principals should care about and support teachers to encourage them to enjoy
their work and commit to provide good quality service. In this way, experienced staff
can be retained, and ideally developed to contribute to quality outcomes in the care
provided by the school. The leadership style of principals seems to be an important
factor affecting career options for teachers. Interviewee comments indicate that
parents and teachers see the current approach of principals as unfriendly or
inadequate. Leadership training, perhaps mandatory, that encourages principals to
listen to the opinions of staff and encourage them in their career expectations and
professional learning interests could help to address this problem. Regular meetings
with teachers promoting two-way communication, as suggested in the PK focus
group, might also promote better communication and ECEC outcomes. The support of
principals and colleagues can boost the morale of teachers, which is often low due to
inadequate pay, heavy workloads, and having to contend with many demands from
parents. A member of the PK parents’ focus groups suggested: “...the support of
colleagues is important, so when teachers are in a communicative and sharing

environment this kind of support can help teacher retention.”

4.2.6 Summary of Career Opportunities for Preschool Staff

The majority of the participant groups identified and ranked the key factors
influencing career opportunities in preschools as: pay and benefits, working
environment, professional learning, parent-teacher communication, and principals’

leadership. All groups identified pay and benefits as a dominant factor, reflecting the
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fact that private school teachers’ pay and benefits is currently lower than the median
wage. The working environment was also considered a key factor by a majority of
groups. In addition, principal groups also focused on professional learning, while
teacher groups were concerned with all five factors and parent groups also put
emphasis on parent-teacher communication and principals’ leadership. Principal
groups and teacher groups viewed professional learning opportunities as currently
inadequate but important to quality and career, while teacher groups and parent
groups considered parent-teacher communication to be in need of improvement. All
preschool-based groups agreed that the five factors listed above were key factors
influencing career opportunities. Sector-wide groups agreed on four of these factors,
excluding principals’ leadership, which may not be directly relevant to these groups.
Raising teachers’ pay and benefits, improving the working environment, providing
learning opportunities, and holding in-service training for parent-teacher
communication and principals’ leadership, could improve staff’s career opportunities.
A summary of the suggestions for improving career opportunities for ECEC staff from

participant groups may be found in Table 4.7 (Appendix Al).

4.3 What is the Relationship between ECEC Quality and Career
Opportunities for Preschool Staff?

This research has identified important common factors between ECEC quality and
career opportunities within the ECEC industry in Taiwan. These links may be
classified into two categories: (1) direct common factors in ECEC quality and career
opportunities; (2) indirect common factors in ECEC quality and career opportunities.
These links are discussed below in the context of ensuring justice and equity in both

ECEC provision and staft’s career opportunities.
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4.3.1 Direct Common Factors in ECEC Quality and Career Opportunities

Analysis of the data identifies parent-teacher communication and principals’
leadership as direct common factors linking ECEC quality and career opportunities
(see Figure 4.34). That is, parent-teacher communication and principals’ leadership

can influence both areas in a fairly direct way.

ECEC Quality

Teacher
quality

Teaching and
caring

Career Opportunities
Pay and
benefits

Professional
learning

Working

environment

Parent-teacher

communication

Government

olic .
POTICY Principals’

leadership

Physical

environment
Staff-child
ratios

Figure 4.34. Direct common factors in ECEC quality and career opportunities.

Parent-teacher Communication

Research findings suggest that poor communication between parents and teachers is a
significant contributor to teachers’ stress, which is a major factor in job satisfaction. It
therefore impacts directly on working conditions and career opportunity. At the same
time, teachers’ stress impairs the quality of teachers’ work. ECEC quality is also
compromised by poor parent-teacher communication. For example, parents who do
not have regular contact with ECEC staff will have no chance to contribute their
suggestions and viewpoints on how ECEC center operations might be improved and

may also lack understanding of and confidence in the center. Thus, improving parent-
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teacher communication could enhance both the quality of ECEC and teachers’ job

satisfaction and career opportunities.

Principals’ Leadership

Principals’ leadership is a key factor in the quality of parent-teacher communication,
since principals with strong leadership skills can better encourage teachers to improve
parent-teacher communication by arranging, for example, communication courses for
teachers or open days for parents. Principals’ leadership directly affects both teachers’
career opportunities and ECEC quality because of its impact on teachers’ working
conditions, teacher performance, and the overall functioning of the ECEC center. For
example, participants’ responses suggest that a collaborative leadership style both
increases teachers’ commitment to providing good service and leads to greater
enjoyment of their work. The positive impact of good leadership on teachers’ job
satisfaction also encourages long-term retention of teachers, improving the
consistency of ECEC quality and allowing children and their parents to form stable
relationships with staff. The importance of leadership and communication skills to
both career opportunity and ECEC quality suggests that initiatives to improve these
skills, such as participation by both principals and staff in annual in-service training

with a focus on leadership and communication, would be greatly worthwhile.

4.3.2 Indirect Common Factors in ECEC Quality and Career Opportunities

Indirect common factors are factors that either: (1) indirectly enhance career
opportunities, and, by doing so, also contribute to ECEC quality; or (2) indirectly
enhance ECEC quality, and by doing so also contribute to career opportunities. These

factors are examined in the two subsections below.
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How Better Career Opportunities Can Enhance ECEC Quality

Poor working conditions reduce teacher performance, and therefore ECEC quality, by
increasing stress and reducing morale. In turn, dissatisfaction with career
opportunities generated by poor working conditions and low salaries contributes
ultimately to teacher turnover. This connection was one of the key themes emerging
from participants’ responses. High teacher turnover may affect the quality of
relationships between teachers and children particularly in relation to attachment and
for younger children, which is a key factor in ECEC quality. In addition, in a high
turnover industry, experienced, passionate and qualified teachers tend to be rare. Thus,
resolving the issues around preschool teachers’ career opportunities could have a

significant impact on ECEC quality.

Working environment, pay and benefits, and professional learning are all significant
factors affecting career opportunity that also have a significant impact on ECEC
quality. With regard to working environment, for example, the long working hours of
teachers in most private preschools may be damaging to teachers’ health and
contribute to high attrition. The stress and poor health experienced by teachers
reduces the quality of the ECEC they can provide, while high staff attrition rates
disrupt ECEC center functioning, make it more difficult for teachers to forge good
working relationships with other teachers, and disrupt relationships with children. In
addition, high staff attrition increases the costs of running a preschool as replacing
and training new staff is costly estimated to impact on organizational profit by up to
40% or the equivalent of six month’s salary for every hourly employee lost (People
First Solutions, 2005). Poor pay and benefits cause low morale, dampening teachers’

passion for their jobs, which this research has found to be crucial to ECEC quality.
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Like a poor work environment, poor pay and benefits also contribute to high attrition
rates. Professional learning is a crucial factor in advancing teachers’ careers that
contributes directly to teaching quality by maintaining and building expertise and
professionalism. Funds spent in investments in improved work environment, pay and
benefits may be recovered by improved teacher retention and associated savings in the

costs of recruitment whilst also improving the quality of ECEC service.

Ameliorating existing problems with teachers’ career opportunities, then, would boost
teachers’ morale and well-being as well as increase the energy and passion with which
they approach their task. It would also help to increase workforce stability and, by
providing greater opportunities for professional learning, increase the expertise and
professionalism that teachers bring to their jobs. Thus, policies and initiatives aimed
at improving the ECEC working environment, raising pay and benefits for preschool
teachers, and providing greater access to professional learning opportunities would

also contribute to better ECEC quality.

How Better ECEC Quality Can Enhance Career Opportunities

There are several factors in ECEC quality that also influence career opportunities.
One such factor is staff-child ratios. ECEC staft participants report that low staff-child
ratios led to poor ECEC quality because it is difficult for staff to care adequately for
children under such circumstances, especially with children from low SES and
children with special needs. The stress and anxiety involved in looking after large
numbers of children at one time also lowers the morale of staff and their desire to

remain in the industry. Thus, government policies to raise staft-child ratios would both
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allow staff to give more attention to individual children and relieve the burden on

teachers.

Another key factor in ECEC quality is the system of evaluations by the MOE.
Evaluations allow the government to monitor ECEC quality, ensure that adequate
standards are maintained, and provide guidance to preschools on how ECEC quality
can be improved. ECEC staff participants suggest that good evaluation results are a
source of satisfaction for many teachers. However, as currently implemented,
evaluations are often perceived as a burden by staff, who see them as more a matter of
meaningless and time-consuming paperwork than effective quality control. Thus, one
unfortunate side effect of evaluations could be a reduction in staff job satisfaction and
morale. This potential effect of evaluation on staff should be taken into account when

reviewing the current system of evaluations of ECEC in Taiwan.

Justice and Equity Issues in ECEC Quality and Career Opportunities

Justice and equity in government policy is another issue that links ECEC quality and
career opportunities for preschool teachers. Key problems in this regard are
remote/urban inequities in ECEC availability and quality, equity of access for families
across Taiwan, and inconsistency in university/college course requirements for ECEC

professionals.

In Taiwan, inequities in the provision of ECEC between remote and urban areas have
been worsening in recent years as remote areas lose their young populations to cities
(Wang & Chen, 2007). This wave of internal migration is leading to overpopulation in

urban areas and the decline of rural communities (Lall, Selod, Shalizi, 2006). The lack
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of resources in rural/remote areas leads to a shortage of ECEC facilities and poor
ECEC quality. One key factor in the poor quality and lack of availability is the
shortage of preschool teachers willing to work in such areas because of the poor pay
and benefits and working environments there. Thus, addressing inequity in working
conditions between rural/remote areas and rural areas would also assist in addressing
the inequity in high-quality ECEC provision. To ensure equity and social justice in
ECEC, the Taiwanese government could employ incentive remuneration to attract

more preschool teachers to these areas.

Inequity of access to ECEC also exists as a result of differences in economic
conditions within each region of Taiwan. ECEC is still a heavy burden for parents,
and subsidization, tax rebates, and setting up more public preschools would provide
more families the opportunity to access ECEC. Such measures would also provide

more career opportunities for preschool teachers.

