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ABSTRACT
The overall purpose of this study was to examine Taiwanese in-service educators’
perceptions of current status of and self-desire for professional competence in preschool
settings. Preschool educators provide daily in teaching and caring for young children,
professional competency helps educators to be more comfortable and confident working
with children and families. Information on the educators’ views can be used as a
reference for their professional growth, and by higher education institutions and inservice training programs in designing ideal curricula to ensure proper learning and
developmental outcomes for young children.
A survey questionnaire designed by the investigator served as the research
instrument for this study. A sample of 211 in-service educators who enrolled in the
ECEC department at the Meiho Institute of Technology in Pingtung, Taiwan, was
selected for this study. Data gathered were analyzed using the following statistical
procedures: (a) Descriptive Statistics; (b) One-Way ANOVA; (c) t-test; (d) the TukeyHSD post hoc test; and (e) bivariate correlation.
Major results included (1) in-service educators’ perceived professional
competence was higher on the self-desired competence dimension than on the current
competence status dimension, (2) educators’ characteristics, including age, years of
teaching experience, numbers of conference attended, and school type did play a role in
influencing educators’ perceived current competence status, (3) only one of the
educators’ characteristics, years of teaching experience, was a significant factor in
educators’ perceived self-desire for professional competence, and (4) when educators’
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perceived current competence status was at the higher level, revealing that educators who
had a higher level of self-desired competence development related to ECEC.
Based on the results, the researcher suggested in four sections––higher education
institutions, public policy, early childcare institutions, and educators’ professional
development––what types of efforts could be made toward enhancing the educators’
professional competence and self-desired for professional development. It is expected
that all of these areas will work together to maximize the positive impact on teacher
competence. Finally, recommendations are provided concerning future research that
could improve educators’ professional competencies in Taiwan.
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Chapter 1
INTRODUCTION

Today, due to the large number of young children with diverse care and education
needs, early childhood educators support and assist families in providing these services to
young children. Families depend on early childhood educators to help them care for and
educate their children more so today than in the past (Larner, 1996), this is because
education programs are often seen as a resource that serves to compensate for resources
lacking in the home. Parents are aware of the importance of early childhood education in
fostering children’s development and learning so they enroll their children in early
childhood programs, causing a strong demand for educators’ professional competence.
Lu (2000) highlighted the importance of teachers’ professional competence in the
contemporary early childhood education. Further, a body of research (Bredekamp &
Willer, 1996) supports the impact early childhood programs on children’s latter success
in school and in life. The vital role played by early childhood educators in implementing
early childhood programs for young children. According to Goelman (1992) and
VanderVen (1994), when competent educators serve young children in stimulating, safe
environments, children gain in cognitive ability (e.g., richer language) and enhance their
social skills (e.g., greater social competence, and increased responsiveness). Furthermore,
a positive relationship exists between prepared practitioners and improved development
outcomes for young children. Research findings (Phillips, 1987) clearly show that
increased levels of professional education in early childhood education are associated
with improved outcomes for young children. Outcomes related to children’s knowledge
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and skill development, including physical development, social-emotional development,
and cognitive development such as language, problem-solving, and self-control ability,
help in fostering school readiness and future success.
Early childhood educators serve as facilitators of children’s learning in classroom
settings. They effectively create a harmonious learning environment in which children
can cultivate different abilities, meet their needs, and gain from family contexts. These
educators also help young children understand themselves and the world around them as
they developed children’s knowledge and skills through their daily caring and education
activities. Therefore, teaching young children takes more than a love of children; it also
requires knowledge and skills to raise the level of the profession in the field (Spodek &
Saracho, 1988).
Research (Barnett, 1995) shows that high-quality experiences enhanced children’s
physical/motor, social, emotional, and cognitive development. According to Frede (1995),
there was a significant correlation between program quality and outcomes for children.
The effectiveness of preschool programs can be linked to educators’ professional
competence thus, the practitioners’ professional competence were a critical issue. Related
to this important consideration was a whole picture of the professional competence that
the educators may perform in early childhood settings. The measurements criteria cited in
the literature review on educators’ professional competence (Lu, 2000; Lu & Su, 1999;
Saracho & Spodek, 2003) and through professional organizations such as the National
Association for the Education of Young Children (NAEYC), National Education
Association (NEA), and Association for Childhood Education International (ACEI)
appear to address standards and recommendations related to the professional competence
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of early childhood educators. These criteria were important in constructing a selfevaluation of professional competence for preschool educators for this research. The selfevaluation was developed to help educators confirm whether they are competent in
working with young children.
Thus, the purpose of this research is to better understanding preschool educators’
perceptions of the current status of and self-desire for professional competence that help
to renew and raise competency areas in 21st-century Taiwan. The primary objective is to
examine how preschool educators perceive the current status of and self-desire for
professional competence based on their experiences in preschool settings.

Study Framework

Professional competence in early childhood settings are determined by a set of
interdependent characteristic that could produce positive outcomes for young children
(Frede, 1995). In this study, the researcher will measure how preschool educators
perceive the current status of and self-desire for professional competence, using criteria
cited in the literature (Lu, 2000; Lu & Su, 1999; Saracho & Spodek, 2003) and divided
into five areas. The most commonly accepted criteria were as follows:
(1)

Teaching competency area, involving the ability to design curricula, assess
behaviors, and perform activities.

(2)

Management competency area, incorporating classroom management and
administrative affairs ability.
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(3)

Communication competency area, covering communicates with children, families,
colleagues, and community.

(4)

Professional growth competency area, including the ability to experience selfgrowth and reflective thinking.

(5)

Care and protect competency area, including the ability to protect safety, evaluate
mental and physical health, and teach life disciplines.

Need for the Study

There were three needs for this study.
First, as described by Seng (1998), when early childhood educators effectively
apply their professional competence daily in teaching and caring for young children,
there will be positive effects on children’s learning and development. It is important to
understand how they perceived the current status and self-desire of professional
competence. Further, such information can be used as a reference for their professional
growth.
Second, there has been no study to this writer’s knowledge of preschool
educators’ perceptions of the current status of and self-desires for professional
competence in Taiwan. Although many researchers (Lu, 2000; Lu & Su, 1999; Saracho &
Spodek, 2003) have reached a consensus on the criteria for professional competence,
there is a lack of empirical studies about how preschool educators perceive the current
status of and self-desire for these criteria. Such studies are not prevalent in the literature
in Taiwan, so research addressing this area is needed.
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Third, it is important to understand how preschool educators perceive the current
status of and self-desire for professional competence. Since preschool educators provide
early care and education for young children, their perceptions of professional competence
were critical to a better understanding of areas in which they need more experience and
knowledge.
In sum, it is important for early childhood educators with essential professional
competence to facilitate children’s’ learning and development. However, higher
education institutions or training programs have had no data on the kinds of professional
competence expected of preschool educators as they implement care and education.
Further, these findings can be used as a reference for higher education institutions and inservice training programs to design ideal curricula to ensure proper learning and
developmental outcomes for young children.

Purpose of the Study

There are four purposes for this study to obtain information on the professional
competence of preschool educators in Taiwan, including (1) understand preschool
educators’ perceived current status of and self-desire for professional competence (2)
compare the differences among educators’ characteristics in perceived current status of
and self-desire for professional competence (3) compare the difference in educators’
perceived current status of and self-desire for professional competence between: (a) rural
and urban area programs, and (b) public and private programs, (4) analyze the
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relationships between educators’ perceived current status of and self-desire for
professional competence.

Research Questions

To accomplish the purpose of the study, several research questions had to be
addressed. There are four research questions addressed in this study:
1. What are the educator’s perceived current status of and self-desire for
professional competence?
2. Is there a difference among educators’ characteristics in perceived current status
of and self-desire for professional competence?
3. Is there a difference in educators’ perceived current status of and self-desire for
professional competence between: (a) rural and urban area programs, and (b)
public and private programs?
4. Is there a relationship between educators’ perceived current status of and selfdesire for professional competence?

Hypotheses

The study was guided by three hypotheses:
H0 (1): There is no significant difference among educators’ characteristics in
perceived current status of and self-desire for professional competence.
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H0 (2): There is no significant difference in educators’ perceived current status of
and self-desire for professional competence between: (a) rural and urban area programs,
and (b) public and private programs.
H0 (3): There is no statistically relationship between educators’ current status of
and self-desire for professional competence.

Definitions

There are three operational definitions provided below as used 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 study focused on private and public nursery in Taiwan that serves children
aged three to six. The terms “early childhood program”, “preschool program”, “nursery”
or “preschool setting” are used interchangeably throughout this study.

Early Childhood Educators
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 preschool educators in Taiwan. The terms “preschool educators”, “early
childhood educators”, “ nursery educators, “preschool caregivers” or “practitioners” were
interchangeable in this study.
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Professional Competence
What early childhood educators need to know and are able to do, to work
effectively with young children and families (Lu & Su, 1999; Puckett & Diffily, 1999). In
this study, it covers five core areas of mastery for preschool educators.

Teaching Competency Area
The abilities to design age-appropriate curricula, assess children’s learning and
development, and implement learning activity (Henniger, 1999; Lu & Su, 1999).

Management Competency Area
The abilities to classroom management that focus on preventing children’s
challenging behavior and administrative affairs management that center on planning
administrative affairs in settings (Puckett & Diffily, 1999; Lu & Su, 1999).

Communication Competency Area
The abilities to communicate with children to meet their needs and work with
families, colleagues, and community to enhance program effectiveness (Saracho &
Spodek, 2003, Lu & Su, 1999).

Professional Growth Competency Area
The abilities to self-growth that commit to professional development through a
career and reflective thinking that lead to personal change and growth through
information gained in the learning and teaching process (Rodd, 1997; Lu & Su, 1999).
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Care and Protect Competency Area
The abilities to protect safety evaluate mental development, care about ill health,
and assist children in acquiring desirable behaviors (Katz, 1997; Lu & Su, 1999).

Limitations

There are two factors to limit the results in this study as follows:
1.

This study was limited to the district of Pingtung or Kaohsing, Taiwan. Thus, study
findings may not be representative of other parts of Taiwan or external to Taiwan.

2.

The sample population in this study was limited to in-service preschool educators
currently teaching in Pintung or Kaohsing, who were studying in the Early
Childhood Department at the Meiho Institute of Technology. Thus, the results
cannot be generalized to all preschool educators in Taiwan.

Delimitations

1. The subjects in this study were limited to in-service preschool educators who
enrolled in the Early Childhood Department at the Meiho Institute of Technology
during 2004- 2005 school year.
2. The sample population was composed of female educators. This study used a
questionnaire survey only.
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Chapter 2
LITERATURE REVIEW

This chapter reviews literature related to educators’ professional competence in
early childhood education. It begins by identifying early childhood profession and
continues with a discussion of professional competence in this area among educators.
Next, it discusses the need for professional competence. Finally, it builds a framework of
professional competence to use in examining the perceptions of early childhood
educators in Taiwan.

Early Childhood Profession

First, a review of selected literature on the characteristics of the early childhood
education profession is provided. Then, a conception focusing on this profession is put
forth here.

Characteristics of a Profession

Scholars (Howsam, Corrigan, Denemark, & Nash, 1976) identify several
characteristics in distinguishing a profession from other occupations. These criteria must
be met in defining professionalism before a field can be termed a profession. These
included social necessity--that it, a profession that is essential to the functioning of a
society; service-oriented rather than profit-oriented; autonomy in decision making; code
of ethics; prolonged training; specialized knowledge; and the presence of a self-
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governing organization that grants licenses. Feeney (1985) defined profession in the
following way: A profession involves specialized knowledge and expertise, requires
prolonged training, requires conformity to a code of ethics that serves to ensure clients’
acceptable moral conduct, and self-regulation. Recently, Willer (1994) identified the
presence of a specialized body of knowledge and competence as shared by all members
and not by others as a defining characteristic of a profession. Studies (Puckett & Diffily,
1999) indicated that professionals in any field possess a high level of knowledge and skill
that are used to perform a service for others. Originally, the term profession was applied
to the “learned professions” such as law and medicine. Over time the term has been
applied more broadly.
The United National Educational, Scientific, and Cultural Organization
(UNESCO) in 1966 convinced a “Special Intergovernmental Conference on the Status of
the Educator” to publish a “Recommendation Concerning the Status of Educators” and
issue “Teaching should be regarded as a profession” which emphasized the need for
educators to possess professional knowledge and a specific ability to provide service
(UNESCO, 1966). Those developing these documents regarded teaching as a professional
characteristic along with professional service, professional knowledge, ability, and
professional training. This international conference confirmed the status of the educator
and reached a common view, without doubt, on the profession of the educator.
According to Sayer (1996), a profession performs an essential public service. The
practice of a profession is founded on a distinctive body of knowledge and research.
Members of a profession undergo a lengthy period of initial education and training both
in mastering that knowledge and in developing skills to execute it. They are governed by
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a code of ethics underwritten by their central professional organization. Sayer argued that
teaching meets most of these criteria. According to research (Saracho & Perters, 1988),
professionalism in education relates not only to doing things well, but also to doing
things at the right time and for the right reason. Combs (1982) held that professionals,
such as educators, function in ways that need to be distinguished from the mechanical
implementation of set routines. Decisions need to be made about what is appropriate for a
particular situation. The judgments made and the justifications for these judgments
represent the characteristics of professionalism.

Profession of Early Childhood Education

With emerging scientific emphasis on the importance of the early years in human
growth and development, the younger the age which children are taught, the more critical
the need for professional early childhood educators, the early childhood profession has
been in the spotlight (Lin & Spoder, 1991). The National Association for the Education
of Young Children (NAEYC) entitled its 1985 annual conference, “Early Childhood
Education: A Proud Profession”. Such a theme has been clearly linked with early care
and education (Hsu, 2002). Culkin et al. (1990) argued that child care benefits not only
the family but all members of society. Child care brings social and economic benefits that
support the employment of parents and the business community benefits from workers
who have adequate child care arrangements and thus can be more productive at work
(Kagan, Cohen, & Neuman, 1996). Professions have professionals who practice to the
technical and ethical standards of the profession (Decker & Decker, 2005).
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The NAEYC identified early childhood educators as professionals and listed four
elements: professional knowledge and ability, professional services, professional
attention and professional ethics within caring and education. According to Puckett and
Diffily (1999), the term professional describes someone with a high degree of skill and
competence best suited for work. In this case, it is generally accepted that the early
childhood professional has undergone specialized education and training in child
development and early childhood education. S/he possesses specialized knowledge and
skills essential to caring for and teaching young children, and is committed to providing
enriching experiences for young children. The term early childhood professional as
defined by Morgan (1995) is “anyone who is working and learning with young children
and/or their parents and who is on a professional path toward deeper commitment and
further learning” (pp. 24-25). Similarly, the NAEYC stated that the early childhood field
includes anyone engaged in services for young children and that the early childhood
profession includes anyone who has acquired some professional knowledge and is on a
professional development path (NAEYC, 1994).
In recent years early childhood educators have become concerned about the
preparation of practitioners, so calls for increased professionalism have been heard
(Saracho & Perters, 1988). For a profession to render services, professionalism is
required. According to Katz (1984), professionalism involves knowledge and skills that
are goal-oriented and intended to achieve specific outcomes and adhere to a high standard
of performance. In early childhood care and education, professionalism involves the use
of professional knowledge and skills to meet the needs of children and families and
collaborate with community agencies and other professional groups (Decker & Decker,
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2005). Further, Bredekamp and Willer (1993) proposed that the process of
professionalism include the improvement of knowledge and competence of practitioners
because competent educators who work with young children are essential to ensuring the
high quality of early childhood education programs.
The word profession is defined in terms of certain occupational characteristics.
Finkelstein (1988) insisted that early care and education meet most of the criteria of a
profession and the characteristics of professionalism in early childhood education, as
identified by research. These terms include the following:
1. Social Necessity –society’s commitment to a significant social value such as the use
of its knowledge and power for the good of society. Early childhood programs are
regarded as a social benefit, because they benefit the family. When parents have
adequate child care arrangements, they are more satisfied on their jobs and more
productive at work. Therefore, early care and education can be regarded as a social
benefit.
2. Service-Oriented—possessing a high level of knowledge and skills used to perform a
service for others. Early childhood programs provide professional services to
implement knowledge and the ability to provide services to young children and their
families. They are increasingly centered on the needs expressed by the families and
children who use the programs (Morgan, 2000).
3. Professional Organizations-- regulate legislation, and decision-making, and grantslicenses (e.g., NAEYC, NEA, and ACEI). Such organizations require members to
obey the code of ethics that are simply collectively agreed-upon guidelines for
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professionals to follow in their decision making and in responding to actions by
others when ethical issues are involved (Morgan, 2000).
4. Specialized Knowledge and Skills-- require a specialized body of knowledge and
abilities shared by all members. The early childhood professional has undergone
specialized education and training in child development and early childhood
education to possess specialized knowledge and skills essential to caring for and
teaching young children. Early childhood professionals gain knowledge and skills
through the attended of in-service training. Quality in-service activities also promote
professionalism as described by Bloom, Sheerer, and Britz (1991). An individual’s
professional orientation signals a self-self-desire to grow and change.

Summary

Characteristics of the profession as identified by the above scholars include
specialized knowledge and skills, professional service, a professional organization, and
regarded as a social benefit. Professionalism in early childhood education requires
education and training to gain systematic knowledge and skills. At the same time,
professionals must obey the code of ethics and implement knowledge as they provide
services to young children and their families. Most importantly, a professional early
childhood educator must have a body of professional competence to help children learn
and develop as a whole child.
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Professional Competence in Early Childhood Education

This section provides a definition of professional competence and explains why
professional competence is critical to early care and education.

