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ABSTRACT
The primary purpose of this study was to investigate preschool teachers’
perceptions of early childhood program quality and school climate for the programs in
which these teachers worked. The target population for this study was the nursery school
teachers’ cohorts in the Department of Early Childhood Education and Care at the Meiho
Institute of Technology, Pingtung, Taiwan. A total of 213 completed questionnaires, for a
response rate of 90%, were collected for data analysis.
Descriptive statistics, a one-way analysis of variance with Tukey’s honestly
significant difference, an independent t-test, a bivariate correlation analysis, and a
regression analysis were performed for the data analysis in this study. The level of
significance for testing each of the hypotheses was p≤ .05.
The conclusions of this study are as follows.
(a)

Teachers believed that their nursery schools possessed higher quality in the
categories of teacher qualifications, children’s experiences, and teacher
behaviors than in the categories of classroom structure and program
structure.

(b)

Teachers believed that their nursery schools possessed better school climate
quality in the dimensions of collegiality, professional growth, decision
making, goal consensus, and innovativeness than in the dimensions of
reward system, supervisor support, clarity of organizational functions, task
orientation, and physical setting. Specifically, teachers believed that the
reward system and supervisor support were unsatisfied in their nursery.
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(c)

The study revealed a moderate and positive relationship between (a) quality
and school climate of early childhood programs, and (b) structural quality
and process quality of early childhood programs.

(d)

The results indicated that teachers’ characteristics (i.e., monthly income)
did play a role in influencing teachers’ perceptions of school climate in
early childhood programs.

(e)

Teachers who worked in rural area programs reported a significantly higher
mean score than did those from urban area programs only on the item
“teacher stability is high”.

(f)

Teachers who worked in private programs reported significantly higher
mean scores than did those from public programs on “the total enrollment
number of children is an appropriate size”, “age-appropriate toys and
materials are available”, and “collegiality”.
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Chapter 1
INTRODUCTION

The quality of early childhood programs has a tremendous effect on young
children’s learning and development. Among early childhood education researchers, the
established view is that child care quality contributes to children’s developmental
outcomes, with higher quality care associated with better developmental outcomes and
poorer quality care associated with poorer outcomes for children (Clarke-Stewart &
Gruber, 1984; Phillips, McCartney, & Scarr, 1987). Early education can provide children
with a foundation for later learning, help children develop physically, and promote their
social skills for interacting with peers and adults (Bredekamp, 1987).
Early childhood educators have the unique opportunity to introduce young
children to the challenges and rewards of learning in classroom settings. They facilitate
the child’s transition from the private world of home and family to the more public world
of formal education. They take pride in their ability to create a productive, safe, and
enriching environment in which children with often vastly differing backgrounds,
abilities, and needs work together successfully. They also help young children understand
themselves and the world around them as they develop the skills and knowledge essential
for thinking, problem-solving, and expanding their sense of confidence in their abilities.
Substantial evidence has demonstrated that variation in the quality of early
education and care affects a wide range of child outcomes including cognitive, social, and
health outcomes. For example, the Cost, Quality, and Outcomes Study (Peisner-Feinberg
et al., 2000) found that high-quality child care had positive effects on children’s language
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ability and sociability through kindergarten, and on math ability, thinking/attention skills,
and problem behaviors through the second grade. Several other major studies have shown
similar gains in cognitive and social skills (Burchinal, 1999; Whitebook, Howes, &
Phillips, 1990). Much of the research has been focused on the relationship between
quality early childhood programs and children’s developmental outcomes (Burchinal &
Cryer, 2003; Whitebook et al., 1990).
Katz (1993) suggested that there are four perspectives on the quality of child care:
(a) the perspective of researchers and professionals in the field, (b) the perspective of
parents using child care, (c) the perspective of child care staff, and (d) the perspective of
the children in child care. The researcher/professional perspective is considered far more
often than are the other three. The parent and child perspectives has been studied
modestly (Cryer, Tietze, & Wessels, 2002; Wiltz & Klein, 2001), and the staff
perspective has been studied minimally. Hence, while many researchers have reached a
consensus on the criteria for the quality of an early childhood program, little is known
about how staff perceptions of these criteria. Since staff members play the major role in
helping children learn, develop and succeed in early childhood programs, we must learn
more about their perceptions of program quality.
In addition, we must also learn more about how staff perceive school climate from
an employment perspective. School is a very important element in our society and plays a
major role in the nation’s future. The school environment or school climate has an effect
on the teachers who work there, and therefore can influence the academic success of the
children as well. Thus, the primary goal of this study was to ascertain educators’
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perceptions of quality and school climate in their place of employment—early childhood
programs.

Study Framework

Research has tended to use structural and process dimensions to gauge the quality
of early childhood programs (Cryer, 1999; Phillips et al., 1987). Structural measures of
early childhood programs include staff-child ratios, staff qualifications, teaching
experience and stability, health and safety factors, and physical settings. On the other
hand, process measures refer to the children’s experience, teacher behavior, and provision
of developmentally appropriate activities. In this study, the researcher adopted quality
criteria cited in the literature, and divided them into two dimensions. These are the
structure dimension, including classroom structure, teacher qualifications, and program
structure; and the process dimension, including children’s experience and teacher
behavior.
The concept of school climate is multidimensional and complex (Wu, 1998). It
has been defined and used in many different ways. This study focused on a practical
understanding of different types of early childhood programs and their relationship to
current knowledge about individual and group behavior in organization. In selecting
criteria, the researcher adopted those cited in the literature, and divided them into eleven
dimensions. They are collegiality, reward system, professional growth, supervisor
support, decision making, clarity of organizational functions, task orientation, goal
consensus, innovativeness, physical setting, and general feeling (Jorde-Bloom, 1988a).
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Need for the Study

This study was conducted for three reasons: (a) little study has been done on
teachers’ perceived quality of early childhood programs in Taiwan, (b) more information
is needed on the school climate of early childhood programs, and (c) more information is
needed on internal perspectives of quality of and school climate for early childhood
programs. Each of these needs is further described below.
Relations between structural and process qualities are well-documented in the
research literature (Peisner-Feinberg et al., 2001; Vandell & Wolfe, 2000). However,
little study, to the writer’s knowledge, has been done on teachers’ perceptions of the
structural and process quality of early childhood programs in Taiwan.
A number of research studies have been conducted with regard to school climate,
most of which focused on other levels of school settings (Creemers & Reezigt, 1999; Hoy
& Feldman, 1999). Few studies (Jorde-Bloom, 1988a; Merino, 2002) had been conducted
in the United States on school climate of early childhood programs. However, little study
was conducted in Taiwan with regard to preschool teachers’ perceptions of school
climate.
In sum, since educators work in the early childhood programs, their perspectives
provide researchers with insights into issues of quality and school climate in early
childhood programs.
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Purpose of the Study

First, this study was to investigate preschool teachers’ perceptions of early
childhood program quality and school climate for the programs in which these teachers
worked.
Second, the study examined: (a) the relationship between teachers’ perceived
quality of early childhood programs and school climate in preschool programs, and (b)
the relationship between the structural and process quality of early childhood programs.
Third, the research attempted to examine the correlation between selected
demographic variables for teachers as these related to their perceptions of the quality and
the school climate of early childhood programs.
Finally, this study attempted to examine whether educators’ perceptions of quality
and school climate were different in: (a) rural versus urban area programs, and (b) public
versus private programs.

Research Questions

The fundamental focus of this study was early childhood educators’ perceptions
of quality and school climate. The following research questions (RQ) were addressed.
RQ1. Is there a significant relationship between teachers’ perceptions of quality and
school climate in early childhood programs?
RQ2. Is there a significant relationship between structure and process quality in early
childhood programs?
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RQ3. Is there a significant relationship between teachers’ demographic variables (i.e., age,
education, experience, major, and monthly income) and teachers’ perceptions of
the quality and the school climate of early childhood programs?
RQ4. Is there a significant difference in teachers’ perceptions of quality and school
climate between: (a) rural and urban area programs, and (b) public and private
programs?

Hypotheses

This study was guided by four hypotheses as follows:
H0 (1): There is no significant relationship between teachers’ perceptions of quality and
school climate.
H0 (2): There is no significant relationship between structure and process quality in early
childhood programs.
H0 (3): There is no significant relationship between teachers’ demographic variables and
teachers’ perceptions of the quality and the school climate of early childhood
programs.
H0 (4): There is no significant difference in teachers’ perceptions of quality and school
climate between: (a) rural and urban area programs, and (b) public and private
programs.
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Definition of Terms

These terms were used in specific ways in this study.

Early childhood programs
Early childhood programs include any part- or full-day group program in a center,
school, home, or other facility, that serves children from birth through age eight (Willer,
1990). This definition includes child care centers, private and public nurseries, family
child care, kindergartens, and the primary grades of elementary schools. In Taiwan,
nursery is the most popular early childhood programs. Nursery is a social welfare
institution serving children from one month to six years old. In addition, nursery is
administered by the Ministry of Interior (MOI).This study focused on private and public
nursery in Taiwan that serves children aged three to six. The terms “nursery” and
“preschool program” were used interchangeably throughout the study.

Early childhood educator
Individuals who work with young children—whether in a center, kindergarten,
school, or other setting—provide both care and education (Willer, 1990). This study
focused on nurseries’ child-care workers in Taiwan. The terms “child-care worker”,
“staff” and “teacher” were used interchangeably throughout this study.

Perceived quality
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“Quality is a judgment of performance excellence” (Oliver, 1997, p. 28).The
cognitive judgment of teachers’ perceptions of the quality of the early childhood
programs in which they work. In this study, the quality of early childhood programs was
evaluated on structural dimensions (i.e., adult-child ratios and group size, teacher
qualifications, and program structure) and process dimensions (i.e., children’s experience
and teacher’s behavior).

School climate
Specific definitions of school climate vary from one researcher to the next. In this
study, the investigator uses the word “feel” to represent the perceptions of school climate.
Howard, Howell, and Brainard (1987) defined school climate as the schools’
“atmosphere for learning…the feeling people have about school and whether it is a place
where learning can occur” (p. 5). In other words, it is what it “feels” like in a school. In
this study, school climate has to do with the collegiality, reward system, professional
growth, supervisor support, decision making, clarity, task orientation, goal consensus,
innovativeness, and physical setting (Jorde-Bloom, 1988a).

Rural area
Rural was defined as an administrative division or area named “country” or
“town”.

Urban area
Urban was defined as an administrative division or area named “city”.
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Public program
A public early childhood program is operated by municipal agencies (Ministry of
Interior, 2004).

Private program
A private early childhood program is operated by a private agency (Ministry of
Interior, 2004).

Limitations

The findings of this study were limited by the following factors.
1. Only preschool teachers who were studying in the Department of Early Childhood
Education and Care at the Meiho Institute of Technology and presently teaching
full- or part-time in Kaohsiung and Pingtung regions served as subjects in this
investigation.
2. This study of early childhood educators was limited to the area of Kaohsiung and
Pingtung, Taiwan. Thus, the results cannot be generalized to other educators in
different geographic area in Taiwan.
3. Standardized survey items are probably never an exact match to the phenomena
they attempt to measure.
4. Financial resources were limited.
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As result of these limitations, the total picture of early childhood educators’
perceptions of quality and school climate in preschool programs may not have been fully
captured.

Delimitations

This study was delimitated by the following factors.
1. The population of this study was restricted geographically to the preschool
teachers of Kaohsiung and Pingtung, Taiwan.
2. The study was carried out during the 2004-2005 school year in the Department of
Early Childhood Education and Care at the Meiho Institution of Technology.
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Chapter 2
LITERATURE REVIEW

In this chapter, the review of the literature focuses on the following sections: (a)
definitions of quality in early childhood programs, (b) characteristics of high-quality
early childhood programs, (c) the relationship between structural and process quality, (d)
the effects of quality childhood programs on children, and (e) the school climate of early
childhood programs.

Definitions of Quality in Early Childhood Program

According to Moss (1994), definitions of ‘quality early childhood services’ reflect
the values and beliefs, needs and agendas, influence and empowerment of various
stakeholder groups(i.e., researchers, policy makers, advocates, educators, and parents)
who have an interest in these services. As he stated, “Quality is also a dynamic concept;
definitions evolve over time” (p. 1). Any definition is likely to be challenged by those
with differing priorities or perspectives. The National Association for the Education of
Young Children (NAEYC) has taken a crucial step in answering the question: What are
the characteristics of quality early childhood programs? This concept encompasses at
least 10 areas: physical environment, health and safety, nutrition and food service,
administration, staff qualifications and development, interactions among staff and
children, staff-parent interaction, curriculum, staffing, and evaluation (Bredekamp, 1990).
The concepts of quality child care as formulated by the NAEYC will also evolve and be
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modified as this organization gains experience in the accreditation process. The following
sections address the meanings of quality and different approaches to defining quality in
an early childhood program.

Meanings of Quality

Moss (1994) argued that before considering the process of defining quality, the
first step is to recognize two different meanings of ‘quality’—descriptive and evaluative.
In the former meaning, ‘quality’ is used to analyze, describe, and understand the essence
or nature of something—what makes it and what it is. As applied to early childhood
programs, this applies to the definition of a center’s quality (Farquhar, 1990). In the
evaluative meaning of ‘quality’, researchers have attempted to assess how well a service
performs, or to what extent it meets its goals and objectives. For example, researchers
tend to adopt a common approach to defining quality in terms of certain indicators (i.e.,
adult-child ratios, staff qualifications, and interactions between staffs and children).
While distinct, these two meanings of ‘quality’, the descriptive and the evaluative,
can complement each other. The understanding derived from the descriptive approach
can be used to explain results attained from the evaluative approach. Thus, quality in
early childhood programs is a constructed concept, subjective in nature and based on
values, beliefs, and interests, rather than an objective and universal reality (Pence & Moss,
1994). To further understand the ‘quality’ of early childhood programs, it is practical to
review current research on child care quality. In the next section, contemporary research
on child care quality was presented.
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Contemporary Research on Child Care Quality

In research, quality has been viewed in several ways. First, global assessments of
quality have been used to capture the overall climate of a program. Second, efforts to
extract the specific dimensions of early childhood program quality have emphasized (a)
structural aspects, such as group composition and staff qualifications, (b) process aspects,
such as children’s daily experiences and teachers’ behaviors, and (c) contextual aspects
of child care, such as type of setting and staff stability. Third, perspective encompasses
the joint effects of child care quality and children’s family environments (Phillips &
Howes, 1987).

Global Assessments of Child Care Quality
This approach combined discrete indicators of quality into a composite measure
by which programs are evaluated as being either high or low in quality. Global quality
entails classroom practices and environments that promote children’s growth and learning.
Vandell and Powers (1983) found that high-quality, university-run centers had high levels
of teacher training, large amounts of space per child, and good staff-child ratios. In
addition, children in high-quality centers were more likely to engage in positive social
interactions and behaviors than children enrolled in moderate and low-quality centers,
who displayed more solitary and unoccupied behavior. Another approach to obtaining a
global assessment of quality relies on a rating scale that taps multiple areas of program
quality. The main instruments used to assess child care quality, such as the Early
Childhood Environment Rating Scale, commonly called ECERS (Harms & Clifford,
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1980), leads to scores on seven dimensions of quality: (1) personal care, (2) creative
activities, (3) language/reasoning activities, (4) furnishings/display, (5) fine/gross motor
activities, (6) social development, and (7) adult facilities/opportunities. Summing scores
across these seven dimensions generates an overall quality assessment (Phillips & Howes,
1987). The original ECERS has recently been revised (ECERS-R) (Harms, Clifford, &
Cryer, 1998) to represent new findings from research and to address issues related to
meeting the needs of children with disabilities and children from diverse families.

