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ABSTRACT

This study examines perceptions of directors and teachers regarding nursery
school assessment instrument application, and the interrelationships of government,
directors, teachers, parents, and children to an open systems model. The study’s survey
includes participants, 39 directors and 39 teachers, who have experience in being
assessed by the 2002 Kaohsiung City Nursery School Assessment initiative, have at least
four-year’s teaching experience. All participants completed a nursery school assessment
instrument survey which contained 106 questions related to critical issues of early
childhood education.
A gap exists between the bases of "formally important," which is the
governmental evaluation standard for nursery schools and "informally important" which
is what directors and teachers actually think about their schools' situations regarding a
nursery school assessment instrument. More nursery schools utilized packaged
instructional materials a main part of curricula, and applied self-designed activities as a
minor part of curricula. The teaching of Chinese phonetic signs (97.4% of schools) and
writing (88.5% of schools) was widely adopted in the respondents’ schools. Eight-six
percent of participants did not agree with prohibiting talent lessons in nursery schools. An
open systems model explains that nursery schools’ directors and teachers understand the
external demands that influence schools’ operation. These governmental requirements
result in personal views which contrast with the formal criteria.
Directors’ and teachers’ teaching experience significantly and positively affected
confidence in professional capability. Curriculum adoption and documentation
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confidence has a significantly relationship to the school size. The school size also has
effects on directors’ and teachers’ confidence with regard to the nursery school
assessment instrument, as well as on the outcome of the 2002 Kaohsiung City Nursery
School Assessment. The scores of nursery schools assessments could depend greatly on
the completion of documentation which is directly related to the school size.
In addition to the better known nursery school assessment, the survey is an
important predictor of feasible assessment instruments. The data recommends that
government officials, professional authorities and practitioners should encourage
teaching of Chinese phonetic signs, writing, talent lessons, and packaged instructional
materials; emphasis in evaluation should be on process quality instead of passively
excluding these activities. Moreover, program evaluation should focus on observation of
real situations and process quality than mostly examining documentation.
Further studies might conduct a longitudinal study on learning of Chinese
phonetic signs, writing, and talent lessons between nursery schools and elementary
schools to investigate whether they have a longitudinal effect on children’s academic
development. Furthermore, additional research should employ efficient training of
assessing members and decreasing the relevance gap, if any, among assessing members,
directors, and teachers.
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Chapter 1
BACKGROUND OF THE PROBLEM

Children resemble sponges––they can take in whatever they observe. Young
children are very curious and continually inquire into their environment. Early childhood
is the first step in lifelong learning; it is the foundation for children’s successful progress
through later life. Education can be regarded as one of the most powerful tools in
enhancing children’s quality of life (Morrison, 2001). Thus, providing a high-quality
learning program for young children is particularly important. A good deal of research
indicates a significant correlation between program quality and children’s outcomes. The
better the program’s quality, the more it supports the development of young children
(Epstein, 2000; Katz, 2003; Sheridan & Schuster, 2001).
In Taiwan, two main early childhood services exist: kindergartens and nursery
schools. Currently, the Department of Elementary Education in the Ministry of Education
at the central government level is responsible for matters related to kindergartens. At the
local government level, kindergartens are the responsibility of the Education Bureau. The
Children’s Bureau Ministry of the Interior at the central governmental level is responsible
for nursery schools, while the Social Affairs Bureau at the local government level is in
charge of matters related to nursery schools. Neither kindergartens nor nursery schools
are part of the government mandated twelve-year compulsory education, and most of
them are private (Lin, 2002). Kindergarten serves children age four to six and is
considered an educational institution. According to the regulations of the Nursery School
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Established Law, the nursery schools may enroll children ages one month to six years and
emphasize both education and care (Lin, 2002). Therefore, many practitioners may prefer
to establish nursery schools rather than kindergartens due to enrollment.
Currently, kindergarten teachers have a bachelor’s degree from the typical fouryear normal teachers college program. Nursery school must have four years of training
from a variety of sources, including: home economics departments, youth/children
welfare departments in some universities, and early childhood education/care in some
universities of science and technology. According to Kindergarten Established Law and
Nursery School Established Law, both kindergarten teachers and nursery school teachers
who have two years of teaching experience qualify to be directors. While conceptually
isolating the differences between kindergarten and nursery school and treating them as
though they are separate entities is easy, the reality is that they are very similar in
practice, in part due to the two-year overlap in the ages of children attending them.
In Taiwan, the Children’s Bureau Ministry of the Interior regulates children’s
welfare affairs, which include promulgating the Children and Youth Welfare Law and the
Nursery School Established Law. The local Social Affairs Bureau is the organization that
carries out child welfare affairs, they modify the Nursery School Established Law
according to local resources and situations, and they supervise all of the legally operating
nursery schools, inspecting the safety and quality of children’s learning environment,
children’s enrollment, and teacher qualifications. Based on the belief that all children
have a right to quality care and education, the Children’s Bureau Ministry of the Interior
R.O.C. conducts an assessment instrument in nursery schools. Most of the local Social
Affairs Bureaus regularly evaluate nursery schools to ensure the program conforms to
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local standards. To pursue high-quality childcare, the local Social Affairs Bureaus budget
grants and recruit professionals in early childhood education/care, and commit them to
nursery school assessment.
Kaohsiung City (KC) is in the south of Taiwan, and the second largest city in
Taiwan, the number of children under 12 years of age is approximately 227,396, which
accounts for 15.06% of the total population in the city up to the end of 2002. The total
area of the city is 153, 6029 square kilometers. The city’s divisions include eleven
governmental administrative districts, which contain 186 registered nursery schools. The
Social Affairs Bureau of Kaohsiung City Government has only four officials in charge of
child welfare, juvenile welfare, and women’s welfare and affairs; nursery school
regulations are one of the responsibilities in the child welfare arena. All registered
nursery schools are private and financially responsible for all of their expenses. The
Social Affairs Bureau of Kaohsiung City Government budgets two subsidy plans for
young children. One is ten thousand Taiwan dollars (about 300 US dollars) per year for
all citizens, ages five, and enrolled in the nursery schools. Another subsidy is three
thousand Taiwan dollars (about 85 US dollars) per month for all children in poverty; but
no grant or budget remits directly to the nursery schools.

Statement of the Problem

Early childhood programs are the first schools in children’s lives. Children’s
experiences in their early years powerfully influence their later development and learning
so that the quality of the early childhood programs they attend should be a matter of great
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concern (Katz, 2003). A great deal of research indicates a significant correlation between
program quality and outcomes for children (Cryer, 1999; Peisner-Feinberg et al., 2001;
Wishard et al., 2003).
In Taiwan, two different ministries regulate the two main early childhood services
systems; two different academic teacher-training programs provide two kinds of teacher
certificates. Since both kindergartens and nursery schools serve children age four to six
and are mandated to have different systems, some problems and different opinions may
emerge. Many people do not look at nursery schools as a regular education; they feel
kindergartens have a higher education quality than nursery schools, while nursery schools
have better quality care than kindergartens. In fact, the subscales of the Kaohsiung City
assessment instrument put greater emphasis on the early childhood education/care area
than on administration and health/safety. Besides, most of the local Social Affairs
Bureaus regularly budget and evaluate nursery schools. The nursery school should not be
looked at as being of secondary quality in early childhood education.
The Social Affairs Bureau of Kaohsiung City Government is in charge of many
businesses such as child welfare, juvenile welfare, and women’s welfare. Regulating the
186 registered nursery schools is only part of their work in child welfare. Regular nursery
school assessment is a long-term project; as such, the Bureau may have difficulty
operating an effective assessment. The Social Affairs Bureau of Kaohsiung City
Government did not operate the nursery school assessment for eight years because of a
shortage of money and human resources. In 2001, they obtained a grant for the nursery
school assessment from the Children’s Bureau Ministry of the Interior R.O.C.; they
processed the assessment and publicly announced the outcomes.
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In Taiwan, most of the local Social Affairs Bureaus regularly operate the nursery
school assessment; all nursery schools have a mandate to participate in the assessment.
Operating a good nursery school assessment takes time and is effort intensive. The
Kaohsiung City Nursery School Assessment process basically includes, (1) setting an
assessment plan, (2) recruiting and training assessment committee members, (3)
conducting an assessment instrument, (4) conducting a pilot study, (5) modifying the
assessment instrument, (6) introducing it to all nursery schools, (7) conducting the
nursery school self-evaluation and process assessment, (8) calculating the scores, (9)
announcing outcomes, (10) supervising the nursery school improvement, and (11)
reevaluating the nursery schools that are found to be of lower quality. Spending
significant time, energy and money in operating assessments is worthwhile if expending
these resources can ensure that children have high-quality childcare. However, a
complicated assessment may have some problems if not processed very precisely and
carefully.
In the nursery school assessment plan, the assessment committee members play
significant roles. They have to conduct an effective assessment instrument, which not
only conforms to the professional code, but also considers the needs of children, parents,
and practitioners. Most of the assessment committee members are recruited from
academic authorities. Although the academic authorities’ perspectives receive for greater
consideration, more often, than those of the parents, children, and practitioners; the
directors and teachers are key to providing high-quality early childhood programs and
delivering positive effects to children (Decker & Decker, 2001; Howe & Jacobs, 1995).
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Most of the academic authorities have abundant background in theory but may be lacking
practical experience in a nursery school setting.
Traditionally, Taiwanese culture places great value on academic excellence.
Parents want their children to learn more and achieve excellence. Parents worry about
children’s performance and achievements, because a diploma from a prestigious
university is one of the keys to political and economic success. They prefer academicoriented and teacher-directed approaches to play initiation; the parents believe children in
the direct instruction program attain higher achievement scores immediately following
preschool (Golbeck, 2002). Many parents leave teaching responsibilities to teachers.
They may request teaching Chinese phonetic signs and writing so that their children are
ready for elementary school, but doing so violates regulations of the Children’s Bureau
Ministry of the Interior R.O.C. Some directors and teachers may struggle between the
standards of assessment and parents’ expectations.
The Kaohsiung City assessment instrument expected regular documentation
according to different records. The nursery schools’ teachers spend all day long with
children, and thus may have difficulty finding time to gather documentation. In Taiwan,
many nursery school teachers spend off-school time planning curricula, and in regularly
writing in the ECE/Care diary, children development records, and parents’ contact books.
Documenting has become a point of contention among the teachers. This regulation for
documentation may not conform to practical execution in the classroom, nor may it
provide high-quality working conditions for teachers, especially since the child-teacher
ratio is high in Taiwan. If alternatives to inspecting teaching quality exist, and the
necessity of requiring such documentation to show teaching evidence may disappear.
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However, some documentation may be gathered just to satisfy the standards of the
assessment committee members.
A good assessment instrument not only achieves high-quality childcare, but also
considers the real situations of the practitioners. Directors and teachers can use it as selfstudy, so that they can obviously evaluate themselves and modify their activities to
alleviate defects. It should also serve as a training tool, and allow supervisors to observe
and provide constructive feedback (Epstein, 2000). Providing an ongoing program
evaluation is a key to maintaining high-quality programs, and it is the responsibility of
the government and academic authorities. Teachers, schools, communities, and the
government all need to work together to conduct a valuable assessment, to use a valid
instrument, and to comply with its results in the field to ensure that all children, parents,
and teachers have high-quality programs.