Definition of Professional Competence

How do we confirm that an individual possesses a certain competency? The key is
to determine whether the competency is performed on the job. Hyland (1994) thought
that competency involved the performance of a series of missions. Expressing a similar
point of view, Knowles (1970) stated that competency was indicated in the
implementation of a specific function or task including knowledge, skill, and attitude.
The same point of view was founded in Chisholm and Ely (1976), who argued that
competency encompasses recognition, skill, and attitude, which are simultaneously
interactive. Peak and Brown (1980) emphasized that professional competence represent
successfully using specific knowledge, skills, and attitude to engage in tasks . That is,
competency involved the ability to perform or deal with work. Studies by Spencer and
Spencer (1993) indicated that competency was exhibited by individuals who possessed
underlying characteristics relating to work performance and expected certain effects.
What is professional competence? An individual is professionally competent
when s/he performs a role at large; that is, the educator’s professional competence is
educator-performed competence in the use of knowledge, skills, and attitudes. Dodl
(1973) argued that educators’ professional competence included three elements-recognition, skills, and behavior that facilitate competence in administration, in teaching,

17
in promoting student achievement, and in counseling student emotion. Moreover, Finch
and Asselin (1984) described professional competence as an ability expressed in task,
relationships, and environment. In their study (Chisholm & Ely, 1976; Henniger, 1999)
described more detail about professional competence, the ones they cited were: (1)
professional knowledge-- the knowledge that can reach specific functions effectively
such as child development knowledge, pedagogical knowledge, knowledge of learning
and teaching , and knowledge of how to become competent in working with parents and
the community.(2) professional skill-- the use of knowledge to solve specific problems
such as interacting with children, preparing the environment, and working with other
adults, emphasizing skills essential to caring for and educating young children, and (3)
professional attitude-- related to one’s behavior or dialogue. Educators’ behaviors play an
essential role in high-quality early childhood programs, since educators teach children
every moment both formally and informally.
Therefore, competency related to job performances should include knowledge,
skills, and attitude about early childhood, as well as skills earned in working in early
childhood settings. Researchers (Arnett, 1989; Whitebook, Howes, & Phillips, 1990)
agree that professional competence is gained through systematic education and training
so that they may better design curricula and be more knowledgeable and sensitive toward
developing methods to engage children in stimulating ways.
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Importance of Professional Competence

Teaching young children takes more than a love of children. As described by the
NAEYC, the leading professional organization for early childhood education, adults who
work with young children need to promote children’s learning and development. After
interviewing early childhood educators, Lin, Gorrell, and Silvern (2001) concluded that
the key to good teaching was possessing professional knowledge and skills. As Spodek
(1995) noted, teaching young children was not simply doing things well but “doing things
well at the right time and for the right reason” (p.21), placing strong emphasis on
“rightness” as based on professional educational foundations. According to child
development research, when early childhood educators effectively apply their knowledge,
skills, and beliefs in teaching and caring for young children, there will be positive effects
on children’s learning and development (Seng, 1998).
Nowadays, society has high expectations of teachers’ professional competence.
These expectations have served as one motivation for school reform. The demand for
competent early childhood educators is mounting. Early childhood educators have
become increasingly specialized as they achieve higher levels of formal education. More
families are depending on early childhood educators to help them to care for and educate
their children than ever before, early childhood educators clearly play a critical role in
young children’s learning and development, especially in this new century, as the
concepts of family and society are changing and the number of dual-earner and single
parent families is increasing. According to Honing (1996), families are finding less time
to socialize their children, and are increasingly relying on early childhood educators who
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must be professional. Educating and caring for young children are among the most
important and demanding responsibilities of early childhood educators. Thus, they are
expected to possess the essential competence to perform the work that relates to the
development and learning of young children.
An effective high-quality program can be linked to professional competence
among those serving children and families (Frede, 1995). Five critical competence have
been cited in the literature (Lu, 2000; Lu & Su, 1999; Saracho & Spodek, 2003). Each of
these is described here.
Teaching Competency Area involves the ability to design curricula, assess
behaviors, and perform activities. Curriculums planning take into account the security
that creates a secure base from which young children can handle challenging problems
(Bredekamp, 1995). In order to meet the interests and needs of diverse children,
educators plan the curriculum in organized yet flexible ways for adapting them (Lu & Su,
1999). It is important to develop appropriate stimulations that allow children to have
opportunities to learn through play in a variety of areas (Saracho & Spodek, 2003), such
as language, art, and music, which emphasize educators’ design of age-appropriate
curricula with life-or play orientations based on children’s ability and interests.
Through observing, documenting, and performance assessments diagnose
individual progress in all aspects of development, teachers may develop information
about children’s potential that is shared with parents and children and to build a positive
self-image to children (Lu, 2000; Maloney & Barblett, 2003).
Further, based on assessment of children’s learning effectiveness, they may
improve instruction and develop multiple teaching strategies for meaningful learning (Lu

20
& Su, 1999). For example, smaller groups discussion allow children to talk, ask questions,
and encourage expression, enhance their social development. Successful learning
depends on the warmth and positive responsiveness that are powerful influences on
children’s confidence and academic skills (Spodek & Saracho, 1990).
Management Competency Area incorporates classroom management and
administrative affairs ability. Classroom management is through the understanding of the
multiple causes of children’s challenging behaviors. Educators demonstrate a varied of
approaches in a supportive teaching and caring of every child, showing appreciation of
individual differences, develop children’s respect for others to build cooperative learning
that are the ways to prevent many challenging behaviors (Lu & Su, 1999). Further, value
children’s performance is important since children are alert for cues that teachers value
them for the academic and social competence they have developed (Lu & Su, 1999).
Educators also act as managers of administrative affairs in planning activities in
settings, including set guideline for family involvement in settings and prepare
information and recourses for family to support children’s learning, and design schoolbase scheduler for conference with parents concerning the child progress. In order to
reduce overload tasks and share administrative responsibility they need to learn how to
negotiate with people in settings (Bredekamp & Willer, 1996).
Communication Competency Area covers communication with children, families,
colleagues, and community. The effective programming focuses on communication and
relationships with others. The relationships with adults are a critical factor in determining
young children’s learning and development (Lu & Su, 1999; Puckett & Diffily, 1999). It
is a critical factor in determining young children’s development through positively
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interaction between educators and children as they build a trust relationship. Children
build trust and learn from adults who care for and teach them, those who listen, accept
their opinion, and guide their behavior. As Howes and Stewart (1987) found, the stability
of prior center arrangements predicted academic progress in first-grade children’s school
adjustment.
It is important for educators possess knowledge of family characteristics such as
family structure, socioeconomic conditions to create a deeper understanding of children’s
lives and build positive relationships that aid coordination of childrearing practices in
several ways (Lu & Su, 1999; Saracho & Spodek, 2003), such as building frank, trust
communication in parent conferences and through informal conversations such as
exchanging e-mails and with print copies sent home for families (Marsh, 1995; Podmore,
1994). Build supportive relationships can assist diverse family in finding needed
resources such as health care, mental health services, adult education, English language
instruction, and economic assistance to connect families with services. Involve all
families in their children’s development and learning, since parents are the first to care
for and teach their children, their influence on the child is very great. Educators engage
them to monitor their children’s progress and provide resources information that is
available for families to support children’s learning. As described by Ghazvini and
Readdick (1994), the frequency of parent-caregiver communication was positively
correlated with children’s performance.
Communicate with colleagues will benefit curricular design and instruction (Lu,
2000; Rodd, 1997), including share any relevant discipline information with colleagues
and work collaboratively to construct curricula, implement instruction, and design
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assessments; know how to give and receive support and advice to build supportive
climate among educators from one another and work to develop regular meeting for
talking about how to improve their collective efforts as does co-teaching with colleagues
and respect for different teaching methods.
Communicates with communities place emphasis on that educators assist families
in obtaining communities services to help their children (Lu, 2000), such as collaborate
with social worker, psychologists, religious groups, and family associations. Provide
opportunities for community representatives to observe program activities, and
considered as advisers (Saracho & Spodek, 2003).
Professional Growth Competency Area comprises the ability to engage in selfgrowth and reflective thinking (Lu, 2000). Self-growth identify educators as members of
the early childhood profession to commit to professional development throughout
actively attend in-service program, workshop, and conference as well as accept new
knowledge of early childhood education to raise the cognitive content in this field (Lu &
Su, 1999). Studies (Arnett, 1989; Whitebook et al., 1990) show that caregivers who
participated in early childhood college courses with strong educational backgrounds are
not only more knowledgeable but also more sensitive and involved with children in
stimulating ways than those lacking these courses.
Reflective thinking highlights awareness of one’s own performance through
others’ responses or through the learning and teaching process that helps educators to
analyze their own practice (Calderhead & Shorrock, 1997). Such reflections lead to
personal change and facilitate growth relating to educational beliefs and adjustment to
individually improved performance in the future (Lu & Su, 1999).
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Care and Protect Competency Area embraces the ability to ensure the children’s
safety, diagnose mental and physical health, and instruct them about life.
Maintaining a safe and healthy learning environment is critical, as stated by
Phillips and Howes (1987) --children performed better in cognitive skills and social
competences in a safe physical environment, supplied with age-appropriate toys and
educational materials in activity areas. Further, educators’ diagnosis of mental
development may enhance children’s emotional growth by providing information needed
to enhance emotional support and guidance and encourage them to perform
independently and cooperatively (Lu & Su, 1999; Saracho, 1993). In order to prevent the
spread of illness, concern about children’s nutrition and ill health by maintaining clean
environments where children have opportunities to develop neat habits and teachers assist
children in acquiring desirable behaviors for daily life (Lu, 2000; Lu & Su, 1999).

Summary

Competency relates to work-performance, including knowledge, skills, and
attitudes. Early childhood educators possess the knowledge base, working skills, and
professional behaviors that serve both as a base of curricular design as well as a reference
for the evaluation process. Researchers agree that professional competence is an
individual exercise that occurs through systematic education and training, resulting in the
gaining of specific knowledge, skills, and attitudes to deal with work successfully. Thus,
preschool educators do important work in caring for and educating young children. The
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research highlighted above showed that early childhood educators must acquire a range
of knowledge, skills, and attitudes basic to the successful performance of each role.

Need for Professional Competence

Concern about the professionals in the early childhood field is accompanied by
concern about the competence of those who care for and teach young children (Rodd,
1997). Preschool educators need specific professional competence to provide quality
service for young children and families. The strong demand for educators’ professional
competence in society has caused early childhood to be integrated across the domains of
care, and education (Willer, 1994). Professional competence helps educators themselves
to be more comfortable and confident working with children and families, too. The first
subsection in this discussion relates to the demand for educators’ competence from the
perspectives of parents, early childhood institutions and educators themselves. The
second subsection describes the issue of early childhood care and education

Analysis of the Demand for Educators’ Competence

Early childhood educators help children develop all aspects of knowledge and
skills through their daily care. Doing so ensures later success in school and in life.
Competent educators are necessary for high quality programs thus, the self-self-desire for
early childhood educators have been raised. At a minimum, they are expected to perform
according to specific knowledge and skill in their settings. There are three perspectives
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about their concern for educators’ professional competence: parents, early childhood
institutions, and educators themselves.
Parents: With the increasing numbers of single-parent families in communities,
and the growth in the numbers of women in the workforce with young children, there has
been an increase in early childhood services. According to research (Sronehous &
Woodrow, 1991), social factors influence the roles of the early childhood professionals
and affect how preschool educators meet this demand and compensate for care and
education outside the home. Findings reveal the importance of the partnership between
educators and parents through frequent contacts, and intensive communication in
educator-parent conferences to build good cooperation between educators and parents
(Marsh, 1995; Podmore, 1994). Scholars (Decker & Decker, 2001) have argued that the
family and the school are the two most significant environments for children. Because
both parents and educators influence the child’s development, educators must work
closely with parents to benefit the children’s development (Hamilton, 1994).
Early Childhood Institutions: Preschool offers nursery services in order to
assistant woman with young children to enter the workforce. Nursery service helps
families solve childcare problems. The Department of Social Affairs (2004) regulated the
main content of evaluation about preschool educators, including implementation of
caring and education activity, learning activity design and documentation,
communication skills, educator’s knowledge and ability growth, education and caring for
administrative affairs, and sanitation and health protection. After reviewing these
evaluation items, it was clear that the identities of preschool educators are multidimensional and places the most emphasis on the characteristics of moderation and
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trustworthiness. Moss (1994) argued that high-quality early childhood programs provide
a warm and nurturing learning environment for young children where educators who
work with children understand how young children grow and learn, and know how to
provide the materials and activities most appropriate to the ages and interests of the
children they serve. In addition, competency-based recruiting systems stress the need to
identify competence that are most likely to predict long-term success on the job and also
may be a tool for evaluating staff - all essential functions in managing vital human
resources. If we do not begin to resolve the issues of recruiting qualified educators, many
more children will be left behind.
Educators Themselves: The question of demand allows a psychological
perspective into the educator’s own inner world. Educators’ professional duties require
understanding of child development and the application of this knowledge to practice,
planning and implementing an appropriate curriculum, observing and assessing children’s
behavior, establishing supportive relationships with children, developing positive
relationships with parents, and establishing a safe and healthy environment for children
(Bredekamp, 1995). According to Katz’s (1972) theory of stages in the preschool
educator’s concerns, in general, the educator shifts concern from her self-survival to her
competency in the classroom, to concern for effects on children. The educator concerns
from how to deal with children’s troubled behavior, to how to improve their own skills
and obtain new insights into the profession. Self-understanding is an important step for
educators as a way to their own strengths and weaknesses as they relate to their
professional competence. In order to enhance educator’s performance within the
classroom or campus, research should look at educators’ perceptions of the current status
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of and self-self-desire for professional competence. Findings will serve as a tool for
professional growth and ensures proper performance in preschool settings.
Further, learning from initial education and ongoing in-service training can help
educators advance their professional competence, and their theoretical knowledge and
skills into practice. Educators with professional competence feel more self-confident
interacting with parents or other adults in school and working with young children (Hsu,
2002). Therefore, the professional growth of early childhood educators will facilitate
educators’ knowledge and skills and thus enable them to implement higher levels of
practice for young children.

Issues of Early Childhood Care and Education

More families depend on early childhood educators today in helping to care for
and educate their children. This is because parents are aware of the importance of early
childhood education in fostering children’s development and learning. As emphasized by
Willer (1994), early childhood educators who bring specialized knowledge and skills to
their work are the best prepared to provide high-quality services to young children and
their families. The relative balance between education and care depends on the age and
maturity of the child. Care and education intersect in early childhood, so most settings
provide care with an educational focus, and education with a nurturing aspect, with the
goal of both being to promote positive development. Willer concluded that the
relationship between education and care could be addressed by considering this: the
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service early childhood educators provide promotes development, which combines both
care and education. Therefore, Education + Care = Development.
The increasing numbers of professional child care providers in Taiwan have
served to blur, the regulatory distinctions between care and education. The fact that child
care and early education services are regulated by different agencies means that early
childhood education programs differ according to the purposes they serve. The Early
Childhood Education Act mandates that kindergarten, which was once regulated by local
educational authorities that serve children from ages four through six years, should
emphasize education, whereas day care centers, which are regulated by the social welfare
agency that serves children from age one month through six years, should emphasize care.
In the past, some early childhood programs described themselves as education programs
like kindergarten in Taiwan, whereas others described themselves as primarily concerned
with child care, such as preschool in Taiwan. Many preschool educators found their role
to be relatively well defined and conceived primarily in terms of caring functions.
Nowadays with a focus on the child and learning, a child development orientation
highlights the educator’s role in supporting children’s development and learning within
an educational context. Early childhood educators have had to diversify their care and
education services. The essential nature of the service varies little--all early childhood
programs carry out both educational and child care purposes, though different programs
may place greater emphasis on one or the other (Spodek & Saracho, 1996). In fact, what
educators do in both settings is very similar, both inside and outside the classroom. The
primary task has been to work with young children, including taking care of and teaching
young children, planning and implementing curricula, taking care of the classroom,
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sharing administrative responsibilities, and working with parents and other adults in
school. Any blurring means that early childhood educators must be sensitive to the needs
of children and be confident about meeting those needs in a variety of settings
(Sronehous & Woodrow, 1991).
This changing context has facilitated a substantial change in the performance of
early childhood educators within the field. One of the most important and demanding
responsibilities that an individual can assume is the education and care of young children.
Therefore, It is crucial that preschool educators possess essential competence to perform
that role.
Although the goals of early childhood care and education are assessed via several
objective criteria, many barriers keep the field from being recognized as a profession in
social status. A number of studies have consistently found that most early childhood
workers feel underpaid and undervalued by society (Jorde-Bloom, 1988; Lindasy &
Lindasy, 1987). As articulated by Bredekamp (1992), most early childhood educators
think that early childhood is not a viable career option for many because of the low
compensation, since most of people usually think that teaching young children is a tiring
but simple job that calls for more love and patience but less training and ability.
Although the importance of early childhood education has been generally
accepted, many people still do not value the job of early childhood educator since many
people think that teaching young children only requires a lower degree and less training
(Hsu, 2002). Furthermore, most in the child care workforce leave their jobs to earn a
better salary, so that the failure of wages to rise can be traced to free entry into child care
employment. Although child care is not a female-dominated occupation, many women
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think they can do the work, and this attitude has been generally accepted by the public at
large. Thus, new workers are often recruited from a large pool of unqualified and
inexperienced women looking for jobs (Jorde-Bloom, 1988; Lindasy & Lindasy, 1987).
In her study, Kaou (1999) discussed the reasons early childhood education has not been
regarded as a profession, including insufficient professional knowledge and ability. This
is a critical issue in enhancing professional status to foster a culture in which teacher
research is valued since there is a positive relationship between teacher research and
professional development. Through teacher-focused research such as studying their own
classrooms (Hankins, 1998) or collaborating in research with program colleagues
(Cochran-Smith & Lytle, 1999), teachers could learn enough to offer better services
(Kelly, 1996). Engaging in informed advocacy to eliminate problems is a way to support,
speak for, and take action on causes for children, their families, and the profession
(Decker & Decker, 2005). As described by the NAEYC (2001), advocacy is a vital
component of professional preparation--informing the government about needs and
knowing about emerging issues such as workshop training on advocacy are activities
provided by various professional associations.

Summary

After a brief overview on the demand for preschool educators’ competence from
different perspectives in the contemporary early childhood context, it may be concluded
that educators’ roles have expanded to include responsibilities for children’s learning and
development, the family, as well as the profession. The main task of early childhood
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educators is to promote children’s development, which combines both care and education.
Both are important and demanding responsibilities that may be assumed by an individual.
Preschool educators must possess essential competence related to the development and
learning of young children. To become involved in research, early childhood educators
need to determine the levels of knowledge and skill they need for future professional
growth in addition to raising their professionalism to advance their social status.

Framework for Professional Competence

Early childhood educators are required to be competent in many areas. This
section of the literature review begins with a review of individual studies that focus on
teacher competence and then moves on to an analysis of competence as mandated by
professional organizations, in order to better develop an appropriate framework for the
preschool educators’ core professional competence.