Structural Dimensions of Quality
The greatest attention has been paid to the structural dimensions identified by
researchers and professionals, such as adult-child ratio, group size, teacher qualifications,
and space and physical settings (Cryer, Tietze, Burchinal, Leal, & Palacios, 1999).
Discussion centers on the following topics:
Adult-child ratios. Ratio is considered an important quality indicator on the basis
of assumptions that teachers mediate children’s contact with the social and physical
world. Through social games, verbal interaction, and physical contact, teachers offer
children opportunities to practice and enjoy social exchanges, learn about the properties
of objects, and acquire a sense of security and self-worth (Phillips & Howes, 1987). The
majority of studies have found that the ratio has a significant effect on adult and child
behavior. Among the outcomes affected are the amounts of adult-child imitation (Francis
& Self, 1982), children’s verbal interaction (Field, 1980; Howes & Rubenstein, 1985),
children’s engagement in play (Bruner, 1980; Howes & Rubenstein, 1985), and
nonrestrictive caregiver behavior (Howes, 1983; Smith & Connolly, 1981).
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Group sizes. The research evidence is quite clear. Smaller groups appear to
facilitate constructive teacher behavior and positive developmental outcomes for children.
Howes (1983) found that larger groups were associated with less social stimulation and
responsiveness. Howes and Rubenstein (1985) further found that children in small groups
were more talkative. Bruner (1980) viewed more pretend play and more elaborate play by
children in smaller centers (fewer than 26 children). Cummings and Beagles-Ross (1983)
found that children in small center (8 to 12 children) showed more positive affect and less
avoidance upon entering their centers than children in larger centers (20 to 25 children).
Teacher qualifications. Education, experience, and training are often used as
indicators of early childhood educators’ competence. Clarke-Stewart and Gruber (1984)
reported that the caregiver’s formal education and knowledge of child development are
associated with higher social and cognitive competence in children attending family day
care homes. Staffs with formal training in early childhood education are more likely to
recognize children’s interests, ask and answer questions, speak from a child’s eye-level,
be sensitive to children’s needs, and generally be warm and attentive to children
(Holloway & Reichhart-Erickson, 1988). Arnett (1987) found associations between
specialized caregiver training and more positive interactions with children, lower levels
of detachment, and less punitive behavior. A body of study suggests that caregivers who
participated in early childhood college courses were not only more knowledgeable but
also more sensitive and involved with children than those lacking these courses (Arnett,
1989; Whitebook et al., 1990). Finally, Ghazvini and Readdick (1994) found that
frequency of parent-caregiver communication was positively correlated with quality.
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Space and physical settings. According to Phillips and Howes (1987), when the
physical environment was safer and more orderly, and supplied with a variety of
appropriate toys, decorations, and educational materials appropriately organized into
activity areas, children performed better in cognitive skills and social competence with
adults. Bredekamp (1990) stated that “the indoor and outdoor physical environments
should be designed to promote involvement in the daily activities and easy, constructive
interactions among adults and children” (p. 47). The physical environment including safe
toys, equipment, furnishings and adequate space has been taken into account as one
structural indicator of quality in early childhood programs.
In Taiwan, all of the above dimensions of structural quality are regulated by the
Ministry of Interior (Ministry of Interior, 1981).

Process Dimensions of Quality
Process measures refer to the children’s experience and teacher behavior.
Children’s actually experiences. This has to do with the experience of the
children in centers, such as the interactions they have with their teachers and the activities
and materials with which they are engaged (Cryer et al., 1999). The activities encourage
positive physical, language, intellectual, emotional, and social development. The
interactions between teachers and children, and the types of materials that children can
access are all considered when evaluating process quality. Children directly experience
classroom processes, and the quality influences their well-being and developmental
outcomes (Peisner-Feinberg & Burchinal, 1997).
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Teachers’ behaviors. Many researchers and child specialists (Cryer et al., 2002;
Marsh, 1995), reported that in high-quality programs the teachers know each child well
(including his/her family situation). There is great continuity in the teacher-child
relationship. The most important ingredient in quality is the relationship between the
child and the teacher. This is why the NAEYC’s accreditation process for early childhood
programs places great emphasis on the nature of the interactions between teachers and
children. Parents also understand the importance of relationships. Parents report that the
kind and quality of the attention their child receives strongly affects their decision in
selecting one arrangement over another (Galinsky, Shinn, Phillips, Howes, & Whitebook,
1990). Thus, teachers’ behaviors play an essential role in the measure of process quality
in an early childhood program.
Teachers are teaching children every moment, both formally and informally. The
way this teaching is done makes a difference in children’s development. For example, a
study by Phillips, McCartney, and Scarr (1987) found that the social development of
children is enhanced when they are talked to, asked questions, and encouraged to express
themselves. They are more likely to be considerate. In fact, the children in this study were
also rated as more intelligent and task-oriented. The teaching environment was found to
be more predictive of the children’s achievement than their social class background. In a
longitudinal study, Vandell and her colleagues (1988) found that 4-year-olds who
attended programs in which they spent time aimlessly wandering around were more
likely at eight years of age to have developmental problems, including less acceptance by
peers, less social competence, and poorer conflict resolution skills. In addition, the

18
amount of ECE training and higher level of formal education that teacher has received
have been related to positive teacher behaviors (Arnett, 1989; Whitebook et al., 1990).
High-quality early childhood programs are also characterized by frequent contacts,
intensive communication, and good cooperation between teachers and parents (Marsh,
1995; Podmore, 1994). As the influence of the family on the child is very great, teachers
talk a lot with parents about the child’s learning at home and in the classroom. They
further child-oriented attitudes and age-appropriate parental behaviors. Moreover, they
motivate parents to play and to interact more with their children. In general, good
teachers aim at a partnership between family and the child care program personnel in
educating the child. They inform parents about the goals of their center, the curriculum,
and their educational work. They also are open for any relevant information about the
child and his/her family as shared by the parents.

Contextual Features of Child Care
A relatively recent emphasis in the research on child care quality has expanded
the empirical lens to include staff stability. Developing secure attachment relationships is
among the most important developmental tasks for young children. Cumming (1986)
found that children have a much easier time separating from their mothers when they are
cared for by well-known caregivers in small groups. Children do become attached to their
caregivers and use them as a secure base during the day (Cummings, 1980). Howes and
Stewart (1987) found that there was a cost to children who changed arrangements
frequently: They were less competent in their interactions with materials and with other
children. Moreover, in a study of first-grade children’s school adjustment, the stability of
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prior child care arrangements predicted academic progress. Whitebook, Howes, and
Phillips (1990) found that children who attend higher-quality child care programs with
lower staff turnover have been found to be more competent in their language and social
development.

Joint Effects of Child Care and Family Environments
Child care has been frequently studied as a separate socialization environment
apart from children’s homes. In reality, childrearing has become a collaborative endeavor
with children moving back and forth between their homes and child care. The effects of
these two environments may be additive; they may compensate for each other; or some
aspects of one may override aspects of the other in positive or negative ways. A full
understanding of child development thus requires examination of both environments. In
addition, there is an important methodological reason to assess the joint effects of child
care and family environments. Parents select their children’s child care arrangements. It
is likely that parents with different values, finances, and family structures choose child
care that varies in form and quality.
Howes and Olenick (1986), for example, found that families enrolling their
children in low-quality child care had more complex and presumably more stressful lives
than the families using higher-quality care. Moreover, both parents and caregivers of the
children in low-quality centers were less involved and invested in assuring that their
children complied with their requests. This evidence demonstrates that family and child
care environments are not independent, making it difficult to attribute child outcomes
exclusively to child care or to family factors.
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Although family environment is also receiving some attention, it is not the focus
of this study. Therefore, it would not be reviewed further in this chapter. Moreover, child
outcomes are not evaluated because there are financial and methodological difficulties in
collecting and interpreting data about children’s development and performance in way
that enables it to be neatly related to the performance of early childhood programs.
In sum, these five groups of researchers present their efforts to assess the quality
of child care and the effects on children. In the next section, relations between structural
and process quality were addressed.

Relations Between Structural and Process Quality

A preschool classroom can be viewed as a system that is characterized by both
structural and process features (Phillips & Howes, 1987).
The structural features, such as adult-child ratios, group sizes, and teacher training,
provide a framework and influence the process aspects of the program, which are the care
and educational processes that occur. Children directly experience classroom processes,
and the quality of these influence their well-being and developmental outcomes (PeisnerFeinberg & Burchinal, 1997; Whitebook et al., 1990). There is a body of literature that
examines the impact of structural characteristics on early care and education process
quality. This impact is of special interest since many structural characteristics, such as
adult-child ratios, group sizes, and teacher qualifications, are considered amenable to
regulation and can thus be used to influence the quality of care and education provided by
early childhood programs. Phillipsen (1997) found that higher levels of teacher education,
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fewer children per teacher, and better teacher wages have been significant predictors of
process quality.
Process features include the activities that are carried out to protect children’s
health and safety, and to encourage their positive physical, language, intellectual,
emotional, and social development. Interactions between adults and children, the type of
materials and activities that children can access, and the personal care routines provided
are all considered when evaluating process quality (Cryer et al., 1999). Process quality is
most proximally influenced by the structural variables that actually exist within the
classroom, such as teacher characteristics or adult/child ratio. Teachers organize the
classroom, provide activities for children, manage personal care routines, and interact
with children. Thus, the characteristics of teachers should be directly and strongly related
to the process quality that children experience. In addition, the amount of early childhood
education training that teachers have received has been related to positive caregiver
behaviors (Arnett, 1989; Whitebook et al., 1990). A higher level of formal education has
been shown to relate to more positive teacher behaviors (Whitebook et al., 1990). The
child rearing beliefs of teachers have also been found to relate to process quality. The
teacher who espouses authoritative, not authoritarian, attitudes about child rearing is
more likely to provide sensitive and responsive care to children (Bryant, Burchinal, &
Sparling, 1994).
Structural features are aspects of the child care environment that are affected by a
variety of influences, such as government regulations, center policies, and economic
climate. For example, the number of children per adult, the size of the group, and the
education and training of the child care teacher or caregiver are frequently mandated by
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government regulations. Center policies determine features such as the wage paid to
teaching staff, and fees. Thus it comes as no surprise that centers in states where
regulation is more stringent regarding ratios and teacher education have, on average,
better process quality scores (Helburn, 1995).
The conceptual model shown in Figure 1 represents process quality as being
embedded within various dimensions of influence, including the program in which the
classroom operates as well as the community, at the local level and a broader level as
well. The surrounding dimensions include the structural variables can be categorized as
proximal, having a more direct impact on the process quality that children experience, or
distal, impacting the process quality less directly. The outer dimension in the figure
represents the macrosystem in which a classroom exists and consists of variables such as
national culture or economic conditions. These can be assumed to influence all the lower
order dimensions of influence in which process quality occur (Bronfenbrenner & Morris,
1998). Within the country macrosystem, the structural characteristics that occur in the
regional community (e.g., the state or province) have been shown to have an effect on
process quality.
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Culture, Regulation COUNTRY Economic Status

Regulation COMMUNITY Sub-Culture
Wages; Goal PROGRAM Program Type

CLASSROOM
Staff/Child Ratios; Group Sizes
Teacher Qualifications

PROCESS QUALITY
Space & Physical Settings

Source: D. Cryer et al. (1999), p. 341
Figure 1. Dimensions of influence on process quality.

For example, in the United States, centers in states with more stringent child care
regulations have been shown to have higher quality than centers in states with more lax
regulations (Helburn, 1995; Howes, Phillips, & Whitebook, 1992). Process quality is
influenced more closely by the structural characteristics of the program in which the
classroom exists. For example, average salary was founded to be the most important
center characteristic in discriminating among centers providing low quality, mediocre,
and high quality care (Helburn, 1995). Better ratios (Howes & Rubenstein, 1985; Kontos,
Howes, Shinn, & Galinsky, 1995), group size (Howes & Rubenstein, 1985), the amount
of space per child have also been related to process quality (Doherty, 1991). In addition,
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center’s profit/non-profit status has been related to the quality of early care and education
provided (Whitebook et al., 1990).
Identification of structural aspects of center child care that is predictive of child
care quality has long been a goal of developmentalists, policy makers, and parents. Much
of this research has focused on the impact of the “iron triangle” structural variables
(adult-child ratios, group size, and teacher education/training) on child care process
quality. Research has also examined which structural features have the strongest
association with process quality. Structural and process measures have been shown to be
related to each other(Howes, 1997; Howes et al., 1992; Peisner-Feinberg et al., 2000).
However, contrary to the results of the vast majority of U.S. studies, Scarr, Eisenberg,
and Deater-Deckard (1994) and Cryer et al. (1999)did not find a strong relationship
between various structural measures and process ones.
Past research has investigated the associations between child care structural
features and process quality, generally finding that classrooms staffed with a limited
number of children per teacher, a relatively small group size, and teachers with a strong
educational background appear to encourage teachers to interact with children in
sensitive, nurturing, and intellectually stimulating ways (Arnett, 1989; Berk, 1985;
Howes, 1983; Whitebook et al., 1990). Some research suggests that teacher wages may
be among the strongest correlates of classroom quality (Phillips, Howes, & Whitebook,
1992; Phillipsen et al., 1997; Scarr et al., 1994). A number of influential studies
(Phillipsen et al., 1997; Scarr et al., 1994; Whitebook et al., 1990) on child care staffing
find that centers that offer higher wages provide higher quality care.
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Although the associations between structural and process quality are still not fully
understood, research continues to clarify the relationship. For example, it has been
recently shown that the effects of the many structural features of early childhood
education programs are highly interwoven and that no one structural variable strongly
accounts for differences in process quality. Cryer and colleagues (1999) have shown that
when examining the variance in process quality accounted for by and specific structural
variable, much of its power of association is actually shared with other variables. In other
words, most of the association between wages and process quality was shared with other
structural variables and was not unique only to wages. Blau (1997) also showed that
results of past analyses can be questioned and that there is no strong obvious answer for
policymakers when considering how to create regulation that will improve early
childhood education quality.
In sum, research has tended to examine which structural features have the
strongest association with process quality. Although the associations between structural
and process quality are still not fully understood, research continues to clarify the
relationship. In the next section, the characteristics of high-quality childhood program are
discussed.