Purpose of Study and Research Questions

The overall purpose of this study is to gain an understanding of how nursery
school directors and teachers ascertain the level of success of their schools. This
understanding arises from an early childhood education/care (ECE/Care) assessment
instrument. Other study-related goals include the following: (1) to ascertain the degree of
compatibility between the conformability of the academic authorities’ designing the
assessment instrument and the practical process of daily operations in nursery schools;
(2) to discover the gap, if any, between ideal regulations and real practices in nursery
schools; (3) to elevate the importance of a valid ECE/Care assessment instrument; and (4)
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to provide study findings to the Social Affairs Bureau of Kaohsiung City Government,
for use in revising the assessment instrument in the future.
Various factors influence the ways in which nursery schools achieve the criteria
contained in the assessment instrument used in this study. One of the important factors is
that directors and teachers provide early childhood education/care services to children
and parents in nursery schools. Achieving the purposes of this study, relies on the
practical opinions of 78 nursery school directors and teachers from eight government
administrative districts in Kaohsiung City. This study investigates their opinions using
the early childhood education/care assessment instrument.
The central focus of the research is to answer the question, “What are the nursery
school directors’ and teachers’ perceptions of real operations as ascertained through their
responses to the study’s assessment instrument?” Some relevant secondary questions
include the following:
1.

How do the nursery school directors and teachers view academic authorities’ design
of assessment instruments as tools for developing professional early childhood
education/care?

2.

How do the nursery school directors and teachers make decisions about developing
self-designed activities and purchasing packaged instructional materials?

3.

What are the views of nursery school directors and teachers about regularly
documenting early childhood education/care?

4.

What is the feasibility of parent education plans and family services?

5.

What are the views of nursery school directors and teachers about not teaching
Chinese phonetic signs (Pin-In) and writing in nursery schools?
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6.

What are the convergent and divergent views of nursery school directors and
teachers regarding the existing governmental assessment instrument of early
childhood education/care?

7.

To what extent do the practitioners indicate disagreement with the items on the
governmental assessment instrument?

Significance of the Study

The increasing need for childcare services in Taiwan clearly indicates a trend
toward an increased number of people looking for the high-quality early childhood
programs. Currently, most research focuses on the definitions and standards of highquality early childhood programs (Ceglowski & Bacigalupa, 2002; Rao et al., 2003), and
how these programs positively affect children’s development (Peisner-Feinberg et al.,
2001). A nursery school, whether it seeks to achieve high-quality standards or not, must
use a reliable assessment instrument in evaluating its program.
In order to use a reliable assessment instrument, academic authorities and
practitioners cannot just play the role of supervisor and supervisee, but also must be
academic authorities and practitioners. In fact, an extensive relationship in childcare
among nursery school directors, teachers, parents, and children exists. As a result of the
long-time cooperation, nursery school directors and teachers are more familiar with what
parents and children need. Directors and teachers are the key to providing high-quality
early childhood programs and delivering positive effects to children (Howe & Jacobs,
1995; Decker & Decker, 2001). Therefore, from the view of directors and teachers,
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evaluation of the validity of the assessment instrument becomes significant for
determining the quality of early childhood programs. However, the perspectives of
directors and teachers toward assessment instruments have had minimal scrutiny (Goffin,
2003).
Experts from the government, certain professions, and academia dominate most of
the descriptions and evaluations of quality care (Ceglowski & Bacigalupa, 2002). The act
of conducting a study using a reliable assessment instrument should not only give
preponderant respect to professionals/researchers, but also should involve more effort in
gathering viewpoints from the childcare staff members (Katz, 1993; Ceglowski &
Bacigalupa, 2002). Since directors and teachers provide services to children and families,
their opinions can reduce the gap, if any, of the views of high-quality early childhood
programs between academic authorities and practitioners. Further, not including those
involved in nursery school teaching and administration may create false impressions from
documentation for determining achievement of standards of assessment.
The use of the assessment instrument is a regulation from the Children’s Bureau
Ministry of the Interior R.O.C. All cities or counties use it as a guideline when evaluating
their early childhood welfare programs. The Social Affairs Bureau of Kaohsiung City
Government mandates that all registered nursery schools incorporate the nursery school
assessment project. Since the mandate is that nursery schools must incorporate
evaluation, and publicize the outcomes of the assessment (excellent nursery schools are
especially likely to post positive news and announce it to society), the assessment
instrument must be a reasonable and impartial tool for aiding nursery school choices.
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High staff turnover rate is a serious phenomenon in Taiwan. Apparently, high
staff turnover correlates with poor quality nursery schools. As well, children in nursery
schools with high teacher turnover seem to feel less security about exploring and
attaching themselves to the school environment. Regularly scheduled time for teachers is
the best predictor of job satisfaction (Howe & Jacobs, 1995). In Taiwan, nursery school
teachers usually spend off-school time in planning curricula, and in regularly
documenting ECE/care diary & children development record & parents’ contact books.
This has become a point of complaint among teachers, especially during the assessment
period. In order to decrease high teacher turnover rates, the ECE/Care assessment
instrument also needs to consider the practical conditions of teachers and the difficulties
in operating nursery schools (Hall & Cassidy, 2002).
The process of assessing early childhood programs may not only be ascertained
by assessing the programs’ quality, but also by improving the programs, especially if they
are of low-quality. Currently, research shows that many nursery schools use assessment
instruments as self-study and reflective educational tools, and the government has
adopted them as guidelines for school improvement (West Virginia, 1997; Mangano,
1999; Hall & Cassidy, 2002). In addition, even though schools require teachers to have a
bachelor’s degree in early childhood education/care, directors are still the authority on
school management. Executive directors may support or discourage teachers as to how
they implement what they’ve learned about early childhood/care in their classrooms.
Thus, finding conformability will help to affect management in nursery schools (Alter,
2001).
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The significance of this study also arises from acting as a channel of
communication between directors and teachers, and in bridging negotiations among the
government, academic authorities, and practitioners. Further, its findings help to serve the
children with a good quality environment, provide parents with recommendations for
choosing a good quality nursery, and provide a reference for the Children’s Bureau
Ministry of the Interior R.O.C.

Chapter 2
REVIEW OF THE LITERATURE

As explained in Chapter 1, the primary purpose of this study is to explore the
issue of early childhood program assessment in Kaohsiung City, Taiwan. The purpose of
the current chapter is to review the relevant literature. This chapter encompasses seven
sections: (1) the significance of early childhood education/care assessment, (2) highquality early childhood programs, (3) how three different systems models interpret the
phenomena of influencing nursery schools, (4) high-quality early childhood program
assessment instruments, (5) early childhood education/care theories, (6) early childhood
education/care approaches in Taiwan, and (7) respective advantages of the approaches
regarding the Kaohsiung City nursery school assessment instrument.

The Significance of Early Childhood Education/Care Assessment

Early childhood education/care is children’s first formal learning stage and
has a significant long-term influence on their future learning and life prospects.
Children construct their own knowledge based on what they observe and what
they absorb from their surroundings, but they may be restricted by external factors
such as adults and environment while they construct knowledge. The early
childhood education/care assessment can check the external influence of adults
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and environment, provide positive catalysts, and reduce the negative holds on
children’s development.
The better the quality of the program, the more it supports the
development of young children (Epstein, 2000). Early childhood education/care
assessment provides for supervising and improving teachers’ teaching, learning
quality, and ensuring children are cared for under appropriate developmental
circumstances. Teachers can treat early childhood education/care assessment
instrument as a self-study tool for supervising and reflecting on their own
teaching of children. While all of the teachers have gone through pre-training
courses and learn about professional ethics and skills needed to be a good teacher,
they may ignore, imperceptibly, professional ethics and trends required to satisfy
practical and individual needs. Using the assessment instrument, teachers gain
basic guidelines that remind them of professional codes and enable them to
interact sensitively with children and parents.
According to current studies, licensing of early childhood childcare
usually applies to all private programs and provides a baseline of protection for
children and parents (Azer et al., 2002; Epstein, 1999). Program assessment
through nationally recognized standards of best practice could improve the
delivery of quality childcare services (Mangano, 1999). Directors and teachers
execute early childhood education/care by referring to these standards. Parents
can refer to the criteria as they choose childcare programs for their children. The
findings from the National Child Care Staffing Study indicate that accredited
programs provide better than average quality of care (Hall & Cassidy, 2002).
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Local governments also have to evaluate nursery schools regularly to ensure that
they maintain licensing standards and childcare quality in the long term. Since
licensing standards are the government regulations for all nursery schools, and
since local governments regulating from higher licensing standards have better
quality programs, the local governments play a key role, not only in inspecting the
nursery schools, but also in supervising and supporting them in becoming
qualified nursery schools. The purpose of the assessment is, not only to ensure the
quality of early childhood programs, but also to help those schools that need to
improve and need direction for doing so.
The assessment instrument often evaluates certain artificial or mechanical
quality areas such as routine functions. The process quality, such as professional
capabilities and interaction among teachers, children, and parents, are abstract and
easy to ignore. Even assessing process quality is arduous––it requires finding
evidence in a short period of time and may be more thoughtfully assessed than
structural quality; both are significant components in supporting nursery schools’
quality. Teachers can modify a shortage of structural quality if they use
professional strategies such as field experience and peer tutoring. Different views
lead to different evaluations; teachers often think in tightly connected processes
that throw teaching into an evaluating criteria strike zone (Sergiovanni & Starratt,
2002). However, early childhood education/care assessment has to be built
rigidly, based on not only product, but also process. In an open education system,
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young children’s learning may receive more emphasis in the learning process than
the outcomes; the process will naturally appear different for skills learning.
Evaluation is a distinct human process that involves discernment and
making personal judgments. The evaluation may be invalidated and the process
repeated with different evaluators (Sergiovanni & Starratt, 2002). The consensus
standard seeks more holistic agreement about the adequacy of the evaluation
process itself and about what it means for the teacher. The criteria, as a
framework, help to define a good practice. Uniform use of an assessment
instrument might be appropriate for a limited range of teaching approaches but
may be invalid for other teaching approaches. In fairness to all teachers, the
criteria for teaching must prescribe what must be done in general, and the larger
branches of the teaching tree point the way to better practice. In addition, teachers
are observed in the classroom on only a handful of occasions; the assessing
members must score carefully (Sergiovanni & Starratt, 2002).
An early childhood program will influence children’s learning and development.
Children’s early experience will influence their later development and performance.
Many parents believe children will develop better if they attend early childhood
programs, and teachers should be better prepared to teach children than are parents.
Therefore, parents tend to leave teaching responsibilities to teachers. Since the demand
for early childhood education/care is increasing, the quality of early childhood programs
should be of great concern. The assessment instrument ensures the quality of early
childhood programs for children and families.
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High-Quality Early Childhood Programs