Another area in which inequity affects both the quality of ECEC and career
opportunities for preschool teachers is higher education. Graduates from the ECEC
departments of private universities and from the ECEC departments of public
universities are required to meet different standards for teacher certification, resulting
in inequities in career opportunities for university/college students. This discrepancy
also makes it difficult for the MOE to monitor the quality of courses and students for
these two different standards. Thus, a policy to integrate these two systems would
both enhance the consistency of ECEC quality and equality of career opportunities for

graduates.
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4.4 Conclusion

This research has investigated the issues of ECEC quality and career opportunities in
the ECEC industry in Taiwan and endeavored to identify feasible means to improve
them. This chapter has set out the findings of semi-structured focus groups and
individual interviews with three evaluators, a GO, three principals, three teacher
groups, and three parent groups in three types of preschool regarding ECEC quality
and career opportunities in preschools. The research identified several key factors
influencing ECEC quality: teacher quality, teaching and caring, government policy,
parent-teacher communication, principals’ leadership, staff-child ratios, and physical
environment. Principals, teachers, and parents groups in the three types of preschool
share common concerns with teacher quality, teaching and caring, and government
policy; but principal groups also focused on physical environment while both teachers
and parents groups put emphasis on parent-teacher communication, and principals’
leadership. All preschool-based groups agreed on the seven key factors influencing
ECEC quality. Sector-wide groups agreed on six factors as significant excluding

physical environment.

The research also suggested several means for improving ECEC quality and
improving career options through amendments to policy particularly raising teachers’
pay and benefits, increasing the staff to child ratio, setting up more ECEC places,
adjusting subsidization strategy and improving communication between parents and
teachers. In addition, it was found that while attracting male teachers to the profession
was perceived as desirable, the poor remuneration and career opportunities in the
industry as well as stereotypical social attitudes to gender and care remain obstacles to

achieving greater gender balance.
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Key factors influencing career opportunities in preschools were found to be: pay and
benefits, working environment, professional learning opportunities, parent-teacher
communication, and principals’ leadership. All preschool-based groups agreed on
these five key factors as influential with regard to career opportunities. Sector-wide
groups agreed on four factors excluding principals’ leadership. It was suggested that
raising teachers’ pay and benefits, improving the working environment, improving
principals’ leadership, providing more opportunity for learning, and increasing the
staff to child ratio could improve the career opportunities of ECEC staff. In addition,
staff’s career opportunities have a great influence on ECEC quality because of the
significance of teacher quality which is related to teacher retention as a factor in
ECEC quality. Pay and benefits, working environment, professional learning, and
staff-child ratios could all be improved through government policies and individual
efforts by preschools. These improvements could enhance both ECEC quality and

career opportunities.

The following chapter provides a concluding summary of the key findings of this

research and makes recommendations for the ECEC sector in Taiwan which can assist

improve quality of ECEC services and career opportunities for preschool staff.
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Chapter Five

Conclusions and Recommendations

5.1 Introduction

In the context of declining fertility rates, high teacher turnover and the
implementation of CECA, the main objective of this research was to produce a
strategy for improving ECEC quality and career opportunities in ECEC in Taiwanese
preschools. The data collected from focus group interviews with teachers and parents
and from individual interviews with principals, evaluators, and the GO constitute a
rich resource for understanding ECEC quality and career opportunities in Taiwan. The
interviews with principals, teachers and parents in the PN, PPN, and PK provided a
variety of perspectives on ECEC in three types of preschools. The interviews with
evaluators and the GO provide sector-wide viewpoints for comparison with the more

local perspectives of the principals, teachers and parents.

Across these different groups of participants, perspectives on ECEC quality and
career opportunities have both broad similarities and significant differences. This
chapter reviews and discusses the main findings of this research and draws
conclusions regarding their significance for improving ECEC quality and career
opportunities in Taiwanese preschools. Recommendations for government policy and
for ECEC stakeholders are proposed based on these conclusions. Finally, the

limitations of this research are discussed and suggestions for further research made.

5.2 Research Findings

The research employed a qualitative case study approach incorporating Katz’s (1993)

concept of professional, staff, and parent perspectives to evaluate ECEC quality and
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career opportunities in preschool. The data collected illuminates the perceptions of
nine participant groups in three types of preschools and four sector-wide groups.
Participants were asked to identify their own criteria constituting quality ECEC and
also to describe career opportunities in the sector. The frequency of the themes
mentioned by each the group was used as an indicator of the priority assigned to these
themes as factors in ECEC quality and career opportunities. The major findings

associated with the key research questions are described below:

Research Question 1

What are the key factors influencing ECEC quality in Taiwanese preschools?

The key factors influencing ECEC quality in Taiwanese schools identified by
participants may be ranked in the following order according to the average priority
assigned to it by all groups: teacher quality, teaching and caring, government policy,
parent-teacher communication, principals’ leadership, staff-child ratios, and physical
environment. Key factors for all groups are teacher quality, teaching and caring, and
government policy. Differences were apparent in regard to: the physical environment,
a key factor for principals but less salient for teachers and parents; and parent-teacher
communication and principals’ leadership, which were key factors for teachers and
parents but less salient for principals. Parents placed emphasis on the role of
preschools in training students to have respectful attitudes towards authority figures
and to behave politely, which is considered very important in Taiwanese culture. They
also prioritized children’s safety. Differences in emphasis were discerned between
preschool-based groups and sector-wide groups. Sector-wide groups, although they

were concerned about six of the above seven issues, did not mention physical
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environment. Two of the three evaluators considered the top factor in ECEC quality to
be teaching and caring, while all preschool-based groups, one evaluator and the GO

prioritized teacher quality.

The top priority across all groups, teacher quality, encompasses passion for ECEC,
appropriate qualifications for ECEC, sufficient professionalism and experience, and
good communication skills. For the research participants, a good teacher is one who is
professional, interested in communication with parents regarding ECEC issues,
passionately engaged with their work, and willing to put the children’s interest first. In
other words, although skills acquired through education and experience were seen as
important, research participants emphasized teachers’ attitudes towards ECEC. These
attitudes can be considered as a major factor in the recruitment interviews of new
teachers, and interviewees may be asked to discuss and present some evidence of their
attitudes to teaching, caring and career planning especially in relation to assessing
their passion for ECEC. This emphasis on teachers’ attitudes made demoralization
caused by current low pay and working conditions a particular concern for many
research participants. Teacher training, including practical communication skills
training, was also seen as a priority. In addition to enhanced opportunity for in-service
training courses, stricter enforcement of qualifications for teachers and greater
transparency regarding the qualifications of teachers employed by preschools were

perceived as necessary.

Five major themes on government policy were identified in the interviews. The first
was the instability of government policy and its effect on ECEC. In recent years,

frequent changes in government education policies have caused uncertainty among
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preschool staff and damaged teaching effectiveness. For example, the government’s
about-face regarding the primary school mathematics curriculum has complicated the
task of providing a bridge from basic preschool numeracy programmes to primary

school mathematics.

The second major theme was the need for direct government subsidization of
preschools. It was generally agreed that government subsidies for preschool were a
prerequisite for improving ECEC quality and that subsidizing children directly would
not enhance ECEC quality because their parents would use the subsidy for their own
living costs. The heavy financial burden of preschool fees for many parents was a
concern for most participants, and many suggested that preschools should be made

completely free.

The third key theme is the importance of achieving social justice with regard to ECEC
affordability and quality. Participants called for stricter tax auditing so that tax evasion
did not lead to well-off families receiving high ECEC subsidies. The fourth major
theme is the need to address the requirements of remote areas, which tend to lack
ECEC places and teachers. To ensure equality of access to ECEC, participants
recommended greater policy flexibility, greater allocation of funds to subsidize
remote area children, installation of additional ECEC facilities and provision of

incentives to attract ECEC teachers to service remote regions.

The fifth key theme identified in research was the need for effective evaluations. The
issues of government monitoring of preschool evaluations and quality standards

compliance in preschools were discussed frequently. Four themes regarding
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evaluations emerged from the interviews: the requirement for greater evaluation
accuracy and effectiveness; post-evaluation improvement; evaluation time and
frequency; and the workload of evaluation preparation. Participants suggested that
evaluations should concentrate more on the interactions between teachers and children
and rely less on paperwork, which was perceived as a burden on teachers that reduced
the time and effort that could be invested in teaching and caring for children and
communicating with parents. It was suggested that unscheduled audits are necessary
to prevent preschools from focusing on evaluation preparation rather than the
improvement of the quality of childcare teaching and learning. Evaluators with direct
practical experience of ECEC should be included in the evaluation team to facilitate
such a shift in emphasis and to provide advice regarding post-evaluation

improvement, which was perceived as more important than the evaluation itself.

In addition to these five themes, both teachers and parents expressed concern
regarding barriers to communication between teachers and parents. As good
communication plays a key role in developing partnerships between parents and the
school to help children’s development, the reported communication problems are
likely to be significant factors in reducing ECEC quality. Teachers and parents
reported that differences in attitudes towards teaching and caring for children were
obstacles to effective communication. To address this problem, teachers might be
encouraged to take communication courses to improve their capacity to communicate
with and educate parents in the best ways to teach and care for their children and to
clarify the interconnectedness of care and education as well as to elicit and respond to

parental concerns effectively.

190



Principals’ leadership styles were considered to be a significant influence on the
motivations of teachers and student outcomes. Four significant aspects of principals’
leadership were identified: commitment to ECEC quality rather than a focus on profit;
collective leadership to motivate staff and promote teacher commitment to the
preschool; regular development of leadership skills through in-service training; and
communication with and support for teachers. Communication with and support for
teachers was considered particularly important in helping teachers to improve parent-

teacher communication.