Characteristics of High-Quality Childhood Programs

What are the attributes of a high-quality early childhood education program? A
group of experienced early childhood educators that represent diverse international
backgrounds attempts to respond to this question by examining seven dimensions of
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quality as set forth by the Association for Childhood Education International: (1)
philosophies and goals, (2) high-quality physical environments, (3) developmentally
appropriate and effective pedagogy and curriculum, (4) attention to basic and special
needs, (5) respect for families and communities, (6) professionally prepared teachers and
staff, and (7) rigorous program evaluation (Jalongo et al., 2004).
Ceglowski (2004) suggested five major identifiers of quality child care programs:
1. structured programs that offer learning activities to children and provide culturally
responsive care;
2. group sizes that are at or below licensing requirements, low staff turnover, and staff
ratios that are at or above licensing requirements;
3. adequate facilities and equipment that are safe and a nutrition program that offers
wholesome meals;
4. programs that are parent-friendly and help parents locate needed community
resources and support;
5. programs that seek accreditation and offer staff higher wages and more benefits (p.
107).
Moss (1994) argued that early childhood program quality is a relative concept, not
an objective reality, and that definitions change over time according to values, beliefs,
needs, and other requirements of the various stakeholders involved. Thus, quality must be
continually redefined, and only through a process of definition will any result be accepted
by the constituents for whom it was created. High-quality early childhood programs
provide a warm and nurturing learning environment for young children. Adults who work
with children in high-quality programs understand how young children grow and learn
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and know how to provide the materials and activities that are most appropriate to the ages
and interests of the children they serve.
The most commonly accepted criteria include health and safety requirements,
responsive and warm interaction between teachers and children, developmentally
appropriate activities, age-appropriate adult-child ratio, adequate indoor and outdoor
space, and formal staff training in either early childhood education or child development
(Phillips, Mekos, Scarr, McCartney, & Abbott-Shim, 2000; Zaslow, 1991). The following
is a summary of a consensus among academic researchers and professional practitioners
on several criteria that promote positive outcomes for children in center-based programs
(Hayes, Palmer, & Zaslow, 1990).
Adult-child ratios: Adult-child ratios that vary by age of the children and
range from no more than 1:4 for infants; 1:3 to 1:6 for toddlers, and 1:7 to 1:10 for
preschoolers.
Group size: Maximum group sizes in centers that range from 6 to 8 for
infants, 6 to 12 for toddlers and 16 to 20 for preschoolers.
Teacher qualifications: Teacher education that includes professional training
in child development.
Teacher stability and continuity: Stability and continuity in the relationship
between teacher and child, particularly in s setting where there are multiple teachers.
Structure and content of daily activities: Activities that are structured but
allow flexibility so that children can make choice.
Facility and space: Organized and orderly space, with well-differentiated
areas for different activities and age groups of children.
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In addition, Ghazvini and Readdick (1994) emphasized the importance of
correlating parent-teacher communication with quality. Bredekamp (1990) argued that
“All communication between centers and families is based on the concept that parents are
the principal influence in children’s lives, parents should be well informed about and
welcome as observers and contributors to the program” (p. 44).
Despite differences among the various stakeholders, however, almost all
stakeholders appear to agree on some basic elements. These are the core elements of the
professional definition of quality that is widely held across the countries, and most would
agree that these are important requirements for quality early childhood programs. These
core elements include the following:
Healthful care, in a clean environment where sanitary measures to prevent the
spread of illness are taken and where children have opportunities for activity,
rest, developing self-help skills in cleanliness, and having their nutritional
needs met;
Safe care, with sufficient diligent adult supervision that is appropriate for
children’s ages and abilities, safe toys, equipment, and furnishings;
Developmentally appropriate stimulation where children have wide choice of
opportunities for learning through play in a variety of areas such as language,
creativity through art, music, dramatic play, fine and gross motor, numeracy,
and nature or science;
Positive interactions with adults where children can trust, learn from, and enjoy
the adults who care for and educate them;
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Encouragement of individual emotional growth allowing children to operate
independently, cooperatively, securely, and competently; and
Promotion of positive relationships with other children allowing children to
interact with their peers with the environmental supports and adult guidance
required to help interactions go smoothly (Cryer, 1999, p. 42).
The NAEYC has developed standard measures of quality for group care programs
for young children based on a thorough review of research. These professional standards
have been used to accredit center-based programs and to provide quality early childhood
education services to children and their families. The criteria represent the current
consensus on the early childhood profession regarding the definition of a high-quality
program for young children. It addressed all aspects of program provision, focusing on 10
broad components. These include interactions among staff and children, curricula, staffparent interactions, staff qualifications and development, administration, staffing,
physical environment, health and safety, nutrition and food service, and evaluation.
In addition, according to the major findings of The National Child Care Staffing
Study (Whitebook et al., 1990, p. 4), high quality early childhood programs had:
higher wages
better adult work environments
lower teaching staff turnover
more teachers caring for fewer children
more likely to be operated by a non-profit basis
more likely to be accredited by the NAEYC
more likely to be located in states with higher quality standards
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In sum, the above description gives us general ideas of the characteristics of highquality childhood program. Despite differences between the various subjects, however,
most characteristics are similar. In the next section, the effects of quality early childhood
programs on children were addressed.

Effects of Quality Early Childhood Programs on Children

Over the last two decades, dramatic increases in the number of working mothers
have resulted in marked increases in the number of children experiencing regular nonparental care. The proportions of children in child care and the types of child care they
attend can be found in the National Household Education Survey, conducted by the
National Center for Educational Statistics in 1995. This survey indicated that the
proportion of children receiving 10 or more hours per week of regular non-parental care
varied from 39% in the child’s first year, to 42% in the second year, 45% in the third year,
55% in the fourth year, and 64% in the fifth year. The use of non-parental care in the
United States is expected to grow even further as welfare reform is fully implemented. In
recent years there has been increasing interest in the effects of preschool experiences—
especially child care—on children’s later performance in school. Thus, the quality of
early childhood programs become an essential issue in today’s educational research topic.
One of the most consistent findings in developmental research links higherquality child care with young children’s developing skills (Lamb, 1998; Vandell & Wolfe,
2000). Responsive and stimulating care in child care, as well as at home, is linked
theoretically (Bronfenbrenner & Morris, 1998) and empirically (Lamb, 1998) to better
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cognitive and social outcomes for young children. Child care quality is of concern to
parents and policy makers because infants and preschoolers need responsive and
stimulating interactions with adult to enhance social, cognitive, and language
development in early childhood (Sameroff, 1983). Adults who take turns interacting with
young children, share period of joint focus, and express positive affect provide young
children with the linguistic scaffolding needs to facilitate language and cognitive
development and the secure base needed to develop social skills (Bronfenbrenner &
Morris, 1998; Kontos, 1991).
The Cost, Quality, and Child Outcomes in Child Care Center Study, begun in
1993, was designed in part to examine the influence of typical center-based child care on
children’s development during their preschool years and then subsequently as they
moved into the formal elementary education system. The overall findings can be
summarized in a few broad statements about the influence of center-based child care in
America on children.
High-quality child care is an important element in achieving the national goal of
having all children ready for school.
High-quality child care continues to positively predict children’s performance
well into their school careers.
Children who have traditionally been at risk of not doing well in school are
affected more by the quality of child care experiences than other children.
The quality of child care classroom practices was related to children’s cognitive
development, while the closeness of the child care teacher-child relationship
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influenced children’s social development through the early school years
(Peisner-Feinberg et al., 1999, pp. 1-2).
In addition, the executive summary for this study related findings in two ways.
The first, the longitudinal findings, looked at the influence of early child care experiences
on children’s development over the time period from the preschool years into the early
elementary years. The second, the second-grade findings, looked at the influence of both
early child care experiences and later school experiences in kindergarten and second
grade on children’s abilities in the second grade. The major findings of the study were
addressed as follows:
Longitudinal findings: The children over time
1. Children who attended childcare with higher quality classroom practices had
better language and math skills from the preschool years into elementary school.
2. Children with closer teacher-child relationships in child care had better social and
thinking skills, language ability, and math skills from the preschool years into
elementary school.
3. Better child care quality was more strongly related to better math skills and fewer
problem behaviors from the preschool years through second grade for children
whose mothers have less education.
Second grade findings: The children as second graders
4. Children who attended higher quality child care had better cognitive and social
skills in the second grade, even after taking into account kindergarten and
second grade classroom experiences.
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5. Children who experienced more positive classroom climate in child care had
better relationships with peers in second grade (Peisner-Feinberg et al., 1999,
pp. 6-11).
Both sets of findings reveal that children who have more positive child care
experiences during their preschool years have better outcomes through their elementary
school years. Whether child care experiences are examined in terms of the global quality
of classroom practices, the nature of teacher-child relationships, or the social-emotional
climate, more positive experiences are related to better outcomes in both social and
cognitive domains (Peisner-Feinberg et al., 1999). According to research findings, it is
important to improve the quality of early childhood programs to ensure proper care and
education and to prepare children for productive lives in the future. Culkin et al. (1990)
described child care as a social good because it benefits not only the family who pays for
the service but all members of society. Thus, improving childcare quality requires effort
to build strong partnerships among all those who stand to benefit: parents, educators,
researchers, policy makers, and society as a whole.
In sum, these results provide evidence that child-care quality has a modest longterm effect on children’s patterns of cognitive and socioemotional development at least
through kindergarten, and in some cases, through second grade. Next section, school
climate of early childhood programs was discussed.
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School Climate of Early Childhood Programs

This study is concerned with school climate as it relates to teachers’ perceptions
of school environment and the perceived quality of the school climate in which they work.
In order to aid comprehension and clear certain relationships between concepts, the
following review of literature was subdivided into two parts: factors of school climate
and dimensions of school climate.

Factors of School Climate

The concept of school climate is multidimensional and complex. It has been
defined and used in many different ways. Definitions differ by the variables they identify
as important, the methods of measuring those variables, and the units of measurement
(Pallas, 1988). The usual words associated with climate by educators is “feel”, “wellbeing”, “health”, “learning environment”, “safety” (both physical and psychological),
“openness”, and “caring” within schools and classrooms (Freiberg & Stein, 1999, p. 13).
School climate is defined in the literature as encompassing four different areas: (a)
ecology represents the physical and material features of school buildings; (b) milieu is
comprised of the personnel in the school; (c) social system is defined as the way in which
the school interacts with the members; and (d) culture is comprised of the value, beliefs,
and norms of the school system member (Kowalski & Reitzug, 1993; Miskel & Ogawa,
1988).
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Johnson (1998) argued that the concept of school climate is very broad and
reflects many aspects of the educational process. He added:
School climate may include anything from environmental aspects of the
school (such as building maintenance and equipment) to the personalities of the
students and educators involved in the school, as well as academic performance,
level of physical activity, and the processes and materials used throughout
instructional procedures. (p. 1)

Hoy and Miskel (2000) defined school climates as “teachers’ perceptions of the
general work environment of the school: the formal organization, informal organization,
personalities of participants, and organizational leadership influence” (p. 189). Howard,
Howell, and Brainard (1987) defined school climate as the schools’ “atmosphere for
learning…the feeling people have about school and whether it is a place where learning
can occur” (p. 5). In other words, it is what it “feels” like in a school. Hsu (1977) argued
that it is important to make sure the dimensions of organizational climate. Since the
dimensions are not only as of content structure but also as the critical part of measure
instruments. The importance of school climate was noted earlier, but real interest and
research in climate began in the 1950s in the area of business and industry (Rubio, 1999).
Many researchers began to find that school variables were responsible for much of the
variability in students’ achievement from one school to the next (Brookover, Beady, Food,
Schweitzer, & Wisenbaker, 1979). Later studies have confirmed similar findings (Little,
1982; Schneider, 1987).
In early research, the quality of the school climate was measured by structural
characteristics, such as size, resources, and teacher-student ratios. The later research
extended the focus to look at social and cultural aspects of school climate (Besch, 1984;
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Fox & Phi Delta Kappa., 1974). More recently, researchers have focused more on social
interaction variables such as the relationship between teachers and principals (Johnson,
1998; Rubio, 1999).
Most research has focused on the school climate of elementary and high schools
(Creemers & Reezigt, 1999; Hoy & Feldman, 1999). Few studies (Jorde-Bloom, 1988a;
Merino, 2002) had been conducted in United States on the school climate of early
childhood programs. However, school climate is the heart and soul in early childhood
programs. It has a tremendous effect on what young children learn and how they develop.
An early childhood program‘s school climate can define the quality of a school that
creates healthy learning places; nurtures children’s and parents’ dreams and aspirations;
stimulates teachers’ creativity and enthusiasm. It is about that essence of a school that
leads a child, a teacher, an administrator, a staff member to love the school and to look
forward to being there each school day (Freiberg & Stein, 1999)

Dimensions of School Climate

Although school climate may be relatively easy to notice even in a brief visit, the
concept is not easy to define. It is made up of many dimensions including the perceptions,
attitudes, beliefs, and values of all individuals in a work place. In order to better
understand all of the dimensions of school climate, we must take into account the
research and theoretical work on school effectiveness, group dynamics, and work
attitudes, and the interplay between people and the environment (Anderson, 1982; Cotton,
1993; Johnson, 1998).
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The discussion focused on a practical understanding of early childhood programs
and teachers’ perceptions of the quality of the school climate in early childhood programs.
Ten key dimensions of school climate are described below.
Collegiality
People are social. All of us need to feel that others care about us and are
concerned about our welfare. Emotional support, therefore, is a potent force in creating a
positive work climate. Schools with a strong sense of collegiality are characterized by a
unified team spirit, a collective sense of efficacy, and the absence of social cliques (Chen,
2002; Johnson, 1998; Little, 1982). Interactions are comfortable and individuals feel free
to express their thoughts openly. These schools give high priority to minimizing teacher
isolation. These patterns of collegiality undoubtedly characterize effective early
childhood programs.
Reward System
Early childhood educators stay in the profession for reasons other than salaries,
fringe benefits, tenure and job security, promotion opportunities, and prestige, but they
often leave for such reasons (Whitebook, 1999). A number of studies have consistently
found that most early childhood workers feel underpaid and undervalued by society
(Jorde-Bloom, 1988a; Lindasy & Lindasy, 1987; Modigliani, 1986). The NAEYC
consider salaries and working conditions a priority issue. Both prospective and practicing
teachers are influenced by salary levels. The number of teachers who leave for other
occupations is directly related to salary, as is the number of new entrants into the
profession. Thus, healthy school climates include a reward system with fair and equitably
administered pay, job security, and promotion policies (Lin, 1996; Nash, 1983).
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Opportunities for Personal Growth
The degree of emphasis on opportunities for personal growth appears to be most
closely related to management priorities and staff interests (Fullan, 1982; Griffin, 1983).
Opportunities for reflection and the personal growth that accompanies it can be seen as
the hallmarks of a professional orientation (Chang, 1999; Schon, 1983). Programs with a
strong professional orientation give high priority to enabling teachers to evaluate their
instructional practices and to master new skills. These programs plan opportunities for
staff to expand their knowledge and widen their repertoire of competencies. High-growth
climates also gear in-service staff development activities to individual experience and tie
opportunities for professional achievement to a well-defined career ladder (Association of
Teacher Educators., 1985). These climates encourage staff to stretch and develop their
potential.
Supervisor Support
Good leaders provide clear expectations, support, and encouragement for their
staff. A supportive supervisor gives open, honest, and regular feedback that is respectful
of the individual’s self-worth and provides direction for personal and professional change
(Jorde-Bloom, 1988a). Increasing the quality and quantity of feedback to teachers
achieves several goals. It not only provides them with needed recognition but also
broadens their repertoire of instructional strategies that can improve effectiveness.
Moreover, it sends a clear message that their work is valued (McLaughlin, Pfeifer,
Swanson-Owens, & Yee, 1986).
In fact, lack of supervisor support for training, career guidance, and policy
interpretation has been found to be a major cause of job turnover in early childhood
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programs. Teachers who leave may have a lower sense of accomplishment because they
did not receive clear performance feedback (Fleischer, 1985). Teacher attitude toward
their supervisors can have a positive effect on their performance and job satisfaction
(Goodlad, 1983; Jorde-Bloom, 1988b). Indeed, a supervisor’s psychological support may
well have a more enduring impact on a teacher’s self-esteem and overall performance
than any other resources provided (Cotton, 1993).
Decision Making
The decision-making structure of an early childhood program determines how
power is distributed and how much influence the teaching and administrative staff
members have on program philosophy and goals, hiring, budget, staff training, and
curricula. In general, when teachers feel that their program’s decision-making structure is
fair and encourages staff input, they are likely to share a commitment to implement
program goals (Wilson, Firestone, & Herriott, 1984), and to be more satisfied with their
jobs (Whitebook, Howes, Darrah, & Friedman, 1982). Most workers desire more
involvement in decision making, especially regarding issues that directly affect them. In
positive work environments, the decision-making structure is flexible rather rigid. It
responds to workers’ concerns and issues and takes into consideration the changing
expertise, abilities, needs, and expectations of all concerned (Cai, 1996; Jorde-Bloom,
1988a).
Clarity of Organizational Functions
Every early childhood program operates with a complex network of roles and
relationships, so the way policies, procedures, and responsibilities are defined and carried
out deeply affects the program’s effectiveness. Lack of job descriptions can create
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conflict among staff. If policies or procedures are vague, problems arise when people try
to communicate. Poorly defined rules and regulations can result in confusion and add to
job stress (Jorde-Bloom, 1982). In contrast, order and clarity are positively related to job
satisfaction and performance (Seeholzer, 2004). Effective management practices can
reduce role-related stress considerably (Pettegrew & Wolf, 1982).
Why is clarity so important in early childhood education? In most programs,
assistants, teachers, and lead teachers may all have similar duties ranging from
maintenance work to planning curricula and conducting parent conferences. Tension
often results when title and pay do not distinguish who does what, why, and when.
Whitebook et al. (1982) concluded that distinctions in responsibilities based on job title
are related more to the quantity of time spent performing tasks than to the nature of the
tasks themselves.
Task Orientation
Good planning, efficiency, and getting the job done are the essence of task
orientation (Johnson, 1998). In early childhood programs with a positive organizational
climate, time is used wisely and staff members are not burdened with unnecessary
busywork. Meetings are well planned and purposeful, and procrastination is an exception
rather than the rule.
A positive work climate balances efficiency and clear organization with flexibility.
Just as teachers and parents expect children to work up to their potential, staffs perform at
their best when programs operate efficiently, personnel are used effectively, and activities
are coordinated. In a healthy program, everyone works hard but there is a good fit
between people’s own dispositions and the demands of the program.
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Goal Consensus
Every program that serves preschool children should have a clearly articulated
philosophy and goals that value children, families, cultures, and communities. This
philosophy should be: communicated to the public, reflected in daily practice, and revised
periodically to reflect advances in understanding about how young children grow and
learn. Differences in philosophy, socioeconomic status, background, and tradition are
bound to contribute to differences in value orientations. Goal consensus thus reflects the
ability of a staff to compromise and tolerate differences of opinion so that individuals can
work toward a common vision. Wilson et al. (1984) argued that all employees need to
hold a common vision for the program so their efforts can be consistently directed toward
those goals.
Innovativeness
Early childhood programs, like all organizations, must adapt to change in order to
survive. An innovative atmosphere encourages people to find creative ways to solve
problems. Diversity is valued, so new educational approaches and techniques are
welcomed (Fox & Phi Delta Kappa., 1974). In early childhood programs, the degree of a
program’s innovativeness primarily depends on a leadership style that encourages
receptivity to new ideas, rather than on financial resources (Fullan, 1982; Young &
Kasten, 1980). Directors are typically the ones who sense the need for change, set the
pace for the change process, and then monitor progress as each new idea is translated into
action (Schrag, Nelson, & Siminowsky, 1985). Innovative directors are responsive to the
concerns of teachers, parents, and the community. They empower people to analyze
problems and plan corrective action.
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Physical Setting
Spatial arrangement can play a powerful role in shaping attitudes about work and
influencing moods, dispositions, and employee morale (Bell, Fisher, & Loomis, 1978).
For example, temperature, light, color, noise, ventilation, design, and furniture layout can
help or hinder staff and children as they work. Conners (1983) found that poorly
equipped environments, or those that have insufficient or ineffectively used space, are
frustrating and stressful places in which to work.
Early childhood programs that have a positive organizational climate on the
physical setting dimension pay particular attention to the importance of the spatial
arrangement and design of the classroom and support space. Areas are orderly, well
organized, and furnished with the proper equipment, materials, and resources for staff to
do their work effectively. Thus, physical appearance may well be a good indicator of the
general organizational health of the program.
In sum, the 10 dimensions of school climate are critical in every professional
early childhood work environment. Each clearly affects morale and the staff’s ability to
effectively teach young children.
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Chapter Summary