Over the past two decades, parents, policymakers, and practitioners have
increased their attention on the quality of education/care in Taiwanese early childhood
programs. High-quality early childhood programs can benefit both children’s and
families’ lives. In general, the definition of quality includes safe and healthful care,
developmentally appropriate stimulation, positive interactions with adults,
encouragement of individual emotional growth, promotion of positive relationships with
other children, and meeting physical/motor, language/literacy, and cognitive needs (Buell
& Cassidy, 2001; Cryer, 1999).
Quality childcare provides warm, supportive interactions with adults in a safe,
healthy, and stimulating environment. Quality care environment provides educational
experiences, encourages parental involvement, safeguards the health and safety of
children, occurs within adequate physical space, provides ample equipment for learning,
and has a staff of individuals trained in child development and teaching methods
appropriate for use with young children. Researchers have shown that children who are in
high-quality programs advance more developmentally, and these differences persist into
the early elementary grades. High-quality programs have long-term impacts on childcare
experiences in the transition to, and success in, schools (Azer et al., 2002; Cryer, 1999;
Peisner-Feinberg et al., 2001). Children in quality childcare have better work habits,
better relationships with peers, better adjustment, and display less antisocial behavior
than children who stay home with their mothers or have informal supervision by some
other adults (Dunlap, 2002).
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In touching upon practical early childhood programs, associated with quality
features are more optimal developmental outcomes that include both structural quality
and process quality. Structural quality variables in nursery schools include measures of
group size, staff-child ratios, staff qualifications, staff professional development, teaching
experience and stability, staff wages, parental fees, health and safety factors, and physical
settings. Process quality variables refer to the provision of developmentally appropriate
activities and care routines, and attempts to qualify the quality of interactions among
staff, children and parents (Cryer, 1999; Rao et al., 2003).
The revision of Developmentally Appropriate Practice in Early Childhood
Programs proposed five guidelines for decisions about developmentally appropriate
practice. The five guidelines are: (1) creating a caring community for learners, (2)
teaching to enhance development and learning, (3) constructing appropriate curriculum,
(4) assessing children’s learning and development, and (5) establishing reciprocal
relationships with families (Bredekamp & Copple, 1997). Nursery schools can refer to
these five guidelines and their descriptions while running their programs. The detailed
descriptions provide clear strategies and directions for achieving good quality early
childhood programs. Quality programming is also associated with higher levels of
administrative experience and effectiveness in curriculum planning. Teachers’ wages,
education, and specialized training were found to be the most important factors that
discriminate poor, mediocre, and good quality programs (Buell & Cassidy, 2001).
A state license regulates teacher education level and groups size characteristics,
which are prerequisites for higher quality programs for young children and
developmental outcomes (Howe & Jacobs, 1995). An ongoing program evaluation is a
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key to maintaining such high-quality programs (Barclay & Benelli, 1996). Regulating
through a national program of evaluation ensures high-quality staff and programs and
provides good service to children and families.

High-Quality Curriculum

Recent research shows that variables at the classroom level account for greater
variation in student outcomes. Long-term influences of high-quality childcare had
positive effects on children’s language ability and sociability through kindergarten, and
on math ability, thinking/attention skills, and problem behaviors through second grade
(Cryer, 1999; Peisner-Feinberg et al., 2001).
An integrated curriculum, focusing around a major project theme, allows children
to work together cooperatively and to explore their own interests while developing basic
skills, and encourages children to choose from a broad base of diverse activities and to
use their natural curiosity as a motivation for learning. In this type of curriculum
operating process, high-quality classrooms display child-initiated, child-directed, active
learning, and play-oriented, teacher-supported play that are the essential components of
developmentally appropriate practice. In lower-quality classrooms, children, who mostly
engage in teacher-directed programs that emphasize whole-group instruction,
compliance, obedience, quiet learning and less creativity, become dependent on adult
authority. Research links these developmentally inappropriate practices to low reasoning
and problem-solving skills, poorer prosocial conforming behaviors and fewer positive
feelings about competence during the early grade school years (Wiltz & Klein, 2001).
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The Interaction among the High-Quality Features

The features of a good quality program connect with each other. Experienced
directors provide good work environment, which attract qualified teachers and reduce
teacher turnover rates. Qualified teachers are familiar with children’s developmental
needs, prompting them to create a learning environment that leads to good quality
interaction with children and parents. High teacher retention can promote a stable
relationship between teachers and children, and support the children’s secure attachment
to school. Low staff-child ratios increase the teacher’s planning time and the chances of
communication among teachers, children and parents (Sheridan & Schuster, 2001; Rao et
al., 2003). Creating a good communication channel between schools and parents not only
reduces the conflicts over different expectations, but also extends school resources.
Making full use of parents’ professional and personal involvement is the most
advantageous resource in classroom teaching (Liu & Chien 1998).
The higher quality process provides all children with gains in the development of
skills and abilities that are associated with better child outcomes in the short term, and
enables them to make successful transitions to elementary school and later life in society
in the long term. For instance, preschool program curricula have been found to be a
critical factor in determining children’s social and cognitive development; these advanced
developments and differences persist into the early elementary grades (Wishard et al.,
2003).
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Influences on Variations of High-Quality Early Childhood Programs

A carefully planned curriculum leads to more than a higher-quality program.
Other factors, including teacher training, staff-child interactions, well-designed
classrooms, director’s continuing education, ongoing program evaluation and parental
involvement, contribute to high-quality programs in early education/care (Hall &
Cassidy, 2002). Katz (1993) suggests four perspectives on the quality of childcare: (a) the
perspective of researchers and professionals in the field, (b) the perspective of parents
using childcare, (c) the perspective of childcare staff, and (d) the perspective of the
children in childcare.

The Perspective of Researchers and Professionals in the Field

The researchers and professionals in the field devote scientific techniques to
investigating high-quality early childhood program features and effects. They contribute
to professional studies and findings to promote early childhood services and influence the
welfare of society.
Children are at the root of national development; concern for children’s welfare is
a symbol of a developing country. In Taiwan, the local Social Affairs Bureau is the
oversight authority for nursery schools. It regulates early childhood programs’ policies,
and most of the descriptions and evaluations of quality care are dominated by experts
from the government and the professionals in the field (Ceglowski & Bacigalupa, 2002).
Regulation and policy could be handled by a group of professionals in the field who
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influence early childhood education/care operations. The government gives the
preponderance of credence to the professionals and researchers in policy formulation.
Perhaps most policy and regulation formulated by third-party professionals and
researchers may not always conform to the needs of users. The government trusts the
professional authorities; therefore, the authorities need to be more careful when providing
their opinions and adopt the perspectives of parents, children, and practitioners while they
develop regulations.

The Perspective of Parents and Children

Parents send children to nursery school due to either their jobs or their concerns
for their children’s learning (Ceglowski & Bacigalupa, 2002). Parents and children are
the people who use the early childhood programs. Providing good service depends on
listening and learning from the people we served. Effective programs are responsive to
the unique needs of parents and children, and entail interaction between teachers,
children, parents, program resources, and outcomes. The uniqueness of parents arises
from the varied aspects of their lives’ contexts (Jacobson & Engelbrecht, 2000).
An interdependent relationship exists in childcare among nursery school directors,
teachers, parents, and children. Chinese parents tend to be very involved in child training
(Chen & Luster, 2002). Many parents expect their children to begin to learn reading,
writing, and math along with learning to sit still, listen attentively, and to do seat work.
Parents indicate their expectations to the school; the director and teachers may modify
their service according to these expectations. Parents need to work together with teachers
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and provide information on children’s home lives to the school. Since children learn
better if their parents and teachers cooperate closely, most nursery schools plan monthly
family service or parental education programs to convince parents of their early
childhood education/care goals and reduce the conflict if any differences in expectation
arise (Farrar, 1999; Welch & Whit, 1999). Because schools satisfy the parents’ different
perspectives of quality, parents gave programs higher ratings than professionals in this
field, but also possibly true is that dominating the description and evaluation of quality
care are the opinions of experts from the government, certain professions, and academic
research (Ceglowski & Bacigalupa, 2002).