Regarding ECEC quality, participants were concerned about the current regulations
concerning minimum staff-child ratios, which are 1:15 for three to six year-olds. This
proportion makes it difficult for teachers to look after children well. PN participants
were most concerned about staff-child ratios, perhaps because many children from
less privileged SES in PN classes need more attention and are more difficult for
teachers to handle. Most participants suggested that an improvement in the staft-child
ratio to 1:10 would enhance ECEC quality, but they were also concerned about
whether parents could afford the extra expense. In general, it was thought that the

government should take responsibility for creating policy to improve staff-child ratios.

The physical environment was also perceived to be essential in ECEC quality.
Concerns included adequate space and facilities for children, but safety was always
the top priority, especially for PK parents. Most PNs had limited space and facilities
due to limited budgets and because they shared their premises with community
centers. Improving this situation might require the government to allocate more

suitable buildings and facilities for preschools. Declining fertility rates were
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mentioned as an issue for the quality of facilities, since owners might be reluctant to
invest in facilities out of uncertainty regarding the rate of return on the investment if
enrollments fall. Participants felt that both government subsidies for preschools and
more stringent monitoring of safety, space and facilities would be necessary to

mitigate this problem.

Research Question 2

How might ECEC quality in preschools be improved?

The most important theme identified with regard to improving ECEC quality was the
need to enhance the quality of teachers by providing government subsidies to raise
their pay and benefits. Participants suggested changing government policy from
subsidizing parents to subsidizing preschools would enhance ECEC quality, and the
optimal strategy may be simultaneously allocating more funds to subsidize children
and setting up more ECEC facilities. Government subsidies for preschools could be
tied to benefits for teachers such as appropriate working hours. Cost savings from
improved teacher retention, which is anticipated to flow from improved pay and
conditions, might balance the increased cost of such funding reforms whilst also
enhancing the quality of ECEC and should be monitored. Participants identified a
need for cooperation between government and preschools to improve teachers’
working environment to raise morale and allow them to develop a passion for ECEC.
They also identified a need to improve university courses and in-service training by
focusing more on the practical aspects of ECEC in order to strengthen teachers’

professionalism and experience.
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Teacher education was also considered to be a key means of enhancing teacher
quality. It was suggested that university and in-service training should include
practical courses on teacher-parent communication, special needs, work ethics, and
dealing with stress. The government should provide incentives to encourage private
preschools to allow their teachers to take in-service training during working days, and
principals should be required to participate regularly in-service training to improve
their leadership skills.
Other key participant suggestions for improving ECEC quality were:
e ecnsuring that adequate human resources are employed by the MOE to
effectively enforce government policy and to monitor and safeguard ECEC
quality as the MOE deals with the process of integrating nurseries and
kindergartens;
e encouraging principals to listen to the opinions of staff and hold regular
meetings with teachers to promote better communication in order to boost the
morale of teachers and their commitment to better ECEC;
e cnsuring that standard safety procedures are strictly complied with in order to
safeguard children’s safety;
e recruiting evaluation team members not only from academic institutions but
also including senior persons in the ECEC industry;
e using unscheduled audits in evaluation to prevent preschools from focusing on
audit preparation rather than the improvement of ECEC quality;
e ensuring that ECEC facilities of preschools are adequate in terms of safety,
space and environmental quality by subsidizing preschools and closely monitoring

compliance with regulations;
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e improving staff-child ratios from the current minimum of 1:15 to 1:10 by
means of new regulations and government subsidies to support the expense of
hiring extra teachers;

e cnsuring equitable access to ECEC for those in remote areas by building more
ECEC centers and providing incentives to attract ECEC teachers to these areas;

e increasing government subsidies for ECEC so as to make preschool fees for

five- year-old children entirely free.

Research Question 3

What are the key factors influencing career opportunities in Taiwanese preschools?

On average, participant groups ranked the major factors for career opportunities in the
following order: pay and benefits, working environment, professional learning
opportunities, parent-teacher communication, and principals’ leadership. The
principal, teacher, and parent participant groups of the three preschools agreed on the
key significance of pay and benefits, but differed in the emphasis they placed on the
other issues. While teacher groups were more or less equally concerned with all five
factors, principals focused more on working environment and professional learning
and parents more on parent-teacher communication and principals’ leadership. All
preschool-based groups agreed that these five factors exerted a significant influence
on career opportunities, while sector-wide groups omitted principals’ leadership as a
factor, presumably because they are not as directly involved in interactions with

principals as preschool-based participants are.
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The significance of pay and benefits as an issue is not surprising given that private
preschool teachers’ salaries in Taiwan are significantly lower than the median wage.
Because teachers have few opportunities in their career path for promotion within
preschools, it was thought that compensation and annual salary adjustment would be
necessary to recruit and retain skilled teachers. Raising teachers’ pay and benefits may
require both public awareness and government subsidies to find the right balance
between pay and quality. It was also suggested that a trade union be organized to
negotiate with government and owners to set up a reasonable pay standard.
Uncertainty regarding potential changes in pay, benefits, career options and job
security after CECA-driven sector integration takes place was another significant
issue for PN staff members. Swift resolution of this issue is vital, since integration

will certainly influence the staff’s career opportunities and service quality.

Working conditions are particularly important as a factor in private preschools, where
teachers’ workloads are much heavier than in public preschools. Participants reported
that most private preschools use a “responsibility system” to avoid overtime pay and
that a typical private preschool teacher works ten hours per day, far more than the
official standard of eight working hours. In addition, some preschools do not permit
their teachers to take leave. Participants considered it necessary to improve the
working environment, since poor working environments reduce teacher’s passion and

commitment for service and thus decrease both teacher quality and ECEC quality.

Another key factor in ECEC career opportunities is the perceived deficiencies in
practical education provided by university ECEC courses and in-service training

courses. All categories of interviewees acknowledged this deficiency and
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recommended that university courses focus more on practice. Greater emphasis in
ECEC courses on problem-solving abilities and skills for coping with stress were also
recommended. Opportunities to develop one’s career through education were
considered a key issue for teachers’ career opportunities. This might involve
university courses, in-service training, and continuing education to help develop
teachers’ skills and professionalism. Moreover, it was suggested that universities
should provide greater flexibility in terms of time scheduling to make it easier for
preschool teachers to study for teacher’s certificates. The inflexibility of private
preschools, which usually do not allow their teachers to take in-service training on
workdays, was also perceived as an obstacle. This may require government to provide
incentives, such as subsidies for preschools to encourage preschools to allow their

staff to take in-service training on workdays.

Parent-teacher communication and principals’ leadership were identified not only as
major factors in ECEC quality but also as key factors in career opportunities. Pressure
from parents can cause stress for teachers and lower their morale, and it was
considered important that teachers receive adequate support from principals and
colleagues to alleviate this problem. Principals’ leadership — including
communication, encouragement, and support for teachers — was considered vital in
maintaining morale for teachers and thus encouraging teachers to persist in a teaching
career. Participants emphasized commitment to educational values, support for
teachers, and good-quality service rather than a focus on profit as key attributes of

good principals.
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Research Question 4

How might career opportunities be improved for ECEC staff?

The following suggestions for improving career opportunities for ECEC staff were

made by participants:

e cstablishing a government-industry working group to review quality in child
care in the context of declining fertility, poor pay and conditions, and low career
opportunity;

e raising ECEC teachers’ pay and benefits possibly requiring government
subsidies to private ECEC providers. It was also suggested that the LSA needs to
be reviewed to address the practice of not paying for overtime in preschool, that
free or discounted ECEC should be provided to preschool teachers in their
workplace, and that the formation of a preschool teacher union might be required
to negotiate improvements in preschool teachers’ pay and benefits;

e improving working conditions by improving the quality of principals’
leadership, supporting better communication with parents, raising staff-child
ratios, providing fair and flexible working hours, and ensuring that all teachers are
given leave entitlements;

e preventing ECEC centers from using the ‘responsibility system’ to force
teachers to work unpaid hours;

e cstablishing government regulations requiring private schools to provide
teachers with the opportunity to take in-service training courses to improve their
abilities and skills;

e integrating private university ECEC courses with the child education

departments of public universities so that public and private university students

197



would have equal rights with regard to prerequisites for obtaining ECEC

qualifications.

Research Question 5

What is the relationship between ECEC quality and staft’s career opportunities?

ECEC quality and staff's career opportunities were felt to be closely related.
Participants identified the low pay and benefits offered to preschool staff as the single
most important obstacle to hiring and keeping good staff, which in turn is identified as
the most significant factor in ECEC quality. It follows, according to the reasoning of
most participants, that improving career opportunities in terms of pay and benefits,
working environment, and professional learning can also enhance teacher quality and

thus ECEC quality.

Both ECEC quality and career opportunities are perceived to be dependent on parent-
teacher communication and principals’ leadership by several participant groups. It was
observed that good leadership by principals can encourage staff and make teachers’
work easier, which in turn can enhance ECEC quality. It was therefore suggested that
both principals and staff should take regular in-service training course on leadership

and communication skills in order to improve ECEC quality.

In addition, the issue of justice and equity with regard to remote/urban discrepancies
in ECEC availability and quality, to equity of access for families regardless of SES,
and to university/college course standards, must be addressed ECEC to ensure equity
in ECEC quality and career opportunities. It is suggested that government should

design policies to resolve these issues.
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5.3 Recommendations

On the basis of the research findings summarized in Section 5.2, several
recommendations to enhance ECEC quality and career opportunities in preschools are
presented. The recommendations are offered to government, preschools, teachers,

evaluators, and parents.

5.3.1 Recommendations for Government

Providing Stable Policy

It is necessary to provide stable policy regarding ECEC to provide school principals
with a clear direction in which to guide their preschools and to allow staft to plan their
career planning and professional learning. Policy needs to be based on long term

planning and not altered abruptly by changes of government or for political reasons.