In this chapter, the review of the literature focused on the following sections: (a)
definitions of quality in early childhood programs, (b) the relationship between structural
and process quality, (c) characteristics of high-quality early childhood programs, (d)
effects of quality childhood programs on children, and (e) the school climate of early
childhood programs.
According to the literature review, the cornerstone of child care that promotes
healthy development is the presence of consistent, sensitive, and well-trained teachers.
Therefore, this study was designed to understand teachers’ perspectives on ‘quality’ and
‘school climate’ in preschool programs so as to gain a greater understanding of these
characteristics in the school settings and as they affect children’s development.
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Chapter 3
METHODOLOGY

The purpose of this study was to examine in-service nursery school teachers’
perceptions of structural and process quality and school climate in early childhood
programs. To provide a complete description of the methodology for this study, this
chapter is divided into five sections: research design, participants, instrumentation, data
collection, and treatment of data.

Research Design

This study is based on descriptive correlational research using quantitative
strategies (Graziano & Raulin, 2000). Figure 2 graphically presents the basic framework.
The data were gathered using a questionnaire, the Nursery Teachers’ Survey (NTS),
designed by the investigator specifically for the study. The questionnaires were
distributed to 236 in-service teachers in the Department of Early Childhood Education
and Care of Meiho Institute of Technology in Pingtung, Taiwan. A pilot study was
conducted in the same location prior to the main study in order to assess the validity and
reliability of the questionnaire.
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Teachers’ Demographic Variables

Program Variables

Age
Education
Experience
Major
Monthly Income

Rural vs. Urban
Public vs. Private

Structural Quality

Process Quality

1. Classroom Structure
-Adult-Child Ratios
-Group Size
2. Teacher Qualifications
-Education
-Training
3. Program Structure
-Space/Physical Setting
-Materials
-Staff Stability

1. Children’s Experience
-Developmentally
Appropriate Activities
-Meal/snacks
2. Teacher’s Behavior
-Interaction with
Children
-Interaction with
Parents

School Climate
1.Collegiality 2. Reward System 3. Professional Growth
4. Supervisor Support 5. Decision Making
6. Clarity of Organizational Functions
7. Task Orientation 8. Goal Consensus 9. Innovativeness
10. Physical Setting 11. General Feeling

Figure2. Framework for this study.
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Participants

The nursery school teachers’ cohorts were selected from the Department of Early
Childhood Education and Care (ECEC) of the Meiho Institute of Technology. Currently,
six classes of nursery teachers are enrolled in the ECEC department: They are enrolled in
the school for professional development and attend classes in the evening five days a
week. There were 236 participants. The six cohorts were on one of three educational
tracks: Four were in junior college (two-year program), one was in technical college
(two-year program), and one was in technical college (four-year program).
In Taiwan, vocational high school graduates have the option of choosing to enroll
in a two-year junior college or a four-year technical college for their advanced learning.
Those who graduate from junior college can choose to enroll in a two-year technical
college for their advanced study.
Geographically, the participants all came from the Kaohsiung and Pingtung
regions of Taiwan. The early childhood programs in this study were defined as private
and public nursery schools in Taiwan that serves children aged 3-6. The researcher,
formerly an instructor at the Meiho Institute of Technology, recruited all teachers who
were enrolled in advanced study programs.

Instrumentation

The research instrument for this study was a survey questionnaire designed by the
investigator. The survey consists of three sections: (a) demographic information, (b)
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perceptions of program quality, and (c) perceptions of school climate. A draft copy of the
instrument is presented in Appendix A.
The first part of the questionnaire contains seven items requesting demographic
information from the participants including age, teaching experience, educational degree,
major, personal monthly income, type of institution (i.e., public or private), and location
of institution (i.e., rural or urban). The second part of the questionnaire includes 21 items,
with two aspects of quality—structure and process quality. Structure includes factors
such as adult-child ratios, group size, teacher qualifications, and space and physical
settings (Cryer, 1999; Liang, 2001; Phillips & Howes, 1987; Phillipsen, Burchinal,
Howes, & Cryer, 1997). Process includes factors such as children’s experience and
teacher behaviors (Bredekamp, 1990; Cryer, Tietze, Burchinal, Leal, & Palacios, 1999;
Phillipsen et al., 1997). The third part of the questionnaire includes 20 items, with 11
dimensions of school climate: collegiality, reward system, professional growth,
supervisor support, decision making, clarity of organizational functions, task orientation,
goal consensus, innovativeness, physical setting, and general feeling (Chang, 1999;
Jorde-Bloom, 1988a; Lin, 1996). A total of 41 statements, based on current literature and
research, were generated according to these themes. A 4-point, Likert-type response scale
ranging from “1: strongly disagree” to “4: strongly agree” was applied to the statements
to determine teachers’ perceptions.
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Translation

Since the subjects in this study were nursery school teachers in Taiwan, a
translation of the survey questionnaire was necessary. First, the researcher translated the
instrument from English into Chinese. Following this translation an instructor who was
teaching English in Taiwan and a graduate student in the Department of Curriculum and
Instruction at the Pennsylvania State University examined the independent translations
and discussed the content with the investigator. Finally, the final Chinese version of the
instrument was completed.

Panel of Experts

Prior to the pilot study, face validation of the survey were assessed by an expert
panel. A panel of six experts was enlisted to review the draft questionnaire for content
validity and clarity. The panel members included: Dr. Thomas D. Yawkey, The
Pennsylvania University; Dr. Jamie M. Myers, The Pennsylvania University; Dr. Edgar P.
Yoder, The Pennsylvania University; Dr. John W. Tippeconnic III, The Pennsylvania
University; Dr. Ren-Fu Chen, The National Pingtung Teachers College; and Dr. LienHsin Chang, The Meiho Institute of Technology. The four American professors from The
Pennsylvania State University were on the researcher’s dissertation committee members.
The two Taiwan professors teach in the Early Childhood Education Department at
National Pingtung Teachers College and the Meiho Institute of Technology, respectively.
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A cover letter containing an explanation of the purpose and objectives of the
study and a copy of the questionnaire were sent to the panel of experts in Taiwan on
March 27, 2005. Comments received from the panel of experts resulted in the deletion
and addition of some statements, rephrasing of certain statements, and the improvement
of the instrument’s clarity. Table 3.1 shows the pilot study revisions based on the
professors’ reviews.

Table 3.1.
Pilot Study Revisions Based on Professors’ Reviews
Original Question
1. Your age. (1) less than 20 (2) 20-29
(3) 30-39 (4) 40 or above
2. Teaching experience (include this year).
(1) 1-2 yrs. (2) 3-5 yrs. (3) 6-10 yrs. (4)
over 10 yrs.
3. Education. (1) high school (2) some
college (3) bachelor (4) other
4. Are your major related to ECE?
(1)Yes (2)No
5. Your monthly income
(1) Less than NT$ 20,000
(2) NT$ 20,001~25,000
(3) NT$ 25,001~30,000
(4) NT$ 20,001~35,000
(5) NT$ 35,001~40,000
(6) More than NT$ 40,001
8. Number of children per teacher is low.
9. Number of children in your class is
small.
10. You are warm and patient.
11. You had some previous ECE training.
12. You have some teaching experiences.
25. You are fully understanding children’s
needs in your class

Final Question
1. Your age:
.
2. Total teaching experience in nursery
school (include this year):
.
3. Educational background (Degree):
4. Your major:

.

.

5. Your monthly income
(1) Less than NT$ 15,000
(2) NT$ 15,001~20,000
(3) NT$ 20,001~25,000
(4) NT$ 25,001~30,000
(5) NT$ 30,001~35,000
(6) More than NT$ 35,001
8. Teacher to child ratio is lower than
1:13.
9. Number of children in your class is less
than 15.
10. Teachers are warm and patient.
11. Teachers had some previous ECE
training.
12. Teachers have some teaching
experience.
25. Teachers fully understand the
children’s cultural background.
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Table 3.1. (cont’d)
Original Question
26. You are willing to help children to
solve their problems.
27. When children were sick, you take
more care of them.
28. You are willing to communicate with
parents.
38. Staff are involved in decision making.
42. Staff agree on school philosophy.
44. Staff are encouraged to be creative in
their work.
48. You are proud of your program.

Final Question
26. Teachers are willing to help children to
solve their problems.
27. When children are sick, Teachers take
greater care of them.
28. Teachers are willing to communicate
with parents.
38. Teachers are involved in decision
making.
42. Teachers agree with the school
philosophy.
44. Teachers are encouraged to be creative
in their work.
48. Teachers are proud of their program.

Data Collection

Data collection occurred in two parts, the pilot study and the main study. There
were several phases in each of these data collection activities.

Pilot Study

A pilot study was conducted by the investigator in Taiwan prior to conducting the
main investigation. The purpose of the pilot study was to examine the participants’
understanding of questions in order to assess the validity and reliability of the
questionnaire. Two phases were involved in the pilot study: (a) selecting participants and
distributing materials, and (b) revising and modifying the survey based on the pilot test
information.
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Phase 1: Selecting participants and distributing material
Prior to conducting the pilot test with the in-service teachers, the investigator
contacted the chairperson of the Early Childhood Education and Care Department at
Meiho Institute of Technology and explained the purpose of the study. With the support
of the chairperson, Dr. Lien-Hsin Chang and the instructor, Chia-Jing Shen, the
investigator selected ten in-service teachers who were enrolled in Early Childhood
Education and Care Department, to participate in the pilot study. The investigator
explained the purpose of the survey to each pilot study participant before conducting the
survey.

Phase 2: Revising and modifying the survey
Validity. Pilot study participants also reviewed the questionnaire for face validity
with the researcher, making appropriate modifications to the instrument based on their
input. After collecting data from the participants, the investigator reviewed their
responses to the pilot study and revised the questionnaires based on their responses. Table
3.2 shows how items were modified after receiving their responses to the pilot study.
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Table 3.2.
Questionnaires Revisions Based on Participants’ Responses to the Pilot Study
Original Question
3. Educational background (Degree):

4. Your major:

Final Question
3. Degree (before you enter ECEC
department of Meiho Institute of
Technology):
.
4. Major (before you enter ECEC
department of Meiho Institute of
Technology):
.

Reliability. For reliability, the investigator used Cronbach’s alpha coefficient to
determine internal consistency. The reliability was calculated using the data provided by
the pilot study respondents. Table 3.3 explains the reliability analysis of the pilot study.

Table 3.3.
Reliability Analysis of Pilot Study
Category
Quality
School Climate
Whole Questionnaire

Number of Items
21
20
41

Crombach’s Alpha
.90
.93
.94

Main Study

The main study was conducted in May, 2005. It was conducted in the following
four phases: (a) selecting participants, (b) distributing materials, (c) administering the
questionnaire, and (d) collecting the surveys.
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Phase 1: Selecting participants
The investigator received the permission of his Ph.D. thesis committee to use a
convenience sample. He chose the sample from a group of nursery school teachers in
southern Taiwan. The 236 in-service nursery teachers were studying at the Meiho
Institute of Technology, where the investigator has taught for eleven years.
The investigator asked for support from Dr. Lien-Hsin Chang; Head of the
Department of Early Childhood Education and Care Meiho Institute of Technology. Six
classes of in-service teachers cohorts were enrolled in the Early Childhood Education and
Care Department. The subjects for this study were currently enrolled in-service nursery
teachers who came from the Kaohsiung and Pingtung areas of Taiwan.

Phase 2: Distributing materials
With the permission of the classroom instructor, the researcher administered the
survey during class. The investigator distributed the informed consent documents (see
Appendix B), which were submitted to and had been approved by the Office for Research
Protections, The Pennsylvania State University, to participants and explained the rights of
the participants. Following that the questionnaires were distributed to the participants.

Phase 3: Administering the questionnaire
The investigator administered the survey during the class and answered the
questions raised by participants. By doing so, the researcher can help participants to
better understand the questions and answer correctly. It took about 25 minutes to
complete the questionnaire. The same procedure was used in all six classes.
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Phase 4: Collecting the surveys
A total of 213 out of 236 questionnaires were completed and returned, for a 90%
return rate. The questionnaires were collected and coded by number to enable analysis
using the statistical program, SPSS 12.0 version for Windows.

Treatment of Data

All data were coded, entered and analyzed using the statistical program, the
Statistical Package for the Social Science (SPSS) 12.0 version for Windows.
For reliability, the investigator used Cronbach’s alpha coefficient to determine
internal consistency. The reliability was calculated using the data provided by the main
study respondents. Responses were collected from 213 individuals and a Cronbach’s
alpha reliability of .95 was calculated.
Descriptive statistics (e.g., frequencies, percentages, mean, mode, variability and
standard deviation) were computed to examine preschool teachers’ perceptions of quality
and school climate. The bivariate correlation analysis and regression analysis were
utilized to examine the relationship between teachers’ perceptions of the quality and
school climate, as well as structural and process quality, in there place of employment.
Fink (1995) suggests interpreting the size of the correlation coefficients as follows: “0 to
± .25” means “little or no relationship”, “± .26 to ± .50” means “fair degree of
relationship”, “± .51 to ± .75” means “moderate to good relationship”, and “± .76 to ±
1.00” means “very good to excellent relation”. Further, a one-way analysis of variance
(One-Way ANOVA) with Tukey’s honestly significant difference (Tukey-HSD) post hoc
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test was conducted to obtain the population means for all groups within statistically
significant (p≤.05) teachers’ characteristics (based on related school climate categories)
and to determine which pairs of groups differed significantly from each other. Then, an
independent t-test was used to determine whether there were any statistically significant
differences in teachers’ perceived quality of, as well as school climate in, early childhood
programs between profit and nonprofit settings, as well as between rural and urban areas.
Table 3.4 summarizes the data analysis procedures.