The Perspective of Childcare Staff

The directors and teachers are key to providing high-quality early childhood
programs and exerting positive influence on children (Decker & Decker, 2001; Howe&
Jacobs, 1995). Good management relies on communication among all levels of program
staff and administration (Alter, 2001). Teachers’ behavior and the emotional climate of
the classroom they create, influence the nature of their peer-peer, child-teacher and
teacher-parent relationships (Wishard et al., 2003). Both preservice and inservice training
have a positive impact on quality of services. Teacher’s formal education relates
positively to program quality. Inservice training has an impact on quality professional
development (Azer et al., 2002; Epstein, 1999). In the hierarchies of authority, directors
influence teachers’ beliefs and teaching behavior (Chien, 2001). Qualified teachers get
good training in their college courses, although what they learn in study teaching may be
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very different from what they experience in practice. Teachers may insist on their beliefs
or adjust themselves according to the culture of their society; they may quit or be fired if
they cannot make adjustments.

Interpreting the Phenomena of Three Systems That Influence Nursery Schools

The rational-systems, natural-systems, and open-systems are three models of
organizations inferred from specific phenomena of operating nursery schools. Rationality
is a set of actions, organized and implemented to achieve predetermined goals with
maximum efficiency. The natural-systems model has its roots in human relations and
emphasizes the human side of administration in the operation of a nursery school. The
open-systems model arose from a reaction to the unrealistic assumption that nursery
school behavior could be isolated from external forces; this model has environment as an
influence, but is also dependent on people (Hoy & Miskel, 2001).

Rational Systems Model

The rational-systems model seeks to understand organizational behavior toward
the formal goals, rules and procedures that produce high-quality education. Based on the
belief that all children have a right to quality care and education, the government and the
directors regulate the organizational goals for all staff in order to generate efficient
outcomes in high-quality early childhood programs (Hoy & Miskel, 2001).
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In touching upon high-quality early childhood programs, in rational-systems the
curriculum becomes a significant issue for promoting the goals. Child-centered and childinitiated approaches are the catalysts and appear in most high-quality curricula (Wiltz &
Klein, 2001). Many professionals in this field advocate the child-centered approach and
believe that children will perform better if they can process internal learning. Many
nursery schools seek and align their original goals and procedures to achieve a highquality teaching approach. While the nursery school directors decide on the teaching
approach they are going to adopt in their school, all of the teachers are required to attend
in-service training and to become familiar with the teaching approach. The teachers must
write curriculum plans according to the children’s interests. The teachers implement the
curriculum very flexibly, depending on the pace of children, so that the children engage
in active learning. The child-centered approach advocates the belief that the learning
process is more important than the outcome. The children, with permission, choose freely
their activities and discover the materials in the classroom. Teachers and children
interact, cooperate, and co-learn throughout the whole curriculum. The teachers are
guides, facilitators, and researchers as children learn. They observe and discuss with
children; they not only plan the curriculum, but also spend most of their time as
recorders, documenting activities in children’s portfolios. These are the appropriate types
of teaching activities in a child-centered approach.
Following this model may be hard for the teachers who lack experience in writing
curriculum plans, and who purchase packaged instructional materials. However, directors
decode the goals and all staff work toward accountability to ensure that their individual
performances promote the child-centered approach, and thus attain effectiveness.
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Natural Systems Model

The basic assumptions of the natural-systems model predict that the organization
will adjust the rules to consider individual needs rather than formal goals. This model
predicts that instructional techniques will align more closely with teachers’ beliefs and
experiences about what children need. When teachers have different opinions about highquality teaching approaches, teachers may challenge the formal goals and rules with
individual beliefs. Teachers may form an informal organization and generate social
relationships. If the informal organization is very powerful, the teachers’ needs may
become the informal norms and internal school policies to influence the schools’ and
classrooms’ management (Hoy & Miskel, 2001).
Since 1987, most teachers training uses the teacher-directed approach, and so far
many of them still adhere to this approach in their classrooms in Taiwan. They prefer it to
the teacher-directed approach because it is easy to prepare a curriculum or develop
beliefs about children’s effective learning (Golbeck, 2002). In Taiwan, several nursery
schools prefer packaged instructional materials in lieu of creating and conducting their
own curricula. The packaged instructional materials provide textbooks and materials for
children and teaching guides for teachers. In using packaged instructional materials, the
teachers may save time over writing their own curriculum plans and finding resources.
The use of these packages also aids those teachers who do not know how to plan a
curriculum. On the other hand, adopting the child-centered approach, the curriculum
needs to be very flexible according to the teachers’ observations of the children and fit
the classroom environment and materials accordingly. In addition, the nursery school
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teachers demand some direct instruction because the beginning of elementary school
tends to favor more the teacher-directed approaches, and children in direct instruction
programs had slightly higher achievement scores immediately after finishing preschool
(Golbeck, 2002). In the teacher-directed curriculum, the teachers also easily evaluate
children’s learning by using fixed formats which leads to finding ways to improve
children’s learning.
Many nursery teachers have lengthy teaching experiences with the teacherdirected approach and they believe it to be the optimal approach in putting the children
on the right track. In addition, if they think that they are going to retire soon, they won’t
spend much energy on the new approach if it won’t benefit them for a length of time they
remain teaching. While the teachers’ preferences conflict with organizational goals, some
nursery schools may realign their goals. In Taiwan, conducting two approaches
simultaneously occurs in some nursery schools; some classes have adopted the Project
Approach (child-centered approach) and other classes have adopted the Thematic Unit
Approach (teacher-directed approach) (Helm & Katze, 2001; Lu, 2001). The teachers can
choose the approach most familiar, and the parents may enroll the children in the
preferred approach. The professionals in early childhood education/care also found that
many teachers adopt the Project Approach but tend to implement the teacher-directed
way by providing children with more direction and less free investigation.
In Taiwan, many directors do not have formal administrative training, and they
promote their management skills while they run nursery schools. The culture of the
school in which directors’ work influences their behavior (Chien, 2001). Directors play a
leadership role in the nursery schools, they may need to negotiate and comply with
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teacher groups instead of imposing their authority in order to reduce teacher turnover
rates.

Open Systems Model

The open-systems model predicts that external demands and incentives will
influence school decisions about implementing which approach in the schools. The
external variables can be parents’ expectations, children enrollment, and political
pressure. Formal and informal goals may fall sacrificially to external factors which are
more powerful than organizational goals or individual staff needs (Hoy & Miskel, 2001).
Parents’ expectations originate from their personal backgrounds, their
experiences, professional literature, other early childhood educators, the media and
children (Grossman, 1999). Traditionally, Taiwanese culture places great value on
academic excellence. Parents want their children to learn more and achieve excellence.
Parents worry about children’s performance and achievements, and they usually give
some feedback to directors or teachers after children’s enrollment in nursery schools. The
directors and teachers may modify their service according to the feedback (Chen &
Luster, 2002). Many parents prefer the academic-oriented and teacher-directed
approaches to play initiation. They may expect the teachers to teach particular subjects or
concepts to their children.
Many parents believe children in the direct instruction program attain higher
achievement scores immediately following preschool (Golbeck, 2002). They may request
the teaching of Chinese phonetic signs and writing so that their children are ready for
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elementary school, but such instruction may harm young children’s fine motor
development, and is prohibited by regulation of the Social Affairs Bureau of Kaohsiung
City Government. Some directors and teachers may struggle with the conflict between
the government’s regulations and parents’ expectations. They may teach the children
Chinese phonetic signs and writing to reduce the risk of low enrollment, but the schools
will not show any evidence of such teaching to the government. Many preschool teachers
within the same school do not agree with program objectives and cannot explain the
educational philosophy that guides the curriculum (Wishard et al., 2003).
Professionals in early childhood education usually declare their opinions through
the media or publications. The government usually listens to their opinion while they
regulate policy. They are external catalysts for instituting high-quality early childhood
programs. However, political pressures can be powerful external incentives for
influencing the government regulations. Businessmen or politicians operate some nursery
schools in Taiwan. Changing the government regulations may occur as a result of
political pressure and social requests. The external incentives may interact with each
other. Currently, many parents request the nursery schools to include English lessons in
Taiwan. To promote children’s enrollment, most nursery schools provide English lessons
to attract parents. Professionals in early childhood education present research evidence
that backs the prohibition of English lessons in nursery schools. However, political and
parental pressures are more powerful in influencing the government’s final decision.
Three systems models have different aspects for interpreting organizational
behavior. The rational-systems model explains the standards for school management
principles, organized and implemented to achieve the goal of providing good quality
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childcare. The natural-systems model concentrates on understanding the human side of
administration, and adjusts the formal goals to satisfy staff’s needs. Use of the opensystems model satisfies the need to understand the external demands and incentives that
influence nursery schools’ operations. Nursery school goals, the individual needs of
employees, and parents’ expectations have the same significance, and they interplay in
overall school management. Nursery schools usually plan parental education to convince
parents of the school’s early childhood education/care goals and to reduce conflict if
differences in expectations arise. Providing teachers with in-service training can bridge
formal goals and informal goals. Nursery school is a place to educate and provide care for
children; children’s needs must be given priority. Establishing organizational goals to
satisfy personal needs will lead to efficient and high-quality early childhood programs.