Raising Preschool staff’s Pay and Benefits

A government-industry working group should be established to review quality in child
care in the context of declining fertility, poor pay and conditions, and few career
opportunities. The government could take steps to raise the pay and benefits of
preschool staff to the level of primary school teachers and provide a pay framework
providing additional pay according to service years, in-service training and continuing
education similar to that of the government employee system. Furthermore, teachers’
working hours and overtime pay should be strictly monitored. It is also necessary to
review the Labor Standards Act to address the practice of not paying for overtime in
preschools. In addition to boosting morale and encouraging retention of teachers, this

might also attract more male teachers to work in preschools.
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Improving the Staff-Child Ratios for Age 3-6 to 1:10

In Taiwan, regulations specify that staff-child ratios for 3-6 year-olds must be at least
1:15. To address the difficulty of caring for and teaching so many children well, the
government should improve the staff-child ratio to 1:10 for 3-6 year-olds in
preschools to improve quality and relieve the burden on staff, but this could cause

tuition fee increases.

Subsidizing Preschools

The research found that the government policy of subsidizing parents may not be an
effective means of improving ECEC quality. The optimal strategy may be
simultaneously allocating more funds to subsidize preschools and setting up more
ECEC facilities. Government subsidies for preschools could be tied to benefits for
teachers, such as appropriate working hours, and support for in-service training during
the workday. This measure should be accompanied by more stringent measures to
monitor the compliance of preschools with safety, space and facility regulations.
Subsidies can also serve as a tool for government policy by providing incentives for
actions that promote ECEC quality such as allowing staff to take in-service training

on workdays and providing appropriate overtime pay.

Including Five Year-old Children in the National Education System

Learning by five year-old children has implications for their future academic and
social development (Barnett, 1995; Espinosa, 2002; Sammons et al., 2008). A policy
of including five year-old children in the national education system can enhance
ECEC quality and benefit children’s development and the well-being of society in the

long term (Li, 2012). Under the current policy of free tuition for five year-old
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children, parents still have to bear a rather heavy burden, especially for private
schools, and most children cannot attend public preschools because of the limited
number of such schools. Parents have to pay several different kinds of fees to

preschools, and government subsidies for five year-old children are insufficient.

Social Justice

Under the current tax system, there is a widespread perception that self-employed
families can obtain ECEC subsidies to which they should not be entitled by means of
tax evasion. On the other hand, some families with low SES do not meet the income
threshold for ECEC subsidies but nevertheless have great difficulty in affording
preschool fees. It is recommended that the government should both audit real family
income as a criterion for eligibility for preschool subsidies more strictly and apply
broader criteria for eligibility, including rent payments, the cost of living in a

particular area, and family size.

The main ECEC issues in remote areas are the shortage of ECEC places and difficulty
in recruiting preschool teachers. Preschool teachers are often unwilling to serve in
these areas because of the lack of facilities. To address these issues, the government
should provide more funds to subsidize preschool, set up more ECEC facilities and
provide incentives such as extra remuneration to attract preschool teachers to work in

remote areas.

To address the issue of unequal treatment of students of private and public universities
with regard to prerequisites for obtaining ECEC qualifications, the government should
standardize ECEC courses in private and public universities so that all students have

the same criteria for eligibility to sit ECEC certificate examinations.
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To ensure that all children and families have equal opportunities to access ECEC, the
government should design policies involving subsidization, tax rebates, and the

establishment of more public preschools.

Ensuring Sufficient Human Resources in the MOE

The integration of nurseries and kindergarten took effect on 1 January, 2012. To
oversee this process properly, there may be a need to provide extra human resources
in the MOE or local government to enforce government policy on ECEC quality
effectively. In addition, the government should punish preschools that do not follow
regulations by operating without registration or violating standards for staff-child
ratios, overtime pay and leave for teachers. More stringent penalties for non-

compliance and effective enforcement may require employing additional auditors.

Requiring Background Checks for Preschool Staff

For parents, children’s safety is the top priority in preschool. ECEC background
checks on preschool staff are important to ensure that children in preschools are
completely safe. Preschool staft should be required to pass background checks prior to
engaging in ECEC work to ensure that they do not have a criminal record relating to

child abuse or sex offenses.

5.3.2 Recommendations for Higher Education Institutions (ECEC Colleges and
Universities)

To improve the capacity of preschool staff to provide high-quality ECEC, higher
education institutions need to include more practical courses addressing the needs of

preschool staff, such as teacher-parent communication skills, special needs, work
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ethics, and the ability to deal with stress. Higher education institutions should also
attempt to provide greater flexibility regarding time constraints for completing
courses to make it more convenient for teachers to obtain qualifications or improve

their skills.

5.3.3 Recommendations for Preschool Principals

Principals should regularly take in-service training to improve their leadership skills
and education expertise so that they can communicate effectively with teachers to
provide good service. They should allow and encourage staff to take in-service
training and provide them with fair and flexible working hours, overtime pay and
leave entitlements. The provision of free or discounted ECEC to staff can ease their
concerns regarding their own children and boost their morale, resulting in better
service. In addition, they should set up a parent committee to improve communication
between preschools and parents and provide feedback to schools to improve the
quality of ECEC. It is further suggested that teacher aptitude, good attitude, and
passion should be emphasized and assessed in recruitment interview with new

teachers.

5.3.4 Recommendations for Preschool Teachers

Teachers should regularly take in-service training courses to improve their ECEC
knowledge and expertise, including areas such as dealing with stress and parent-
teacher communication skills. Since research outcomes suggest that communicating
with parents regarding ECEC practice is a key aspect of good-quality ECEC, teachers
are encouraged to take opportunities to communicate with parents regarding the

progress of their children child-raising practices face to face or by telephone, email,
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social media, or even blogs. In addition, teachers are encouraged to organize and join
a trade union to negotiate with government and owners to set up a reasonable pay

standard.

5.3.5 Recommendations for Parents

Parents are encouraged to take the opportunities presented to them to communicate
with the preschool about the progress of children and ECEC quality issues such as
evaluation results and teachers’ qualifications either in person or through such means
as school websites. Parents are also encouraged to attend the parent committee to
provide feedback to schools regarding quality improvements and increase

understanding between parents and teachers.

5.3.6 Recommendations for Evaluators

Evaluations can create a heavy workload for preschools and preschool staff. It is
suggested to simplify the evaluation process, focusing less on paperwork and more on
what actually occurs inside the preschool, such as “teaching and caring” and the
interaction between staff and children. Evaluation team members should not only
consist of scholars from academic institutions but also include senior persons in the

ECEC industry.

It is suggested to make unscheduled audits to prevent preschools from focusing on
audit preparation rather than the improvement of ECEC quality. Post-evaluation
corrections require experienced people to guide the corrections. Finally, evaluation
results should be publicly published on a website so that parents can access current

information as a reference for choosing preschools.
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5.4 Recommendations for Future Research

Several potential areas for future research have emerged in the course of the study.
These may include observations of children’s behavior at preschool to understand the
perceptions and needs of children regarding the quality of preschool provision. For the
purpose of comparing the results of the current study, research using quantitative
methods may be useful in future studies to survey relationships between variables
affecting preschool quality and career paths. It will be beneficial to study preschools
in remote areas, where the significance of factors influencing quality and career
opportunities in ECEC may differ from those explored in this study. In addition, data
on teacher turnover rates in recent years is not available; a national survey of teacher
turnover rates and reasons for quitting the industry could reveal important information
regarding career opportunities in ECEC. A calculation of the cost of such attrition to
the industry would also provide valuable data related to resourcing the industry for
improved quality and career outcomes. Furthermore, data regarding the affordability
of cities or areas in Taiwan for four-six year-old children attending preschools are not

available. Research into this issue could identify regional variations and inequities.

5.5 Chapter Summary

This research has explored the perspectives of principals, teachers and parents in PN,
PPN, and PK three types of Taiwanese preschools and the sector-wide views of
evaluators and a GO on ECEC quality and career opportunities. This chapter has
presented the results of the data analysis and the major conclusions derived from these
findings. These research results can be a reference for government, higher education

institutions, preschools, teachers, and parents for enhancing ECEC quality and career
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opportunities of preschools. Recommendations based on these results have been

presented for enhancing ECEC quality in preschools and career opportunities for staff.
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Chapter Six

Reflection

My interest in ECEC began in my adolescence. | started to pursue knowledge about
ECEC through independent reading when | was about fifteen, and | have continued to
do so until now. I majored in ECEC in college, where the ECEC courses | studied
gave me a solid foundation in understanding ECEC. Since graduating from college, |
have been employed in kindergartens as a teacher and director, and have gained a
substantial amount of practical and professional skill in this field. Feeling the need to
understand the theory of childcare and child education more deeply, | studied in the
department of Psychoanalytic Studies at the Leeds Metropolitan University in
England to obtain my Master of Arts degree in 1997 with a dissertation entitled “Play,
Creativity and Child Education: A Psychoanalytic Perspective.” While in England, I
pursued my interest in computer programming at the Women’s College of
Technology, obtaining sixteen certificates in computer science issued by the City and

Guilds of London Institute.

Since returning to Taiwan, | have been teaching ECEC at Chia Nan University of
Pharmacy and Science. While teaching there, | felt that a doctorate in child education
would provide me with the education | need to enhance my professional capability. I
therefore began the Doctor of Professional Studies course at CQUniversity in July
2008. Initially, | wanted to pursue a research topic that would allow me to exercise my
expertise in both computer science and ECEC, and so | chose to investigate the

possibilities of applying information technology to ECEC.
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The Doctor of Professional Studies program is divided into two components, a year-
long course work component and a research component. The course work component
of the program enhanced my research and critical thinking skills and allowed me to
gain greater insight into the theoretical background to my thesis. It also provided me
with the opportunity for reflection on the research problems so as to identify gaps in
research and professional practice relevant to my research topic. In particular, the
“Mode-2 Knowledge Production” assignment helped me to understand the
significance of Gibbons et al.’s (1994) concept of transdisciplinary Mode 2
knowledge production for my research. This concept inspired me to employ concepts

and knowledge from a range of disciplines to develop useful research output.