Table 3.4.
Data Analysis Procedures
Research Question
1. Is there a significant relationship
between teachers’ perceptions of
quality and school climate in early
childhood programs?
2. Is there a significant relationship
between structure and process quality
in early childhood programs?

3. Is there a significant relationship
between teachers’ demographic
variables and teachers’ perceptions of
the quality and the school climate of
early childhood programs?
4. Is there a significant difference in
teachers’ perceptions of quality and
school climate between: (a) rural and
urban area programs, and (b) public
and private programs?

Methods of Data Analysis
Bivariate correlation
Regression analysis

Bivariate correlation
Regression analysis

One-Way ANOVA

Independent t-test
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To summarize, this chapter contains a description of the methodology and
procedures followed in the conduct and analysis of data collected during this study. First,
the researcher discussed the procedures used in subject selection. Next, information
relating to the development of the instrument was presented. Finally, the procedures for
data collection and the methods of data analysis were presented and described.
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Chapter 4
RESULTS

This study was designed to investigate the early childhood educators’ perceptions
of quality and school climate in preschool programs. This chapter presents the findings
from this research in the following sections: (a) profile of participants, (b) descriptive
statistics information, (c) analysis of relationship between teachers’ perceptions of quality
and school climate in early childhood programs, (d) analysis of relationship between
structure and process quality in early childhood programs, (e) analysis of relationship
between teachers’ demographic variables (i.e., age, education, experience, major, and
monthly income) and teachers’ perceptions of quality and school climate of early
childhood programs, (f) analysis of difference in teachers’ perceptions of quality and
school climate between teacher teaching in rural and urban area programs, (g) analysis of
difference in teachers’ perceptions of quality and school climate between public and
private programs, and (h) additional findings.

Profile of Participants

The data for this research were obtained from a convenience sample of nursery
teachers currently enrolled in the ECEC department at the Meiho Institute of Technology
in Taiwan. A total of 236 students from six selected classes in the ECEC department were
recruited for this study. Of the 236 subjects, 213 completed and returned their surveys for
a return rate of 90%. Demographic information about the in-service nursery teachers is
shown in Table 4.1.
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Table 4.1.
Characteristics of Participants (n=213)
Variable
Age
20-25
26-35
36-45
46-53
Missing
Teaching Experiences
1-5 years
6-10 years
11-15 years
15-20 years
20 or above
Missing
Highest Degree
High school diploma
Associate degree
Major
ECEC
Home Economics
Nursing
Other
Monthly Income
Less than NT$15000
NT$15001-20000
NT$20001-25000
NT$25001-30000
NT$30001-35000
More than NT$35001
Missing
Program Type
Private
Public
Missing
School Location
Rural area
Urban area
Missing

Frequency

Percentage

35
101
68
8
1

16.5
47.7
32.0
3.3
.5

32
81
38
23
8
1

29.2
38.3
17.9
10.8
3.3
.5

166
47

77.9
22.1

119
13
4
72

55.9
6.1
1.9
33.8

10
95
61
21
14
11
1

4.7
44.6
28.6
9.9
6.6
5.2
.5

183
25
5

85.9
11.8
2.3

125
86
2

58.7
40.4
.9
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All of the participants were female. Sixty-four percent of those who responded to
the survey were between the ages of 20 and 35, and 36% were between the ages of 36
and 53. Forty-three percent had taught for 10 to 25 years, and 57% had taught for 1 to 9
years. Among these participants, 77.9% had obtained a high school degree and 22.1%
had obtained a junior college degree. Over fifty-five percent of participants had majored
in Early Childhood Education and Care. Seventy-three percent had monthly income
between NT$15,001 and NT$25,000. Eighty-six percent taught in private nursery schools.
Fifty-nine percent of the nursery programs were located in rural areas.

Descriptive Statistics Information

The questionnaire employed for this study included 21 items about perceptions of
quality and 20 items about perceptions of school climate. Descriptive statistics
information on quality and school climate was presented separately: (a) quality, and (b)
school climate.

Quality
A 4-point, Likert-type response scale ranging from “1: strongly disagree” to “4:
strongly agree” was applied to each question to determine teachers’ perceptions of
nursery school quality criteria. Table 4.2 shows the mean values for the teachers’
perceived quality on two dimensions, five categories, and 21 specific items. The means
for all 21 statements ranged from 2.63 to 3.40. Specifically, the means were 2.58 (SD=.95)
for classroom structure, 3.53 (SD=.48) for teacher qualifications, and 3.25 (SD=.58) for
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program structure under the quality dimension of “structure”, which had an average score
of 3.21 (SD=.50). With regard to process quality, the means were 3.41 (SD=.49) for
children’s experience, 3.54 (SD=.45) for teachers’ behavior, and 3.47 (SD=.42) for the
overall process dimension. It can be seen in Table 4.2 that the average mean value for
process quality is higher than that of structural quality according to the perceptions of
nursery school teachers.

Table 4.2.
Means and Standard Deviations of Teachers’ Perceptions of Quality (n=213)
Dimension/Category/Item
Structural Quality
Classroom structure
- Teacher to children ratio is lower than 1:13
- Number of children in your class is less than 15

Mean
3.21
2.58
2.63
2.53

SD
.50
.95
.98
1.07

Teacher qualifications
- Teachers are warm and patient
- Teachers had some previous ECE training
- Teachers had some teaching experience

3.53
3.51
3.60
3.48

.48
.60
.59
.62

Program structure
- There is adequate indoor space
- There is adequate outdoor space
- The classroom setting is cheerful
- The total enrollment number of children is an appropriate size
- Playground equipment is safe and organized
- Age-appropriate toys and materials are available
- Teacher stability is high

3.25
3.23
3.40
3.54
2.97
3.39
3.05
3.15

.58
.84
.80
.59
.96
.72
.87
.92

Process Quality
Children’s experience
- Children are happy
- Nutritious meals and snacks are offered
- Appropriate activities are offered
- Proper disciplinary methods are used
- Accurate hygiene behavior is practiced

3.47
3.41
3.40
3.28
3.36
3.44
3.58

.42
.49
.63
.80
.64
.58
.52
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Table 4.2. (cont’d)
Dimension/Category/Item

Mean
3.54
3.37
3.56
3.59
3.65

SD
.45
.60
.54
.56
.52

Overall Quality
3.32
Note: Perception scale was: 1=strongly disagree through 4=strongly agree.

.42

Teacher’s behavior
- Teacher fully understand the children’s cultural background
- Teachers are willing to help children to solve their problems
- When children are sick, teachers take greater care of them
- Teachers are willing to communicate with parents

Further, the means for the 21 items that concern teachers’ perceptions of quality
were clustered into three levels by the investigator, based on the mean scores. The three
levels of quality scores were (a) 2.50-2.99, low; (b) 3.00-3.49, medium; and (c) 3.50-3.99,
high. The greater the mean value, the higher the quality assigned by teachers to program
features in the nursery school. Table 4.3 indicates the mean scores for teachers’
perceptions of quality at three levels. Three items were categorized at the low level, while
11 items were located at the medium level and 7 items were located at the high level. At
the low level, all 3 items were under the structure dimension. At the middle level, 6 items
were under the structure dimension, while 5 items belonged to the process dimension. At
the high level, 3 items were under the structure dimension, while 4 items were belonged
to the process dimension. This distribution indicated that teachers perceived higher
quality in the process dimension than in the structure dimension. As shown at the low
level, the item “teacher to child ratio is lower than 1:13” had a mean of 2.63, indicating
that it had the lowest quality score as perceived by nursery school teachers. However, the
standard deviation for this item was .98, indicating a great amount of disagreement
among these teachers regarding the quality of teacher-to-child ratios in their preschool
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programs. By contrast, the item “teachers are willing to communicate with parents” had
the highest mean, 3.65 with a standard deviation of .52.

Table 4.3.
Level of Means of Teachers’ Perceptions of Quality (n=213)
Level/Item
Level-1 Low (Value = 2.50-2.99)
- Teacher to children ratio is lower than 1:13
- Number of children in your class is less than 15
- The total enrollment number of children is an appropriate size

Mean
2.63
2.53
2.97

Level-2 Medium (Value = 3.00-3.49)
- Teachers had some teaching experience
- There is adequate indoor space
- There is adequate outdoor space
- Playground equipment is safe and organized
- Age-appropriate toys and materials are available
- Teacher stability is high
- Children are happy
- Nutritious meals and snacks are offered
- Appropriate activities are offered
- Proper disciplinary methods are used

3.48
3.23
3.40
3.39
3.05
3.15
3.40
3.28
3.36
3.44

Level-3 High (Value = 3.50-3.99)
- Teachers are warm and patient
- Teachers had some previous ECE training
- The classroom setting is cheerful
- Accurate hygiene behavior is practiced
- Teachers are willing to help children to solve their problems
- When children are sick, teachers take greater care of them
- Teachers are willing to communicate with parents

3.51
3.60
3.54
3.58
3.56
3.59
3.65

School Climate
A 4-point, Likert-type scale ranging from “1: strongly disagree” to “4: strongly
agree” was used to measure nursery school teachers’ perceptions of school climate. Table
4.4 presents mean values for teachers’ perceptions of school climate, with 11 dimensions
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and 20 items in detail. The means for the 20 statements ranged from 2.47 to 3.46.
Specifically, the means were 3.45 (SD=.58) for collegiality, 2.49 (SD=.97)for reward
system,3.00 (SD=.86) for professional growth, 2.82 (SD=.89) for supervisor support,
3.08 (SD=.73) for decision making, 2.91 (SD=.84) for clarity of organizational functions,
2.96 (SD=.78) for task orientation, 3.06 (SD=.67) for goal consensus, 3.30 (SD=.64) for
innovativeness, 2.93 (SD=.79) for physical setting, and 3.02 (SD=.76) for general feeling.
The mean was 3.00 (SD=.82) for the overall school climate. Table 4.4 shows that the
lowest mean value was located in the reward system dimension, while the highest mean
value was located in the collegiality dimension.

Table 4.4.
Means and Standard Deviations for School Climate (n=213)
Dimension/Item
Collegiality
-Colleagues are friendly
-Colleagues are supportive
Reward system
-Salary is fair
-Fringe benefits are fair
Professional growth
-Opportunities are available for staff to grow professionally
-Subsidization for professional development is available
Supervisor support
-The director’s administrative style and experiences are good
-Communications between director and teachers are good
Decision making
-Teachers are encouraged to make contributions in meeting
-Teachers are involved in decision making
Clarity of organizational functions
-Job responsibilities are well defined
Task orientation
-The program is well planned and efficiently run
-The program is well organized

Mean
3.45
3.44
3.46
2.49
2.47
2.50
3.00
3.13
2.86
2.82
2.70
2.93
3.08
3.22
2.93
2.91
2.91
2.96
2.98
2.95

SD
.58
.60
.63
.97
.99
1.04
.86
.86
1.03
.89
.95
.91
.73
.76
.84
.84
.84
.79
.80
.85
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Table 4.4. (cont’d)
Dimension/Item

Mean
Goal consensus
3.06
-Teachers agree with the school philosophy
2.98
-Teachers have similar educational objectives
3.14
Innovativeness
3.30
-Teachers are encouraged to creative in their work
3.39
-The program implements changes as needed
3.20
Physical setting
2.93
-The work environment is attractive
2.95
-The resources are sufficient for teachers to do their job
2.90
General feeling
3.02
-Teachers are proud of their program
3.02
Overall School Climate
3.00
Note: Perception scale was: 1=strongly disagree through 4=strongly agree.

SD
.68
.76
.74
.64
.65
.75
.79
.84
.86
.76
.76
.61

Further, the means for the 20 items concerned with school climate were grouped
by the investigator into three levels according to the mean scores. The three levels of
school climate were (a) 2.40-2.99, low; (b) 3.00-3.49, medium; and (c) 3.50-3.99, high.
The greater the mean value, the more positive the school climate was for preschool
programs. Table 4.5 reports the mean scores for school climate based on the three levels.

Table 4.5.
Levels of Means for School Climate (n=213)
Level/Item
Level-1 Low (Value = 2.40-2.99)
-Salary is fair
-Fringe benefits are fair
-Subsidization for professional development is available
-The director’s administrative style and experiences are good
-Communications between director and teachers are good
-Teachers are involved in decision making
-Job responsibilities are well defined
-The program is well planned and efficiently run
-The program is well organized
-Teachers agree with the school philosophy
-The work environment is attractive
-The resources are sufficient for teachers to do their job

Mean
2.47
2.50
2.86
2.70
2.93
2.93
2.91
2.98
2.95
2.98
2.95
2.90
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Table 4.5. (cont’d)
Level/Item
Level-2 Medium (Value = 3.00-3.49)
-Colleagues are friendly
-Colleagues are supportive
-Opportunities are available for staff to grow professionally
-Teachers are encouraged to make contributions in meeting
-Teachers have similar educational objectives
-Teachers are encouraged to creative in their work
-The program implements changes as needed
-Teachers are proud of their program
Level-3 (Value = 3.50-3.99)
None

Mean
3.44
3.46
3.13
3.22
3.14
3.39
3.20
3.02

No item existed at the high level, while 12 items were located at the low level and
8 items were at the medium level. Among the 12 items at the low level were items from
the reward system, professional growth, supervisor support, decision making, clarity of
organizational functions, task orientation, goal consensus, and physical setting
dimensions. At the medium level were items from the collegiality, professional growth,
decision making, goal consensus, innovativeness, and general feeling dimensions. As
shown in the table, the lowest mean was 2.47 but with a standard deviation of .99 for
“salary is fair”, compared to “Colleagues are supportive”, which earned the highest mean,
3.46 (SD=.63). Nursery teachers were least satisfied with the reward system dimension
and most satisfied with the collegiality dimension.
In sum, the mean value for overall structure quality was 3.21; for overall process
quality was 3.47; and for overall school climate was 3.00. Generally, teachers’
perceptions of school climate were lower than they were for program quality. In the next
sections, the results of the data analysis based on each research question are addressed.
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Analysis of Relationship Between Teachers’ Perceptions of
Quality and School Climate in Early Childhood Programs

A bivariate correlation analysis using Pearson product-moment correlation
coefficient was carried out to describe the relationships between nursery teachers’
perceptions of quality and school climate.
The correlation coefficient between nursery teachers’ perceptions of overall
quality and school climate was .70. The finding revealed a moderate to good relationship
(Fink, 1995), significant at the .001 level (2-tailed), between each aspect of perceived
quality and school climate.
In order to understand the connection between perceived quality and school
climate, a simple regression analysis was used in this study. Overall school climate was
treated as a dependent variable and overall quality was treated as an independent variable.
Table 4.6 shows the results of the regression analysis for overall quality and school
climate.
The findings revealed a positive relationship, significant at the < .001 level,
between overall quality and school climate. As a matter of fact, this high correlation
suggests that teachers with a higher level of perceptions of quality were more likely to
have a higher perception of school climate regarding early childhood programs.
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Table 4.6.
Regression Analysis for the Overall Quality and School Climate (n=213)
Variable
Overall quality
R Square = .49