High-Quality Early Childhood Program Assessment Instruments

A good program evaluation tool is essential to help cooperation to improve
program quality. Program assessments make the greatest contribution to the early
childhood education if they have been tested and validated. The most effective program
assessment involves defining quality along a continuum, which helps programs identify
the position on the path to achieving quality, and identify the successive steps to be taken
to continue progress.
An effective quality evaluation includes many characteristics. An effective
program quality assessment should serve as a training tool and reveal staff training needs.
During the assessment process, supervisors can observe individual staff members and
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provide them with constructive feedback. In addition, valid, program quality, measures
are essential for research and program evaluation, and can communicate to many
audiences (Epstein, 2000). Many different early childhood program assessment
instruments are used to ensure that children have quality childcare. To meet rigorous
scientific standards, the instruments must define terminology and decision-making
criteria. If this is done, the assessment instrument may demonstrate its validity in relation
to other program quality measures.
Many programs and studies have adopted the NAEYC (1998) assessment
instrument and the ECERS as essential for their evaluation and research (Harms et al.,
1998). Makin et al. (2000) used the ECERS in assessing high-quality literacy programs in
early childhood classrooms. It was also employed in a cross-national comparison of how
parents in Germany and the U.S. perceive the quality of the ECE services their
preschoolers receive in the two different cultures. Early childhood programs in Germany
and Sweden can receive more publicity if assessment of their quality evaluations uses the
ECERS (Cryer et al., 2002; Sheridan & Schuster, 2001). Hall and Cassidy (2002) stated
that the NAEYC assessment standards represent a level of quality that exceeds the
licensing standards and current level of care in most U.S. states. The Illinois State
Department of Human Services (2002) included the NAEYC assessment instrument
when they compared seven sets of early childhood program standards. Thus, the NAEYC
assessment instrument and ECERS can be two effective program quality assessment
instruments and find use as tools to determine if other assessment instruments are
reasonable and valid.
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Kaohsiung City (KC) Assessment Instrument

The Kaohsiung City assessment instrument comprises three sections:
Administrative Management, Early Childhood Education/Care, and Health and Safety
(see Appendix A). Committee members from the Children’s Bureau Ministry of the
Interior R.O. C., regulate these three aspects according to the people who have
responsibilities in a nursery school. In general, a nursery school has three departments:
administration, education and nursing, and cooking and cleaning. The owner, the director
and the manager are in charge of administration management. The nursery school
teachers take responsibility for education/care, which includes care given to cognitive,
physical, and psychological development. The nursing and kitchen staff are responsible
for supporting health and safety programs.
The executive director has responsibility for administrative management as it
pertains to regulations, laws, policy, operating social events, and school governance.
Teachers are in charge of the classroom, working with children and parents; they take
responsibility for the portions of early childhood education/care that include curriculum
preparation, classroom environment setup, care given to children and interactions with
parents. Nurses inspect and keep children’s health records. Kitchen and cleaning staff
provide nutritious food and a clean environment for children and staff. All have
responsibility for Health and Safety. The subscales of the Kaohsiung City assessment
instrument are sorted according to the people who have responsibility for management of
various school functions (see Appendix B). Therefore, after processing the evaluation of
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nursery schools, locating problems, finding the staff with accountability and requesting
that they improve their work is relatively easy.

National Association for the Education of Young Children (NAEYC) Assessment
Instrument

The NAEYC assessment instrument comprises ten subscales: (A) Interactions
among Teachers and Children, (B) Curriculum, (C) Relationships among Teachers and
Families, (D) Staff Qualifications and Development, (E) Administration, (F) Staffing, (G)
Physical Environment, (H) Health and Safety, (I) Nutrition and Food Service, and (J)
Evaluation (see Appendix A).
These ten subscales seem to be categorized according to the people who use a
nursery school, and the people who accept the outcomes or benefits when the nursery
schools achieve the criteria in the subscales. Children, parents (families), teachers (staff)
and directors are the members who form a nursery school (see Appendix B). Each
subscale creates the provision for a service to one or two of the member groups. Nursery
school mandates require providing high-quality services to children according to these
subscales: Interactions among Teachers and Children, Curriculum, Physical
Environment, Health and Safety, Nutrition and Food Service, and Evaluation. Parents or
families receive benefits from the subscale of Relationships among Teachers and
Families. Teachers and directors are the recipients of the effects in the subscales of Staff
Qualifications and Development, Administration, Staffing, Physical Environment, and
Evaluation (see Appendix B).
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The NAEYC categorized the assessment instrument according to the people who will
receive the outcomes or benefits. Effective governance structures distribute outcomes
between consumers and servers. Children and parents are the consumers while directors
and teachers are the servers. Both directors and teachers are consumers and servers of
each other’s work. Teachers cooperate with directors and provide performance; directors
offer benefit packages and comfortable working environments to teachers. Hence,
nursery schools can adjust the serving principles according to the people who use the
service, analyze the characteristics of users, and respond to the needs of consumers.

Early Childhood Environment Rating Scale (ECERS)

Seven subscales are in this instrument: A. Space and Furnishing, B. Personal Care
Routines, C. Language-Reasoning, D. Activities, E. Interaction, F. Program Structure,
and G. Parents and Staff Formulate Early Childhood Environment Rating Scale (see
Appendix A). Factors categorize these subscales according to process quality and
structural quality. Process quality includes supervision, greeting, discipline and language
use (see Appendix B). The subscales of Personal Care Routines, Language-Reasoning,
Interaction, and Parent and Staff imply process quality. Facilities and materials refer to
characteristics of structural quality. The subscales of Space and Furnishing, books and
pictures in Language-Reasoning, Activities (materials), and Program Structure imply
structural quality.
The ECERS organized the subscale into two categories: structural quality, which is
visual inspection of a nursery school and process quality, which takes time to observe, to
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consider and to define according to circumstances. A structural quality has less room for
argument than a process quality; a structural quality is easy to modify, but a process
quality takes time to improve. However, process qualities are at the core of professional
development. Professional spirit and knowledge can compensate for the shortfall in
structural dimensions (Katz, 2003).

An Investigation into Three Assessment Instruments

Structuring the Kaohsiung City assessment instrument occurs according to the
administrative structure in a nursery school, and is an optimal organizing tool for
assessing members and nursery schools. First, the city government can recruit
professionals in administration, early childhood education/care, and health and safety to
conduct or revise the assessment instrument according to their specialties and training.
Then the nursery school assessment committee assigns the assessing members, who are
professionals in this field to be in charge of specific subscales. The assessing members
can thoroughly evaluate and accurately determine program quality while they score each
item on the assessment instruments. They not only can ask precisely worded questions of
the people who are being assessed, but they can also exactly ascertain who has questions
about the quality of the instrument and score. The nursery schools that are assessed can
assign staff that are in charge of the practical work on the subscales to show their
performance regarding each subscale, and determine if they need more information or to
modify any questions about criteria arise from an assessing member. Both assessing
members and practitioners communicate in the same language and in doing so may
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reduce misunderstandings and misevaluations while conducting the assessment. Such a
system increases the validity of the assessment instrument and the reliability of the
assessing process and outcome.
An effective assessment should also serve as a training tool, and allow supervisors
to observe and provide constructive feedback. After assessment, nursery schools may
need to improve and/or modify some subscales. The administrative structure can identify
the people who need to improve their work. Therefore, this process not only provides
high-quality childcare to children, but also leads to efficiently operating nursery schools.
A long relationship exists in childcare among nursery school directors, teachers,
parents, and children. As a result of this long-time cooperation, the nursery school
directors and teachers are more familiar with what the parents and children need. The
directors and teachers are the key to providing high-quality early childhood programs and
delivering positive effects to children (Decker & Decker, 2001; Howe & Jacobs, 1995).
The assessment committee categorizes the subscales of the Kaohsiung City assessment
instrument according to the professional duties of the directors and teachers, and the way
they operate the nursery schools. In following this process the professionals in early
childhood education, the directors and teachers, may accept the method for grouping
subscales. Furthermore, studying the details of each item helps understand if they fit the
practical work of directors and teachers, and the needs of children and parents. The
outcome can help clarify whether or not an effective instrument will provide professional
descriptions but as well as follow the correct format to increase the facility and reliability
of the assessment instrument. This review may also convince people that the subscales do
not need revision for the future.
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A Comparison of Items on Three Assessment Instruments within ECE/Care

The following description compares the NAEYC assessment instrument and the
ECERS to identify any weaknesses or strengths in the Kaohsiung City assessment
instrument within early childhood education/care (see Appendix C).

Definite Description

A good assessment instrument requires a clear description of each standard.
People use it as a self-study tool, so that they can evaluate themselves and modify defects
according to each standard. A detailed description increases the chance of convergent
opinions among the assessing members and decreases the differences while scoring the
instrument. It also reduces the conflicts between the government and practitioners after
announcing the outcomes of the assessment (Epstein, 2000). Some items in the
Kaohsiung City (KC) assessment instrument, the NAEYC, and the ECERS are not clear,
such as KC-3- safe measures (see Appendix C). Specifically, a clear description of how
electric outlets, shelves, tables, and walls should be handled in the interest of safety is not
apparent. The NAEYC interprets “safe measures” as protective caps on electric outlets
and no sharp edges on furniture. In addition, the ECERS advises “ample indoor space that
allows children and adults to move around freely,” but the number of square feet per
child appears in the Kaohsiung City assessment instrument and the NAEYC assessment
instruments. In addition, “setup the shelves and tables creatively” (KC-7) is not clear to
everyone; addressing this comment may depend on personal experience and opinion.
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Exclusive Items

A reliable assessment instrument will contain most items, which also can be found in
many other assessment instruments. High-quality early childhood programs have similar
characteristics. The people who work in the field should support the most important (and
identical) items and approve their inclusion on the assessment instrument. The process
qualities are at the core of professional development and children learn better if their
parents and teachers expectations are closely aligned. In the assessment instrument,
numerous items relate to the interaction or relationship between teachers, children and
parents (families). If the items do not appear on other assessment instruments, perhaps
consideration is in order as to whether the requirement is reasonable or necessary, or
interprets the presence or absence as due to cultural diversity. Some items required in the
KC assessment instrument are not in the NAEYC and the ECERS, such as, resource
room, staff dress code, preparing materials before class, the theme of curriculum, and
having a self-designed curriculum discussed among teachers. In addition, KC-17 directs
teachers in regard to their use of body motion while they carry out ECE/Care activities.
This standard does not appear in the NAEYC and the ECERS, because “body motion’
may differ according to age group and the issue of teacher-directed vs. child-initiated
activity (see Appendix C).
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Professional Development in Early Childhood Education/Care

Currently, teachers’ professional development is a significant issue in early childhood
programs. Educators who work with young children and their families to provide highquality programs, and their professional development are major channels in the
development of such programs (Decker & Decker, 2001). Enhancing teachers’
professional training and educational qualifications may be the best way to enhance
preschool process quality (Rao et al., 2003). Professional development includes those
processes that improve job-related knowledge, skills, and attitudes in order to facilitate
personal and professional growth (Click, 2000). Nevertheless, the KC assessment
instrument merely evaluates whether teachers have active learning and self-reflection
(KC-22), and whether teachers exhibit a professional attitude with children and parents.
When the expectation is that teachers engage in self-reflection and active learning,
professional resources and environment are catalysts toward achieving the goal. The
assessment instrument needs to evaluate whether nursery schools provide opportunities
and resources to support teachers’ professional development and growth. The assessment
instrument can require providing ongoing professional development opportunities, a staff
room, a staff-training plan, self-evaluation, adult equipment, and break-time to improve
teachers’ professional knowledge and environment (NAEYC, 1998). The programs’
support staff attend courses and conferences, provide a professional library, adult lounge
area, and adult furniture, and require that annual supervisory observations be helpful.
These criteria enhance teachers’ professional capabilities (Harms et al., 1998).
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Curriculum/Activities