Research on Educators’ Professional Competence

Research studies also list competence that were highly consistent with early
childhood educators’ knowledge of child development and learning, and knowledge of
appropriate curriculum, creating a healthy and safe learning environment, observational
skills, group management, and relationships with families (Bredekamp, 1995). These
results were consistent with previous findings by Bredekamp and Willer (1992) that a
core knowledge base could be divided into several categories, including: child
development, healthy and safe environment, appropriate curricula, family relationships,
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professionalism, and subject-based knowledge such as music, art, literature, mathematics,
and science. Furthermore, a good teacher requires skills in three main areas: interacting
with children, preparing the environment, and working with other adults (Henniger,
1999). In their studies (Puckett & Diffily, 1999) concluded that the early childhood
professional was one who has specialized education and training in child growth and
development; demonstrates a specialized set of skills essential to caring for and educating
young children; is committed to providing enriching experiences for young children; and
expects professional development throughout his or her career.
As Saracho (1984) stated, early childhood educators performed within the
classroom like decision makers to plan learning opportunities; curriculum designers to
develop a curriculum based on the educational goals; and organizers of instruction to
organize classroom resources relative to children’ learning. Moreover, Saracho concluded
in 1993 that preschool teachers integrated the roles of organizer of instruction
organization with unsophisticated tasks such as cleaning (Spodek & Saracho, 1990)
suggested that raising the level of professionalism of early childhood teachers should
increase the cognitive content of courses and help them to increase their performance
competence. These competence included roles as diagnosticians to develop information
about children’s potential through observation; managers of learning to provide a
learning environment that is accessible to children; and advisors to assist individual
children in acquiring desirable behaviors.
A recent study about educators’ competence was done by Saracho and Spodek
(2003). In their study, they discovered that early childhood educators, in any setting, need
a body of knowledge and skills that includes child development knowledge, pedagogical
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knowledge, knowledge of learning and teaching, and knowledge of how to promote
creativity and acquire appropriate knowledge and become competent in work with
parents and the community. Researchers in West Australia (Maloney & Barblett, 2003)
conducted a study using a large sample of practitioners to identify the critical aspects of
early childhood teaching practice that form a foundation for the education of young
children. These aspects were described as follows: professional knowledge, learning
environment, relationships, and reflective practice.
Little research in Taiwan has addressed professional competence in all aspects of
competence. A project of integrating kindergartens and preschools was authorized by
Ministry of Education and Ministry of Interior (Lu & Su, 1999). They constructed the
indicators of professional competence for preschool educators and kindergarten teachers
based on the analysis of ECE curricula, related researches of professional competence,
and classroom observation experiences. They concluded five core areas of professional
competence, such as teaching, management, communication, professional growth, and
care ability. In Lu’s study (2000), she highlights the five areas of professional
competence could be the criteria to improve early childhood educators’ professional
competence.
The responsibilities of early childhood educators are varied according to their
workplace settings. In their studied (Puckett & Diffily, 1999) found that the relationships
with adults were a critical factor in determining young children’s development. Early
childhood educators accept an important responsibility in guiding children and doing so
takes great patience, energy, and understanding. To be effective in their job, they need to
relate positively with families, and with center administrators. Puckett and Diffily also
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emphasized the professionals’ need to reflect on practices perceived as future areas of
growth. Reflection heightens awareness of one’s own performance and leads to personal
change and growth. Rodd (1997) described an early childhood teacher as someone who
had a good standard of general education, realistic experiences working with children,
and attitudes that indicate a realistic understanding of young children, respect, and
tolerance as well as consistency with the values of the profession. A series of
observational studies by Cho and Sarcho (1997) identified the roles that educators assume
in the classroom as curriculum designer, organizer of instruction, counselor, decision
maker, performer of instruction, researcher, and manager of administrative affairs.

Research on Professional Organizations

This section addresses standards and recommendations related to the professional
competence of early childhood educators as mandated by professional organizations,
such as the NAEYC, NEA, and ACEI, which are important in constructing a selfevaluation of professional competence in this study.
The NAEYC, National Association for the Education of Young Children,
addresses program standards in preparing early childhood educators who work directly
with young children in a variety of early childhood settings, including public and private
school, centers, and home-based programs. The program standards call for all teachers of
young children from birth through age eight years to be adequately prepared to
demonstrate the knowledge, abilities, and dispositions specific to their teaching
specialization. It issues the professional preparation core standards for teacher
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competence, including promoting child development and learning; building family and
community relationships; observing, documenting, and assessing support of young
children and families; as well as growing as a professional (2001b). The CDA, Child
Development Associate credentialing program, is a performance-based program with
national standards that may be used in evaluating a caregiver’s performance with children
ages from birth to five years. It is composed of six competency areas relating to caregiver
behavior (CDA, 2001), including maintaining a safe and healthy learning environment;
advancing the physical and intellectual competence of children; building positive selfconcept and individual strength in children; organizing the positive functioning of
children and adults in a learning environment; bringing about optimal coordination of
home and center childrearing practices; and maintaining commitment to professionalism.
The NEA, National Education Association, is committed to strengthening the
quality of classroom teaching and works with educators, researchers, and policymakers to
ensure a competent educator in every American classroom. The NEA has created
partnerships between universities that prepare teachers and the school districts that
employ them to produce high-quality beginning teachers who can meet state-level
standards to protect the interests of students and the teaching profession. To assure the
quality of teacher education programs, the NEA was one of five founding organizations
to establish the NCATE, the National Council for the Accreditation of Teacher Education,
which is the teaching profession’s mechanism to help establish high-quality teacher
preparation for the colleges and universities that prepare teachers and a performancebased system of accreditation to foster competent teachers who work to improve the
education of all P-12 students.
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To assure the quality of experienced teachers, NEA believes school districts must
provide time during the regular workday for teachers’ development through study,
research and collaboration with colleagues. In order to meet the standards established for
the teaching profession, the NEA was one of 25 organizations serving on the National
Board for Professional Teaching Standards (NBPTS). It has established standards for
what accomplished educators should know and be able to do (NBPTS, 2003), including:
understanding young children; equity, fairness, and diversity; assessment; promoting
child development and learning; knowledge of integrated curriculum; multiple teaching
strategies for meaningful learning; family and community partnerships; professional
partnerships; and reflective practice.
The ACEI, The Association for Childhood Education International, addresses
content areas in guiding young children’s learning and development (ACEI, 1998). The
mission of the ACEI is to support in the global community the optimal education and
development of children from birth through age 8 years. ACEI believes that early
childhood educators must possess the knowledge and skills to successfully interact with
the young child, parents, and community organizations in a diverse society. ACEI
emphasized that every child should have the opportunity to growth up in a setting that
values children, that provides conditions for a safe and secure environment, and respects
diversity because children have needs, rights, and intrinsic world that must be recognized
and supported. ACEI points out the following areas must be considered in providing a
comprehensive services that offer learning and care for young children in the 21st century,
including: environment and physical space of settings for children; curriculum content
and pedagogy; early childhood educators and caregivers; partnership with families and
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communities; services for young children with special needs; accountability, supervision,
and management of programs for children.

Core Areas of Professional Competence

To sum up the literatures review, professional competence cover five essential
competence that have been used to build a framework known as “Professional
competence—Nursery Educators’ Survey”. These common elements define what all early
childhood educators must know and be able to do—these are the core areas of mastery
for early childhood educators. The researcher developed a framework for these core areas
of professional competence for preschool teachers. This framework is in Table 2.1.

Table 2.1.
Essential Professional competence
Competency Areas

Dimensions

Researchers and Organizations

Teaching
Competency Area

a. Design curriculum
b. Assess behaviors
c. Perform activity

Spodek and Saracho (1990) Katz (1977)
Henniger (1999) Puckett and Diffily (1999)
Lu and Su (1999) Lu (2000)
Maloney and Barblett (2003)
Saracho and Spodek (2003)
NAEYC (2002) NBPTS (2003)

Management
Competency Area

a. Classroom
management
b. Administrative affairs
ability

Cho and Sarcho (1997)
Henniger (1999) Lu and Su (1999)
Puckett and Diffily (1999) Lu (2000)
AECI (1998) CDA (2001)
NAEYC (2002) NBPTS (2003)

Communication
Competency Area

a. Communicate with
children
b. Communicate with
families
c. Communicate with
colleagues
d. Communicate with
community

Bredekamp and Willer (1992)
Bredekamp (1995)
Rodd (1997)
Cho and Sarcho (1997)
Lu and Su (1999) Lu (2000)
Puckett and Diffily (1999)
Saracho and Spodek (2003)
AECI (1998) CDA (2001)
NAEYC (2002) NBPTS (2003)
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Table 2.1. (continued)

Competency Areas

Dimensions

Researchers and Organizations

Professional Growth
Competency Area

a. Self-growth
b. Reflective thinking

Bredekamp and Willer (1992) Rodd (1997)
Cho and Sarcho (1997)
Puckett and Diffily (1999)
Lu and Su (1999)
Lu (2000) AECI (1998) CDA (2001)
NAEYC (2002) NBPTS (2003)

Care and Protect
Competency Area

Spodek and Saracho (1990)
a. Protect safety
Bredekamp and Willer (1992)
b. Evaluate mental
Bredekamp (1995) Katz (1977)
health
c. Assess physical health Lu and Su (1999)
Puckett and Diffily (1999) Lu (2000)
d. Teach life disciplines
AECI (1998) CDA (2001)
NAEYC (2002) NBPTS (2003)

Summary

Early childhood educators should have competence related to job performance
that includes knowledge, skills, attitudes, and future learning potential. They should be
knowledgeable about and have the skills to work in early childhood settings. Professional
competence in this study refers to individual competence gained through systematic
education and training in order to possess specific knowledge, skills, and attitudes and
behaviors for working successfully in early childhood education and care. The core
performance of a preschool teacher was determined after a review of the literature on
competence required by professional organizations and after a review of individual
studies to which competence are essential to foster young children’s learning and
development. The five competence identified include knowledge, teaching, management,
communication, professional growth, and the ability to care and protect.
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Chapter Summary

It is generally agreed today that professionals should possess a body of
specialized knowledge and skills in order to provide quality service. An early childhood
education professional must have knowledge and skills, preparation education and
ongoing in-service training, professional ethics, identity organizations, and commitment
to professional growth. A review of professional standards and of the characteristics of
those who teach and care for young children reveals that those individuals may be
regarded as profession in early childhood education professionals. In addition, a brief
overview of the concerns for preschool teacher’s competence from four social
communities revealed that preschool educators should perform their professional
competence to facilitate the young children’s learning and development and should
expand their roles to include interpersonal communication.
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Chapter 3
METHODOLOGY

The overall purpose of this study was to examine in-service educators’
perceptions of the current status of and self-desire for professional competence in
preschool settings. This chapter presents a description of the methodology according to
the following sections: (a) research design, (b) participants, (c) instrumentation, (d) pilot
study, (e) data collection for the main study, and (f) data analyses.

Research Design

The researcher intended to design a study that would contribute to the
improvement of educational practices in the field of early childhood education. This
research design is descriptive correlational using quantitative strategies (Graziano &
Raulin, 2000).According to Borg and Gall (1989), the questionnaire is commonly used in
educational survey research; therefore, quantitative techniques were used in this study. In
order to enhance the quality of the questionnaire, the researcher paid attention to the rule
of clarity when creating an evaluation form (Popham, 1993) and took into consideration
the time necessary for the participant to complete the survey. A questionnaire was
carefully designed, based on the literature review. Its title was Professional
competence—Nursery Educators’ Survey (see Appendix A). Figure 1. represents the
framework for this study.
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Educators’ Characteristics

Program Variables

1. Age

Location

2. Years of Teaching Experience

1. Urban

3. Highest Education Level

2. Rural
Type

4. Degree Major
5. Current Position

1. Public

6. Professional Conference Attended

2. Private

Professional Competence
1. Teaching Competency Area
Design curriculum/Assess behaviors/Perform activity
2. Management Competency Area
Classroom management/Administrative affairs ability
3. Communication Competency Area
Children/Families/Colleagues/Community
4. Professional Growth Competency Area
Self-growth/Reflective thinking
5. Care and Protect Competency Area
Protect safety/Evaluate mental health/
Evaluate physical health/Teach life discipline

Current Competence Status

Self-desired Competence

Figure 3.1. Educators’ perceived professional competence.
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Participants

The 211 participants in this study were in-service educators in the Department of
Early Childhood Education and Care (ECEC) of the Meiho Institute of Technology in
Pingtung, Taiwan. They were all preschool educators enrolled in the ECEC department.
The educators were enrolled in six classes; each class participant was taking classes to
enhance their professional development according to their degree requirements. The six
classes were in one of three educational tracks: technical college (two-year program),
technical college (four-year program), and junior college (two-year program). There was
one class in each of the first two tracks, and four in the third track.
Vocational high school graduates may select from either a two-year junior college
or a four-year technical college for their further study. Graduates of the five-year junior
college can choose a two-year technical college for their further study. In addition, those
who enroll in a two-year technical college have to complete 74 credits to earn the degree,
generally, taking 10 courses each week. Those in a four-year technical college have to
complete 128 credits to earn a degree, generally, taking 6 courses each week. Those who
elect to attend a two-year junior college generally take 10 courses each week to complete
the 80 credits needed to earn a degree. The empirical study shows the relationships
between competence and course contents (see Appendix C).
Study participants all came from the Kaohsiung and Pingtung areas and worked in
public or private school settings. The investigator, formerly an instructor at the Meiho
Institute of Technology, selected all preschool educators as participants. Eight categories
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of demographic information about the educators was gathered from their questionnaires
and appear in Table 3.1.
Table 3.1.
Profile of Participants’ Demographic (N =211)
Characteristics
Age

20-29
30-39
40-49
50 years old or above
Teaching Experiences
1-5
6-10
11-15
16-20
More than 20 years
Highest Education Level
High school
Associate degree
Degree Major

Early Childhood Education and Care
Nursing
Home Economics
Other

Frequency

Percentage

67
91
50
3

31.8
43.1
24.2
0.9

63
78
41
23
6

29.9
36.9
19.5
11
2.7

165
46

78.2
21.8

124
3
14
70

58.8
1.4
6.6
33.2

93
70
18
23
7

44.1
33.2
8.5
10.9
3.3

143
68

67.8
32.2

124
86
1

58.8
40.7.
0.5

25
186

11.8
88.2

Number of Conference Attended

0-5
6-10
11-15
16-20
More than 20
Current Position
Full-time teacher
Teacher with part-time administration

School Location
Rural area
Urban area
(Missing)
School Type
Public
Private
(Missing = no response)
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In this study, the ages of the in-service educators ranged from 20 to 53 years old.
Approximately two-thirds (67.2%) of the respondents fell between the ages of 30 and 53
years, and the largest age group (43.1%) ranged from 30 to 39. With regard to their level
of teaching experience, all of the educators had been teaching at least a year. The range
was from 1 to 24 years. The results showed that 29.9% of the educators had taught for
fewer than 5 years and 33.2% had taught for more than 10 years.
The highest level of education completed fell into two groups, including
vocational school diploma with 78.2%, and associate degree with 21.8%. Their major
degrees were categorized as: (a) Early Childhood Education and Care, (b) Nursing, (c)
Home Economics, and (d) Other. Among these participants, approximately two-thirds
(67%) had obtained specialized training related to ECEC.
Number of professional conference attended ranged from 0-35. Over two-thirds
(77.3%) of the respondents had attended less than 10 times. Only 3% indicated that they
had not attended a conference, and 3.3% had attended more than 20 times. In order to
present more information about educators’ professional conference attended, the
researcher also gave educators the opportunity to reflect on their personal experiences.
This study gathered the titles of the free and paid conferences attended. After reading the
educators’ responses several times, the researcher observed similar patterns emerging and
categorized the responses into five competency areas of teaching, management,
communication, professional growth, and care and protect to conducted an analysis of
handwritten data.
The researcher was especially interested in ranking the titles of the conferences by
the competency areas (see Appendix D). The top three free conferences attended, by
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frequency, were “Phonics,” “Child Rhythm,” and “Child English Education”. In
comparison, the top three paid conferences, by frequency, were, “Child Rhythm,”
“Phonics,” and “Curriculum Design for Child Physical Ability”. These all fit within the
category of teaching competence.
With regard to their current position, almost two-thirds (67.8%) were full-time
teachers. The rest were part-time administrators. For school location, the results showed
that 58.8% were located in rural areas and the rest were in urban areas. In Taiwan, there
are two kinds of nursery schools: public and private. Among the respondents, 88.2% were
teaching at private nursery schools.

Instrumentation

A survey questionnaire designed by the investigator served as the research
instrument for this study. The survey consisted of two parts: (a) educators’ demographic
information and (b) educators’ perceptions of their current status of and self-desire for
professional competence. A copy of the instrument appears in Appendix A.
The first part of the questionnaire contained eight questions regarding the
educators’ demographic information, including age, years of teaching experience, highest
education level earned, degree major, current position, number of professional conference
attended, program location (e.g., urban or rural), and program type (public or private).
The second part of the questionnaire was designed to examine preschool
educators’ perceptions regarding the current status of and self-desire for professional
competence. There were 30 separate items grouped within five competency areas, such as

46
teaching competency area (Henniger, 1999; Lu, 2000; Lu & Su, 1999); management
competency area (Lu, 2000; Lu & Su, 1999; Saracho & Spoder, 1991); communication
competency area (Lu, 2000; Lu & Su, 1999; Saracho & Spodek, 2003); professional
growth competency area (Lu, 2000; Lu & Su, 1999; Rodd, 1997); and care and protect
competency area (Lu, 2000; Lu & Su, 1999; Saracho, 1993). In total, 30 possible
statements were generated according to these themes, adapted to reflect Taiwanese
culture,. A 4-point, Likert-type response scale ranging from “4: very high” to “1: very
low” for the perceived current status and from “4: very high” to “1: very low” for selfdesire. This was applied to the statements to determine how preschool educators
perceived their professional competence.

Pilot Study

The purpose of the pilot study was to ascertain the participants’ understanding of
the questions and to enhance the validity and reliability of the questionnaire. Since the
subjects in this study were preschool educators in Taiwan, a translation of the survey
questionnaire was necessary. The researcher translated the instrument into Chinese.
Following this translation, an instructor who was teaching English in Taiwan and a
graduate student at The Pennsylvania State University edited the translation, and then a
final Chinese version was developed.
To assess content validity prior to the pilot study, a panel of experts reviewed the
survey questions (Table 3.2); they included one American professor in early childhood
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education and two Taiwanese professors in early childhood education. Following their
review, the survey was prepared for the pilot study.

Table 3.2.
Pilot Study Revisions Based on Professors’ Reviews
Original Questions

Suggestions

Final Questions

Part One

Part One

Part One

6. Do you usually attend

6. To elicit more information

6. The numbers of times

professional

about the numbers of

of you attended

conferences?

times that they attended

conferences related to

conferences.

ECEC during last two
years; list titles of free
and paid conferences.