Beta
.70

t
14.34

p
<.001

F = 205.67

Further, in order to understand which items in the subscale of quality could
explain the overall school climate, a stepwise multiple regression analysis was used. The
overall school climate was treated as a dependent variable and 21 items on the subscale
for quality were treated as independent variables. The results indicated that four items
were significantly related to school climate. These four items are presented in accordance
with their order of significance (< .05): “Age-appropriate toys and materials are
available”, “Teacher stability is high”, “Children are happy”, and “Teachers are willing to
help children to solve their problems”.
By contrast, in order to understand which items in the subscale of school climate
could explain overall school quality, a stepwise multiple regression analysis was used.
Overall quality was treated as a dependent variable and 20 items on the subscale for
school climate were treated as independent variables. The results indicated that four items
were significantly related (< .05) to school quality. They were “The program is well
organized”, “The work environment is attractive”, “Teachers are encouraged to be
creative in their work”, and “Teachers are encouraged make contributions in meeting”.
Table 4.7 shows the results of stepwise multiple regression analysis for the school
climate and overall quality.
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Table 4.7.
Stepwise Regression Analysis for the School Climate and Overall Quality (n=213)
Variable
The program is well organized

Beta
.31

t
4.77

p
.000

The work environment is attractive

.28

4.18

.000

Teachers are encouraged to be creative in
their work
Teachers are encouraged make
contributions in meeting

.14

2.39

.017

.15

2.13

.034

Analysis of Relationship Between Structure and Process Quality
in Early Childhood Programs

A bivariate correlation analysis using Pearson product-moment correlation
coefficient was carried out to describe the relationships between structure and process
quality. The correlation coefficient between overall structure and process quality was .64.
The finding revealed a moderate to good relationship (Fink, 1995), significant at the .001
level (2-tailed), between each aspect of structure quality and process quality.
In order to further understand the connection between perceived structure quality
and process quality, a stepwise multiple regression analysis was used in this study. The
overall process quality was treated as a dependent variable and the 12 items for structure
quality were treated as independent variables. Table 4.8 shows the results of stepwise
multiple regression analysis for the structure quality and process quality. The findings
revealed that five items were significant (<.05) related to overall process quality.
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Table 4.8.
Stepwise Regression Analysis for the Structure Quality and Process Quality (n=213)
Variable
The classroom setting is cheerful

Beta
.25

t
4.22

p
.000

Age-appropriate toys and materials are
available
Teachers have some teaching experience

.20

3.19

.002

.22

4.04

.000

The total enrollment number of children is
an appropriate size
Teachers are warm and patient

.18

2.98

.003

.12

2.14

.033

Beta = .64

R Square = .40

Analysis of Relationship Between Teachers’ Characteristics and Teachers’
Perceptions of Quality and School Climate of Early Childhood Programs

A one-way analysis of variance (One-Way ANOVA) with Tukey’s honestly
significant difference (Tukey-HSD) test was employed to analyze the relationship
between teachers’ characteristics (i.e., age, teaching experience, level of education, major,
and monthly income) and teachers’ perceptions of school climate for early childhood
programs.
In conducting the ANOVA, the dimension scores for school climate for each case
were viewed as dependent variables (i.e., interval scale); meanwhile, teachers’
characteristics were used to represent independent variables (i.e., nominal scale). The
results for this part of the data analysis are examined here by teacher characteristics: (a)
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Ages of teachers, (b) Number of years of teaching, (c) Educational degree earned, (d)
Major, and (e) Monthly income.
However, the results of the ANOVA were found not to be significantly different
(p> .05) on both quality and school climate except for the characteristics of “monthly
income”, which was significantly different on the “reward system” dimension of school
climate.
Table 4.9 shows the differences in teachers’ perceptions of school climate when
examined by teachers’ monthly income. Teachers with a monthly income of NT$10,00120,000 had the lowest mean value of 2.30 while those with a monthly income of
NT$30,001-40,000 had the highest mean value of 2.98 for the reward system dimension.
Teachers with a monthly income of NT$10,001-20,000 had the lowest mean value of
2.88 while those with a monthly income of NT$30,001-40,000 had the highest mean
value of 3.04 for the professional growth dimension. Teachers with a monthly income of
NT$10,001-20,000 had the lowest mean value of 2.70 while those with a monthly income
of NT$30,001-40,000 had the highest mean value of 2.98 for the supervisor support
dimension. Teachers with a monthly income of NT$10,001-20,000 had the lowest mean
value of 2.91 while those with a monthly income of NT$30,001-40,000 had the highest
mean value of 3.08 for the general feeling dimension. Teachers with a monthly income of
NT$10,001-20,000 had the lowest mean value on every dimension of school climate.
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Table 4.9.
Differences for Teachers’ Perceptions of School Climate Examined by Teachers’ Monthly
Income Group (n=212)
Dimension
Standard
Range
Monthly Income
Mean
Deviation
Low
High
n
Reward system
NT$10,001-20,000
105
2.30
.99
1.00
4.00
NT$20,001-30,000
82
2.55
.91
1.00
4.00
NT$30,001-40,000
25
2.98
.75
1.00
4.00
Total
212
2.48
.96
1.00
4.00
Professional growth
NT$10,001-20,000
105
2.88
.89
1.00
4.00
NT$20,001-30,000
82
3.12
.80
1.00
4.00
NT$30,001-40,000
25
3.04
.84
1.50
4.00
Total
212
2.99
.85
1.00
4.00
Supervisor support
NT$10,001-20,000
105
2.70
.89
1.00
4.00
NT$20,001-30,000
82
2.90
.87
1.00
4.00
NT$30,001-40,000
25
2.98
.82
1.00
4.00
Total
212
2.81
.88
1.00
4.00
General feeling
NT$10,001-20,000
105
2.91
.77
1.00
4.00
NT$20,001-30,000
82
3.12
.76
1.00
4.00
NT$30,001-40,000
25
3.08
.70
2.00
4.00
Total
212
3.01
.76
1.00
4.00
Note: Perception scale was: 1=strongly disagree through 4=strongly agree.
Table 4.10 indicates that teachers’ perceptions on the reward system dimension
differed significantly (p<.05) by monthly income. Teachers with higher monthly income
had a more positive attitude than teachers with a lower monthly income on the reward
system dimension of school climate. Although Table 4.9 shows actual absolute
differences in mean value among professional growth, supervisor support, and general
feeling dimensions, results in Table 4.10 reveal that those dimensions did not statistically
differ by teachers’ monthly income (p> .05).
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Table 4.10.
ANOVA Results for Selected Dimensions of School Climate Examined by Teachers’
Monthly Income Group (n=212)
Dimension measure
by source
Reward system
Between groups
Within groups
Total

df

Sum of
Square

Mean
Square

F

p

2
209
212

9.93
185.99
195.92

4.96
.89

5.58

.004

Professional growth
Between groups
Within groups
Total

2
209
212

2.73
153.00
155.73

1.36
.73

1.86

.157

Supervisor support
Between groups
Within groups
Total

2
209
212

2.78
162.10
164.89

1.39
.76

1.79

.168

General feeling
Between groups
Within groups
Total

2
209
212

2.10
120.84
122.95

1.05
.57

1.82

.164

The Tukey-HSD Post Hoc Test results in Table 4.11 illustrate where the specific
differences occurred among the groups. Teachers with a monthly income of NT$10,00120,000 were significantly different from teachers with a monthly income of NT$30,00140,000. Teachers with the highest monthly income level had a more positive attitude than
did teachers with the lowest monthly income level on the reward system dimension of
school climate.
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Table 4.11.
Tukey-HSD Post Hoc Test for the Difference among Monthly Income Groups on School
Climate Reward Dimension
Mean

Monthly income levels
Monthly income NT$10001-20000 NT$20001-30000 NT$30001-40000

2.30

NT$10001-20000

2.55

NT$20001-30000

*

NT$30001-40000
2.98
*
* Indicates statistically significant difference between the pairs examined.

In addition, the Eta square of .05 was calculated as an indicator of effect size. This
indicates the amount of variance in perceptions of teachers explained by the independent
variable monthly income.
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Analysis of Difference in Teachers’ Perceptions of Quality and School Climate
Between Teachers Teaching in Rural and Urban Area Programs

In order to determine whether there is a difference in teachers’ perceptions of
quality and school climate between rural and urban area programs, an independent t-test
was utilized in this study. The results from an analysis of teacher’s reported perceptions
of quality and school climate are presented separately: (a) quality, and (b) school climate.

Quality
The means for these scales are summarized in Table 4.12.

Table 4.12.
Independent t-test for Teachers’ Perceptions of Quality Examined by Program Location
Quality
Dimension/Category
Structure
Classroom structure
Teacher qualifications
Program structure

Process
Children’s experience
Teacher behavior

Overall Quality

Program
Location
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban

n
125
86
125
86
125
86
125
86

Mean
3.24
3.15
2.60
2.54
3.53
3.51
3.29
3.17

SD
.46
.54
.96
.94
.44
.51
.52
.65

Rural
Urban
Rural
Urban
Rural
Urban

125
86
125
86
125
86

3.49
3.43
3.42
3.39
3.58
3.48

.40
.44
.48
.51
.42
.48

Rural
Urban

125
86

3.34
3.27

.39
.45

t
1.19
.43
.28
1.45

.98
.65
.08

1.22
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Teachers in the two groups generally had close mean scores on every aspect of
perceived quality. For example, teachers in rural area programs (Mean=2.60) and urban
area programs (Mean=2.54) had the lowest scores in the “classroom structure” category.
The means for the overall structure dimension was 3.24 for rural area programs and 3.15
for urban area programs. The means for overall process quality were 3.49 for rural area
programs and 3.43 for urban area programs. The scores for overall quality were 3.34 for
rural area programs and 3.27 for urban area programs. Generally, it may be concluded
that teachers who worked in rural area programs perceived slightly better quality in
structure and process than those who worked in urban area programs.
The t-test results indicated that there was no significant difference between rural
and urban area programs. However, the investigator discovered that teachers in rural area
programs and urban area programs significantly differed (p<.05) on the item of “teacher
stability is high”. Table 4.13 shows the results of independent t-test.

Table 4.13.
Independent t-test for Teachers’ Perceptions of Quality Examined by Program Location
Quality
Item
Teacher stability is high
*

Program
Location
Rural
Urban

n
125
86

Mean
3.28
2.96

SD
.84
1.01

p<.05
Results reveal that teachers who worked in rural area programs perceived a

significantly lower turnover ratio than those who worked in urban area programs.

t
2.45*
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School Climate
The means and t-values for these scales are summarized in Table 4.14.

Table 4.14.
Independent t-test for Teachers’ Perceptions of School Climate Examined by Program
Location
School Climate
Dimension
Collegiality
Reward system
Professional growth
Supervisor support
Decision making
Clarity of organizational functions
Task orientation
Goal consensus
Innovativeness
Physical setting
General feeling

Overall School Climate

Program
Location
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban
Rural
Urban

n
125
86
125
86
125
86
125
86
125
86
125
86
125
86
125
86
125
86
125
86
125
86

Mean
3.44
3.47
2.52
2.43
3.06
2.89
2.83
2.79
3.08
3.06
2.91
2.90
2.98
2.93
3.08
3.01
3.34
3.23
2.94
2.91
3.07
2.94

SD
.59
.57
.95
.99
.81
.93
.86
.92
.67
.80
.80
.90
.75
.84
.63
.74
.60
.69
.78
.80
.75
.78

Rural
Urban

125
86

3.02
2.96

.57
.67

t
-.37
.67
1.43
.28
.10
.04
.48
.80
1.19
.24
1.21

.70

As exhibited in the table, teachers in these two groups reported their lowest mean
scores on the “reward system” dimension. The means for overall school climate were
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3.02 for rural area programs and 2.96 for urban area programs. Except for the collegiality
dimension, the mean values for rural area programs were higher than for urban area
programs. This result suggests that teachers who worked in rural area programs were
slightly more positive about the school climate than those who worked in urban area
programs. No significant difference was found in school climate for early childhood
programs based on program location.
In sum, teachers were not positive about the school climate for programs in which
they worked in both rural and urban locations. For example, the mean scores for the
reward system, supervisor support, clarity of organizational functions, and physical
setting dimensions were under 3.00. This means that most teachers were not positive
about the current situation of their programs.
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Analysis of Difference in Teachers’ Perceptions of Quality and School Climate
Between Public and Private Programs

This research question was tested using an independent t-test procedure to
determine whether there is a difference in teachers’ perceptions of quality and school
climate between teachers in public and private programs. The descriptive data and results
of the analysis are summarized separately in these sections: (a) quality and (b) school
climate.
Quality
The means on these scales are summarized in Table 4.15.

Table 4.15.
Independent t-test for Teachers’ Perceptions of Quality Examined by Program Type
Quality
Dimension/Category
Structure
Classroom structure
Teacher qualifications
Program structure

Process
Children’s experience
Teacher behavior

Overall Quality

Program
Type
Private
Public
Private
Public
Private
Public
Private
Public

n
183
25
183
25
183
25
183
25

Mean
3.21
3.13
2.58
2.52
3.55
3.38
3.25
3.19

SD
.49
.53
.93
1.05
.46
.55
.58
.59

Private
Public
Private
Public
Private
Public

183
25
183
25
183
25

3.47
3.48
3.40
3.48
3.55
3.48

.41
.44
.50
.45
.44
.51

Private
Public

183
25

3.32
3.28

.42
.44

t
.79
-.31
1.60
.45

-.09
-.72
.80

.49
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Teachers in the two groups generally had close mean scores on every aspect of
perceived quality. For example, teachers in private programs (Mean=3.55) and public
programs (Mean=3.48) reported their highest overall scores in the “teacher behavior”
category; teachers in private programs (Mean=2.58) and public programs (Mean=2.52)
reported their lowest overall scores in the “classroom structure” category. The means for
the overall structure dimension were 3.21 for teachers in private programs and 3.13 for
teachers in public programs. The means for the overall process quality were 3.47 for
private programs and 3.48 for public programs. The scores for overall quality were 3.32
for private programs and 3.28 for public programs. The t-test results indicated no
significant difference between perceptions of teachers in private and public programs.
However, the investigator found that teachers in private programs and public programs
differed significantly (p<.05) on the items “the total enrollment number is an appropriate
size” and “age-appropriate toys and materials are available”. Table 4.16 shows the results
of the independent t-test.

Table 4.16.
Independent t-test for Teachers’ Perceptions of Quality Examined by Program Type
Quality / Items
The total enrollment number is
an appropriate size

Age-appropriate toys and
materials are available
*

p<.05.

Program
Type
Private

n
183

Mean
3.02

SD
.90

Public

25

2.60

1.25

Private

183

3.08

.85

Public

25

2.72

.97

t
2.08*

1.98*
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Generally, it may be concluded that teachers who worked in private programs
perceived a better structural quality than did teachers who worked in public programs.
The total number of children in public programs is higher than in private programs. In
addition, age-appropriate toys and materials are more available in private programs than
in public programs.
School Climate
The means for these scales are summarized in Table 4.17. As exhibited in the
table, teachers in the two groups reported their lowest mean scores on the “reward
system” dimension. The means for the overall school climate were 3.02 for teachers in
private programs and 2.87 for teachers in public programs. Among the overall school
climate dimensions, the mean values for teachers in private programs were higher than
for teachers in public programs. There was a significant difference in the “collegiality”
dimension of school climate. This result suggests that teachers who worked in private
programs were more positive about the “collegiality” dimension of school climate than
those who worked in public programs.
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Table 4.17.
Independent T-test for Teachers’ Perceptions of School Climate Examined by Program
Type
School Climate
Dimension
Collegiality
Reward system
Professional growth
Supervisor support
Decision making
Clarity of organizational functions
Task orientation
Goal consensus
Innovativeness
Physical setting
General feeling
Overall School Climate
*

p<.05.