Most parents have concern for their children’s learning curriculum/activities in
the nursery schools. Teaching curriculum/activities is a major portion of the teacher’s
daily work. Currently, due to the influence of the Project Approach and High/Scope
Approach, many academic authorities advocate the “theme” curriculum for practicing
teachers and ECE students. “Theme” curriculum is a useful method for integrating
knowledge from different fields such as daily life, sociality, math, language and science.
It is also a valuable way to deliver whole-child pedagogy through a whole-language
approach. However, the NAEYC and the ECERS do not require curricula to have
“themes” in its criteria. Theme is not a necessary requirement in some approaches, such
as the Learning-Center Approach or the Montessori Approach.
In Taiwan, several nursery schools prefer packaged instructional materials over
self-designed, detailed, curricula for their children. However, high-quality nursery
schools require professional teachers to know curriculum design. The teachers plan
curricula according to their observation of the children and establish the environment and
materials in the classroom accordingly. In the meantime, teachers who track children’s
interests, flexibly adjust curriculum, with respect to the children’s pace. Both the KC and
the NAEYC evaluate written plans and age-appropriate materials and equipment; the
ECERS only inquires about materials settings, which are categories in the Learning
Center Approach.
In addition, teaching writing, teaching Chinese phonetic signs and talented classes
are prohibited activities in nursery schools in Taiwan. Some studies advocate early
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literacy and emerging literature. Low literacy can be associated with a range of social
problems, including unemployment and delinquency (Makin et al., 2000). The overall
quality of a childcare program has been found to be an important determinant of positive
effects on language and preliteracy skills (Snow et al., 1999). In Taiwan, teaching young
children writing is prohibited because many teachers require children to write in a small
grid and young children’s fine motor skills are not developed well, yet daily-writing
experiences are widespread in early childhood classrooms (Moutray & Snell, 2003).
Children love to write; prohibiting writing does not respect children’s rights and needs.
The assessment instrument should focus on the ways teachers’ teach writing instead of
just passively excluding it.

Documenting Early Childhood Education/Care Regularly

Researchers have found documenting children’s learning is one of the most valuable
skills a teacher can learn (Helm et al., 1997; Katz, 1996). The benefits of documentation
could be more effectively communicated with families, so that teachers are able to
respond to demands for accountability and be more effective in meeting special needs
(Benson & Smith, 1998; Helm et al., 1997). Both KC and NAEYC assessment
instruments inquire as to individual descriptions of children’s development, and require
regular notation in the parent’s contact book.
Even though the documentation benefits children, parents, the school, and teachers
themselves, finding time to produce regular documentation is still difficult for teachers.
In Taiwan, many nursery school teachers spend off-school time for planning the
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curriculum, and regularly writing in the ECE/Care diary and child development records
and parent contact books. Some teachers indicate that they would rather spend more time
in caring for children than in engaging in required regular documentation. This has
become a point of contention among teachers, and further influences teacher recruitment
and retention.

Feasible Family Services

Good school family relations positively correlate with indicators of school
performance (Adams & Christenson, 2000; Welch & White, 1999). Improving homeschool communication was identified as a primary way to enhance school-family
relations. However, teachers understand what parents expect children to learn, but parents
were less clear about teachers’ expectations (Weikart, 1999). Family service plans are
helpful in shortening the gap in expectations between parents and teachers.
Early childhood program assessment instruments provide some advice for
working with families, such as parental service and interaction with parents. The
feasibility of some items needs some consideration with regard teachers and families. The
purpose of home visits is for teachers to be aware of children’s home lives and to develop
a close relationship with families, but such activity may mean lost time in traffic and may
also cause safety problems. Many teachers become exhausted with the regular
organization of field trips, parties and games with families. They would rather spend
more time observing children and focusing on children’s development than planning
families’ activities or greeting parents. Parents usually appreciate the teachers who
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concentrate on caring for children. Parents’ involvement can increase families’ positive
attitudes toward the school, but parents may have difficulty acting as volunteers if they
have regular jobs. In addition, teachers have special training in early childhood
education/care or human development, but they may not have much background in
psychology or physiology. Teachers may have difficulty in establishing a schedule or
telephone line for parent consultation, which the KC assessment instrument suggests.
Although school-family relations are important, children are the motivation for
building on the relationship. Some schools repeatedly train children for performance at
parties. Repeated rehearsal does not respect children’s development and makes them
bored with these activities. Teachers also become tired of pushing children toward
repeated practice and planning the performance. High-quality school-family relationships
should build on collaborative interaction, and ongoing two-way communication with
children’s parents, and establish positive relationships with them based on mutual trust
and respect (Goffin, 2003).
All three-assessment instruments––Kaohsiung City, NAEYC, and ECERS––are
to be used in evaluating early childhood programs according to different characteristics in
instrument formatting. The Kaohsiung City assessment instrument, regulated by the
Children’s Bureau Ministry of the Interior R.O.C., is considered a nationally recognized
criteria. The KC assessment instrument merely lists the basic requirements. In the interest
of impartiality, the KC instrument assesses the equipment, materials and children’s books
according to quantity. However, the quality of materials is more important than quantity
to children. In comparing the NAEYC assessment instrument and ECERS, some
descriptions in the KC are not comprehensible and detailed, which makes aspects unclear
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to assessment members or teachers since they need to interpret some criteria according to
their own experience.
In addition, the KC assessment instrument requires regular documentation of
varying records. This regulation may not conform to practical execution in the classroom,
especially since the child-teacher ratio is high in Taiwan. Teacher’s professional
development and growth are the keys to high-quality in nursery schools. The school, the
community, and even the government have responsibilities to provide opportunities and
resources for continuing education and ongoing professional development to nursery
school teachers. For this reason, the assessment instrument needs to supervise the
school’s responsibility to provide ongoing professional development for teachers. An
ongoing program evaluation is a key to maintaining high-quality programs. Teachers,
schools, communities, and the government all need to work together to conduct a
valuable assessment, using a valid instrument, to comply with it in the field, and to use it
as a self-reflective educational tool. In light of the findings, teachers and schools must
continually improve and maintain high standards, and thus all children, parents, and
teachers can benefit from high-quality nursery schools.

Early Childhood Education/Care Theories

Early childhood educators throughout the world share the belief that teacher
qualifications and knowledge about child development relate to the quality of early
childhood services (Mellor & Chan, 2002). The following theories, relate to early
childhood development, allow teaching strategies supported by the findings of research.
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Cognitive Development

Cognitive development is a function of physiological maturation. Children’s
cognitive development is the result of their own efforts to make sense of their world.
Early childhood educators study and observe children’s cognitive development, and
employ the findings into childcare programs to provide a high-quality learning
environment. According to research on children’s cognitive development, early
childhood approaches build suitable teaching theories and strategies to promote
children’s learning quality.
Piaget proposed four stages of cognitive development: sensorimotor stage,
preoperational stage, concrete operations stage, and formal operations stage. Nursery
school children ages 0-6 are in the sensorimotor stage- based primarily on behaviors, and
perception and the preoperational stage- in which symbolic thought and language are
prominent, but the child does not reason in logical ways yet (Piaget & Inhelder, 2000).
According to Piaget, children develop schemes that allow them to respond to their
environment through a developmental process called adaptation. Adaptation occurs as a
result of assimilation and accommodation. Assimilation is when children apply existing
schemes to fit into a changed environment and to input the process. In contrast, children
modify the existing schemes to adapt to a new situation; this is accommodation (Piaget &
Inhelder, 2000).
Children’s development occurs through assimilation to accommodation to achieve
equilibration. Equilibrium is when children are satisfied with their way of thinking or
interpreting a problem (Piaget & Inhelder, 2000). Adults can support students’ cognitive
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development by influencing the process of equilibration. Equilibration refers to the
mechanism of changes in thinking and a process that promotes the development of
increasingly complex forms of thought and knowledge.
According to Erikson, children ages 3 to 6 years old struggle with the need to take
initiative versus feeling guilty. During this stage children attempt to act “grown up” and
often try to take responsibility for things beyond their capability. They may develop a
positive sense of initiative; they learn to retain this sense without impinging on the rights
and goals of others and without the need to do things perfectly. Children repeat “trial and
error” to continuously find out cause and effect.
Vygotsky (1978) believed addressing children’s needs best occurs when teachers
are aware of their children’s zone of proximal development (ZPD). The ZPD is the
distance between the actual developmental level as determined by independent problem
solving and the level or potential development as determined through problem solving
under adult guidance or in collaboration with more capable peers (p. 86). Teachers,
parents, and peers help children do things that they cannot do by themselves by
scaffolding their learning. Scaffolding is the guidance or structure provided by more
competent individuals that enables children to perform tasks within their zone of
proximal development. Both children interacting with adults and co-operating with peers
are scaffolds that support learning (Berk, & Winsler, 1995).
Vygotsky (1997) proposed the value of thinking for inner education. “Thinking is
not only a mechanism that complicates and refines out interaction with the external
world, but also guides the inner aspect of out behavior” (Vygotsky, 1997). People usually
self-talk while they think. Self-talk evolves into inner speech, in which children mentally
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talk to themselves and continue to direct themselves verbally through tasks and activities.
People conduct their thoughts and plans through inner speech. Inner speech increases
when children are performing more challenging tasks, those at which they must work
harder to be successful (Vygotsky & Luria, 1998).
Montessori believed children’s development moved through “Sensitive Periods,”
which are blocks of time in children’s lives when they are absorbed with one
characteristic of environment to the exclusion of all others. The Sensitive Periods
manifest themselves in the individual as intense interest in repeating certain actions, at
length, for no obvious reason; the majority of these periods come at ages 0-6. The
Sensitive Periods are: sensitive period for order - desire to put things where they belong,
sensitive period for a desire to explore the environment with tongue and hands - absorb
the qualities of the objects in the environment, sensitive period for walking -walk to
develop physical powers, sensitive period for details - focus on minute details and tiny
objects, sensitive period for social aspects of life – establish a community with others.
The Sensitive Periods describe the pattern children follows in gaining knowledge. In
addition, the pheromone of the Absorbent Mind explains the special quality and process
by which they accomplish this knowledge (Lillard, 1972). Children learn through sense
organs to utilize information from seeing, tasting, touching, hearing, smelling, and
physical movement of the body. Knowledge about early perceptual abilities is critical and
useful for enhancing learning.
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Play Theory