Part Two

Part Two

Part Two

1-30 statements

1-30 add “I can” in every

1-30 statements add “I

incomplete

statements to make it more

can…” in the

clear expect item 24, it

beginning of sentences.

expresses educators’ selfwillingness
13. Dispose negotiations

13. Use “facilitate” instead

24. I actively attend inservice programs
13. I can facilitate
negotiations

28. Diagnose mental
development

28. Use “evaluate” instead

28. I can evaluate mental
development

A pilot study was conducted in Taiwan prior to the main study in order to assess
the validity and reliability of the questionnaire. Two phases were involved in the pilot
study. Phase one focused on selecting pilot study participants and distributing
questionnaires. Phase two focused on modifying the survey based on the pilot test results.
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Pilot Phase One: Selection and Distribution

The investigator contacted the director of the Early Childhood Education and
Care Department at the Meiho Institute of Technology to explain the purpose of the study.
After receiving the director’s permission and support, the investigator selected 10 inservice preschool educators who were attending classes in the department and asked them
to participate voluntarily in the pilot study. The investigator explained the survey to each
pilot study participant before they completed the survey.

Pilot Phase Two: Modification

Participants’ responses revealed that some questions had to be revised; the
researcher made some appropriate modifications (see Table 3.3). This step allowed the
assessment of the survey’s validity.
To assess its reliability, the researcher used the Cronbach alpha coefficient
(Anastasi, 1982) to determine internal consistency. A small sample (n = 10) of in-service
educators took part in the pilot study and were not part of the final research study group.
The small sample all completed their surveys. An analysis of the reliability scores
of the pilot study (see Table 3.4) showed that the scores for the five competency areas of
teaching, management, communication, professional growth, and care and protect were
0.84, 0.87, 0.81, 0.82, 0.86 in perceived current status, and 0.91, 0.94, 0.95, 0.90, 0.90 in
perceived self-desire, respectively. Following the pilot test, a final draft of the
questionnaire was developed.
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Table 3.3.
Pilot Study Revisions Based on In-service Educators’ Reviews
Original Questions

Suggestions

Final Questions

Part Two

Part Two

Part Two

5. Build positive self-

5. Use “self-confidence”

5. I can help children

image
7. Promote children’s

term for more clearly.
7. Use “guide” instead

build self-confidence
7. I can guide children’s

learning
9. Build team work

learning
9. Add “help children” to

9. I can help children

make it more clear
23. Accept new

23. Use “professional

build team work.
23. I can accept new

knowledge of early

knowledge” and

professional

childhood education

“ECEC” instead

knowledge of ECEC

Table 3.4.
Reliability Analysis of Pilot Study (n = 10)
Groups

Teaching Competency Area
Management Competency Area
Communication Competency Area
Professional Growth Competency Area
Care and Protect Competency Area

Number of Items

ACS

ASD

7
6
9
3
5

0.84
0.87
0.81
0.82
0.86
0.94

0.91
0.94
0.95
0.90
0.90
0.98
0.97

Five Areas Separately
30
Five Areas Totally
60
Note: ACS = Alpha of Current Status AD = Alpha of Self-desire
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Data Collection for the Main Study

There were two phases to the main study: (1) selecting the participants and
distributing the questionnaire, and (2) collecting and scoring the data. The questionnaire
distribution began May 3, 2005, and all questionnaires were collected by May 25, 2005.

Main Study Phase One: Selection and Distribution

The investigator contacted Dr. Lien-Hsin Chang, Head of the Department of Early
Childhood Education and Care at Meiho Institute of Technology. With his permission,
six classes and 211 students who were in-service preschool educators and enrolled in the
department became the subject populations. A total of 231 questionnaires were
distributed to in-service educators for the main study; 211 were completed and returned
for a response rate of 91%.
The researcher obtained permission from the classroom instructors by telephone a
week before they were to fill out the survey. All agreed to participate in the main study.
The researcher then visited the six classes and distributed the informed consent document
reviewed and approved by the Penn State Office for Research Protections (see Appendix
B) to participants and explained their rights.

Main Study Phase Two: Collection and Scoring

The questionnaire was then distributed to the participants. The survey consisted of
two parts. Participants completed the items in approximately 20 minutes during the class.
Part one included eight items that sought demographic information; part two included
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educators’ perceptions of the current status of and self-desire for professional competence.
To avoid confusion in part two, the investigator read the directions to the participants.
The same process was used in six separate classes. The researcher collected the
completed questionnaires and each questionnaire was given a number.
For reliability, the researcher used Cronbach’s alpha coefficient to determine the
internal consistency of the instrument. Reliability was calculated using the data provided
by the main study respondents (Table 3.5). Reliability scores for the five main
competence were 0.95 for perceived current status and 0.98 for self-desire, respectively.

Table 3.5.
Reliability Analysis of Main Study (N = 211)
Groups

Teaching Competency Area
Management Competency Area
Communication Competency Area
Professional Growth Competency Area
Care and Protect Competency Area

Five Areas Separately
Five Areas Totally

Number of Items

N

ACS

ASD

7
6
9
3
5

211
211
211
211
211

30
60

211
211

0.82
0.82
0.86
0.71
0.77
0.95

0.89
0.91
0.94
0.89
0.89
0.98
0.97

Note: ACS = Alpha of Current Status AD = Alpha of Self-desire

Data Analyses

The data analysis procedures were conducted and completed using SPSS 12.0
(Statistical Package for the Social Sciences) for Windows. Descriptive statistics were
conducted to obtain a profile of educators’ demographic variables. Table 3.6 displays the
procedures used in analyzing the data from the survey. Four research questions guided
this study:
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1. What are the educator’s perceived current status of and self-desire for
professional competence?
2. Is there a difference among educators’ characteristics in perceived current status
of and self-desire for professional competence?
3. Is there a difference in educators’ perceived current status of and self-desire for
professional competence between: (a) rural and urban area programs, and (b)
public and private programs?
4. Is there a relationship between educators’ perceived current status of and selfdesire for professional competence?

For research question 1, descriptive statistics were used to examine the data by
showing the frequency of educators’ perceived current status of and self-desire for
professional competence.
For research question 2, a one-way analysis of variance (One-Way ANOVA) was
used to examine the differences among educators’ demographic variables associated with
their perceived current status in and self-desire for professional competence. Following, a
Turkey-HSD Post hoc test was also used within each statistically significant value.
For research question 3, a t-test was used to examine the differences in educators’
perceived current status and self-desire for professional competence between: (a) rural
and urban area programs, and (b) public and private programs.
For research question 4, a bivariate correlation was conducted to examine the
relationships between the educators’ perceived current status and self-desire for
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professional competence. Correlations were conducted separately for the five competency
domains.

Table 3.6.
Data Analysis Procedures
Research Question
Q1
Q2
Q3
Q4

Data Analysis Techniques
Descriptive statistics
One-Way ANOVA; Tukey-HSD post hoc test
t-test
Bivariate correlation

Chapter Summary

This chapter presented the procedures applied in this study, which was designed
to investigate preschool educators’ perceived current status of and self-desire for
professional competence in Taiwan. First, the researcher discussed the research design
and then introduced a profile of the participants in terms of eight demographic
characteristics. Then, the development plans for the instrument were presented. Next, the
plan for the pilot studies was addressed. In the main study, approximately 91% of the
surveys (n=211) were completed and returned for data analyses. Finally, the researcher
described the data collection and data analyses procedures for the main study.
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Chapter 4
RESULTS

This chapter presents the results of the data analysis from the Professional
competence—Nursery Educators’ Survey of Taiwanese in-service educators’ perceived
current status of and self-desire for professional competence. This chapter is divided into
four sections: (a) description of the educators’ perceptions of professional competence, (b)
analysis of the differences in educators’ characteristics and the perceptions of
professional competence, (c) analysis of the difference between rural and urban areas,
and public versus private programs in perceived professional competence, and (d)
analysis of the relationship between educators’ perceptions of the current status of and
self-desire for professional competence. Four research questions guided this study. A
discussion of each research question, and the analysis of data related to answering that
question, is provided below.

Description of the Educators’ Perceptions of Professional Competence

Research Question 1
What are the educator’s perceived current status of and self-desire for
professional competence?
The questionnaire was designed to examine the preschool educators’ current
status of and self-desire for professional competence. There were 30 items, grouped
within five competency areas: teaching, management, communication, professional
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growth, and care and protect. Each dimension was composed of five competence items.
Each area had different items from teaching through care and protect, for a total of 7, 6, 9,
3, and 5 items, respectively.

Current Competence Status and Self-Desired Competence
A 4-point, Likert-type response scale ranging from “4: very high” down through
“1: very low” was applied to each item to determine how educators perceived
professional competence. Table 4.1 indicates the mean for each of the 30 items on both
dimensions based on in-service educators’ perceptions. The means for all 30 items on the
perceived current status dimension ranged form 2.86 to 3.46. The overall mean value of
the five competence areas in perceived current competence status was 3.19. The means
for the five competency areas were rated as follows: professional growth, 3.31;
communication, 3.23; care and protect, 3.21; management, 3.15; and teaching 3.11. On
the other hand, the means for all 30 items on the perceived self-desired dimension ranged
from 3.04 to 3.44. The overall mean value of the five competence areas in perceived selfdesired competence was 3.25. The means for the five competency areas were rated as
professional growth, 3.33; care and protect, 3.26; communication, 3.25; management,
3.22; and teaching, 3.21.

Three Levels of Means On Current Status and Self-Desire Dimensions
The means for all 30 items on both dimensions were divided into three levels by
the investigator, based on scores. The three levels of perceived scores were
(a) 2.80 – 3.10, lower, (b) 3.11 – 3.30, medium, and (c) 3.31 – 3.50, higher for current
competence status, and (a) 3.00 – 3.10, lower, (b) 3.11 – 3.30, medium,
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Table 4.1.
Means and Standard Deviations for Educators’ Perceived Competence (N = 211)
Current Status
Mean SD
Overall Competence
3.19 .45
Teaching Competency Area
3.11 .42
1. I can plan learning activities based on abilities and interest 2.97
.62
2. I can design activities with life- or play-orientation
3.01 .59
3. I can observe and document children’s behavior
2.98 .69
4. I can improve instruction after assessment
3.28 .54
5. I can help children build self-confidence
3.18 .63
6. I can use space and material to implement activities
3.09 .57
7. I can guide children’s learning
3.24 .59
Management Competency Area
3.15 .45
8. I can note every child’s performance
3.12 .64
9. I can help children build team-work
3.26 .56
10. I can foster appreciation of individual differences
3.06 .67
11. I can assist children to deal with peers’ relationships
3.25 .57
12. I can plan parent involvement activities
3.20 .67
13. I can facilitate negotiations
2.99 .62
Communication Competency Area
3.23 .43
14. I can interact with children positively
3.19 .56
15 I can build a loving and trusting relationship with children 3.31
.58
16. I can listen to children
3.26 .63
17 I can build a frank and trusting communication with family 3.21
.64
18 I can assist family to understand child development
3.22 .58
19 I can support and cooperate with colleagues
3.31 .61
20 I can share information with colleagues about practices
3.31 .62
21 I can respect different teaching methods
3.36 .58
22 I can apply community resources
2.86 .76
Professional Growth Competency Area
3.31 .50
23 I can accept new professional knowledge of ECEC
3.46 .57
24 I actively attend in-service programs
3.25 .70
25 I can reflect educational practices
3.21 .62
Care and Protect Competency Area
3.21 .43
26 I can do first aid
2.91 .68
27 I can maintain safe learning environment
3.32 .56
28 I can evaluate mental development
2.96 .61
29 I can maintain a clean environment
3.39 .57
30 I can teach life disciplines
3.45 .58
Category / Item

Note: response scale was: 1 = very low through 4 = very high

Self-Desire
Mean SD
3.25 .59
3.21 .51
3.21 .60
3.18 .65
3.11 .69
3.27 .64
3.27 .71
3.19 .64
3.27 .67
3.22 .59
3.21 .70
3.25 .73
3.19 .71
3.24 .73
3.22 .74
3.18 .69
3.25 .60
3.27 .69
3.29 .74
3.27 .71
3.27 .73
3.27 .70
3.30 .74
3.28 .70
3.27 .75
3.04 .75
3.33 .63
3.44 .67
3.29 .74
3.27 .69
3.26 .60
3.21 .70
3.31 .71
3.20 .67
3.28 .78
3.31 .74
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and (c) 3.31 – 3.50, higher for self-desired competence. Tables 4.2 and 4.3 indicate the
three levels of mean scores for the educators’ perceived competence on each dimension.

Table 4.2.
Levels of Means in Perceived Current Competence Status
Level / Item
Level 1- Lower (Value = 2.80 – 3.10)
I can apply community resources
I can do first aid
I can evaluate mental development
I can plan learning activities based on abilities and interest
I can observe and document children’s behavior
I can facilitate negotiations
I can design activities with life- or play-orientation
I can foster appreciation of individual differences
I can use space and material to implement activities

2.86
2.91
2.96
2.97
2.98
2.99
3.01
3.06
3.09

Level 2- Medium (Value = 3.11 – 3.30)
I can note every child’s performance
I can help children build self-confidence
I can interact with children positively
I can plan parent involvement activities
I can build a frank and trusting communication with family
I can reflect educational practices
I can assist family to understand child development
I can guide children’s learning
I can assist children to deal with peers’ relationships
I actively attend in-service programs
I can listen to children
I can help children build team-work
I can improve instruction after assessment

3.12
3.18
3.19
3.20
3.21
3.21
3.22
3.24
3.25
3.25
3.26
3.26
3.28

Level 3- Higher (Value = 3.31 – 3.50)
I can build a loving and trusting relationship with children
I can support and cooperate with colleagues
I can share information with colleagues about practices
I can maintain safe learning environment
I can respect different teaching methods
I can maintain a clean environment
I can teach life disciplines
I can accept new professional knowledge of ECEC

3.31
3.31
3.31
3.32
3.36
3.39
3.45
3.46

Note: response scale was: 1 = very low through 4 = very high

Mean
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Table 4.2 indicates that 9 items were categorized in the lower level, while 13
items were located at the medium level and 8 items were at the higher level. Among the 9
items at the lower level, most were under the teaching competency area but none were
under the professional growth competency area. At the medium level, most of the items
were in each of the management and communication competency areas but none were in
the care and protect competency area. In comparison with the higher level, most of the
items belonged to the communication, and care and protect competency areas while none
were in the teaching and management competency areas.
As shown at the lower level, the item “I can apply community resources”
presented a mean of 2.86, indicating that it had the lowest current status on the
professional competence score as perceived by preschool in-service educators in Taiwan.
However, the standard deviation for this item was 0.76, indicating a significant amount of
disagreement among these educators regarding application of resources in the community
in their settings. By contrast, the item “I can accept new professional knowledge of
ECEC” earned the highest mean––3.46 with a standard deviation of 0.57.
Table 4.3 reports that only one item stood alone at the lower level, while 26 items
were located at the medium level and 3 items were at the higher level. At the lower level,
the single item was in the communication competency area. Among the 26 items at the
medium level, the three most frequent occurring areas were in the teaching, management,
and communication competency areas. In comparison with the higher level, the three
items were under the care and protect and professional growth competency area.
As shown in Table 4.3, the lowest mean was 3.04 with a standard deviation of
0.75 for “I can apply community resources”, compared to “I can accept new professional
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Table 4.3.
Levels of Means in Perceived Self-desired Competence
Level / Item
Level 1- Lower (Value =3.00 – 3.10)

Mean

I can apply community resources

3.04

Level 2- Medium (Value = 3.11 – 3.30)
I can observe and document children’s behavior
I can design activities with life- or play-orientation
I can facilitate negotiations
I can use space and material to implement activities
I can foster appreciation of individual differences
I can evaluate mental development
I can plan learning activities based on abilities and interest
I can do first aid
I can note every child’s performance
I can plan parent involvement activities
I can assist children to deal with peers’ relationships
I can help children build team-work
I can improve instruction after assessment
I can help children build self-confidence
I can guide children’s learning
I can interact with children positively
I can listen to children
I can build a frank and trusting communication with family
I can assist family to understand child development
I can respect different teaching methods
I can reflect educational practices
I can share information with colleagues about practices
I can maintain a clean environment
I can build a loving and trusting relationship with children
I actively attend in-service programs
I can support and cooperate with colleagues

3.11
3.18
3.18
3.19
3.19
3.20
3.21
3.21
3.21
3.22
3.24
3.25
3.27
3.27
3.27
3.27
3.27
3.27
3.27
3.27
3.27
3.28
3.28
3.29
3.29
3.30

Level 3- Higher (Value = 3.31 – 3.50)
I can maintain safe learning environment
I can teach life disciplines
I can accept new professional knowledge of ECEC
Note: response scale was: 1 = very low through 4 = very high

3.31
3.31
3.44

knowledge of ECEC”, which earned the highest mean, 3.44 (SD=0.75). Like the
perceived current status of professional competence, in-service preschool educators in

60
Taiwan were least interested in gaining communication competency area with the
community. By contrast, they had a very high self-desired competence to gain new
professional knowledge of early childhood education and care.

Summary

The overall mean score indicates that in-service educators’ perceived professional
competence higher on the self-desire dimension than on the current status dimension.
Within the five professional competence areas, the means revealed that the in-service
educators had higher differences with 0.2 on current status versus 0.1 on self-desire for
professional competence. The mean scores for the 30 items were divided into three levels
by the investigator, based on the educators’ responses. In the current status dimension
most higher-level perceived competence fell in the communication and the care and
protect competency areas, while most lower-level competence fell in the teaching
competency area. On the self-desire dimension most higher-level desired competence fell
in the professional growth and care and protect competency areas while only one lowerlevel desired competence fell into the communication competency area. In addition, the
item “I can accept new professional knowledge of ECEC,” with the highest mean on both
dimensions had the highest current competence level and evidenced the highest selfdesire for competence development; however, the item “I can apply community
resources,” with the lowest mean on both dimensions had the lowest current competence
level and evidenced the least self-desire for competence development.
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Analysis of the Differences in Educators’ Characteristics and the Perceptions of
Professional Competence

Research Question 2
Is there a difference among educators’ characteristics in perceived current status
of and self-desire for professional competence?
In order to determine which factors may influence in-service educators’
perceptions of professional competence, a one-way ANOVA and a t-test were applied to
appropriate survey questions. Demographic information included age, years of teaching
experience, the highest education level earned, degree major, current position, and
professional conference attended. The results for Research Question 2 are shown below.

Age and Perceived Current Competence Status
The investigator assumed that the educators’ perceived current status and selfdesire for professional competence would vary according to the ages of the educators.
The descriptive statistics and one-way ANOVA results for educators’ perceived current
status by age groups are in Tables 4.4 and 4.5.
Table 4.4 reports the mean values for all educators by age and reveals that those
who were older had higher perceived competence in all five competency areas than those
who were younger. In addition, educators aged 40 to 53 had the highest mean value (3.41)
on perceived current competence status in the professional growth competency area,
while those aged 20 to 29 had the lowest mean value (3.02) on perceived current status of
teaching competency area.
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Table 4.5 indicates that educators’ ages were significantly related to educators’
perceived current status on professional competence. Different age groups differed
significantly on “teaching competency area” (p=0.01) and “management competency
area” (p=0.04) as shown in Table 4.5. Means and post hoc test results for these perceived
levels of competence by different age groups are presented in Table 4.6.