Program
Type
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public
Private
Public

n
183
25
183
25
183
25
183
25
183
25
183
25
183
25
183
25
183
25
183
25
183
25
183
25

Mean
3.49
3.18
2.49
2.48
3.03
2.78
2.85
2.58
3.11
2.92
2.91
2.88
2.96
2.92
3.06
3.00
3.31
3.18
2.95
2.76
3.01
3.00
3.02
2.87

SD
.58
.57
.96
.99
.82
1.07
.87
.97
.71
.73
.86
.72
.81
.65
.69
.57
.64
.51
.77
.90
.76
.81
.61
.62

t
2.52*
.08
1.37
1.47
1.25
.21
.26
.47
1.04
1.14
.10
1.16
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Additional Findings

The analysis of the relationships between teachers’ demographic variables and
teachers’ perceptions of quality and school climate in early childhood programs revealed
only one significant relationship between “monthly income” and “reward system”. The
results indicated that there was little relationship between teachers’ demographic
variables and teachers’ perceptions of quality and school climate in early childhood
programs.
In order to understand more about the relationship between overall school climate
and the ten dimensions of school climate (i.e., collegiality, reward system, professional
growth, supervisor support, decision making, clarity of organizational functions, task
orientation, goal consensus, innovativeness, and physical setting), a stepwise multiple
regression analysis was conducted, excluding the general feeling dimension. The overall
school climate was treated as the dependent variable and the ten dimensions of school
climate were treated as independent variables.
Table 4.18 shows the results of a stepwise multiple regression analysis between
overall school climate and the ten dimensions of school climate. The results indicate that
all of the variables (ten dimensions) were significantly related to teachers’ perceptions of
school climate.
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Table 4.18.
Stepwise Multiple Regression Analysis for School Climate of Early Childhood Program
(n=213)
Variable
Physical setting

Beta
.16

t
37.07

p
.000

Task orientation

.14

31.39

.000

Supervisor support

.16

36.89

.000

Professional growth

.14

40.44

.000

Decision making

.12

28.36

.000

Innovativeness

.10

27.65

.000

Reward system

.15

41.38

.000

Collegiality

.09

31.77

.000

Goal consensus

.12

29.05

.000

Clarity of organizational functions

.07

16.98

.000
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Summary

Approximately 90% of the surveys (n=213) were completed and returned for use
in the data analysis for this study. The data were analyzed using means, standard
deviations, One-Way ANOVA with Tukey-HSD Test, independent t-test, bivariate
correlation analysis, and regression analysis. The detail results of the statistical analyses
were presented in the foregoing sections. Findings may be summarized as follows.
First, the descriptive analysis showed that teachers’ behavior had the highest
scores based on teachers’ perceptions of quality. Conversely, teacher-to-child ratios,
number of children per class, and total enrollment number of children had the lowest
scores based on teachers’ perceptions of quality. On the other hand, the results showed
that teachers were more satisfied with the collegiality, innovativeness, and decision
making dimensions of school climate. However, teachers also were disappointed with the
reward system, supervisor support, and physical setting dimensions of school climate.
Second, in terms of the relationship between the quality and school climate of
early childhood programs, the results indicated that teachers’ perceptions of quality and
school climate reflected a moderate to good relationship. In addition, the relationship
between structure and process quality as per teachers’ perceptions also exhibited a
moderate to good relationship.
Third, the results indicated that only one teacher characteristics, “monthly
income”, was significantly related to teachers’ perceptions of school climate. Specifically,
teachers with different monthly income levels significantly differed on the “reward
system” dimension of school climate. However, the effect size was not strong enough.
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Fourth, teachers who worked in rural area programs reported a significantly
higher mean score than did those in urban area programs on the item of “teacher stability
is high”. On the other hand, both rural and urban area programs reported lower mean
scores on the “reward system” dimension of school climate.
Fifth, teachers who worked in private programs reported significantly higher
mean scores than did those in public programs on the items “the total enrollment number
of children is an appropriate size” and “age-appropriate toys and materials are available”.
On the other hand, teachers who worked in private programs reported a significantly
higher mean score than did those in public programs on the dimension of “collegiality”.
Finally, teachers’ perceptions of school climate were highly related to their
perceptions of each subscale of school climate.
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Chapter 5
SUMMARY, DISCUSSION, CONCLUSIONS,
AND RECOMMENDATIONS

This chapter presents the summary, discussion, conclusions and recommendations
for this study. Information is presented on the purpose and objectives of the study,
research questions, procedures used, discussion, conclusions, and recommendations for
practice and future study.
Purpose of the Study

The primary purpose of this study was to investigate preschool teachers’
perceptions of early childhood program quality and school climate for the programs in
which these teachers worked. A second purpose was to examine: (a) the relationship
between teachers’ perceived quality of early childhood programs and school climate in
preschool programs, and (b) the relationship between the structural and process quality of
early childhood programs. A third purpose was to examine the correlation between
selected demographic variables for teachers as these related to their perceptions of the
quality and the school climate of early childhood programs. A fourth purpose was to
examine whether educators’ perceptions of quality and school climate were different in:
(a) rural versus urban area programs, and (b) public versus private programs.
The following research questions were formulated:
1.

Is there a significant relationship between teachers’ perceptions of quality
and school climate in early childhood programs?
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2.

Is there a significant relationship between structure and process quality in
early childhood programs?

3.

Is there a significant relationship between teachers’ demographic variables
(i.e., age, education, experience, major, and monthly income) and teachers’
perceptions of the quality and the school climate of early childhood
programs?

4.

Is there a significant difference in teachers’ perceptions of quality and school
climate between: (a) rural and urban area programs, and (b) public and
private programs?

Procedures

The target population for this study was the nursery school teachers’ cohorts in
the Department of Early Childhood Education and Care at the Meiho Institute of
Technology, Pingtung, Taiwan. There were 236 possible participants.
The instrument used in this study was a self-administered questionnaire
comprised of three sections, including (a) personal data, (b) teachers’ perceptions of
program quality, and (c) teachers’ perceptions of school climate. The first part of the
questionnaire contained seven items requesting demographic information from the
participants on age, education, teaching experience, major, type of institution (i.e., public
or private), location of institution (i.e., rural or urban), and personal monthly income. The
second part of the questionnaire included 21 items, on two aspects of quality—structure
and process. The third part of the questionnaire included 20 items, on 11 dimensions of
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school climate: collegiality, reward system, professional growth, supervisor support,
decision making, clarity, task orientation, goal consensus, innovativeness, physical
setting, and general feeling. A total of 41 statements, based on current literature and
research, were generated according to these themes. A 4-point, Likert-type response scale
ranging from “1: strongly disagree” to “4: strongly agree” was applied to the statements
to determine teachers’ perceptions.
The questionnaire was pilot tested using 10 volunteers from the ECEC department
at the Meiho Institute of Technology. The purpose of the pilot test was to identify
problems with regard to content validity and accuracy of the statements and to secure a
preliminary estimate of the reliability of the perceptions component of the questionnaire.
The perception component had a highly reliability value (Cronbach’s alpha= .94).
The 236 questionnaires were distributed by investigator in the mid-May 2005.
With the permission of the classroom instructor, the researcher administered the survey
during class. Eventually, a total of 213 completed questionnaires, for a response rate of
90%, were collected for data analysis.
Data gathered were analyzed using the statistical software, SPSS 12.0 version for
Windows. Descriptive statistics, a one-way analysis of variance (One-Way ANOVA)
with Tukey’s honestly significant difference (Tukey-HSD), an independent t-test, a
bivariate correlation analysis, and a regression analysis were performed for the data
analysis in this study. The level of significance for testing each of the hypotheses was
p≤ .05.
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Discussion

The results of this study present a portrait of early childhood programs’ quality
and school climate. According to the descriptive statistics information, “teachers’
qualifications” and “teacher behavior” reported higher values than the other dimensions
of program quality. However, the “teacher-child ratios” and “group sizes” in the
dimension of classroom structure reported the lowest value. In fact, the majority of
studies have found that the adult-child ratio has a significant effect on adult and child
behavior (Bruner, 1980; Francis & Self, 1982; Howes & Rubenstein, 1985). Howes (1983)
found that larger groups were associated with less social stimulation and responsiveness.
In the school climate section, “collegiality” was reported to be the highest value.
However, the “reward system” was reported to be the lowest value. A number of studies
have consistently found that most early childhood workers feel underpaid and
undervalued by society (Jorde-Bloom, 1988a; Lindasy &Lindasy, 1987; Modigliani,
1986). The findings in this study reconfirm that early childhood educators were
underpaid. Whitebook (1999) stated that early childhood educators stay in the profession
for reasons other than salaries, fringe benefits, tenure and job security, promotion
opportunities, and prestige, but they often leave for such reasons.
Why do low salaries continue to exist in such an important field? There are a
number of complicated reasons, including wage discrimination against females, the laborintensive nature of early childhood programs, and the reality that our culture is not childcentered. Demanding working conditions that include inadequate salaries and fringe
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benefits make it difficult if not possible to attract and retain good teachers, and program
quality suffers as a result.
In sum, this study’s findings indicated that “teacher-child ratios”, “group sizes”,
and “reward system” needed to be improved in early childhood programs. Since many
teachers work in early childhood programs, their perspectives provide us with insights
into issues of quality and school climate there.
In the next section the investigator presents a discussion of the results per each
research question as follows.

Research Question 1
Is there a significant relationship between teachers’ perceptions of quality and
school climate in early childhood programs?
The results of this study indicated that teachers’ perceptions of program quality
and school climate were significantly related (Beta =.70). No similar study of the
relationship between teachers’ perceptions of quality and school climate in early
childhood programs has been found. However, this result can be offered to the directors
of early childhood programs as an indicator that programs’ quality and school climate
have a positive relationship. In other words, good quality equals good school climate.
In addition, this study found that four quality items were significantly related to
overall school climate. They were “Age-appropriate toys and materials are available”,
“Teacher stability is high”, “Children are happy”, and “Teachers are willing to help
children to solve their problems”. By contrast, this study also found that four school
climate items were significantly related to overall school quality. They were “The
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program is well organized”, “The work environment is attractive”, “Teachers are
encouraged to be creative in their work”, and “Teachers are encouraged to make
contributions in meeting”.
These findings are useful to administrators as they seek to improve school climate.
It may be concluded that the administrator may improve school climate not only by
working to achieve the 10 dimensions of school climate (Jorde-Bloom, 1988a) but also in
examining school quality dimensions. For example, teacher’s stability is an index of
school climate.
Early childhood educators and administrators are well aware that their programs’
environments have a tremendous effect on what young children learn and how they
develop. Fortunately, specific criteria are readily available to help these two groups to
evaluate and improve the quality of their schools.

Research Question 2
Is there a significant relationship between structure and process quality in early
childhood programs?
The results from this study indicated that teachers’ perceptions of structure and
process qualities were significantly related (Beta = .64). The structural features, such as
adult-child ratios, group sizes, and teacher training, provide a framework and influence
the process aspects of the program, which are the care and educational processes.
Children directly experience classroom processes, and the quality of these influence their
well-being and developmental outcomes (Peisner-Feinberg & Burchinal, 1997;
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Whitebook et al., 1990). Structural and process measures have been shown to be related
to each other(Howes, 1997; Howes et al., 1992; Peisner-Feinberg et al., 2000).
Past research has investigated the associations between child care structural
features and process quality, generally finding that classrooms staffed with a limited
number of children per teacher, a relatively small group size, and teachers with a strong
educational background appear to encourage teachers to interact with children in
sensitive, nurturing, and intellectually stimulating ways (Arnett, 1989; Berk, 1985;
Howes, 1983; Whitebook et al., 1990).
This study revealed the perceptions of early childhood educators toward the
structure and process quality in the programs in which they worked. Specifically, the
program structure (Beta = .69) was the strongest predictor of process quality. The mean
value of structure quality was 3.21 and of process quality was 3.47. This indicates that
early childhood programs still need to strengthen their structure quality. For example,
adult-child ratios (Mean=2.63), group sizes (Mean=2.53), and total enrollment children in
programs (Mean=2.96) all need to be improved.
In addition, this study found that five structure quality items were significantly
related to overall process quality. They were “The classroom setting is cheerful”, “Ageappropriate toys and materials are available”, “Teachers have some teaching experience”,
“The total enrollment number of children is an appropriate size”, and “Teachers are warm
and patient”. The results of this study were similar to those from previous research (e.g.,
Cryer et al., 1999 and Phillipsen et al., 1997).
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Research Question 3
Is there a significant relationship between teachers’ demographic variables (i.e.,
age, education, experience, major, and monthly income) and teachers’ perceptions of the
quality and the school climate of early childhood programs?
The results from this study indicated that only one teacher’s characteristic,
“monthly income”, was significantly related to teachers’ perceptions of the school
climate of early childhood programs. Teachers with different income levels significantly
differed in their perceptions of the school climate for the “reward system”. The teachers
in higher income level groups tended to have higher scores on school climate than did
those in lower income level groups.
Some research suggests that teacher wages may be among the strongest correlates
of classroom quality (Phillips, Howes, & Whitebook, 1992; Phillipsen et al., 1997; Scarr
et al., 1994). A number of influential studies (Phillipsen et al., 1997; Scarr et al., 1994;
Whitebook et al., 1990) on child care staffing find that centers that offer higher wages
provide higher quality care.
However, almost half of the participants’ (49.3%) monthly income were under
NT$20,000 or $625 (exchange rate: $1=NT$32). A total of 47.5% of participants
disagreed with the item “salary is fair” and “fringe benefits are fair” on the questionnaire.
The researcher found that the lower income level groups tended to report lower mean
scores on some specific items, such as “teachers are proud of their programs” and “the
director’s administrative style and experiences are good”. For example, teachers with
monthly income under NT$25,000 reported a mean value of 2.96 on “teachers are proud
of their programs” and a mean value of 2.62 on “the director’s administrative style and
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experiences are good” while those with a monthly income higher than NT$25,000
reported a mean value of 3.17 on “teachers are proud of their programs” and a mean
value of 2.97 on “the director’s administrative style and experiences are good”. In
addition, the lower income level groups also reported lower mean scores on the quality
dimension. For example, teachers with a monthly income under NT$25,000 reported a
mean value of 3.07 on “teacher stability is high” while those with a monthly income
higher than NT$25,000 reported a mean value of 3.39 on “teacher stability is high”. Thus,
monthly income level not only influenced the dimensions of “school climate” but also
had an effect on school “quality”.
The findings from this study confirmed that monthly income level significantly
influenced teachers’ perceptions of school climate in early childhood programs.
Phillipsen et al. (1997) found that in preschool classroom, process quality was higher in
classroom with teachers with higher wages.Therefore, investing in program teachers by
ensuring competitive compensation is essential to achieving and maintaining a highquality school climate.

Research Question 4
Is there a significant difference in teachers’ perceptions of quality and school
climate between: (a) rural and urban area programs, and (b) public and private programs?

Rural and urban area programs
The results from this study indicated that only one item, “teacher stability is high”,
significantly differed in teachers’ perceptions of quality and school climate. Teachers
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with different program locations significantly differed on the question of teacher stability.
Teachers who worked in rural area programs reported a mean score of 3.28 while those
who worked in urban area programs reported a mean score of 2.96.
Whitebook, Howes, and Phillips (1990) found that children who attend higherquality child care programs with lower staff turnover are more competent in their
language and social development. In the research on child care quality, the empirical lens
has been expanded to include staff stability. Developing secure attachment relationships
is among the most important developmental tasks for young children. This study
indicates that rural area programs had lower teacher turnover than urban area programs in
the Kaohsiung and Pingtung regions.
Findings from this study also indicated that both rural and urban area teachers
were unsatisfied with their salary. The mean scores for “salary is fair” were 2.50 for rural
area teachers and 2.44 for urban area teachers. A number of studies found that early
childhood teachers quit their job for reasons of salaries and fringe benefits (Jorde-Bloom,
1988a; Lindasy & Lindasy, 1987; Modigliani, 1986). Since there are more job
opportunities in urban than in rural areas, this might explain why urban area teachers
reported a lower stability than did rural area teachers.