After the completion of the course work component of the course, Associate Professor
Alison Owens was assigned to be my supervisor for the research component. She
encouraged me to explore a broad range of literature to gain insight into relevant
issues in Taiwanese ECEC. | had already written a literature review as one of the
assignments in the course work component of the course, and Associate Professor
Owens assisted me in identifying shortcomings in that review. At this point, as |
reflected on the research direction and considered the many problems existing in the
ECEC sector in Taiwan as fertility declines, | decided that it would be more
meaningful to focus on identifying strategies to address these issues than to continue
with my earlier purpose of investigating the application of information technology to
ECEC. Following a suggestion by Associate Professor Owens that ECEC quality and
career opportunity in the ECEC sector would be a worthwhile research direction, |
changed my research topic to “Exploring limitations in quality and career

opportunities in preschools: A case study of Taiwanese preschools.”
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Associate Professor Owens also guided my choice of research methodology. At the
time, I was hesitating about whether a quantitative or qualitative approach was more
appropriate for my research project. Associate Professor Owens helped me to
understand the limitations of quantitative research for my research topic and the
potential of qualitative research to explore the issues more broadly and with greater
nuance. She also provided input into my choice of participants. To my initial choice
of a sample of principals, teachers and parents in three types of preschools, Associate
Professor Owens advised me to add evaluators and a government official to broaden
the perspectives on Taiwanese ECEC available to me. In devising my interview

questions, she advised me to take cultural background into consideration.

In May, 2011, | passed the Colloquium, and then | could proceed to the research
phase of the research project. At this stage, | contacted several preschools to find three
participant schools in Taiwan and obtained consent from the principals of a public
nursery, a privatized public nursery, and a private kindergarten to participate in this
research project. In September, 2011, | started my research interviews after passing
National Ethics Application Form (NEAF), which is an ethical clearance requirement
for researchers. | scheduled thirteen interview sessions including individual interviews
with principals, evaluators, and a GO and focus group with teachers and a parents. |
went to interview participants at each school twice to ensure that | could find a
convenient time to interview all participants. In the analysis of the interview transcript,
when | was not clear about the exact meaning of the words or phrase, | used email or
telephone to consult the interviewee. Associate Professor Owens advised me to use a
count of frequency of utterance to identify the priority of the participants’ perceptions

of the key factors.
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Associate Professor Owens encouraged me to post papers to conference and journal
article to share my research findings with stakeholders. | made an oral presentation in
a conference on child health and safety in Taiwan in May, 2012 entitled “The Study
of Preschool Teacher’s Turnover in Taiwan.” In addition, a journal article entitled
“Study of Factors Influencing Childcare Quality in Preschools” was accepted and

published in the Chia Nan Annual Bulletin: Humanity in June, 2013 in Taiwan.

Reviewing my doctorate study at CQUniversity, it was full of challenges, and
required a huge amount of research in online databases and reading. But this research
has been a wonderful learning experience that has greatly developed my expertise as a
scholar. Throughout this process, my own efforts have been guided by the invaluable
contributions of others. | would like to express my appreciation to my supervisor
Associate Professor Owens for her kind and patient guidance during this research
project. | also appreciated the input of my Taiwanese industry supervisor Ching-yuan
Su, who provided guidance concerning the problems and issues in the Taiwanese
ECEC sector from an insider’s perspective. I was also assisted greatly by the
encouragement and support of my mother, who passed away in September 2009 while
I was completing the coursework component of my course. My determination to
complete the Doctor of Professional Studies course was inspired by her memory and a

desire to fulfil her hopes for my further education.
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Appendix A1: Tables in Chapters

Table 2.1

Starting Well Index on Quality of Preschool Services across 45 Countries
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37 South Africa 3.8 =30 Thailand gy 37 Brazl 478 37 Thailand 314 37 Amgentina ne
#  Thailand 379 =38 Brazl B0 33 Wietnam &40 38 Gham 300 38 Thailand 0.8
3@ Brasil 31 =33 Tarkey BOD 28 Taiwan s28 30 Philippines 28 30 Bl 28
40 Ghama 3.3 40 Yietnam 0.0 50 Philippines i04 &0 Brazl 47 40 Ghama 281
£ Vietnam 1.3 41 Fiilippines 80.0 41 Malaysia 11 4 Torkey B0 & China ]
42 (China 07 42 Indonesia san 42 (hina 3.8 42 Indomesia 227 42 Vietnam ms
43 Philippines S 43 Southkfrim 450 i3 Turkey 333 5 India 185 43 Phifippines B7
& Indonesia 2.1 44 Ghana 400 & India ZILE 44 Yietnam 102 & Indomesia 4
& India 2.2 53 India 150 4% Indonesia 113 4 (hina 10 45 Inda b}

Source: Karvelas, 2012.
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Table 2.13
Teacher Qualification Requirements in Classrooms in Taiwan, Australia, and the USA

Australia

Children age Taiwan Timeframe for USA

compliance, 1 Jan 2014

2-3 Classroom size <9 e 50% of educators have States’
1 ECEC staff (or are actively working requirements
towards) a Diploma level
ECEC qualification

Classroom size > 9
2 ECEC staff Other educators have (or
are actively working
towards) a Certificate II1
level ECEC qualification
(or equivalent)

Classroom size < 26
(An early childhood
teacher is in attendance
for some of the time that
the service is being
provided to children.)

Classroom size >= 26
(An early childhood
teacher is in attendance at
the service)

over 3 Classroom size <15  [Same as children aged States
1 ECEC staff 2-3 requirements

Classroom size > 15
2 ECEC staff

(Age 5 classes require
more than one teacher
with teacher’s
certificate)

Source: Adapted from Council of Australian Governments, 2009.
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Table 2.15

Total Fertility Rate on OECD Countries (2000-2010)

2000 |2001 {2002 {2003{2004 [2005 {2006 |2007 {2008 {2009 |2010
Australia 1.76 |1.73 [1.76 [1.75|1.76 [1.79 |1.82 |1.92 [1.96 [1.90 |1.89
Austria 1.36 |1.33 [1.39 [1.38[1.42 [1.41 |1.41 |1.38 |1.41 [1.39 |1.44
Belgium 1.67 11.67 [1.65 [1.67[1.72 [1.76 |1.80 |[1.82 [1.85 [1.86 |1.87
Canada 1.49 |1.51 [1.50 [1.53 [1.53 [1.54 |1.59 |1.66 [1.68 [1.67 |1.67
Chile 2.05 |2.01 [1.94 [1.89]1.85 [1.84 [1.83 |1.88 [1.92 [1.94 |1.94
Czech Republic [1.14 [1.15 [1.17 |1.18 [1.23 |1.28 |1.33 [1.44 [1.50 [1.49 |1.49
Denmark 1.77 |1.75 [1.72 [1.76 [1.78 [1.80 |1.85 |1.85 [1.89 [1.84 |1.88
Estonia 1.39 11.34 [1.37 [1.37(1.47 [1.50 [1.55 |1.63 [1.65 [1.62 |1.63
Finland 1.73 |1.73 [1.72 [1.76 [1.80 [1.80 |1.84 |1.83 [1.85 [1.86 |1.87
France 1.87 |1.88 [1.86 [1.87[1.90 [1.92 |1.98 [1.96 [1.99 [1.99 |1.99
Germany 1.38 |1.35 [1.34 |1.34[1.36 (1.34 |1.33 |1.37 [1.38 [1.36 |1.39
Greece 1.26 |1.25 [1.27 [1.28 [1.30 [1.33 |1.40 |1.41 [1.51 [1.52 |1.51
Hungary 1.33 |1.31 [1.31 [1.28|1.28 [1.32 |1.35 |1.32 [1.35 [1.33 |1.26
Iceland 2.08 11.95 [1.93 [1.99(2.03 [2.05 [2.07 |2.09 |2.14 [2.22 |2.20
Ireland 1.90 [1.96 [1.98 [1.98[1.95 [1.88 |1.90 |2.03 [2.10 |2.07 |2.07
Israel 2.95 12.89 |2.89 [2.95]2.90 [2.84 [2.88 |2.90 [2.96 [2.96 |3.03
Italy 1.26 |1.25 [1.27 [1.29|1.33 [1.32 |1.35 |1.37 [1.42 [1.4] [1.41
Japan 1.36 |1.33 [1.32 [1.29[1.29 [1.26 |1.32 |1.34 [1.37 [1.37 |1.39
Korea 1.47 11.30 [1.17 [1.18 |1.15 |[1.08 |[1.12 |1.25 [1.19 [1.15 |1.23
Luxembourg 1.78 |1.66 [1.63 [1.62[1.66 [1.62 |1.64 |1.61 [1.60 [1.59 |1.63
Mexico 2.77 12.60 |2.46 (2.34(2.25 |2.20 (2.17 |2.13 |2.10 [2.08 |2.05
Netherlands 1.72 |1.71 (1.73 |1.75|1.73 |1.71 |1.72 |1.72 |1.77 {1.79 |1.80
New Zealand |1.98 [1.97 [1.89 [1.93[1.98 |1.97 [2.01 [2.17 |2.18 |2.12 [2.15
Norway 1.85 |1.78 [1.75 [1.80[1.83 [1.84 |1.90 {1.90 [1.96 |1.98 [1.95
Poland 1.37 |1.32 [1.25 [1.22|1.23 [1.24 |1.27 |1.31 [1.39 [1.40 |1.38
Portugal 1.56 |1.46 [1.47 |1.44[1.40 [1.41 |1.36 |1.33 [1.37 [1.32 |1.37
Slovak Republic|1.29 [1.20 [1.19 |1.20 (1.24 |[1.25 |1.24 [1.25 [1.32 |1.41 |1.40
Slovenia 1.26 |1.21 (1.21 [1.20(1.25 |1.26 |1.31 |1.31 [1.53 [1.53 |1.57
Spain 1.23 11.24 [1.26 [1.31[1.32 [1.34 |1.38 [1.39 [1.46 [1.39 |1.38
Sweden 1.55 |1.57 [1.65 [1.72|1.75 [1.77 |1.85 |1.88 [1.91 [1.94 |1.98
Switzerland 1.50 |1.38 [1.39 [1.39[1.42 [1.42 |1.44 |1.46 |1.48 [1.50 |1.54
Turkey 2.27 1237 |2.17 [2.09 |2.11 [2.12 |2.12 |2.15 [2.15 [2.07 |2.03
United Kingdom|1.64 [1.63 |1.64 [1.71]1.77 [1.79 [1.84 [1.90 [1.96 [1.94 [1.98
United States  |2.06 (2.03 |2.01 |2.04]2.05 [2.05 |2.10 |2.12 |2.08 |2.00 [1.93
OECD average [1.68 |1.64 [1.63 [1.63[1.65 |1.65 [1.68 |1.71 [1.75 [1.74 |1.74