Table 4.4.
Educators’ Perceived Current Competence Status by Age Group
Current Competence Status by
Age Group
Teaching Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Management Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Communication Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Professional Growth Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Care and Protect Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total

N

Mean

SD

Range
Low High

67
90
53
210

3.02
3.10
3.24
3.11

.40
.43
.39
.42

2.29
2.29
2.29
2.29

4.00
4.00
4.00
4.00

67
91
53
211

3.06
3.13
3.27
3.15

.44
.46
.44
.45

2.33
2.00
1.83
1.83

4.00
4.00
4.00
4.00

67
90
51
208

3.19
3.20
3.32
3.23

.41
.43
.45
.43

2.00
2.33
2.00
2.00

4.00
4.00
4.00
4.00

66
90
53
209

3.21
3.33
3.41
3.31

.52
.47
.51
.50

1.67
2.00
2.33
1.67

4.00
4.00
4.00
4.00

67
91
52
210

3.17
3.18
3.30
3.21

.44
.42
.45
.43

2.20
2.00
2.00
2.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high
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Table 4.5.
One-Way ANOVA for Educators’ Perceived Current Competence Level, by Age Group
Source
Teaching Competency Area
Between Groups
Within Groups
Total
Management Competency Area
Between Groups
Within Groups
Total
Communication Competency Area
Between Groups
Within Groups
Total
Professional Growth Competency Area
Between Groups
Within Groups
Total
Care and Protect Competency Area
Between Groups
Within Groups
Total

df

SS

MS

F

p

2
207
209

1.52
35.18
36.70

.76
.17

4.46

.01

2
208
210

1.32
41.42
42.74

.66
.20

3.32

.04

2
205
207

.64
37.07
37.71

.32
.18

1.77

.17

2
206
208

1.26
51.20
52.47

.63
.25

2.54

.08

2
207
209

.55
38.48
39.03

.27
.19

1.47

.23

The Tukey-HSD post hoc test (Table 4.6) was used to identify the specific
differences among the age groups. The scores for educators’ ages 40 to 53 were
significantly higher from those aged 20 to 29 on perceived current competence status in
the teaching competency and management competency areas. Thus, older educators had
higher perceived competence in the teaching and management competence areas than do
younger educators.
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Table 4.6.
The Tukey-HSD post hoc test Results for Perceived Current Status, by Age Group
Current Status of Teaching Competency Area, by Age Group
Mean
Age Groups
20-29 yrs.
30-39 yrs.
3.02
20-29 yrs.
3.10
30-39 yrs.
3.24
40-53 yrs.
*
Current Status of Management Competency Area, by Age Group
Mean
Age Groups
20-29 yrs.
30-39 yrs.
3.06
20-29 yrs.
3.13
30-39 yrs.
3.27
40-53 yrs.
*
*. The mean difference is significant at the .05 level.

40-53 yrs.
*

40-53 yrs.
*

Age Group and Perceived Self-Desired Competence
Educators’ perceived self-desire for professional competence are reported in
Table 4.7, by age group. Table 4.7 shows that educators aged 40 to 53 had the highest
mean value (3.41) on perceived self-desire for professional growth competency area,
while those aged 20 to 29 had the lowest mean value (3.18) on perceived self-desire for
management competency area. Moreover, it shows actual differences in mean values
across three age groups in educators’ perceived self-desire for professional competence.
On the age variable, the educators did not differ statistically.

Table 4.7.
Educators’ Perceived Self-Desired Competence by Age Group
Self-Desired Competence by
Age Groups
Teaching Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total

N

Mean

SD

Range
Low High

67
90
53
210

3.20
3.23
3.23
3.22

.42
.50
.63
.51

2.00
1.57
1.00
1.00

4.00
4.00
4.00
4.00
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Table 4.7. (cont’d)
Self-Desired Competence by
Age Groups
Management Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Communication Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Professional Growth Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total
Care and Protect Competency Area
20-29 yrs.
30-39 yrs.
40-53 yrs.
Total

N

Mean

SD

Range
Low High

67
91
53
211

3.18
3.19
3.31
3.21

.54
.59
.65
.59

1.83
1.00
1.00
1.00

4.00
4.00
4.00
4.00

67
90
51
208

3.21
3.21
3.36
3.25

.51
.62
.67
.60

2.11
1.00
1.00
1.00

4.00
4.00
4.00
4.00

66
90
53
209

3.33
3.29
3.41
3.33

.53
.65
.70
.63

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

66
91
52
209

3.26
3.22
3.33
3.26

.54
.62
.63
.60

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high

Years of Teaching and Perceived Current Competence Status
The investigator assumed that the educators’ perceived current competence status
of and self-desire for professional competence would vary according to the educators’
years of teaching experience. The descriptive statistics and a one-way ANOVA results
for educators’ perceived professional competence across the three groups according to
their years of teaching experience appear in Tables 4.8 and 4.9.
The mean scores as shown in Table 4.8 reveal that those who had more teaching
experience had higher perceived competence in all five competency areas than those with
fewer years teaching experience. In addition, the educators who had 11-24 years of
teaching experience had the highest mean score (3.41) on perceived current competence
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status in the professional growth competency area, while educators who had 1-5 years of
teaching experience had the lowest mean score (2.96) for perceived current competence
status in the teaching competency area.

Table 4.8.
Educators’ Perceived Current Competence Status by Years of Teaching Experience
Current Competence Status by
Years of Teaching Experience
Teaching Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Management Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Communication Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Professional Growth Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Care and Protect Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total

N

Mean

SD

Range
Low High

67
78
70
210

2.96
3.13
3.20
3.11

.43
.38
.42
.42

2.29
2.29
2.29
2.29

4.00
4.00
4.00
4.00

63
78
70
211

2.98
3.18
3.26
3.15

.46
.39
.47
.45

2.33
2.17
1.83
1.83

4.00
4.00
4.00
4.00

63
77
68
208

3.11
3.24
3.33
3.23

.42
.40
.44
.43

2.00
2.22
2.00
2.00

4.00
4.00
4.00
4.00

62
78
69
209

3.20
3.32
3.41
3.31

.51
.51
.48
.50

2.00
1.67
2.33
1.67

4.00
4.00
4.00
4.00

63
78
69
210

3.10
3.22
3.28
3.21

.45
.40
.43
.43

2.00
2.00
2.20
2.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high

Table 4.8 data show that educators’ years of teaching experience were significantly
related to educators’ perceived current status of professional competence. Significant
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differences by teaching experience were found on “teaching competency area” (p=0.00),
“management competency area” (p=0.00), and “communication competency area”
(p=0.01) as shown in Table 4.9. Means and post hoc test results by educators’ levels of
experience are presented in Table 4.9 and 4.10.

Table 4.9.
One-Way ANOVA for Educators’ Perceived Current Competence Status by Years of
Teaching Experience
Source
Teaching Competency Area
Between Groups
Within Groups
Total
Management Competency Area
Between Groups
Within Groups
Total
Communication Competency Area
Between Groups
Within Groups
Total
Professional Growth Competency Area
Between Groups
Within Groups
Total
Care and Protect Competency Area
Between Groups
Within Groups
Total

df

SS

MS

F

p

2
207
209

1.97
34.73
36.70

.99
.17

5.88

.00

2
208
210

2.62
40.13
42.74

1.31
.19

6.79

.00

2
205
207

1.68
36.03
37.71

.84
.18

4.77

.01

2
206
208

1.33
51.14
52.47

.67
.25

2.67

.07

2
207
209

1.14
37.89
39.03

.57
.18

3.11

.06

The Tukey-HSD Post hoc test (Table 4.10) was examined to locate the areas of
specific difference among educators by years of teaching experience. The scores of
educators who had 11-24 years of teaching experience were significantly higher from
those who had 1-5 years with regard to perceived current competence status for the

68
teaching, management, and communication competency areas. Thus, educators with more
teaching experience had higher perceptions of current competence status in each of the
teaching, management, and communication competence areas than did those educators
with less teaching experience. It should be noted that the scores of the educators who had
6-10 or 11-24 years of teaching experience were significantly higher from those
educators who had 1-5 years of teaching experience with regard to perceived current
competence status in the management competency area. Thus, educators with 6 or more
years of teaching experience reported higher current competence in the management
competency area than did educators with 1-5 years of experience.

Table 4.10.
The Tukey-HSD Post hoc test for Educators’ Perceived Current Competence Status by
Years of Teaching Experience
Current Status of Teaching Competency Area by Years of Teaching Groups
Mean
Years of Teaching
1-5 yrs.
6-10 yrs. 11-24 yrs.
2.96
1-5 yrs.
*
3.13
6-10 yrs.
3.20
11-24 yrs.
*
Current Status of Management Competency Area by Years of Teaching Groups
Mean
Years of Teaching
1-5 yrs.
6-10 yrs. 11-24 yrs.
2.98
1-5 yrs.
*
*
3.18
6-10 yrs.
*
3.26
11-24 yrs.
*
Current Status of Communication Competency Area by Years of Teaching Groups
Mean
Years of Teaching
1-5 yrs.
6-10 yrs. 11-24 yrs.
3.11
1-5 yrs.
*
3.24
6-10 yrs.
3.33
11-24 yrs.
*
*. The mean difference is significant at the .05 level.
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Years of Teaching and Perceived Self-Desired Competence

The educators’ perceived self-desire for professional competence is reported in
Tables 4.11 and 4.12. The mean scores for all educators as shown in Table 4.11 reveal
that those with 1-5 and 11-24 years of teaching experience had higher levels of selfdesired competence in all five competency areas than did those who had 6-10 years of
teaching experiences. In addition, educators with 11-24 years of teaching experience had
the highest mean score (3.41) on perceived self-desired competence in the
communication competency area, while educators with 6-10 years of teaching experience
had the lowest mean score (3.11) on perceived self-desired competence in the
management competency area.
Table 4.11 data show that educators’ years of teaching experience significantly
influenced educators’ perceived self-desire for professional competence. Different levels
of teaching experience differed significantly on “management competency area” (p=0.03),
“communication competency area” (p=0.02), and “care and protect competency area”
(p=0.04) as shown in Table4.12. Means and post hoc test results for their perceived
competence among the educators’ levels of experience are presented in Table 4.13.
The Tukey-HSD post hoc test (Table 4.13) was interpreted to locate the areas of
specific difference among educators by years of teaching experience. The scores of
educators with 11-24 years of teaching experience were significantly higher from those
educators with 6-10 years with regard to perceived self-desired competence in the
management competency, communication competency, and care and protect competency
areas. Thus, educators with 11-24 years of teaching experience had higher levels of self-
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desired competence in the management competency, communication competency, and
care and protect competency areas than educators with 6-10 years of experience.

Table 4.11.
Educators’ Perceived Self-Desired Competence by Years of Teaching Experience
Self-Desired Level of Competence by
Years of Teaching Experience
Teaching Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Management Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Communication Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Professional Growth Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total
Care and Protect Competency Area
1-5 yrs.
6-10 yrs.
11-24 yrs.
Total

N

Mean

SD

Range
Low High

63
77
70
210

3.24
3.12
3.32
3.22

.42
.52
.55
.51

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

63
78
70
211

3.18
3.11
3.36
3.21

.51
.63
.59
.59

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

63
77
68
208

3.22
3.14
3.41
3.25

.51
.66
.58
.60

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

62
78
69
209

3.36
3.25
3.40
3.33

.53
.68
.65
.63

2.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

62
77
70
209

3.27
3.14
3.39
3.26

.52
.67
.56
.60

2.00
1.00
1.40
1.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high
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Table 4.12.
One-Way ANOVA for Educators’ Perceived Self-Desired Competence by Years of
Teaching Experience
Source
Teaching Competency Area
Between Groups
Within Groups
Total
Management Competency Area
Between Groups
Within Groups
Total
Communication Competency Area
Between Groups
Within Groups
Total
Professional Growth Competency Area
Between Groups
Within Groups
Total
Care and Protect Competency Area
Between Groups
Within Groups
Total

df

SS

MS

F

p

2
207
209

1.53
52.31
53.84

.76
.25

3.02

.06

2
208
210

2.41
71.19
73.59

1.20
.34

3.52

.03

2
205
207

2.71
72.37
75.08

1.35
.35

3.84

.02

2
206
208

.93
81.63
82.56

.47
.40

1.17

.31

2
206
208

2.32
72.16
74.48

1.16
.35

3.31

.04

Table 4.13.
The Tukey-HSD post hoc test for Educators’ Perceived Self-Desired Competence by
Years of Teaching Experience
Self-Desire for Management Competency Area by Years of Teaching
Mean
Years of Teaching
1-5 yrs.
6-10 yrs.
3.18
1-5 yrs.
3.11
6-10 yrs.
3.36
11-24 yrs.
*
Self-Desire for Communication Competency Area by Years of Teaching
Mean
Years of Teaching
1-5 yrs.
6-10 yrs.
3.22
1-5 yrs.
3.14
6-10 yrs.
3.41
11-24 yrs.
*

11-24 yrs.
*

11-24 yrs.
*
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Table 4.13. (cont’d)
Self-Desire for Care and Protect Competency Area by Years of Teaching
Mean
Years of Teaching
1-5 yrs.
6-10 yrs.
3.27
1-5 yrs.
3.14
6-10 yrs.
3.39
11-24 yrs.
*
*. The mean difference is significant at the .05 level.

11-24 yrs.
*

Conference Attended and Perceived Current Competence Status
The investigator assumed that the educators’ perceived current status of and selfdesire for professional competence would vary according to the educators’ professional
conference attended. In Taiwan, most conferences were short presentation on lecture
during one or two hours. Descriptive statistics and a one-way ANOVA result for
educators’ perceived current status of professional competence are in Tables 4.14 and
4.15.

Table 4.14.
Educators’ Perceived Current Competence Status by Instances of Conference Attended
Current Status
Instances of Conference Attended
Teaching Competency Area
0-5 times
6-10 times
11-35 times
Total
Management Competency Area
0-5 times
6-10 times
11-35 times
Total
Communication Competency Area
0-5 times
6-10 times
11-35 times
Total

N

Mean

SD

Range
Low High

93
69
48
210

3.01
3.16
3.23
3.11

.42
.40
.40
.42

2.29
2.29
2.29
2.29

4.00
4.00
4.00
4.00

93
70
48
211

3.06
3.21
3.22
3.15

.50
.39
.41
.45

1.83
2.33
2.33
1.83

4.00
4.00
4.00
4.00

91
70
47
208

3.15
3.30
3.27
3.23

.46
.38
.42
.43

2.00
2.56
2.33
2.00

4.00
4.00
4.00
4.00
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Table 4.14. (cont’d)
Current Status
Instances of Conference Attended
Professional Growth Competency Area
0-5 times
6-10 times
11-35 times
Total
Care and Protect Competency Area
0-5 times
6-10 times
11-35 times
Total

N

Mean

SD

Range
Low High

91
70
48
209

3.18
3.37
3.47
3.31

.54
.45
.46
.50

1.67
2.33
2.33
1.67

4.00
4.00
4.00
4.00

93
69
48
210

3.13
3.28
3.26
3.21

.46
.40
.39
.43

2.00
2.20
2.40
2.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high

The mean scores for all educators as shown in Table 4.14 reveal that those with 6
or more professional conference attended reported higher current competence in five
competency areas than those with 0-5 professional conference attended. In addition, the
educators with 11-35 professional conference attended had the highest mean score (3.47)
on perceived current competence status in the professional growth competency area,
while educators with 0-5 conferences attended had the lowest mean score (3.01) on
perceived current competence status in the teaching competency area.
Table 4.15 data show that number of instances of educators’ conference attended
significantly influenced the perceived current competence status in their professional
competence. Different numbers of professional conference attended influenced
significantly perceived conference on “teaching competency area” (p=0.01), and
“professional growth competency area” (p=0.00) as shown in Table 4.15. This means that
significant differences exist among the three groups. To identify specifically which
groups are different within these two competency areas, a Tukey-HSD post hoc test was
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used. Means and post hoc test results for these perceived competence areas by educators’
instances of conference attended are presented in Table 4.16.
Table 4.15.
One-Way ANOVA for Educators’ Perceived Current Competence Status by Instances of
Conference Attended
Source
Teaching Competency Area
Between Groups
Within Groups
Total
Management Competency Area
Between Groups
Within Groups
Total
Communication Competency Area
Between Groups
Within Groups
Total
Professional Growth Competency Area
Between Groups
Within Groups
Total
Care and Protect Competency Area
Between Groups
Within Groups
Total

df

SS

MS

F

p

2
207
209

1.90
34.89
36.70

.90
.17

5.35

.01

2
208
210

1.16
41.59
42.74

.58
.20

2.90

.06

2
205
207

1.08
36.63
37.71

.54
.18

3.02

.06

2
206
208

2.99
49.48
52.47

1.50
.24

6.23

.00

2
207
209

0.98
38.04
39.03

.49
.18

2.68

.07

The Tukey-HSD post hoc test (Table 4.16) was interpreted to locate the areas of
specific difference among educators by numbers of instances of conference attended. The
scores of educators who had attended 11-35 times were significantly higher from those
for educators who had attended 0-5 times with regard to perceived current competence
status in the teaching competency and professional growth competency areas. Thus,
educators with more instances of professional conference attended had higher perceived
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competence on current status for both the teaching and professional growth competence
areas than did educators with fewer occasions of conference attended.

Table 4.16.
Tukey-HSD post hoc test for Educators’ Perceived Current Status by Instances of
Conference Attended
Current Status of Teaching Competency Area by Instances of Conference Attended
Numbers of Conferences Attended
Mean
0-5 times
6-10 times 11-35 times
3.01
0-5 times
*
3.16
6-10 times
3.23
11-35 times
*
Current Status of Professional Growth Competency Area by Instances of Conference Attended
Numbers of Conferences Attended
Mean
0-5 times
6-10 times 11-35 times

3.18
0-5 times
3.37
6-10 times
3.47
11-35 times
*. The mean difference is significant at the .05 level.