Play makes important contributions to all aspects of child development (Johnson,
et al., 1999). Psychologists have long been aware of the value of play for children’s social
development, such as developing cooperation and conflict resolution skills (Mcdevitt &
Ormrod, 2004; Mussen, 1979; Vygotsky, 1997). Play can help children experiment with
new combinations of objects, identify cause-effect relationships, and learn more about
other people’s perspectives.
Erikson called his third stage of development, from ages 4–6, the play age. At this
age children engage in both solitary and cooperative play as it helps them to develop their
initiative and deal with their disappointments and failures (Mcdevitt & Ormrod, 2004).
Piaget (2000) considered play to be a product of assimilation. “The child needs a means
of self-expression, that is, a system of signifiers constructed by him and capable of being
bent to his wishes, such is the system of symbols characteristic of symbolic play” (Piaget
& Inhelder, 2000). The assimilation applies a symbolic language, developed by the self
and capable of being modified according to the needs of play. Piaget (2000) proposed
three principal categories of play: exercise play, symbolic play, and games with rules
(Piaget & Inhelder, 2000). During play, children act out their already established
behaviors and adapt reality to create an enjoyable fit.
“Play is an instinctive activity, also serves to exercise other instincts, and is the
natural school of the young animal, its self-teacher and very own animal trainer”
(Vygotsky & Luria, 1998). Vygotsky viewed play as important to the social and
emotional development of children as well as to their cognitive development. Pretense
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probably helps children begin to distinguish between external objects and internal
representation. Through socio-dramatic play, children gain a greater appreciation for
what other people might be thinking and feeling. They develop skills in planning,
communication, cooperation, and problem solving that will be important for their later
success in the adult world.
Smillansky (1990) researched children’s play behaviors and showed five basic
forms of play: (1) functional or exploratory play, (2) constructive play, (3) dramatic play,
(4) socio-dramatic play, and (5) games with rules. These five forms are similar to the
environment established by the Learning Center Approach. In functional or exploratory
play, children use sensory motor abilities to learn about their surroundings. In
constructive play children combine blocks, Legos, or other objects. In dramatic play
children apply either imaginary or real processes of dramatic play centers and block
centers to pretend to be someone else, presenting their thoughts and emotions. The sociodramatic play shows the co-operation between children around a theme and evolves over
a period of time. In the games with rules, children regulate controlled rules for cooperative players to process the games; the rules on which the participants depend can be
changed and adjusted.

Social Interactions

Interacting with other children gives children more opportunity to discover
whether or not their thinking and behavior are appropriate to all situations (Piaget &
Inhelder, 2000). By exchanging ideas, and arguing with others, children gradually begin
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to realize that different individuals see things differently and abate their egocentric view
of the world.
Vygotsky stated that the form a person’s cognition takes is strongly influenced by
the needs of society and culture, and language supports cognitive development. Children
need opportunities to manipulate language, either by speaking with others or to
themselves to progress to more mature ways of thinking. In the zone of proximal
development, children engage in collaborative activities within specific social
environments. Children internalize and transform the feedback they receive from others,
and use the feedback to regulate their own behavior (Petrick Steward, 1995). Vygotsky
emphasized that interaction with adults and peers extends experience, and he believed
that children would be able to attempt more complex tasks if they had some support from
others. More advanced adults and peers can scaffold the children’s learning in the zone of
proximal development (Vygotsky, 1997). Peers become influential agents of
socialization, training by reinforcing certain responses and serving as models for
imitation and identification (Mussen, 1979).
With advancing age, during the nursery school period, interactions increase in
frequency, intensity, and duration. The late stages of play contain more social
interactions. Children spend more time in cooperative activities and playing with others
in joint projects, and sharing materials. Children’s increased physical and cognitive skills
permit participation in more complex cooperative activities (Mussen, 1979). Social
competence includes the capacity to initiate, develop, and maintain satisfying reciprocal
relationships with others, especially peers. Teachers need to provide children with
opportunities to listen and anticipate each other’s ideas and questions, to resolve
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arguments, to offer assistance to each other, to communicate their own suggestions and
thoughts to their coworkers, and to coordinate their effort with others (Katz & Chard,
2000).

Early Childhood Education/Care Approaches in Taiwan

In the last decade, the early childhood education approaches have undergone
significant changes in Taiwan. In 1987, the Ministry of Education in Taiwan began to
regulate the Thematic-Unit approach as an integral curriculum in kindergarten. At that
time, academic authorities believed in the Learning Center Approach as applied through
play theory. Playing not only gives children individual experiences, but also attracts
children to learning. Meanwhile, some parents hesitate to have their children learn
through play. Montessori schools, which have materials for children’s academic learning,
were another choice for parents. In the High/Scope Approach, the “Wheel of Learning”
gave teachers clear ideas for processing the curriculum. The charm of the Reggio
Approach spread widely throughout the early childhood education field and has the
recommendation of many academic authorities in Taiwan. The integrated approach for
curriculum planning is much more accepted and implemented now than in the past. The
early childhood approach, while differing in educational philosophies and purpose,
generally intends to provide activities that the programs believed may help promote
children’s cognitive and social development.
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Thematic-Unit Approach

In 1987, the Ministry of Education in Taiwan regulated the Thematic-Unit
Approach as an integrated, integral curriculum in kindergarten (Chien, 1998). This
regulation required all early childhood teachers to learn the Thematic-Unit Approach in
their preservice training and to adopt this approach in the early childhood programs.
Many parents and commentators who address educational issues seem to believe that
children should be engaged in formal instruction or in early literacy and math exercises.
Until now, the Thematic-Unit Approach remains the most widely used in Taiwan (Lin,
2002). The main idea of this regulation is to change traditional teaching by incorporating
different subjects. A Thematic-Unit integrates a variety of different subjects into a set of
learning activities.
The Thematic-Unit Approach organization cuts across subject-matter lines,
bringing various aspects of the curriculum together into association to focus upon broad
areas of study. Thematic instruction is an interdisciplinary teaching approach that
integrates different subjects into a whole group of learning activities according to themes
or topics. These activities usually relate to children’s daily lives and to teaching them
problem-solving skills. The Thematic-Unit curriculum is teacher-directed, includes
precise planning and is a fixed process in Taiwan. The concept of interdisciplinary
thematic units—instructional activities that are thematically meaningful, structured, and
organized across curriculum areas—provides teachers with an opportunity to guide the
study of critical components in the curriculum. A unit has to contain several activities of
cognition development, disposition development, and skill development. This approach
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has three fixed steps while the teachers process activities. At first, the teachers carry out
the preparation of activities to motivate children’s interest in a unit. Then, developing
activities teach children basic knowledge and provide hands-on experiences. Finally,
synthesizing activities allow children to share what they are learning and represent the
outcomes from this unit. In addition, in Taiwan, most nursery schools conduct the
Thematic-Unit curriculum plan in a fixed format, with the same writing style and
sentence structure. The teachers need to write the curriculum plan before the start of
school.
The Thematic-Unit Approach is a teacher-directed curriculum within the whole
group children, with the teacher taking all responsibilities, which include planning the
curriculum, activities, materials, setting up the environment, and teaching the activities.
The children play a passive role in accepting the learning activities selected by the
teacher. The teachers and children can predict the learning process and outcomes, while
establishing the curriculum and assessment instrument occurs before unit activities begin.
The teachers can efficiently manage classrooms because they are using less material than
other approaches and also because all children receive the same instruction.
Due to the characteristics of the preplanned curriculum and the fixed format, or
the fact that teachers may not have enough experience to adopt their own curriculum
plan, or because of other significant reasons for saving time and finding resources, the
directors and teachers may purchase packaged instructional materials provided by some
commercial agencies rather than have curriculum designed by teachers themselves.
However, the pre-planned curriculum may lack integrity and may be unrelated to
children’s interests and individual differences. Most of the packaged instructional
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materials are very academic and achievement-oriented. They focus on learning reading,
writing, and arithmetic to prepare children for first grade in response to parents’
expectations.