Source: OECD, 2010.
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Table 4.1
Perceptions of Key Factors Influencing ECEC Quality

.. ) Interview
Participant Categories Key factors Frequency Juration
1. Teacher quality 134
2. Teaching & Caring 64
Individual interview - PN 3. Government policy 61
rincipal th 30m
P P 4. Physical environment 14
5. Staff-child ratios 8
6. Principals’ leadership 5
1. Teacher quality 26
2. Teaching & Caring 18
3. Government policy 9
g;? chers” Focus Group - 4. Physical environment 9 1h 30m
5. Parent-teacher 6
communication
6. Staft -child ratios 5
7. Principals’ leadership 2
1. Teacher quality 94
2. Teaching & Caring 44
3. Government policy 21
Parents’ Focus Group - PN 1 Parent-teacher s 1h 30m
communication
5. Staff-child ratios 1
6. Principals’ leadership 1
1.Teacher quality 48
Indw;dual mterview - PPN 2. Teaching & Caring 44 1h 30m
principal
3. Government policy 21
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4. Staff-child ratios 10
S. Physical environment 6
1. Teacher quality 96
2. Teaching & Caring 37
Teachers’ Focus Group - 3. Government policy 21 o 30m
PPN 4. Staff-child ratios 9
5 Parent-teacher )
communication
6. Principals’ leadership 1
1. Teacher quality 73
2. Teaching & Caring 37
Parents’ Focus Group - 3. Government policy 6 1h 30m
PPN 4. Parent-teacher 7
communication
5 Physical environment 2
6. Principals’ leadership 2
1.Teacher quality 145
2. Teaching & Caring 93
Individual interview - PK 3. Government policy 28 oh
principal 4. Physical environment 14
5 Parent-teacher 9
communication
6. Principals’ leadership 5
1. Teacher quality 168
Teachers’ Focus Group - 2. Teaching & Caring %9 oh
PK 3. Government policy 36
4. Principals’ leadership 12
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. Parent-teacher

S 2
communication
. Teacher quality 109
. Teaching & Caring 45
. Government policy 23
Parents’ Focus Group - PK 4. Physical environment 7 1h 30m
. Parent-teacher 4
communication
. Staff-child ratios 4
. Principals’ leadership 1
. Teaching & Caring 56
Individual interview - .
Evaluator A . Teacher quality 46 1h
. Government policy 36
. Teaching & Caring 42
Individual interview- .
Evaluator B . Government policy 24 1h
. Teacher quality 17
. Teacher quality 36
. Teaching & Caring 27
Individual interview -  Government policy 8 Ih
Evaluator C . Staff-child ratios 2
. Parent-teacher )
communication
. Principals’ leadership 2
. Teacher quality 32
. Teaching & Caring 27
Individual interview - GO 1h 30m
. Government policy 26
. Parent-teacher 1

communication
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Table 4.2

Number of Participant Groups mentioning Key Factors in ECEC Quality

Number of

Number of non-
preschool-based

Number of

Key factors preschool-based participant groups | participant groups
participant groups (Evaluators and | in total
the GO)
1. Teacher quality 9 4 13/13
2. Teac;hmg & 9 4 13/13
Caring
3. Goyernment 9 4 13/13
policy
4. Parent-te.ach.er 7 ) 913
communication
5. Principals’
leadership 8 ! o113
6. Staff-child ratios 5 1 6/13
7. Physwal 6 0 6/13
environment
Table 4.3

Queensland Government low SES Subsidy Scheme

For kindergarten services, this is a per child loading of 45% ($1057.50) of the
standard subsidy rate for services operating in locations within the bottom 20% of
Statistical Local Areas (SLA) as identified using the Socio-Economic Indexes for
Areas (SEIFA)** (SEIFA 1 and 2 areas) and a per child loading of 30% ($705) of
the standard subsidy rate for services operating in locations within the next bottom
20% of SLAs as identified using the SEIFA (SEIFA 3 and 4 areas).

For long day care services this is a per child loading of 25% ($346.50) of the
standard subsidy rate for services operating in locations within the bottom 20% of
SLAs as identified using the SEIFA (SEIFA 1 and 2 areas).

This subsidy is to reduce out-of-pocket expenses for parents.

Source: Queensland Government, 2012.
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Table 4.4
Suggestions for Improvin

g ECEC Quality

Participant Categories

Participant’s Perceptions

Individual interview -
public nursery
principal

Raise teachers’ pay

Decrease the staft-child ratio to 1:10 (currently 1:15)
Improve facilities

Improve teacher’s quality

Improve children’s safety

Government should subsidize preschools

Teachers’ Focus
Group - public nursery

°
°
°
°
°
1

2
3
4.
5

Assist teachers to obtain teacher’s certificates by
providing more courses and practice for the certificate.

. Decrease the staff-child ratio

. Improve teacher’s quality

Improve teaching

. Improve government policy

Parents' Focus Group -
public nursery

. Improve teacher quality
. Improve communication between parents and teachers
. Decrease the turnover rate of preschool teachers

Individual interview -
privatized public
nursery principal

w

. If the government subsidizes preschools, their ECEC
quality can be enhanced.

. Teachers should have passion.

. Whether children receive good care is the most
important factor in preschool quality.

Teachers’ Focus
Group - privatized
public nursery

1
2
3

.Raise teachers’ pay to increase teacher quality
.Decrease high teacher turnover
.Decrease the staff ratio to 1:10 (currently 1:15)

Parents’ Focus Group
- privatized public
nursery

A w N

Provide children with a healthy, safe and happy
environment.
Improve principals’ leadership
Improve teacher quality
. Improve communication between parents and teachers

Individual interview -
private kindergarten
principal

AW =

. Have good government policy

. Raise teachers’ pay

. Improve the working environment
. Improve teachers’ competence
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Teachers’ Focus
Group - private
kindergarten

1. Parents need to be educated to have right ECEC
concepts.

2. Principals should discuss issues concerning their
preschools with the teachers.

3. Principals should be passionate about educating and
caring for children.

Parents’ Focus Group
- private kindergarten

. Teachers should have a teacher’s certificate.
. Teachers should attend in-service training.

. Teacher turnover should not be too high.

Individual interview -
evaluator A

1
2
3. Staff-child ratios should be lowered to 1:10
4
1

. Evaluations and the methods to improve quality after
evaluations are important.

2. Evaluations should focus on what actually occurs inside
the preschool, not just on checking paper work.

3. The government should punish those preschools which
do not follow regulations concerning staft-child ratios,
overtime, and insurance for teachers.

4. The government should set up more public nurseries or
privatized public nurseries, so it can require in these
preschools proper teacher qualifications, pay standards,
and staff-child ratios.

Individual interview -
evaluator B

1. The government should subsidize teachers to decrease
their turnover rate.

2.Evaluations should be performed not only on preschools
but also on nannies. They should focus on what really
happens in preschools, not just on checking paperwork.

3.Evaluation teams could include experienced preschool
teachers.

4.1t 1s better to set up more ECEC places than to subsidize
children in remote areas.

5.ECEC for those aged under two should be taken care of
by local authorities; those aged over two can be taken
care of by the MOE.

Individual interview -
evaluator C

1. There should be two teachers to manage one class.

. Teachers should have the ability to communicate with
parents.

. Teachers’ working hours should be normal

. Decrease high turnover of teachers

. Educate principal’s management values

N

g~ w

Individual interview -
government official

—

. Enhance ECEC quality through government subsidies for
preschools.

2. Improve pay and benefits

3. Decrease the turnover rate of preschool teachers.
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Table 4.5

Perceptions of Key Factors Influencing Career Opportunities by 13 Participant
Categories According to Frequency in the Interviews

Participant Interview
Categories Key factors Frequency time
1. Pay & benefits 29
Individual inerview 2. Professional learning opportunities 26
— PN principal Th 30m
P P 3. Working environment 9
4.Principals’ leadership 5
1. Pay & benefits 14
2.Professional learning opportunities 13
Teachers® Focus 3.Parent-teacher communication 6 1h 30m
Group — PN
4. Working environment 4
S.Principals’ leadership 2
1. Pay & benefits 26
2. Worki i t 13
Parents’ Focus Group Oring environmen
| PN 1h 30m
3.Parent-teacher communication 5
4. Principals’ leadership 1
1. Professional learning opportunities 9
Individual interview 2-Pay & benefits >
— PPN principal Th 30m
p P 3.Working environment 1
4.Parent-teacher communication 1
1. Pay & benefits 14
eachers’ Focus 2. Working environment 4
Group — PPN Th 30m
P 3.Professional learning opportunities 3
4.Parent-teacher communication 2
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S. Principals’ leadership 1
1. Parent-teacher communication 7
Parents Focus Group 2.Pay & benefits 4 1h 30m
— PPN
3. Principals’ leadership 2
1. Pay & benefits 20
2. Working environment 18
I_nggiggilcigzrview 3.Parent-teacher communication 9 2h
4.Professional learning opportunities 6
5. Principals’ leadership 5
1. Pay & benefits 14
2. Principals’ leadership 12
éiii};eis;ll?cus 3.Professional learning opportunities 7 2h
4. Working environment 3
5.Parent-teacher communication 2
1. Pay & benefits 27
2. Working environment 8
fegle(n ts” Focus Group 3.Parent-teacher communication 4 1h 30m
4.Professional learning opportunities 2
5. Principals’ leadership 1
1. Pay & benefits 17
Iﬁn;i\i}ziﬁz:ﬂﬁr;terview 2.Professional learning opportunities 15 lh
3. Working environment 4
Individual interview 1. Pay & benefits 7 1h