*
*

Conference Attended and Perceived Self-Desired Competence
The educators’ perceived self-desire for professional competence are in Table
4.17. The mean scores as shown in Table 4.17 reveal that those with 11-35 instances of
conference attended had the highest mean score (3.50) on the perceived self-desired
competence in the professional growth competency area, while educators with 0-5
instances of conference attended had the lowest mean score (3.16) on the management
competency area. In Taiwan, those conferences educators attended were short
presentation during one or two hours. Table 4.17 shows actual differences in mean values
across three groups in educators’ perceived self-desire for professional competence.
However, it reveals that educators’ perceived self-desire for professional competence did
not statistically differ by their number of instances of conference attended.
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Table 4.17.
Educators’ Perceived Self-Desired Competence by Instances of Conference Attended
Self-Desired Competence by
Instances of Conference Attended
Teaching Competency Area
0-5 times
6-10 times
11-35 times
Total
Management Competency Area
0-5 times
6-10 times
11-35 times
Total
Communication Competency Area
0-5 times
6-10 times
11-35 times
Total
Professional Growth Competency Area
0-5 times
6-10 times
11-35 times
Total
Care and Protect Competency Area
0-5 times
6-10 times
11-35 times
Total

N

Mean

SD

Range
Low High

92
70
48
210

3.21
3.17
3.33
3.22

.42
.55
.59
.51

2.29
1.00
1.00
1.00

4.00
4.00
4.00
4.00

93
70
48
211

3.16
3.18
3.36
3.21

.56
.62
.60
.59

1.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

91
70
47
208

3.21
3.21
3.38
3.25

.58
.64
.59
.60

1.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

91
70
48
209

3.30
3.26
3.50
3.33

.57
.69
.62
.63

1.00
1.00
1.00
1.00

4.00
4.00
4.00
4.00

93
69
47
209

3.22
3.21
3.42
3.26

.58
.64
.56
.60

1.00
1.00
1.40
1.00

4.00
4.00
4.00
4.00

Note: response scale was: 1 = very low through 4 = very high

Education Level, Degree Major, and Current Position
The investigator assumed that the educators’ perceived current status of and selfdesire for professional competence would vary according to the educators’ highest
education level attained, degree major, and current position. The descriptive statistics and
a t-test were conducted to learn more about educators’ perceived current statuses of and
self-desire for professional competence, by the three demographic characteristics.
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According to the t-test analysis, there is no significant mean difference between
the educators with a high school degree and those with an associate degree, between the
educators who had an ECEC-related degree major and those who had other degree majors,
and between the educators with full-time positions and those with part-time
administrative positions with regard to perceived current status of and self-desire for
professional competence.
In this study, there were two education level groups, including vocational school
diploma with 78.2% and associate degree with 21.8%. Those who were with associate
degree all at their first year technical college (two-year program). Thus, there were no
significant mean differences in these two groups. In addition, among these participants,
approximately two-thirds had obtained specialized training in ECEC, including the
department of Early Childhood Education and Care, Nursing, and Home Economics;
however, most of them were at their first year program. Thus, there were no significant
mean differences between those who with ECEC-related degree major and with other
degree majors.

Summary

According to the results of the Tukey-HSD post hoc test, those who were older,
more teaching experience, and more instances of conference attended had significantly
higher mean scores in teaching competency area than those who were younger, less
teaching experience, and few instances of conference attended. On the other hand,
educators with over 10 years of teaching experience had higher levels of self-desire on
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management competency, communication competency, and care and protect competency
areas than did educators with 6-10 years of experience. However, the results were very
similar to those from the comparison of educators’ characteristics by highest education
level earned, degree major, and current position. Especially, those who were with
associate degree all at their first year technical college program. Moreover, among these
participants, approximately two-thirds had obtained specialized training related to ECEC
most of them were at their first year program.

Analysis of the Difference between Rural and Urban Areas, and Public
versus Private Programs in Perceived Professional competence

Research Question 3
Is there a difference in educators’ perceived current status of and self-desire for
professional competence between: (a) rural and urban area programs, and (b) public and
private programs?

School Location and Perceived Professional Competence
The investigator assumed that the educators’ perceived current status of and selfdesire for professional competence would differ between rural and urban areas. The
descriptive statistics and a t-test were conducted to learn more about educators’ perceived
current status of and self-desire for professional competence across two school locations.
According to the t-test analysis, there is no significant mean difference between the
educators who work in rural and urban areas with regard to perceived current status of
and self-desire for professional competence.
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School Type and Perceived Professional Competence
The investigator assumed that the educators’ perceived current status of and selfdesire for professional competence would differ between public and private schools. A ttest result for educators’ perceived current status of professional competence may be
found in Table 4.18.

Table 4.18.
T-test for Educators’ Perceived Current Competence Status by School Type
Current Status by School Type
Teaching Competency Area
Public
Private
Management Competency Area
Public
Private
Communication Competency Area
Public
Private
Professional Growth Competency Area
Public
Private
Care and Protect Competency Area
Public
Private

N

Mean

SD

t-value

p

24
185

3.02
3.12

.32
.43

-1.33

.20

24
186

3.01
3.17

.35
.46

-2.04

.04

24
183

3.11
3.25

.34
.43

-.1.75

.09

24
184

3.33
3.31

.53
.50

.20

.84

24
185

3.15
3.22

.40
.44

-.73

.47

Note: response scale was: 1 = very low through 4 = very high

As the results in Table 4.18 show, educators’ perceived current competence status
in the their management competence was significantly different between those who
worked in public schools and those who worked in private schools. Private school
educators reported a higher level of competence on the management competency area
than did public educators. However, there was no significant difference between the
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educators who worked at both types of school with regard to perceived self-desire for
professional competence.

Summary

The mean differences between rural educators and urban educators were very
slight for perceived current status of and self-desire for professional competence, as were
the differences between public school educators and private school educators.
Consequently, it may be statistically concluded that private school educators reported
higher management competency area than did public school educators.

Analysis of the Relationship between Educators’ Perceptions of the Current Status
of and Self-Desire for Professional competence

Research Question 4
Is there a relationship between educators’ perceived current status of and selfdesire for professional competence?

Relationship between Current Competence Status and Self-Desired Competence by
Competency Area
In order to examine the relationships between the educators’ perceived current
status of and self-desire for professional development by three levels of current status, a
bivariate correlation analysis using Pearson product-moment correlation coefficient was
conducted. The results were summarized in Table 4.19.
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The findings revealed that when current status was at the lower level, there was a
very low relationship between each aspect of perceived current competence status and its
corresponding aspect of self-desire for professional development. In other words, these
very low degrees of relationship indicated a trend that educators with a lower level of
perceived current competence status were did not exhibit a discernable pattern with
regard to further professional competence development. Additionally, when current status
was at the higher level, there was a significantly fair degree of relationship at the .05 level
between each aspect of perceived current competence status and its corresponding aspect
of self-desire for competence development. In other words, educators with a higher level
of perceived current competence status were more likely to have a higher level of selfdesire with regard to professional competence.

Table 4.19.
Correlation Coefficient of Perceived Current Competence Status by Competence Area
Current Competence Status

N CS/SD Current Competence Status

(at lower level)

N CS/SD

(at higher level)

Teaching Competency Area

114

0.055 Teaching Competency Area

Management Competency Area

107 -0.059 Management Competency Area

55 0.315*
81 0.187

Communication Competency Area

93 -0.101 Communication Competency Area

88 0.180

Professional Growth Competency Area

96 -0.005 Professional Growth Competency Area

92 0.247*

0.040 Care and Protect Competency Area

90 0.254*

Care and Protect Competency Area

103

Current competence status at lower level with means < 3.11
Current competence status at higher level with mean > 3.30
CS/SD: the correlation coefficient between current competence status and self-desired competence
Note: *. Correlation is significant at the 0.05 level
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Chapter Summary
In sum, the detailed results of the statistical analyses, including descriptive
statistics, One-Way ANOVA, Tukey-HSD test, independent t-test, and bivariate
correlation analysis, were presented in the foregoing sections. Here, summarize the
findings for professional competence to show an overall picture of how Taiwanese inservice preschool educators perceived their competence.
First, the results of the means indicate that in-service educators’ perceived
professional competence were higher on the self-desire dimension than on the current
status dimension. Based on the educators’ responses on the current status dimension,
most higher-level perceived competence fell into the communication and care and protect
competence areas while most lower-level competence fell into the teaching competency
area. On the self-desire dimension, most higher-level desired competence fell into the
care and protect and professional growth competency areas while only one lower-level
desired competency fell into the communication competency area.
Second, the results indicated that four educator characteristics––age, years of
teaching experience, instances of conference attended, and school type––significantly
influenced the educators’ perceived current status of their professional competence.
Specifically, among the age groups, the educators aged 40 to 53 had a significantly higher
mean score on both the teaching and management competence areas than did educators
aged 20 to 29. With regard to number of years of teaching experience, educators with 1124 years of teaching experience had significantly higher mean scores in the teaching,
management, and communication competence areas than did educators with 1-5 years of
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teaching experience. Moreover, the educators with 6 or more years of teaching
experience had a significantly higher mean score on the management competency area
than did educators with 1-5 years of experience. Among those attending conferences,
educators with 11-35 instances of conference attended had a significantly higher mean
score on both the teaching and professional growth competence areas than did educators
with 0-5 instances of conference attended. Between school types, educators who worked
at private schools had a significantly higher mean score on the management competency
area than did public school educators.
Third, the results indicated that only one educator’s characteristic, “years of
teaching experience”, was significantly related to the educators’ perceived self-desire for
professional competence. Specifically, the educators with 11-24 years of teaching
experience reported higher level of self-desired competence in the management,
communication, and care and protect competence areas than did educators with 6-10
years of experience.
Fourth, the results indicated that the educators’ perceived current competence
status was at the lower level, there was a very low relationship between each aspect of
perceived current competence status and its corresponding aspect of self-desire for
professional development. In other words, for those who scored at low current status,
there were no apparent relationship to perceive need. Additionally, when current status
was at the higher level, this indicated that educators were more likely to have a higher
level of self-desire with regard to competence development.
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Chapter 5
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS

This study was designed to investigate in-service preschool educators’
perceptions of the current status of and self-desire for professional competence.
Information on the educators’ views can be used as a reference for their professional
growth, and by higher education institutions and in-service training programs in
designing ideal curricula to ensure proper learning and developmental outcomes for
young children.
This study began with an investigation of Taiwanese in-service preschool
educators’ perceptions of their current status of and self-desire for professional
competence, followed by an examination of differences among educators’ characteristics
on their perceptions of current status and self-desired competence, and then explored the
relationship between perceived current competence status and among these Taiwanese
preschool educators.
The instrument for this study was a survey questionnaire that had two parts. Part
One had 8 demographic questions; Part Two had 30 Likert-scaled questions in each
dimension of current status and self-desire. A sample of 211 in-service educators who
enrolled in the ECEC department at the Meiho Institute of Technology in Pingtung,
Taiwan, was selected for this study.
Data gathered were analyzed using the following statistical procedures: (a)
Descriptive Statistics; (b) One-Way ANOVA; (c) t-test; (d) the Tukey-HSD Posthoc test;
and (e) bivariate correlation.
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This chapter is organized as follows: (a) discussion of the findings, (b)
conclusions, (c) recommendations for practice.

Discussion of the Findings

The following findings are based on the results from this study and support those
from other research that examined in-service preschool educators’ perceptions regarding
the current status of and self-desire for professional competence. The major findings from
this study are described below.

Research Question 1
What are the educator’s perceived current status of and self-desire for professional
competence?

Finding 1. Perceptions of Current Competence Status and Self-Desired Competence
First, the overall mean score indicates that in-service educators’ perceived
professional competence were higher on the self-desire dimension with a mean of 3.25
than on the current status dimension with a mean of 3.19. Within the five professional
competence areas, the means revealed that the in-service educators had higher differences
with 0.2 on current status versus 0.1 on self-desire for professional competence. In recent
years, early childhood educators’ concerns about the preparation of practitioners have
lead to calls for increased professionalism (Saracho & Perters, 1988). For a profession to
render services, professionalism is required. Further, Bredekamp and Willer (1993)
proposed that the process of professionalism include the improvement of knowledge and
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competence of practitioners because competent educators who work with young children
are essential to ensuring the high quality of early childhood education programs.
According to the results from this study, educators place high scores on self-desired
competence to heighten personal change and growth––the researcher believes that inservice educators identify themselves as members of the early childhood profession to
commit to professional development and to raise the cognitive content in this field.
Second, based on the educators’ responses on the current status dimension, most
higher-level perceived competence fell in the communication and the care and protect
competence areas while most lower-level competence fell in the teaching competency
area; in the self-desire dimension most higher-level desired competency fell in the care
and protect, and professional growth competency areas while only one lower-level
desired competency fell in communication with community. It is widely acknowledged
that most preschool education is provided by preschool educators. The effectiveness of
preschool programs can thus be linked to educators’ essential competence to perform
work that relates to the development and learning of young children (Honing, 1996).
Through self-evaluation educators can confirm whether they are competent to work with
young children and to better understanding the areas in which they need more experience
and knowledge to renew and raise competency areas.
In the investigator’s opinion, the improvement of professional competence should
enhance the lower-level current status of competence and meet higher-level desired
competence. According to this study, on the current status dimension most lower-level
competency fell in the teaching competency area, in fact, teaching young children is a
demanding task that calls for both knowledge and skills. Both theoretic knowledge and
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practical skills are needed for practitioners to learn (Albarado, 1994). Theoretical
knowledge stimulates and directs an educator towards professional thinking and guides
educator’s ideas, indirectly influencing practices such as making decisions about
curriculum planning that meet children’s demands and indirectly influence teaching
practices. And the educators are more skillful in teaching and in dealing with children
when they understand more about children (Hsu, 2002). On the self-desire dimension,
most higher-level desired competence fell in the care and protect, and professional
growth competency areas. The researcher believes that the desired competency for the
care and protect competency area reveals that a safe and healthy learning environment is
critical. As stated by Phillips and Howes (1987), children performed better in cognitive
skills and social competences in a safe physical environment. Further, educators’
evaluation of mental development may enhance children’s emotional growth by
encouraging them to perform independently and cooperatively (Lu & Su, 1999; Saracho,
1993). Moreover, concern about children’s nutrition and ill health is revealed in efforts to
maintain clean environments where children have opportunities to develop neat habits
and where teachers assist children in acquiring desirable behaviors for daily life. The
desired competency for the professional growth competency area that not only help
educators to be more sensitive and involved with children in stimulating ways but also
help them to analyze their own practice, lead to individually improved competence level
in the future.
Third, study results show that the item “I can accept new professional knowledge
of ECEC,” which had the highest mean on both dimensions was perceived the highest
level of competence and with the highest desired for competence development. The item
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“I can apply community resources,” which had the lowest mean on both dimensions was
perceived the lowest level of competence level and with the least desired for competence
development. This means that in-service preschool educators in Taiwan were very high
on growth and had very high self-desired competence for new professional knowledge of
early childhood education and care. However, they perceived the lowest level of
competence and with the least amount of self-desired competence on communication
with community.
Based on Katz’s (1972) theory of stages in the preschool educator’s concerns, in
general, the educator is concerned with how to deal with children’s troubled behavior,
and how to improve their own skills and obtain new insights into the profession. With the
highest mean score responses, the researcher believes that educators accept new
professional knowledge through research on web sites and in discussions with colleague;
such exchanges are unlimited by time and place. Communications with communities
place emphasis on educators’ assisting families in obtaining community services to help
their children (Saracho & Spodek, 2003), such as collaborating with social workers,
psychologists, religious groups, and family associations. In early childhood care and
education, professionalism involves the use of professional knowledge and skills to meet
the needs of children and families and collaborate with community agencies and other
professional groups (Decker & Decker, 2005). With the lowest mean score responses,
this research shows that Taiwanese society does not value collaborations with community
agencies and other professional groups. The main reason is that these agencies are not
well known and sometimes do not even know themselves how they apply to citizens’
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daily lives. To be effective in their job, educators need to relate positively with families,
center administrators, and communities.

Research Question 2
Is there a difference among educators’ characteristics in perceived current status
of and self-desire for professional competence?

Finding 2.1: Age Group and Current Competence Status
According to the results, educators’ ages significantly influenced their perceptions
of the current status of their professional competence. Educators aged 40 to 53 differed
significantly from those aged 20 to 29 with regard to perceived competence of the
teaching, and management competency areas. Thus, older educators had higher perceived
competence on the teaching and management competency areas than did younger
educators. Kang (2003) reported similar findings after examining effectiveness as
perceived by elementary school teachers within six areas of competence. The findings
showed that in the administrative management area, older teachers aged 25 and above
had higher mean scores than the younger teachers.
Thus, the results for perceived current competence status in the teaching
competency area showed that “I can improve instruction after assessment”, “I can help
children build self-confidence”, and “I can use space and material to implement
activities” were rated significantly higher by older educators than by younger educators.
Based on assessments of children’s learning effectiveness, educators may improve
instruction and develop multiple teaching strategies for meaningful learning (Lu & Su,
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1999). For example, smaller group discussions may encourage children to express and
enhance their social development. Through assessments that diagnose individual progress
in all aspects of development, educators may develop information about children’s
potential that is shared with parents and children and helps to build self-confidence in
children (Lu, 2000; Maloney & Barblett, 2003). For instance, educators should pay
attention to curricular planning that allows young children to handle challenging
problems (Bredekamp, 1995) and thus advances their confidence and meets their interests.
As stated by Saracho (1988), quality early childhood educators promote children’s
development and learning through the use of space and material to organize the
environment in ways that best implement activities. For example, educators organized
classroom resources for children’s learning based on their interests and abilities.
Thus, the results for perceived current competence status in the the management
competency area shows that “I can help children build team-work”, and “I can facilitate
negotiations” were rated significantly higher by older educators than by younger
educators.
As Henniger (1999) argued, effective classroom management requires a thorough
understanding of the multiple causes of children’s challenging behaviors. Educators
demonstrate a variety of approaches in relationships to prevent many challenging
behaviors. Thus, educators develop children’s self-regulation and respect for others (Lu
& Su, 1999) to build cooperative learning through the implementation of group activities
such as group projects. Educators also act as managers of administrative affairs in
planning activities for family involvement, prepare opportunities for families to support
children’s learning, and design conferences with parents that focus on the child’s

91
progress (Bredekamp & Willer, 1996). The educators who negotiate effectively with
colleagues share administrative responsibilities and thus reduce overload tasks.
The researcher believes that older educators were more confident in their teaching
and management competence than were younger educators. According to this study’s
findings, educators’ ages and years of teaching experiences had a significant influence.
This finding supports Katz’s (1972) theory of stages in the preschool educator’s concerns.
In general, the educator shifts concern from her self-survival, to her competence in the
classroom, to concern for effects on children. The key factor in older teachers’ greater
confidence is their concern with how to deal with children’s troubled behavior. Greater
knowledge of how to improve their own skills and obtain new insights into the profession
allows them to make greater contributions. In addition, children learn from adults who
care for and teach them, and guide their behavior. Those who have had rich experiences
show more enthusiasm for their administrative competency area than do younger teachers.