Public and private programs
The results from this study indicated that two items, “the total enrollment number
of children is an appropriate size” and “age-appropriate toys and materials are available”
significantly differed in teachers’ perceptions of quality. Reports from teachers employed
in different program types significantly differed on questions of “the total enrollment
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number of children is an appropriate size”, and “age-appropriate toys and materials are
available”. Teachers who worked in private programs reported higher mean scores than
those who worked in public programs.
According to Phillips and Howes (1987), when the physical environment is safer
and more orderly, and supplied with a variety of appropriate toys, decorations, and
educational materials appropriately organized into activity areas, children perform better
in cognitive skills and social competence with adults. Bredekamp (1990) stated that “the
indoor and outdoor physical environments should be designed to promote involvement in
the daily activities and easy, constructive interactions among adults and children” (p. 47).
The physical environment, including safe toys, equipment, furnishings and adequate
space, has been taken into account as one structural indicator of quality in early
childhood programs.
The total number of children enrolled influenced the space per child and the
availability of toys and materials. In addition, it also increased teacher’s loading and
decreased the interaction between children and teachers. This study’s findings indicated
that private programs had better evaluation than public programs on the indicator of total
number of children enrolled.
The results from this study indicated that two items, “colleagues are friendly” and
“colleagues are supportive” significantly differed in teachers’ perceptions of school
climate. Teachers from different program types significantly differed in answering
questions about “colleagues are friendly”, and “colleagues are supportive”. Teachers who
worked in private programs reported higher mean scores on the dimension of
“collegiality” than did those who worked in public programs.
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This phenomenon might remind public program directors of the importance of
enhancing collegiality in their organizations. People are social. All of us need to feel that
others care about us and are concerned about our welfare. Emotional support, therefore, is
a potent force in creating a positive work climate. Schools with a strong sense of
collegiality are characterized by a unified team spirit, a collective sense of efficacy, and
the absence of social cliques (Chen, 2002; Johnson, 1998; Little, 1982). Therefore, an
environment that fosters collegiality is very important for an early childhood program.
In sum, this study indicated that private programs had better mean scores than
public programs on “the total enrollment number of children is an appropriate size”,
“age-appropriate toys and materials are available”, and “collegiality”.

Conclusions

The conclusions were generated by the investigator using the following criteria: (a)
this study was developed to broaden the understanding of early childhood educators’
perceptions of quality and school climate in early childhood programs, and (b) the
findings in this study could contribute to the early childhood programs’ quality and
school climate in Taiwan. Accordingly, the conclusions are listed and explained below.
First, it is concluded from this study that teachers believed that their nursery
schools possessed higher quality in the categories of teacher qualifications, children’s
experiences, and teacher behaviors than in the categories of classroom structure and
program structure. In other words, the quality of process dimension was higher than the
quality of structural dimension. Specifically, teachers perceived that the adult-child ratios,

98
group sizes, and total enrollment number of children were inappropriate in their nursery
school.
Second, teachers believed that their nursery schools possessed better school
climate quality in the dimensions of collegiality, professional growth, decision making,
goal consensus, innovativeness, and general feeling than in the dimensions of reward
system, supervisor support, clarity of organizational functions, task orientation, and
physical setting. Specifically, teachers believed that the reward system and supervisor
support were unsatisfied in their nursery school. In other words, these two dimensions
needed to improve in their workplace.
Third, the study revealed a moderate and positive relationship between (a) quality
and school climate of early childhood programs, and (b) structural quality and process
quality of early childhood programs. Furthermore, some factors of quality and school
climate were mutually influenced.
Fourth, the results indicated that teachers’ characteristics did play a role in
influencing teachers’ perceptions of school climate in early childhood programs. For
example, “monthly income” was significantly related to the differences in teachers’
perceptions of school climate in the “reward system”.
Fifth, teachers who worked in rural area programs reported a significantly higher
mean score than did those from urban area programs only on the item “teacher stability is
high”. On the other hand, both rural and urban area programs reported lower mean scores
on the “reward system” dimension of school climate.
Lastly, teachers who worked in private programs reported significantly higher
mean scores than did those from public programs on “the total enrollment number of
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children is an appropriate size” and “age-appropriate toys and materials are available”.
On the other hand, teachers who worked in private programs reported a significantly
higher mean score than did those from public programs on “collegiality”.

Recommendations

The following recommendations are based on the findings and conclusions from
this study of Taiwanese nursery teachers’ perceptions of quality and school climate in
early childhood programs.

The Board
Three recommendations for the board are provided below.
First, the present research has shown that teachers generally disagreed with the
adult-child ratio and group size in their nursery schools. In order to ensure warm,
sensitive, and responsive teacher-child interaction and then to establish a calm and
purposeful atmosphere in the classroom, the researcher suggests that the board improve
the adult-child ratio and group size.
Second, the study showed that teachers were dissatisfied with their salaries and
fringe benefits. There is a possibility that teacher salaries are so low that trained teachers
leave the early childhood education field in great numbers, leading to overall lower levels
of teacher qualification and childcare quality. If childcare teachers are accorded respect,
treated as professionals, and reasonably well paid, they will treat their job and children
with respect in return. The board can begin to improve matters by surveying other nearby
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programs about their salary/benefits/promotion schedules, by reviewing their policies,
and by keeping teachers informed about what is happening to improve conditions in their
programs.
Increasing teacher salaries does not necessarily entail increasing early childhood
program budget. Rather, the researcher suggests an increase in the proportion of program
budgets that is allocated to teacher salaries. This would necessitate, of course, decreasing
other budgetary allocations and could make budgetary reallocation difficult. However,
the results from this study and others support the idea that employing qualified teachers
who are satisfied with their compensation strongly relates to higher-quality care for
children.
Third, the study also showed that teachers were not positive about the physical
settings of their nursery schools. Most early childhood environments are designed
primarily with the needs of young children in mind. But accommodating teachers’ needs
is also important to assure a healthy professional work environment. A poorly equipped
or hastily designed environment leads to tension and frustration. The accommodation of
adult needs in a child-sized environment is not easy. Low counters, small chairs, and
child-sized fixtures are essential elements in good programs for young children but may
contribute to stress and physical fatigue for the adults who must maneuver in these
settings (Jorde-Bloom, 1988a).
The researcher suggests that teachers and administrators work closely to evaluate
their work environment, make changes, and then review the effectiveness of those
changes. Visits should be made to other nursery schools to see what works well. Graph
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paper could be used to draw several possible room arrangements before making any
major moves.

Directors
The relationship between directors and teachers received a lower evaluation
(Mean=2.82) by teachers. The demands on directors make it almost impossible to get the
job done alone. The researcher suggests one possible solution—to share the responsibility
for instructional leadership with teachers. Good directors provide clear expectations,
support, and encouragement for their teachers. Although the director bears ultimate
responsibility for the quality of his or her school, it is both necessary and appropriate that
teachers take on some of the responsibility for instructional leadership. This means that
the director will share power. It also means leadership teams, teachers playing a part in
determining school procedures, teachers viewing their roles from a school-wide, not just
a classroom, perspective, and teachers working together to take responsibility for helping
their peers learn and grow. Clearly, a collegial approach that empowers teachers and lets
them share the responsibility for instructional leadership holds promise for the future.
Directors play an instrumental role in encouraging teachers to support one another.
Collegiality can be enhanced if structured opportunities enable teachers to work
collaboratively on projects, share resources, and solve problems together. Scheduling can
play a big part in fostering collegiality. Perhaps some teachers can be assigned blocks of
time to work together to develop new classroom materials or plans for future activities.
Another issue for directors is subsidization of teachers’ professional growth.
Many directors feel they do not have the financial resources to hire substitutes when
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teachers are gone. In fact, professional growth opportunities need not be limited to
special occasions. Instead, a good program weaves professional growth into the daily life
of the school at little or no cost by
encouraging teachers to share information on instructional methods and
materials
setting time aside at teacher meetings for each person to share expertise in
areas such as child development and classroom management
encouraging teachers to observe one another and work together to improve
teaching practices and
inviting professors from local colleges to talk about their research or
specialty.

The Government
The quality of early childhood programs has a tremendous effect on young
children’s learning and development. The researcher has two recommendations for the
government.
First, the researcher suggests that improved regulatory standards and effective
enforcement are essential and needed to promote the quality of existing childcare service
in Taiwan. The government should improve the licensing standards for structural features
(i.e., adult-child ratio, group size, teacher qualifications, and physical settings) to advance
the quality of early childhood programs. In addition, it should strengthen the evaluation
system and report the results to the public. Penalty is a necessary method in the process
of improvement.
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Second, continuous in-service training is also critical in maintaining a highquality early childhood program. Unless teachers keep up with the knowledge base in
their profession and continue to fine-tune their competencies singly and as a group, the
quality of education in a program will decline. Not only do these workshops or
conferences rejuvenate teachers, but the benefits are multiplied when teachers return and
share new information and resources with colleagues. The present research has shown
that teachers generally were less satisfied with the item of “Subsidization for professional
development is available” in their nursery schools. Thus, the local government has a
responsibility to hold free workshops or conferences for early childhood educators
periodically.
Early childhood education can be considered a social good because it benefits not
only the family who pays for the service but all members of society. In order to achieve
this target, the budgets of early childhood education need to be rearranged. Thus, the
researcher suggests that rearranging budgets rather than simply increasing them might
increase childcare process quality. However, more in-depth study of budgetary priorities
is needed to support this idea.

Public ECE Programs
The present research shows that teachers who worked in public programs reported
significantly lower mean scores than did those in private programs on the items “the total
enrollment number of children is an appropriate size” and “age-appropriate toys and
materials are available”. In addition, teachers who worked in public programs also
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reported a significantly lower mean score than did those in private programs on
“collegiality”.
As a matter of fact, the parent fees are lot cheaper in public programs than private
one. Therefore, public education is affordable for most families. However, it also
contributes to a larger total enrollment of children and fewer available materials. In
addition, consistent monitoring a large number of children with a minimum of teacher
harshness and restriction is not an easy task. These critical issues are occurring in
Taiwan’s public ECE programs.
The researcher suggests that the original program be split into several different
locally available programs. The advantages are as follows: (1) effectively lower the total
enrollment of children per public program, (2) practically improve the interactions
between teacher and children, and (3) improve the accessibility of childcare service.
Improvements in the adult-child ratio mean less stress and improved collegiality among
teachers. However, the government should raise the early childhood education budget in
order to achieve and maintain high-quality childcare services.

Future Research
After conducting this study and upon examining the literature, the investigator
recognizes the need for further research. The following recommendations for further
educational research studies are based on the findings from this study.
First, this study revealed the perspectives of nursery teachers with regard to the
quality and school climate in early childhood programs. A survey similar to the one used
in this study could be distributed among the directors of early childhood programs to
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gather information on their perceptions of quality and school climate in their nursery
schools. Then, comparative research could focus on EC teachers’ and directors’
perceptions of quality and school climate.
Second, researchers should continue to expand their efforts to explore the
teachers’ perceptions in depth, not only through quantitative methods but through
qualitative approaches in order to better understand their opinions about quality and
school climate in their nursery schools.
Third, this study has found relationships between quality and school climate in
early childhood programs. A further study is needed to explore which factors or elements
of school climate are related to the quality of early childhood programs.
Fourth, since no male teachers were enrolled in the Department of Early
Childhood Education and Care at the Meiho Institute of Technology, this study did not
recruit male teachers as participants. Therefore, male teachers should be recruited to
participate in this type of study and to understand their perceptions of quality and school
climate in early childhood programs.
Fifth, the study has found a significant difference in “collegiality” between public
and private early childhood programs. It would be interesting to explore the factors
related to this issue in both types of schools.
Finally, a research on financial analysis of budgetary priority is needed. It would
be useful in rearranging program budget and raising teacher’s compensation.
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Nursery Teachers’ Survey
Directions: This questionnaire is designed to gather information about your perceptions
of quality and school climate in your nursery. The survey is comprised of three parts: (1)
personal data, (2) perceived quality of your program, and (3) perceived school climate in
your program. All of your answers will remain confidential individual data will not be
reported. It will take about 25 minutes to complete the questionnaire. Thank you for your
cooperation.

Part 1: Personal Data
Directions: This is an anonymous survey. Your name will not appear on the
questionnaire. For statements 1 through 4, please write your answer beside the statement.
For statements 5 through 7, please mark “√” one response to each statement.
1. Your age:

.

2. Total teaching experience in nursery school (include this year):

.

3. Degree (before you enter ECEC department of Meiho Institute of Technology):

.

4. Major (before you enter ECEC department of Meiho Institute of Technology):

.

5. Your monthly income:

less than NT$15,000
NT$20,001–25,000
NT$30,001–35,000

6. The school at which you teach is a
7. The school location is in a

NT$15,001–20,000
NT$25,001–30,000
more than NT$35,001

private school

rural area

urban area.

public school.
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Part 2: Perceived Quality of Your Program
Directions: The following questions ask for your perceptions of the quality of your
nursery school. Please indicate your perception of the level of your school’s quality
according to the criteria provided below. Please check “√” one response that best
represents your perceptions.
1=Strongly Disagree 2=Disagree 3=Agree 4=Strongly Agree
IN MY PRESCHOOL PROGRAM,…
Teacher to child ratio is lower than 1:13.
Number of children in your class is less than 15.
Teachers are warm and patient.
Teachers had some previous ECE training.
Teachers have some teaching experience.
There is adequate indoor space.
There is adequate outdoor space.
The classroom setting is cheerful.
The total enrollment number of children is an appropriate size.
Playground equipment is safe and organized.
Age-appropriate toys and materials are available.
Teacher stability is high.
Children are happy.
Nutritious meals and snacks are offered.
Appropriate activities are offered.
Proper disciplinary methods are used.
Accurate hygiene behavior is practiced.
Teachers understand the children’s cultural background.
Teachers are willing to help children to solve their problems.
When children are sick, Teachers take greater care of them.
Teachers are willing to communicate with parents.

4

3

2

1

123

Part 3: Perceived School Climate in Your Program
Directions: The following questions ask for your perceptions of the school climate in
your nursery school. Please check “√”one response that best represents your perceptions.
1=Strongly Disagree 2=Disagree 3=Agree 4=Strongly Agree
IN MY PRESCHOOL PROGRAM,…
Colleagues are friendly.
Colleagues are supportive.
Salary is fair.
Fringe benefits are fair.
Opportunities are available for staff to grow professionally.
Subsidization for professional development is available.
The director’s administrative style and experiences are good.
Communications between director and teachers are good.
Teachers are encouraged to make contributions in meeting.
Teachers are involved in decision making.
Job responsibilities are well defined.
The program is well planned and efficiently run.
The program is well organized.
Teachers agree with the school philosophy.
Teachers have similar educational objectives.
Teachers are encouraged to be creative in their work.
The program implements changes as needed.
The work environment is attractive.
The resources are sufficient for teachers to do their job.
Teachers are proud of their programs.

Thank you for your participation!

4

3

2

1
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Dear Teachers:
I am a graduate student in the Department of Curriculum & Instruction at the
Pennsylvania State University, and am working on my doctoral study entitled: “Early
Childhood Educators’ Perceptions of Quality and School Climate in Preschool Programs”.
I am asking that you take 25 minutes of your time to complete a survey. The purpose of
this study is to understand what you perceive the quality criteria to be, and how you feel
about your school climate. Anticipated benefits to society include a better understanding
of teachers' perceived quality and school climate in preschool programs.
You must be 18 years or older to participate. Your decision to be in this research
is voluntary. You can stop at anytime. You do not have to answer any questions you do
not want to answer. This is an anonymous survey; the information/results will only be
used for research purposes. Your answers to this questionnaire are completely
confidential; individual data will not be reported. There is no risk during participants to
participate in this study. The Office for Research Protections may review records related
to this project.
If you have any questions, please contact me or my advisor, Dr. Yawkey. If you
need further information about your rights as a research participant, you may call the
Office of Research Protection at (814) 865-1775. Completion and return of the survey is
considered consent to participate in this research. Please keep this page for your records
or for future reference.

Thank you for your consideration!

Sincerely,

Chia-Shen Shen
Principal Investigator
16C, Graduate Circle
State College, PA 16801
08-723-1445 (Taiwan)
Email: czs131@psu.edu

Dr. Thomas D. Yawkey
Project Advisor
165 Chambers Building
University Park, PA 16802
814-863-2937 (USA)
Email: tdy1@psu.edu

This consent letter (IRB# 20871) was reviewed and approved by the Office for Research
Protections at The Pennsylvania State University on 04/08/05. It expires on 04/07/06 JKG
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