242




evaluator B

2. Working environment 7
1. Pay & benefits 8
2.Professional learning opportunities 6
Individual interview 3.Working environment 4 1h
— evaluator C
4.Principals’ leadership 2
5.Parent-teacher communication 1
1. Pay & benefits 16
Individual inferview 2.Professional learning opportunities 14
| GO 1h 30m
3. Working environment 1
4.Parent-teacher communication 1

Table 4.6

Number of Participant Groups Mentioning Key Factors in Career Opportunities

Number of I\Irl:;;zzro?_fbr;g; Number of
Key factors preschool-based prese participant
articipant groups participant groups groups in total
p (Evaluators and GO)
1. Pay & benefits 9 4 13
2. Wor‘klng 3 4 12
environment
3. Proquswnal 7 3 10
learning
4. Parent-te'ach'er ] ) 10
communication
5. Principals’
leadership 8 I ?
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Table 4.7

Suggestions for Improving Career Opportunities for ECEC Staff

Iéi:;g;?:; Participant’s ’suggestions
1. Pay raises
2. Good working environment
. 3. The opportunity to develop ability with continuing education
Individual . . } :
interview — PN 4. Preschool teachers might organize a trade union to negotiate a
. pay standard.
principal 5. Setting up a pay level system
6. Teachers who have a certificate can have more job
opportunities.
1. Pay raises
2. Increases in benefits such as overtime allowance
Teachers’ Focus [ 3. Leave for teachers
Group — PN 4. Good working environment
5. Good leadership by principals
6. Good relationships with colleagues
1. Pay raises and increases in benefits
2. Trying to decrease teacher turnover rates
Parents’ Focus 3. Government might subsidize teachers
Group — PN 4. Providing teachers an ECEC place for their own children
5. Good leadership by principals
6. Good working environment
E:lelx;del\l:l_ PPN 1. Teachers have to keep on makir}g. improvemel?ts
principal 2. Teachers should develop the ability to cope with stress.

Teachers’ Focus
Group — PPN

f—

. Society sets a low value on preschool teacher’s work.
. Pay raises and increase in benefits.
. Most people consider a teacher’s certificate shows a teacher’s

competence, which can make stress for teachers without a
teacher’s certificate.

Parents’ Focus 1. ImproYing prinpipals’ lqadership
Group — PPN 2. Pay raises and increase in bgngﬁts.
3. The government might subsidize teachers.
1. Pay raises
Individual 2. Improvements to the working environment
interview — PK [ 3. Increasing the communication between parents and young
principal teachers to enable parents to trust them

. Improving teacher’s passion and attitude

Teachers’ Focus
Group — PK

(U, S US I AN

. Improving principals’ leadership

. Pay raises and increase in benefits

. Improving society’s view of preschool teachers’ work
. Improving teachers’ workload
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Parents’ Focus
Group — PK

AW N —

W

. Pay raises and increase in benefits.

. Decrease teacher turnover rate

. Government might subsidize teachers

. Provide a pay level system according to service years, in-

service training and continuing education, similar to the
government employee system.

. Support from principals and colleagues
. Provide a good working environment

Individual
interview —
evaluator A

. Government policy should regulate the hiring of preschool

teachers

. Increasing staff-child ratios
. Setting up a proper pay framework for teachers in a

“Cooperation preschool” policy requires preschools to register
and fulfill certain requirements in order to qualify for
subsidies.

. Setting up more public preschools and privatized public

preschools

Individual
interview —
evaluator B

—_—

. Guarantees of basic pay rates

2. Better pay level system

Individual
interview —
evaluator C

AW~

. Working hours in accordance with labor standards law
. Pay raises

. Solving the problem of excessive working hours

. Addressing the problem of high teacher turnover

Individual
mterview — GO

(98]

. Opportunities to enhance personal ability
. Pay raises and increases in benefits
. Opportunities for in-service training
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Figure 2.8. Public spending on early education and child care per child at age five, %

of median working-age household income (2003 and 2007).

Figure 2.7. Public spending on early education and child care per child at age three, %
Source: OECD, 2011.

of median working-age household income (2003 and 2007).

Source: OECD, 2011.



Views on quality in privatised public nursery

@ Teacher quality

B Teaching & Caring

O Government policy

O Physical environment

B Staff-child ratios

O Principal's leadership

B Parent-teacher communication

Quality priority

Principal Teacher Parent

Participant categories in privatised public nursery

Figure 4.4. High-priority ECEC quality factors as perceived by the participant groups
in the PPN.

Views on quality in private kindergarten

O Teacher quality
. B Teaching & Caring
:g [ Government policy
5 [ Physical environment
<
o] I Staff-child ratios
O Principal's leadership

M Parent-teacher
communication

Principal Teacher Parent
Participant categories in private kindergarten

Figure 4.6. High-priority ECEC quality factors as perceived by the PK participant
groups.
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Priorityﬁiven to childcare quality factors by the principals in three preschools

&
'E O Public nursery principal
_g M Privatised public nursery principal
(‘::‘;; O Private kindergarten principal
@@é

&

Factors

Figure 4.8. Priority given to ECEC quality factors by the principals in three preschools.

Comparing teacher in three types of preschool with each factor

O Public nursery teacher

M Privatised public nursery teacher

Quality priority

O Private kindergarten teacher

Figure 4.10. Priority given to ECEC quality factors by the teacher groups in the three
preschools.
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Comparing the parents in three preschools with each factor

O Teacher quality

B Teaching & Caring
=
'g O Government policy
=
; [ Physical environment
=
S o .
3 B Staff-child ratios

O Principal's leadership

W Parent-teacher
communication

Public nursery parent Privatised public nursery parent  Private kindergarten parent

Factors

Figure 4.12. High-priority ECEC quality factors as perceived by the parent groups in
the three preschools.

Evaluators' views on quality

@ Teacher quality
> . .
-‘g B Teaching & Caring
=
g O Government policy
;%; O Physical environment
B Staff-child ratios
@ Principal's leadership
W Parent-teacher
communication
Evaluator A Evaluator B Evaluator C
Evaluators

Figure 4.14. Priorities of ECEC quality factors as perceived by evaluators.
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Government official's view on quality

@ Teacher quality

B Teaching & Caring

Priority

O Government policy
O Physical environment
B Staff-child ratios

@ Principal's leadership

W Parent-teacher
communication

Government official

Quality factors

Figure 4.16. High-priority ECEC quality factors as perceived by the GO.

Views on career opportunities in public nursery

@ Pay & benefits

B Professional development

O Working environment

O Principal's leadership

B Parent-teacher communication

Principal Teacher Parent
Participant categories in public nursery

Figure 4.18. High-priority career opportunities factors as perceived by the PN
participant groups.

250



Views on caresT oppartum s in privatzed miblic mirssry

1

O Fsr & benahie

B Frfessional developrent
OWeoaddng envivonment
OFmeipal's lesdesship

B Fouent-teacher commmmmication

Pricirily

Frivetimd public nusseryr  Frivshmd pabbic nwssery Frivstised public nowsesy
prmeipsl eacher patent
Participant categaries in mrivatized mublic nursery

Figure 4.20. High-priority career opportunities factors as perceived by PPN
participant groups.

Views on carser oppartunities in mivate kindersarten

Pricrily

Pancipel Tasche: Fauent
Participant catepories in private kindergarten

Figure 4.22. High-priority career opportunities factors as perceived by the PK
participant groups.
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Comparing each factor of career opportunities with the principals in preschools

O Public nursery principal
W Privatised public nursery principal
O Private kindergarten principal

Working Principal's Parent-teacher

Pay & benefits ~ Professional
leadership communication

developmen environment
Factors

Figure 4.24. Priority given to career opportunities factors by the principals in three

preschools.

Companing each factar of camer opporhmities with the teachers in thres mreschoals

.E? ®PdEc mirsery macker
E W Privadsed pablc nmsery teacher
O Privar kindergaren teacher

Frmeipal's Parent-teache:
enironment leadership conmmumicsion

Por &rbenefits Frofessional Woalang

desveloprnent
opporhinites
Factors

Figure 4.26. Priority given to career opportunities factors by the teacher groups in

three preschools.
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Comparing each factor of career opportunities with the parents in three preschools

O Public nursery parent

Priority

B Privatised public nursery parent

O Private kindergarten parent

Pay & benefits  Professional Working Principal's Parent-teacher
development environment leadership communication
opportunities

Factors

Figure 4.28. Priority given to career opportunities factors by the parent groups in
three preschools.

Evaluators' views on career opportunities

@ Pay & benefits

B Professional development opportunities
OWorking environment

O Principal's leadership

B Parent-teacher communication

Priority

Evaluator A Evaluator B Evaluator C

Evaluators

Figure 4.30. High-priority career opportunities factors as perceived by evaluators.
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Government official views on career opportunities

Priority

Government official

Career opportunities

O Pay & benefits

M Professional development
opportunities

O Working environment

O Principal's leadership

B Parent-teacher communication

Figure 4.32. High-priority career opportunities factors as perceived by the GO.
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immediately if any complaints are made, or expressions of concern are raised, or any
other issue in relation to the project which may warrant review of ethics approval of
the project. (A written report detailing the adverse occurrence or unforeseen event
must be submitted to the Committee Chair within one working day after the event.)