Finding 2.2: Years of Teaching Experience and Current Competence Status
Based on the results, the educators’ years of teaching experience influenced
significantly the perceived current status of educators’ professional competence. The
educators with 11-24 years of teaching experience differed significantly from those
educators with 1-5 years with regard to perceived competence of the teaching,
management, and communication competence areas. Thus, educators with more teaching
experience had higher perceived competence in the teaching, management, and
communication competency areas than those with less teaching experience. Moreover,
educators with 6 or more years of teaching experience had higher-level perceived
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competence in the management competency area than did educators with 1-5 years of
experience. Wang (2001) found that teachers with 6-10 years of teaching experience had
higher perceived competence than those with 1-5 years, in the teaching competency area.
As Huberman (1989) reported, the teachers with more teaching experience generally
rated professional competence more highly than those with less teaching experiences did.
Thus, the results for perceived current competence status in the teaching
competency area revealed that “I can plan learning activities based on abilities and
interest”, “I can use space and material to implement activities” and “I can guide
children’s learning” were rated significantly higher by those educators with more
teaching experience than by those with less.
As emphasized by Sarcho and Spodek (2003), educators’ design of ageappropriate curricula with life-or play orientations should be based on children’s abilities
and interests. Further, early childhood educators should organize the learning
environment in ways that best facilitate children’s positive dispositions toward learning
(NBPTS, 2003). Successful learning depends on the adult-child relationship and those
who guide children’s learning with warmth and responsiveness to positive learning
(Spodek & Saracho, 1990).
Thus, the results for perceived current competence status in the management
competency area showed that “I can note every child’s performance”, “I can plan parent
involvement activities”, and “I can facilitate negotiations” were rated significantly higher
by educators with more teaching experience than by those with less teaching experience.
The item “I can plan parent involvement activities” was rated significantly higher by
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educators with 6 or more years of teaching experience than by educators with 1-5 years
of experience.
As Lu and Su (1999) argued, valuing children’s performance is important––
children are alert for cues that teachers value them for their academic and social
competence. Educators should plan parent involvement in settings that support children’s
learning and exhibit concern for children’s progress (Bredekamp & Willer, 1996). In
order to reduce administrative burden and share responsibility, the educators should learn
how to facilitate negotiations with school administrators (Lu, 2000).
Thus, the results for the perceived current competence status in the the
communication competency area shows that items “I can build a frank and trusting
communication with family” and “I can share information with colleagues about
practices” were rated significantly higher by educators with more teaching experience
than by those with less teaching experience.
It is important for educators to support families through respectful and reciprocal
relationships that aid coordination of childrearing practices (Lu & Su, 1999; Saracho &
Spodek, 2003). As described by Ghazvini and Readdick (1994), the frequency of parentcaregiver communication is positively correlated with children’s performance. Sharing
relevant discipline information with colleagues and working collaboratively will benefit
the construction of curricula, the implementation of instruction, and the design of
assessments for children’s learning.
The educators with more teaching experience revealed more confidence in teaching,
management, and communication competence than did those with less teaching
experience. The researcher believes that those with more teaching experience were more
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skilled in practice. Interaction skills can only be learned through practice; in other words,
real problems often cannot be solved by applying theoretical knowledge directly––they
require work experience (Calderhead & Shorrock, 1997). Certainly, educators cannot
work effectively with children until they have been immersed in the job for a time.

Finding 2.3: Times of Conference Attended and Current Competence Status
Findings from this study show that the number of times educators attended
conferences influenced significantly their perceptions of the current status of their
professional competence. The educators who had attended conferences 11-35 times were
significantly higher from those who had attended 0-5 times with regard to perceived
competence of the teaching and professional growth competence areas. Thus, educators
with more instances of professional conference attended had higher perceived
competence in the teaching and professional growth competence areas than did those
with fewer instances of professional conference attended. Cheng (2004) found that
teachers who had more professional conference attended had higher perceived
competence in the teaching competency area than those without or with fewer
professional conferences attended.
Thus, the results for perceived current competence status in the teaching
competency area show that of the items “I can design activities with life- or playorientation”, “I can use space and material to implement activities”, and “I can guide
children’s learning” were rated significantly higher by those who had attended more
conferences than by those who had attended fewer conferences.
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As described by Sronehous and Woodrow (1991), quality early childhood
teachers understand the central role of play in child development, since play provides an
opportunity for children to cooperate with peers and gain new knowledge from lifeorientation activities. Scholars (e.g., Howsam, Corrigan, Denemark, & Nash, 1976) state
that educators may act as facilitators; they should be able to implement children’s
learning through classroom settings to motivate children. Quality early childhood
teachers use a variety of resources to promote individual development and meaningful
learning. For example, teachers know when to ask questions to expand children’s
learning and have a variety of strategies to help children explore their ideas, such as
encouraging children to talk about what they are thinking and using effective grouping
(Spodek & Saracho, 1988).
Thus, as the results for perceived current competence status in the the professional
growth competency area show, items “I can accept new professional knowledge of
ECEC” and “I actively attend in-service programs” were rated significantly higher by
those who attended more conferences than by those who attended fewer conferences.
Researchers (e.g., Arnett, 1989; Whitebook, Howes, & Phillips, 1990) agree that
professional growth is gained through systematic education and training. Engaging in
both activities enables educators to better design curricula and be more knowledgeable
about stimulating ways to involve children. An individual’s professional orientation
signals a self-desired competence to grow and change. As described by Bloom, Sheerer,
and Britz (1991), quality in-service activities also promote professionalism.
The findings from this study revealed that educators’ ages and years of teaching
experience had little influence on number of conferences attended. In addition, different
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age groups had similar frequencies of professional conference attended, with 8, 9, and 11
during the last two years. Different numbers of years of teaching experience had similar
frequencies of conference attended with 8, 10, and 10 during the last two years. The
researcher believes that this is a good indication that these individuals wish to be good
educators, and demonstrate their commitment by participating in-service training and
enhancing their professional competence by participating in more conferences to keep
up-to-date about current knowledge and skills in professional areas. In other words, most
in-service educators draw on their conference experience to gain more professional
knowledge and skills.

Finding 2.4: Years of Teaching Experience and Self-Desired Competence
Fourth, according to the mean scores for all educators, educators’ years of
teaching experience influenced significantly the perceived self-desire for professional
competence. Educators who had 11-24 years of teaching experience differed significantly
from those who had 6-10 years with regard to perceived self-desired competence in the
management, communication competency, and care and protect competency areas. Thus,
three self-desire competence––management, communication, and care and protect––were
rated higher for educators with 11-24 years of teaching experience than for educators
with 6-10 years of experience. Wang’s study (2001) revealed that junior high school
teachers with more years of teaching experience had greater self-desire for professional
competence than did those with fewer years of teaching experience.
Thus, the results for perceived self-desired competence in the management
competency area show that the item “I can foster appreciation of individual differences”
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was rated significantly higher by those with more teaching experiences than those with
less teaching experience.
Classroom management is accomplished through an understanding of the multiple
causes of children’s challenging behaviors (Henniger, 1999). Educators model and teach
behavior appropriate in a diverse society by showing appreciation and respect for
individual differences (ACEI, 1998). Doing so provides opportunities for children to
show appreciation and respect for individual differences and thus to build a classroom
community.
The results for perceived self-desired competence in the communication
competency area show that the items “I can listen to children” and “I can build a frank
and trusting communication with family” were rated significantly higher by those with
more teaching experience than by those with less teaching experience.
Puckett and Diffily (1999) stated that trust is a critical factor in young children’s
development as they build a relationship with educators Children build trust and learn
from adults who listen to what children are thinking and accept their opinion. It is
important for educators to possess knowledge of family characteristics such as family
structure and socioeconomic conditions to create a deeper understanding of children’s
lives and build positive relationships that aid coordination of childrearing practices (Lu &
Su, 1999). Scholars (e.g., Decker & Decker, 2001) have argued that the family and the
school are the two most significant environments for children. Because both parents and
educators influence the child’s development, educators must work closely with parents to
benefit this development (Hamilton, 1994).
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Thus, the results for perceived self-desired competence in the care and protect
competency area show that the item “I can maintain safe learning environment” was rated
significantly higher by those with more teaching experience than by those with less
experience.
Maintaining a safe and healthy learning environment is critical, as stated by
Phillips and Howes (1987). Children perform better in a safe physical environment,
supplied with age-appropriate toys and educational materials in activity areas.
The researchers believed that educators with more than ten years of teaching
experience regarded management, communication, and care and protect competence as
important in preschool settings. In this study, the educators with 6-10 years of teaching
experience had the lowest desired competence in all five competency areas. The reason
was that they felt their perceived current competence level was fine and were confident.

Research Question 3
Is there a difference in educators’ perceived current status of and self-desire for
professional competence between: (a) rural and urban area programs, and (b) public and
private programs?

Finding 3: School Type and Current Competence Status
The results indicated that educators’ perceptions of their management competence
were significantly different between those who worked in public schools and those who
worked in private schools. Private educators reported a higher level of competence in the
management competency area than did public educators. However, it was difficult to find
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a similar study of public and private preschool educators with which to conduct a direct
comparison of these results. Kang (2003) had similar findings in her research, where the
administrative competency area was rated higher by private elementary school teachers
than by public elementary school teachers.
The results for perceived current competence status in the management
competency area show that the item “I can plan parent involvement activities” was rated
significantly higher by private nursery school educators than by public nursery school
educators.
Findings reveal the importance of the partnership between educators and parents
through educator-parent conferences building good cooperation between educators and
parents (Marsh, 1995; Podmore, 1994).
The researcher believed that based on the school types, private educators would
consider parent involvement skills to be more crucial for initial success in achieving
better reputations than would public teachers. Early childhood education is not
compulsory in Taiwan. Parents have many alternatives to choose from when searching
for an early childhood program. This causes most institutions to seek parental approval
and involvement in their children’s learning. The professional educators are eager to
provide parents with information about their programs and about their children’s progress
in school. As described by Ghazvini and Readdick (1994), the frequency of parentcaregiver communication was positively correlated with children’s performance. Thus,
private educators had higher perceived competence on the administrative competency
area in involving parents in their settings and thus achieve a better reputation for
professionalism. In addition, no matter what type of school location they work in (rural or
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urban) and no matter what school types they teach in (public or private), they reveal that
they are all eager for professional development.

Research Question 4
Is there a relationship between educators’ perceived current status of and selfdesire for professional competence?

Finding 4: Relationship between Perceived Current Competence Status and SelfDesired Competence
Based on study findings, which revealed that when current status was at higher
level, educators were more likely to have a higher level of self-desire about professional
competence. In other words, the educator with a higher level of current status in
professional competence revealed a high level of professional development related to
ECEC. However, there was no strong pattern at lower level about their desire to learn.
In her study, Kaou (1999) discussed the reasons why early childhood education
has not been regarded as a profession in Taiwan. The main reasons are insufficient
professional knowledge and ability. This is a critical issue in enhancing professional
status––the fostering of a culture in which colleagues discuss, attend workshops, and
conduct teacher-focused research, such as studying their own classrooms (Hankins, 1998).
When these activities are valued there is a positive relationship between teacher research
and professional development, and teachers may learn enough to offer better services
(Kelly, 1996). Further, competent educators are necessary for high-quality programs.
Thus, the self-desire for professional competence is valued since professional
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competence helps educators to be more comfortable and confident working with children
and families (Hsu, 2002). The professional growth of early childhood educators
facilitates educators’ knowledge and skills and enables them to implement higher levels
of practice in their dealings with young children.

Conclusions

This study was developed to broaden the understanding of Taiwanese in-service
nursery school educators’ perceived current status of and self-desire for professional
competence. Based on the results and within the limitations of this study, the following
conclusions are drawn.
First, in-service educators’ perceived professional competence was higher on the
self-desire dimension than on the current status dimension. On the current status
dimension, most lower-level competence fell in the teaching competency area. On the
self-desire dimension most higher-level desired competences fell in the care and protect,
and professional growth competence areas. The item “I can accept new professional
knowledge of ECEC,” had the highest mean in both dimensions and was perceived the
highest level of competence and with the highest desired for competence development.
The item “I can apply community resources,” had the lowest mean on both dimensions
and was perceived the lowest level of competence and with the least self-desire for
competence development.
Second, educators’ characteristics, including age, years of teaching experience,
and numbers of instances of conference attended did play a role in influencing educators’
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perceived current status of their professional competence. For example, “age” influenced
significantly the differences in educators’ perceived current competence status in both
competence areas: teaching and management. Older educators have better experiences
than do younger educators. “Years of teaching experience” contributed to differences in
educators’ perceived current competence status in three competence areas: teaching,
management, and communication. Educators with more teaching experience had higher
perceived competence than those with less teaching experience. Thus, “number of
instances of conference attended” also became a factor in the differences in educators’
perceived current competence status in both competence areas: the teaching and the
professional growth. Educators with more instances of professional conference attended
had higher perceived competence than those with fewer instances.
Third, only one of the educators’ characteristics, years of teaching experience,
was a significant factor in educators’ perceived self-desire for professional competence.
There were significant differences among the groups by number of years of teaching
experience for three competence: management, communication, and care and protect.
Educators with 11-24 years of teaching experience rated their self-desired competence
higher than those with 6-10 years of experience.
Fourth, according to the t-test, a comparison of the results for three educator
characteristics––highest education level earned, degree major, and current position––
revealed significant similarity. There is no significant mean difference for educators’
perceived current status of and self-desire for professional competence on these three
independent variables.
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Fifth, only in the category of management were significant differences between
the educators in private and public schools. However, educators at different school
locations reported a similar current status score for every aspect of professional
competence. Educators from different school locations and school types reported similar
self-desired competence scores for every aspect of professional competence.
Sixth, the educators’ perceived current competence status was at the higher level,
revealing that educators who had a higher level of self-desire for competence
development had a higher level of professional development related to ECEC.

Recommendations

The following recommendations for practice are made to enhance the current
status of and to respond to the self-desire for professional competence as reported
through in-service educators’ perceptions of professional competence in preschool
settings. These suggestions are offered to higher education institutions, government, early
childhood institutions, and educators.

Higher Education Institutions

Enhance Current Status of Professional Competence
Formal in-service education should place emphasis on helping educators improve
knowledge and skills in lower-level competence. For childcare teachers, formal in-service
education is helpful in enhancing professional status. The results of this study indicate
that the educators’ overall perceptions of the current status of their professional
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competence were approximately fine. However, the mean scores show that most lowerlevel competence fell in the teaching competency area. Based on their perceptions of
professional status, the area of teaching was the one in which they need more experience
and knowledge. It is critical to offer curricula that improve their lower-level competence.
This may require adjustments to existing courses to foster more competent educators,
especially curricula centering on “design activities with life- or play-orientations” for inservice technical colleges (two-year), and curricula about “fostering appreciation of
individual differences” for in-service technical colleges (four-year). Curriculum planners
and instructors should inform educators about the value and benefits of partnering with
the community, especially since the item about applying community resource had the
lowest score. More information should be provided about how to work with the
community to improve understanding of community and develop confidence in applying
it more efficiently.
In fact, those who teach young children need to understand more about children––
an understanding that requires both knowledge and skills. Educators need to embed and
interweave their knowledge into their teaching practices. Thus, teacher-educators play an
important role in helping practitioners assimilate their knowledge more effectively and
more quickly into their practices (Rodd, 1997). The main concern should focus on how to
help practitioners with a lower current status, such as those who are younger, have less
teaching experience, and have fewer instances of conference attended, put this knowledge
into practice. In-service instructors should employ appropriate teaching strategies that
provide more principles and directions, and more guidelines for application.
Improvements may be achieved by providing information about personal life experiences,
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field experiences and ideas and hints about posing practice questions for discussion with
practitioners (Hsu, 2002). Moreover, teacher-educators should encourage practitioners to
observe something related to the theories in their setting, such as observing children’s
learning to enhance their knowledge base; observing colleagues while teaching, and
interacting with children and parents to become more skillful.

Self-Desire for Professional Competence
Findings from this study reveal that the in-service educators’ overall perceptions
of their self-desire for professional competence were high; thus, broader courses and
information about early childhood education and care should be provided to help them
work more effectively in preschool settings. The mean scores show that three abilities fell
at the higher level that belong to the professional growth, and care and protect
competence areas. Based on their perceptions of professional competence, they had very
high-level self-desire for competence development to gain new professional knowledge
of ECEC; teach life disciplines; and maintain a safe learning environment. Since the
mean scores were very close between the medium and higher levels, it is critical to offer
curricula that respond to their greater desired competence areas. Thus, the researcher
suggests that the five competency areas could be regarded as a reference when planning
formal in-service courses, in light of educators’ very high-level desired competency for
professional development. Those receiving special emphasis would be those that fell in
the higher level and medium levels with means very close to the higher level, including
the subjects of support and cooperation with colleagues; building a loving and trusting
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relationship with children; maintaining a clean environment; and sharing practices with
colleagues.
Although curricula could explore the requirements of the academic community
for preschool educators, teaching young children is the first obligation of early childhood
educators. Those planning formal in-service courses should stress capturing the
educators’ voice to reveal the attention paid to the educators’ perceptions (Goodson,
1992). It is critical to offer curricula that meet their medium to higher-level desired
competence to adjust existing courses, especially curricula about “guide children ‘s
learning” and “plan parent involvement activities” for in-service technology colleges
(two years). Curricula about “note every child’s performance”, “help children build teamwork”, “assist children to deal with peers’ relationships”, and “ reflect educational
practices” should be developed for in-service junior colleges (two years). Preschool
educators are the practitioners in these settings; therefore, an understanding of their
desired competence for professional development will benefit the integration of theory
and practice.

Government

Enhance Current Status of Professional Competence
Many trained childcare teachers leave the early childhood field, resulting in
overall low levels of teacher competency area (Hsu, 2002). To prevent this, the
government should take more responsibilities for qualified childcare teachers, under the
official policy “Training Programs and Regulations, Certifications of Child and
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Adolescent Welfare Professionals”, enacted in 2004, which stipulates that in-service
training for child welfare professionals must be at least 20 hours per year. Based on this
regulation, the researcher suggests that on-the-job training programs should focus on
avoiding inefficient knowledge and skills through lifelong learning that improves teacher
competence, especially in teaching competence, more training programs are needed.
Not only should public policy regulate the number of training hours needed to
raise competency areas, but local government also needs to evaluate such policies and
report the results to the public. Such a public document would be one way to stimulate
toward higher current competence level. Building a system of accreditation for early
education educators’ professional competence would assure educators meet a
professionally recognized level of competency. Hence, competence accreditation in early
childhood education and care may be useful in holding practitioners accountable for
achieving professional criteria.