(c) you make submission to the Human Research Ethics Committee for approval of any

proposed variations or modifications to the approved project before making any
such changes;
~
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(d) you provide the Human Research Ethics Committee with a written “Annual Report”
on each anniversary date of approval (for projects of greater than 12 months) and
“Final Report” by no later than one (1) month after the approval expiry date, or upon
submission of your thesis (Psychology honours students only) ; (A copy of the
reporting pro formas may be obtained from the Human Research Ethics Committee
Secretary, Sue Evans please contact at the telephone or email given on the first

page.)

(e) you accept that the Human Research Ethics Committee reserves the right to conduct
scheduled or random inspections to confirm that the project is being conducted in
accordance to its approval. Inspections may include asking questions of the research
team, inspecting all consent documents and records and being guided through any
physical experiments associated with the project

(f) if the research project is discontinued, you advise the Committee in writing within
five (5) working days of the discontinuation;

(g) A copy of the Statement of Findings is provided to the Human Research Ethics

Committee when it is forwarded to participants.

Please note that failure to comply with the conditions of approval and the National Statement on
Ethical Conduct in Human Research may result in withdrawal of approval for the project.

In the event that you require an extension of ethics approval for this project, please make written
application in advance of the end-date of this approval. The research cannot continue beyond
the end date of approval unless the Committee has granted an extension of ethics approval.
Extensions of approval cannot be granted retrospectively. Should you need an extension but not
apply for this before the end-date of the approval then a full new application for approval must
be submitted to the Secretary for the Committee to consider.

The Human Research Ethics Committee is committed to supporting researchers in achieving
positive research outcomes through sound ethical research projects. If you have issues where
the Human Research Ethics Committee may be of assistance or have any queries in relation to
this approval please do not hesitate to contact the Ethics and Compliance Officer or myself.

Yours sincerely,

N >

Dr Tania Signal
Acting Chair, Human Research Ethics Committee

Cc: Dr Alison Owens (Supervisor)
Project file

Application Category: A
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Appendix B2

Information Sheet for Principals

YOou

—

University

AUSTRALIA

CQUniversity Sydney
400 Eent Street
Sydney NSW 2000

Information Sheet AUTRSALIA
Date 13072011

Dear Principals

I am delighted to invite you to participate in an interview as part of the research conducted
towards my Doctor of Professional Studies at CQUniversity entitled: Exploring childcare

quality and career opportunities in the preschool profession in Taiwan.

This research aims to assess factors affecting childeare quality and identify strategies for
improving career opportunities in childeare from the perspective of key stakeholders including

teachers. parents, principals, evaluators and government officer.

Principals are asked to attend an individual interview to discuss their views on quality issues
and career options in childeare. The interview will take place at the workplace during August
and will last for up to one hour. Interviews will be audio-taped for transeription and translation
mto English for reporting. Comments made by individuals in these interviews will be de-
identified in reporting so that individuals cannot be identitied or associated with specitic

comments. Participation or non participation will not affect employment.

Participation in this research is voluntary and participants may withdraw from the project at any
time without providing a reason and with no penalty. Questions or concerns related to this
research may be reported to the CQUniversity Office of Research (TEL: +61 749 23 2607 or

e-mail: research-enquiries(@cqu.edu.au).
Yours sincerely.

Researcher

Hsiu-yueh.Chiu

Mobile phone: 0912120626

Email: hsiu-yueh.chiu@equmail.com
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Information Sheet for Teachers

You

.,

University

AUSTRALIA

CQUniversity Sydney
400 Kent Street
Sydney NSW 2000

Information Sheet AUTRSALLA

Date 13072011

Dear Teachers

I am delighted to invite you to participate in an interview as part of the research conducted
towards my Doctor of Professional Studies at CQUniversity entitled: Exploring childcare

quality and career opportunities in the preschool profession in Taiwan.

This research aims to assess factors affecting childcare quality and identify strategies for
improving career opportunities in childeare from the perspective of key stakeholders including

teachers. parents, administrators, evaluators and government officer.

Teachers are asked to attend an individual interview to discuss their views on quality issues and
career options in childeare. The interview will take place at the workplace during August and
will last for up to one hour. Interviews will be audio-taped for transcription and translation into
English for reporting. Comments made by individuals in these interviews will be de-identified
in reporting so that individuals cannot be identified or associated with specific comments.

Participation or non participation will not affect employment.

Participation in this research is voluntary and participants may withdraw from the project at any
time without providing a reason and with no penalty. Questions or concerns related to this
research may be reported to the CQUniversity Office of Research (TEL: +61 749 23 2607 or
e-mail: research-enquiries@cqu.edu.an).

Yours sincerely,

Researcher

Hsiu-yueh.Chin

Mobile phone: 0912120626

Email: hsiu-yueh chin@ecqumail.com
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Information Sheet for Parents

YOou

.,

University

AUSTRALIA

CQUniversity Sydney
400 Eent Street
Sydney NSW 2000

Information Sheet AUTRSALIA

Date 13072011

Dear Parents

I am delighted to invite you to participate in an interview as part of the research conducted
towards my Doctor of Professional Studies at CQUniversity entitled: Exploring childecare

quality and career opportunities in the preschool profession in Taiwan.

This research aims to assess factors affecting childeare quality and identify strategies for
mmproving career opportunities in childeare from the perspective of key stakeholders including

teachers. parents, administrators, evaluators and government officer.

Parents are asked to attend an individual interview to discuss their views on quality issues and
career options in childeare. The interview will take place at the workplace during August and
will last for up to one hour. Interviews will be audio-taped for transcription and translation into
English for reporting. Comments made by individuals in these interviews will be de-identified
i reporting so that individuals cannot be identified or associated with specific comments.

Participation or non participation will not affect employment.

Participation in this research is voluntary and participants may withdraw from the project at any
time without providing a reason and with no penalty. Questions or concerns related to this
research may be reported to the CQUniversity Office of Research (TEL: +61 749 23 2607 or

e-mail: research-enquiries@ecqu.edu.an).

Yours sincerely,

Researcher

Hsiu-yueh.Chiu

Mobile phone: 0912120626

Email: hsiu-yueh.chin@equmail.com
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Information Sheet for Evaluators

You

.,

University

AUSTRALIA

CQUuniversity Sydney
400 Eent Street
Sydney NSW 2000

Information Sheet AUTRSALIA

Date 13072011

Dear Evaluators

I am delighted to invite you to participate in an interview as part of the research conducted
towards my Doctor of Professional Studies at CQUniversity entitled: Exploring childcare

quality and career opportunities in the preschool profession in Taiwan.

This research aims to assess factors affecting childeare quality and identify strategies for
improving career opportunities in childeare from the perspective of key stakeholders including

teachers, parents. administrators, evaluators and government officer.

Evaluators are asked to attend an individual interview to discuss their views on quality issues
and career options in childcare. The interview will take place at the workplace during August
and will last for up to one hour. Interviews will be audio-taped for transcription and translation
into English for reporting. Comments made by individuals in these interviews will be de-
identified in reporting so that individuals cannot be identified or associated with specific

comuments. Participation or non participation will not affect employment.

Participation in this research is voluntary and participants may withdraw from the project at any
time without providing a reason and with no penalty. Questions or concerns related to this
research may be reported to the CQUniversity Office of Research (TEL: +61 749 23 2607 or

e-mail: research-enquiries@equ.edu.au).

Yours sincerely,

Researcher

Hsiu-yueh.Chiu

Mobile phone: 0912120626

Email: hsiu-yueh.chin@cqumail.com
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Information Sheet for Government Official

.,

University

AUSTRALIA

CQUniversity Sydney
400 Eent Street
Sydney NSW 2000

Information Sheet AUTRSALIA

Date 13072011

Dear Government Officer

T am delighted to invite you to participate in an interview as part of the research condueted
towards my Doctor of Professional Studies at CQUniversity entitled: Exploring childcare

quality and career opportunities in the preschool profession in Taiwan.

This research aims to assess factors affecting childcare quality and identify strategies for
improving career opportunities in childeare from the perspective of key stakeholders including

teachers. parents, administrators, evaluators and government officer.

Government Officer 1s asked to attend an individual interview to discuss their views on quality
issues and career options in childeare. The interview will take place at the workplace during
August and will last for up to one hour. Interviews will be audio-taped for transcription and
translation into English for reporting. Comments made by individuals in these interviews will
be de-identified in reporting so that individuals cannot be identified or associated with specific

comments. Participation or non participation will not affect employment.

Participation in this research is voluntary and participants may withdraw from the project at any
time without providing a reason and with no penalty. Questions or concerns related to this
research may be reported to the CQUniversity Office of Research (TEL: +61 749 23 2607 or

e-mail: research-enquiries@cqu.edu.an).

Yours sincerely,

Rescarcher

Hsiu-yueh.Chiu

Mobile phone: 0912120626

Email: hsiu-yueh.chin@equmail.com
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Consent Form for All Participants

You

.,

University

AUSTRALIA

CQUuiversity Sydney

400 Kent Street

Sydney NSW 2000

AUTRSALIA
CONSENT FORM

1 . hereby consent

to participate in the research project entitled ‘Exploring limitations in childeare quality and career

opportunities in the preschool profession in Taiwan” conducted by Ms Hsiu-Yueh Chiu.

+1 confirm that I have read and understand the information sheet for the above research project.

+1 confirm that T have had the opportunity to ask questions and have had these answered to my
satisfaction.

+ T understand that my participation is voluntary and that I am free to withdraw at any time without
penalty.

+ T understand that I am free to decline to answer any question for any reason.

+ T understand the research findings will be included in the researcher’s publication(s).

+ T understand that my responses will be audio-taped and that the data will be coded and stored for
5 years.

+I agree to take part in the above research project.

Tunderstand that, if T have any questions or concerns about this project, I can contact the CQUniversity
Office of Research (TEL: +61 749 23 2607 or e-mail: research-enquiries@equ.edu.au).

Signature Date

Name (print)

Signature of Researcher Date
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