Self-Desire for Professional Competence
Various in-service training programs are provided by the government or private
agencies. According to in-service educators’ responses to this study, the top three
according to the frequencies of the titles for free conferences attended were “Phonics,”
“Child Rhythm,” and “Child English Education.” By contrast, in-service educators
regarded “Child Rhythm,” “Phonics,” and “Curriculum Design for Child Physical
Ability” as the top three programs, according to the titles of paid conferences attended.
Although these all have to do with teaching competence, these programs are not helpful
to those who are new to the field or who have lower level competence in certain
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competence. Since most of these programs are planned by scholars or experts in the early
childhood field, assumptions are being made by them about what practitioners want to
know about child development and learning in Taiwan (Hus, 2002). As a result, many
programs designed for on-the-job training (e.g., handed-down projects and one-shot
workshops) have not taken sufficiently into account educator’s perspectives, needs, and
concerns, and not systematically.
Better designed and developed training programs would produce long-term
improvements in working practice. For most educators, life-long in-service learning is
needed to enhance job satisfaction through systematic planning and training in these five
competency areas. As this study has shown, the more an educator attends conferences,
the greater are his/her professional competence. Therefore, a short-term solution to
increasing conference attended is to inform educators about their value and conduct
surveys with each local nursery educator to learn more about their concerns. An
appropriate approach to improving competence is to offer systematic workshops with
input from scholars, experts, directors, and practitioners and then invite popular experts
or scholars with rich field experience to speak at these workshops.

Early Childhood Institutions

Enhance Current Status of Professional Competence
Due to the all-day nature of early childhood education, educators feel exhausted
and burn out because heavy workloads consume their time and sap their energy, plus
there are few opportunities to learn, feeding a vicious cycle that impedes the educator’s
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growth. The development of promotion policies with credit approval by training
institutions would help to stimulate educators’ active learning and attended of in-service
training programs, and build discussion in settings by providing greater opportunities for
small group discussion, including different groups sorted by age, teaching experience,
and number of conferences attended. Such opportunities are valuable for sharing with one
another both within and across the disciplines.
Based on the educators’ responses to this study, those with more teaching
experience and more instances of conference attended had better professional competence.
Therefore, educators in Taiwan should provide more opportunities for younger, less
experienced teachers to learn from experienced or older educators about their field and
life experiences through discussion. Improvements to the profession of early childhood
education will benefit early childhood institutions, enabling them to earn reputations and
gain sufficient attention from parents to lead them to enroll their children in these schools.

Self-Desire for Professional Competence
On-site supervision by directors or experienced educators is needed to ensure that
more attention is paid to educators with different desired competency for professional
development. Practitioners need to be encouraged to actively plan for their professional
growth in order to meet personal needs and interests, and need opportunities to hold
discussions with colleagues. The most valuable on-the-job experience is within and
across disciplines and benefits all practitioners’ growth.
Good leaders support and value staff development by creating a promotion
policy––supportive supervisors provide direction for personal and professional change
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(Jorde-Bloom, 1988a). A program that has a strong emphasis on opportunities for
personal growth enables educators to evaluate their instructional practices and expand
their knowledge, widen their skills, and develop their potential. Moreover, it is a clear
that their work is valued, thus exerting a positive effect on their current competence level
and job satisfaction (McLaughlin, Pfeifer, Swanson-Owens, & Yee, 1986). Examples
could include inviting educators to participate in developing a professional learning plan
that will lead them to love the school and be more satisfied with their work.

Educators

Enhance Current Status of Professional Competence
This study’s findings revealed that educators had a fair level of professional
competence and rated high on self-desire for professional competence, revealing their
willingness to pursue a high level of professionalism. The findings also indicate that most
educators identify themselves as members of the early childhood profession and are
committed to self-growth. Self-growth reflects a commitment to professional
development throughout a career, and growth as a professional raises an educator’s level
of professionalism and increases the cognitive content in this field. To be a high-quality
educator, one must foster the competence to think independently and develop the
capability to search for information (Hsu, 2002). The researcher suggests that educators
should actively search for information that renews their knowledge of early childhood
education primarily through experiences in field work. Examples could include sharing
findings from classroom observations to enrich their teaching practices; sharing
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experiences, such as those gained through reflection on and the sharing of ideas and
practices with colleagues, consulting with classmates and even family, and from prior
personal experiences; participating in professional organizations and being involved in
service to their local communities; actively attending in-service programs; actively
informing in-service training agencies of possible improvements to professional
development activities; and actively informing the government about needs and desires
for training programs.

Self-Desire for Professional Competence
Most important, educators need to ensure a high-quality career by developing the
ability to think reflectively. Reflective thinking involves awareness of one’s own current
competence level and leads to personal change and growth through information gained in
the learning and teaching process and through others’ responses. The investigator
suggests that educators evaluate their teaching practices by any of several processes,
including keeping a teaching journal. This journal is a good way for educators to reflect
on particular events and to identify the competence that need to be improved to achieve
higher competence level in the future. By engaging in reflective thinking, educators will
be more likely to recognize children’s interests, be more sensitive to children’s needs,
and generally be warm and attentive to children, leading to higher social and cognitive
competence among children (Holloway & Reichhart-Erickson, 1988).
In sum, the researcher suggested in four sections––higher education institutions,
public policy, early childcare institutions, and educators’ professional development––
what types of efforts could be made toward enhancing the educators’ professional
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competence and self-desires for professional competence. Information in these four
sections is especially useful in enhancing areas in which educators need more experience
and knowledge, and in which they reveal high level for desired competence. It is
expected that all of these areas––higher education institutions, public policy, early
childcare institutions, and educators’ professional development––will work together to
maximize the positive impact on teacher competence.

Directions for Future Research

Findings from this study have broadened the understanding of in-service educators’
perceived current status of and self-desire for professional competence in Taiwan. Here,
the investigator suggests possible directions for future research that could result in
meaningful and innovative studies:
1. Researchers should continue to expand their efforts to explore the educators’
perspectives in depth, not only through quantitative methods but also through
qualitative approaches with both initial and follow-up interviews that elicit educators’
voices and ensure that they are heard without misrepresentation.
2. Researchers can use what they learn to integrate the features of professional
competence valued by practitioners, directors, experts, and scholars, and then to
develop a comprehensive indicator of professional competence.
3. This study could be done on a larger scale, surveying more early childhood educators
in an expanded geographic area, and in kindergarten to compare their perspectives on
professional competence.
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4. This study should be repeated once a year for a period of time in order to investigate
fluctuations in the perceptions of self-desire for professional competence at the Meiho
Institute of Technology. The findings from these replicated studies will assist Meiho
in improving the quality of its formal in-service teacher education programs.
5. This study could also be focused on a mentoring to investigate school-based teacher
education through beginning or young teacher and mentor relationships and its impact,
and then to construct a learning community.

Chapter Summary

This study revealed the perspectives of Taiwanese in-service educators with
regard to the current status of and self-desire for professional competence. This chapter
presented the results of the statistical data analysis, study findings, and the major
conclusions derived from these findings. Also provided here are the researcher’s
recommendations, reported according to four dimensions to help in-service educators to
enhance their competence and respond to their desire for competence. Finally,
recommendations are provided concerning future research that could improve educators’
professional competence in Taiwan.
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Appendix A
PROFESSIONAL COMPETENCE—NURSERY EDUCATORS’ SURVEY
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Nursery Educators’ Survey
Directions: This questionnaire has been designed to gather your perceptions of your
professional competence as they relate to specific areas. The survey is comprised of two parts: (1)
personal data, and (2) current status and self-desire for professional competence. All of your
answers remain confidential; individual data are not reported.
Part 1: Personal Data

Directions: This is an anonymous survey. Your name will not appear on the
questionnaire. For statements 1 through 5, please write your answer beside the statement.
For statements 6 through 8, please choose one response for the statement.
1. Your age:

.

2. Teaching experience in nursery school (include this year):
3. The highest level of education:
4. Your major:

.

.

.

5. The numbers of times of you attended conferences related to ECEC during last two
years:
.
If you did attend any conferences, what are the titles of the conferences you have had
during last two years:
List titles of free conferences:
.
.
.
List titles of paid conferences:
.
.
.
6. ( ) Your current position is a:(1) full-time teacher; (2) teacher with part-time
administration
7. ( ) The preschool location you work in is a: (1) rural area; (2) urban area
8. ( ) The type of preschool in which you teach is a: (1) public (2) private
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Part 2: Current Status and Self-Desire for Professional Competence
Directions: The following questions ask for your perceptions concerning the current
status of your professional competence and your self-desire for professional competence. Please

check (“√”) the response that best represents your perceptions.
For current status: 4 = Very High; 3 = High; 2 = Low; 1 = Very Low
For self-desire: 4 = Very High; 3 = High; 2 = Low; 1 = Very Low
Items

1. I can plan learning activities based on abilities and interest
2. I can design activities with life- or play-orientation
3. I can observe and document children’s behavior
4. I can improve instruction after assessment
5. I can help children build self-confidence
6. I can use space and material to implement activities
7. I can guide children’s learning
8. I can note every child’s performance
9. I can help children build team-work
10. I can foster appreciation of individual differences
11. I can assist children to deal with peers’ relationships
12. I can plan parent involvement activities
13. I can facilitate negotiations
14. I can interact with children positively
15 I can build a loving and trusting relationship with children
16. I can listen to children
17 I can build a frank and trusting communication with family
18 I can assist family to understand child development
19 I can support and cooperate with colleagues
20 I can share information with colleagues about practices
21 I can respect different teaching methods
22 I can apply community resources
23 I can accept new professional knowledge of ECEC
24 I actively attend in-service programs
25 I can reflect educational practices
26 I can do first aid
27 I can maintain safe learning environment
28 I can evaluate mental development
29 I can maintain a clean environment
30 I can teach life disciplines

Thank you for your participation!

Current
Competence
Status

Self-Desired
Competence

4 3 2 1

4 3 2 1
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Appendix B
INFORMED CONSENT DOCUMENT
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Dear Teachers:
Thank you for participating in my doctoral study entitled “Early childhood
educators’ perceptions of professional competence in preschool settings”. I am a graduate
student and working on my research in the Department of Curriculum & Instruction at the
Pennsylvania State University. The purpose of this study is to understand your
perceptions of the current status of, and desire for professional competence. The research
provides benefits to each participant by allowing them to understand how educators
perceive their own professional competence and identify the needs for professional
growth.
You must be 18 years of age or older and your participation is voluntary. This
survey will take you about 20 minutes to complete including part one which will take five
minutes and includes eight items of demographic information; part two will take fifteen
minutes including educators’ perceptions of the current status of, and desire for
professional competence. There is no risk to you to participate in this study, it is
anonymous; the information/results will only be used for research and not be reported.
You will not be exposed to any dangerous situations. Your decision to be in this research
is voluntary and you can stop at anytime. You do not have to answer any questions you
do not want to answer. The Office for Research Protections and the Social Science
Institutional Review Board may review records related to this project. If you have any
question, please contact me at (814) 862-8446, or my advisor, Dr. Yawkey, at (814) 8632937. If you need further information about your rights as a research participant, you may
call the Office of Research Protections 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 future reference.
Sincerely,
Huei-Ling Wang
Principal Investigator
16C, Graduate Circle
State College, PA 16801
Phone: 08-723-1445 (Taiwan)
E-mail: huw116@psu.edu

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

This consent form (IRB# 20861) was reviewed and approved by the Office for
Research Protections and the Social Science Institutional Review Board at The
Pennsylvania State University on (04/011/05 MBB). It expires on (04/10/06 MBB).
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Appendix C
EMPIRICAL STUDY
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In-Service Course Contents within Five Competency Areas
Technical college (Two-year)

Technical college (Four-year)

Junior college (Two-year)

Teaching Competency Area
Curriculum Design for Children Education and Conservation
Design
Behavioral Observation and
Infant Game
Developmental Assessment
Program Instruction Theory and Infant Behavior Observation and
Foundation
Record
Model of Child-Care Education Child Developing Evaluation

Curriculum Design for Infant
Physical Ability
Preparation of Teaching Aids
for Young Children
Infant Game

Infant Behavior Observation
and Record
Integrated Education
Music Exercise Teaching Method Montessori Teaching Method
Introduction to Watford
Program Instruction
Mathematic and Scientific
Education
Education of Children
Special Topics of Musical
Mathematics and Science
Child Musical Education
Education
Teaching Method
Piaget And Infants
Infant Language Teaching
Infant Learning Environment
Strategy
Design Planning
Full Language Education
Watford Teaching
Child Activity Design
Child Songs and Creative Works Model of Child-Care Education
Multimedia Computer
Science
Creative Learning Activity
Piaget and Infants
Children’s Art
Application of Computer in
Integrated Education
Child Literature
Education
Story Telling Art
Introduction of Montessori
Child Development
Pedagogy
Child Physical Strength
Full Language Education
General Knowledge Courses
Famous Works for Child
Child Songs and Creative Works Chinese
Selective Reading
General Knowledge Courses
Teaching Media Design and
English
Application
Story Art
Chinese Contemporary
History
Modeling Arts
Mathematics
Child Physical Strength
Music Appreciation
Child Developing and Instruction Art Appreciation
Child Exceptional Education
Psychology
General Knowledge Course
Human Development
English
Sociology
Introduction to Computer Science
Physical Education
Developing History of Taiwan
Art Appreciation
The Appreciation of Chinese
Literature
Sociology
Psychology
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Technical college (Two-year)

Technical college (Four-year)

Junior college (Two-year)

Management Competency Area
Class Management
Child Sexual Education

Class Management
Behavior Change Technique

Behavior Change Technique

Child Care Center Management
and Planning

Bisexual Education
Preschool Administration
and Practices

Social Learning Activity for
Children
Education of Communication
Obstacle
Marketing of Early Childhood
Programs

Communication Competency Area
Leadership and Communication
in Child Care Programs
Family Education
Parental Efficient Training
Design of Activity for Children
And Their Parents
Social Work
Early Medical Care
Child Social Work and Practice

Leadership and Communication in
Child Care Programs
Parental Education
Parental Efficient Training
Introduction of Social Work

Social Relationship and
Communication
Parental Education
Development and Care of
Child in Special needs

Child Social Work and Practice
Early Medical Care
Eugenics

Professional Growth Competency Area
Contemporary Thought of Child
Education
Policy And Law for Child
Welfare
Professional Career and Ethnics

Contemporary Thought of Child Child Welfare
Education
Policy And Law for Child Welfare Professional Career and
Ethnics
Child Welfare Worldwide
Comparison of Child Care System
and Policy
Educational Research Method
Professional Career and Ethnics
Education Statistics
Educational Research Method
Teacher Psychological Sanitation Education Statistics
Project Discussion
Teacher Psychological Sanitation

Care and Protect Competency Area
Emergency Management in
Child School
Skills for Baby Sitters’ Care
Children Counseling and
guidance
Child Learning Activity for
Emotion
Game Treatment

Infant Safety and Rescue

Child Care Training

Skills for Baby Sitters’ Care
Child Care Training

Child Physiology
Psychological Consulting
Instruction for Infants
Child Nutrition and Diet

Child Physiology and Disease
Turning Point
Child Health Care
Body Evaluation for Infants
Child-Care Service

Child Care for Disease

Child Psychological Consulting
Instruction
Child Emotional Learning

Child Nutrition and Diet
Child Body Evaluation
Introduction to Education and
Conservation
Child Care Service

Nursing and Diseases for
Women and Infants
Introduction to Education
and Conservation
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Appendix D
TITLES OF CONFERENCES WITHIN FIVE COMPETENCE AREAS
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Titles of Conferences within Five Competence Areas
Titles of Free Conferences
Teaching Competency Area

Titles of Paid Conferences
Teaching Competency Area

Curricula Design for Child Physical Ability
Curriculum Design for Children

Curricula Design for Child Physical Ability
Curriculum Design for Children

Preparation of Teaching Aids for Young Children

Preparation of Teaching Aids for Young Children

Teaching Imitation
Child Game Teaching
Child Developing Evaluation
Mathematics Teaching
Child Teaching Method
Child Language Teaching Strategy
Program Instruction Foundation
Multiple Intelligent Education
Natural Science Education of Children
Integrated Education
Multiple Cultural Education
Child English Education
Child Musical Education
Montessori Pedagogy
Child Exceptional Education
Balloon Modeling Activity
Piaget Teaching Activity
Thematic Activity Lessons
Child Learning Environment Design
Application of Computer in Education
Creative Learning Activity
Child Drama Play
Story Telling Art
Children’s Art
Child Rhythm
Phonics
Child Literature
Child Development
Exceptional Child Development
Promote for Teaching Quality
Visit outside the school
Link with Elementary Lesson

Child Game Teaching
Child Developing Evaluation
Mathematics Teaching
Child Language Teaching Strategy
Child Teaching Method
Montessori Pedagogy
Child Musical Education
Child English Education
Natural Science Education of Children
Cultural Education
Integrated Education
Thematic Activity Lessons
Child Activity Design
Child Learning Environment Design
Application of Computer in Education
Children’s Art
Story Telling Skills
Child Drama Play
Balloon Modeling Activity
Child Rhythm
Phonics
Child Literature
Link with Elementary Lesson
Creative Learning Activity
Child Development
Exceptional Child Development

Management Competency Area

Management Competency Area

Class Management
Bisexual Education
Child Care Center Management, Planning
Education of Communication Obstacle

Class Management
Social Learning Activity for Children
Management of Child Care Programs
Preschool Administration and Practices
Child Care Center Management and Planning
Marketing of Early Childhood Programs
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Titles of Free Conferences
Communication Competency Area

Titles of Paid Conferences
Communication Competency Area

Leadership and Communication
Social Relationship, Communication
Parent and Teacher Communication
Parental Education
Design of Activity for Children, Parents
Family Education
Child Social Work and Practice
Social Work
Early Medical Care
Instruction for Children with special needs

Communication Skills
Social Relationship
Parent and Teacher Communication
Design of Activity for Children, Parents
Leadership and Communication
Community Integration
Education of Children with Special needs
Early Medical Care for Child with Exception

Professional Growth Competency Area

Professional Growth Competency Area

Contemporary Thought of Child Education
Child Welfare
Lifelong Learning
Professional Career and Ethnics
Academic Conference
Teacher Psychological Sanitation
Child Care Conference
Project Discussion

Contemporary Thought of Child Education
Teachers selves Growth
Lifelong Learning
Professional Career and Ethnics
Child Care Discussion
Project Discussion
Teacher Psychological Sanitation

Care and Protect Competency Area

Care and Protect Competency Area

Child t Safety and Rescue
Child Safety
Skills for Baby Sitters’ Care
Diagnosis of Children with special needs
Child Psychological Development
Children Counseling and guidance
Child management Activity for Emotion
Game Treatment
Child Emotional Learning
Child-Care Service
Child Health Care
Child Care for Disease
Child Nutrition and Diet
Body Evaluation for Infants
Child Care for Eyesight
Introduction to Education and Conservation

Child t Safety and Rescue
Skills for Baby Sitters’ Care
Child Safety Education
Psychological Consulting Instruction for Child
Child Health Care
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