Learning Centers Approach

More than ten years ago, the learning centers approach arrived from western
culture into the Taiwanese early childhood education/care field. Many professionals in
this field received education and training in western countries and brought back the
Learning Centers Approach, based on play theory (Isbell, 1995). The experience of play
enables children to develop the foundation for other forms of development connected to
academic learning (Youngquist & Pataray-Ching, 2004). Programs organized around
learning centers and interactive play activities do teach reading, writing, and arithmetic,
but in a way that young children can understand at their levels of development (Work,
2002).
Learning centers, used frequently in nursery schools, are effective in providing
children with subject area enrichment and giving children an opportunity to explore and
experience many different fields. Each child can work at an individual pace, with
materials designed to meet particular needs and level of learning. Learning centers can
develop and evaluate individual skill, and find resources to improve specific experiences.
They represent a child-centered approach for creating meaningful learning contexts in the
nursery schools. This approach allows teachers to create an environment in which they
and students work together as active learners.
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Carefully designed learning centers contain a variety of learning activities and
materials drawn from the classroom’s basic skills program. The core centers, which are
typically found in Taiwanese nursery schools, include blocks, sand and water, art,
dramatic play, manipulation, science and discovery, language, games/puzzles, and
carpentry centers (Su, 2001). The design of center optimizes concrete learning and
enables children to explore a wide variety of objects and materials. Due to space and
budget limitations, most nursery schools in Taiwan can only adopt four to six centers;
dramatic play, block, art, games/puzzles, and language exist most commonly in the
nursery school classroom. Many nursery schools design the learning centers approach
within themes and units. Therefore, Learning Center Approach exists alongside other
approaches with the exception of the Montessori Approach. Themes and units are useful
methods for integrating knowledge from different fields and centers. The teachers can
organize all centers to relate to a theme or a unit, and to integrate different subjects into
whole learning (Jones, 1999).
The curriculum plan varies by schools; the teachers may conduct the curriculum
plan either by a month or a semester. The schools adopt the Learning Center Approach
according to themes that usually require a monthly curriculum plan. Regularly replacing
themes or units can refresh the atmosphere, and keep teaching and learning interesting.
The curriculum plan assignments are according to each learning center and usually
include the description of the learning experience conducted by this center, a list of toys
and materials, and the key points in designing this center. In addition, if conducted
according to a theme, then the goal is the identification of items that need to be added in
the curriculum plan. Classrooms built around activity centers provide ongoing learning
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and assessment. Each day children have periods of time to select the areas in which they
wish to play. For older children, the teacher may assign them “contracts” on certain
activities such as language, math, and science, to ensure their academic learning in
preparation for elementary school. The criteria of assessment can be very general
according to the goals of each learning center, or can be more specifically related to the
theme (Su, 2001).
The Learning Centers Approach is one of the open education models and satisfies
children’s individual needs. In the classroom, children are free to play and talk; they also
are free to choose a learning center and materials. Many children love to go to school
because they can play at their favorite activities. Teachers need to appreciate that the
freedom and noises in the classroom are the medium for children’s learning. Due to the
approach having less teaching and being more child-initiated, the teachers’ selfmotivation and self-regulation have become very important. Professional nursery school
teachers are very active in playing with children and observing the children;
unprofessional teachers may leave children to play by themselves without any interaction.

Montessori Approach

Since 1984, the Montessori approach has been widespread in Taiwan. Many
Catholic nursery schools have adopted the Montessori approach (Chien, 2001). The
delicate learning environment and serial materials have attracted many parents and
practitioners. Some directors and teachers adopt the Montessori approach to increase
children’s enrollment. Several organizations provide Montessori teacher training with

57
270 hours of courses. The Montessori approach is a controversial educational method
among professionals and practitioners in the field. In 1914, Kilpatrick criticized the
Montessori school as not fostering social cooperation among children, and not having
variation in materials and lessons (Chattin-McNichols, 1992). Many professionals in this
field argue that the lesson presentation is too stiff in the learning atmosphere. However,
many parents embrace it and choose the Montessori school for their children. The
practitioners may struggle between the academic authorities and parents.
Montessori proposed many theories to guide the Montessorian and the Montessori
school, applying sensitive period, absorbent mind, and normalization to children’s
development. The sensitive period is the most readily apparent in the early years of
childhood and involves the period in which the child is particularly receptive to certain
stimuli. An absorbent mind has a great ability to learn and assimilate effortlessly and
unconsciously from the surrounding world. It permits an unconscious absorption of the
environment by means of a special pre-conscious state of mind. The child constructs his
mind in this way until he has established memory, the power to understand, and the
ability to reason (Lillard, 1972). Normalization is the process that involves meeting a
child’s needs through this activity of concentration. The new state of psychic integration
the child had thereby reached was actually his normal state (Lillard, 1972). Isolation of
difficulty, control of error, and point of interest are features of the materials and lesson
plans. Isolation of difficulty focuses the child’s attention on that one thing and organizes
the child sensorial integration (e.g., Montessori materials- Long rod only compares the
length of the rod). Control of error is in the material itself, and the child has concrete
evidence of it. The desire of the child to attain an end that he knows, leads him to correct
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himself and also shows auto-education (Lillard, 1972). Point of interest brings the child
back to looking at something many times by showing a new point of interest (ChattinMcNichols, 1992).
The Montessori school is also called a children’s house; the environment offered
provides them the opportunity to develop their activities (Montessori, 1964). The
children’s house has a set of rooms and a garden, in which the children can work and dine
in the open air (Turner, 1999). The six basic components of the children’s house are: (1)
concepts of freedom, (2) structure and order, (3) reality and nature, (4) beauty and
atmosphere, (5) Montessori materials, and (6) development of community life (Lillard,
1972). Turner (1999) described briefly Montessori’s vision for a developmentally
appropriate physical environment. The eight criteria for environmental assessment are:
(1) structure/arrangement, (2) decor/sensory aspects, (3) storage, (4) furnishings, (5)
equipment, (6) safety, (7) cleanliness, and (8) adult/community space. A peaceful and
quiet classroom allows children to concentrate on manipulating materials and respecting
each other. The classroom, highly organized and neat, has decoration of delicate artifacts.
The Montessori materials comprise six categories: (1) practical life, (2) sensorial, (3)
math, (4) language, (5) culture, and (6) artistic materials (Lillard, 1972). Each category
contains serial materials and has pre-requirements among them (Chattin-McNichols,
1992). The Montessori Approach emphasizes academic learning. The six categories of
materials play a systematic role in teaching and interaction. Children who work in
practical life materials develop good fine motor skills and prepare for writing (Rule &
Stewart, 2002). Children who work on sensorial material train to think logically and
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prepared for math and language. However, many teachers only emphasize external
teaching, and ignore the internal spirit and philosophy of the Montessori approach.
Further, most of the Montessori materials have fixed lessons and presentations.
The Montessori teachers usually design both monthly and weekly curriculum plans,
which include each category of materials. Many Montessori schools adopt themes to
integrate children’s learning as a whole. The learning assessment instrument is a checklist
divided by six categories of materials, and lists the materials in learning order, such as
from simple to complex and concrete to abstract. The scale for recording the evaluation is
closed-ended with ordered degrees such as introducing the material, practicing the
material, and mastering the material.
Maria Montessori believed that adults should observe children and prepare an
optimal environment and materials for them. Teachers need proficiency in presentation of
Montessori materials. Teachers are models for children; they not only present materials,
but also act as models for behavior and discipline. Traditional Montessori teachers have
very high expectations of themselves; they reinforce ground rules, and their attitudes may
be serious while they interact with children (Montessori, 1964).
In the Montessori school, children, teachers and environment are three elements
in teaching (Chattin-McNichols, 1992). Children are the center of the classroom; teachers
prepare the environment for children, and children work in the environment and reflect
their learning in the environment to teachers. Adults and their peers respect children; they
have the right not to be interrupted while they concentrate on work. Even when many
academic authorities criticize the Montessori approach, many children speak
enthusiastically about the Montessori activities (Rule & Stewart, 2002).
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High/Scope Approach

In Taiwan, only a few nursery schools have adopted the High/Scope approach, but
it also attracts many professionals in this field as well as practitioners. David Weikart and
his colleagues originally developed it in the 1960s for use in the High/Scope Perry
preschool program in the U.S. In 1998, Weikart went to Taiwan to propose his project.
Many nursery schools showed interest in the novel approach, but they did not know how
to apply it in their schools (Weikart, 1998).
The High/Scope Approach based on Piaget’s constructivist theory of child
development, has the belief that active learning is fundamental to the full development of
human potential and that active learning occurs most effectively in settings that provide
developmentally appropriate learning opportunities (Epstein et al., 1996; Hohmann &
Weikart, 1995). This approach adopts the “Wheel of Learning” to illustrate the
curriculum principles that guide High/Scope preschool practitioners in their daily work
with children. The Wheel of Learning includes: (1) active learning, (2) adult-child
interaction, (3) learning environment, (4) daily routine, and (5) assessment. They believe
that through active learning the children will have direct and immediate experiences and
derive meaning from them through reflection.
The plan-do-review process is at the center of the High/Scope active learning
approach. Children are active learners; they make their own daily plans, follow through
on them, and later recall and share with peers and teachers what they have done. In this
way, children learn to articulate their intentions and reflect on their actions (Hohmann &
Weikart, 1995). The High/Scope Approach adopts an active learning spirit into the
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academic curriculum. This approach provides ten key experiences in evaluating
children’s learning to be sure the learning is on the right track. A series of key
experiences describe how children perceive and act in their environment. The ten key
experiences are: (1) creative representation, (2) language and literacy, (3) initiative and
social relations, (4) movement, (5) music, (6) classification, (7) seriation, (8) number, (9)
space, and (10) time. The plan-do-review impresses many people who are in this field; it
may be an organized way to use a learning center. The High/Scope setting has divisions
according to interest areas such as, sand and water area, block area, house area, art area,
toy area, book and writing area, woodworking area, music and movement area, and
computer area (Hohmann & Weikart, 1995).
In the High/Scope preschool approach, assessment includes a range of tasks,
teamwork, daily anecdotal notes, and daily planning sessions. The High/Scope Child
Observation Record (COR) is a basic assessment instrument in this approach. In
combination with the COR, over several months’ work with children, the adult writes
brief notes describing episodes of the young children’s behavior in initiative, social
relations, creative representation, music and movement, language and literacy, and logic
and mathematics. These notes, then uses classify the child’s behavior on thirty COR
items using a scale with five levels. The High/Scope Approach requires teachers to work
together as a team. In daily team planning, they use anecdotes as a starting point for
planning ways to support children’s learning. Teachers set up interest areas and provide
supplies to support children’s plans and improve their skills and learning.
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Project Approach

According to Piaget (1976, 2000) and Vygotsky (1997), children construct their
knowledge when their present level of thinking faces the challenge of new information
and points out discrepancies in their current cognitive level. The challenge is from
interactions with peers, adults, and the physical environment. Children actively
investigate to change their cognitive structures to adapt to new knowledge. These
researchers also suggested that children’s knowledge is co-constructed with others in a
social context. According to Vygotsky’s concept of the zone of proximal development,
parents, teachers and more competent peers will best scaffold children while they are
between the actual and potential levels of development.
In recent years, the Project Approach and the Reggio Emilia approach have been
introduced in many Taiwanese preschools and have received most of the attention in the
early childhood field (Liu & Chien, 1998). An overall aim of the Project Approach is to
cultivate the life of the young child’s mind. In its fullest sense the term “mind” includes
not only knowledge and skills, but also social, emotional, moral, aesthetic, and spiritual
sensibilities. Children construct their own knowledge and create their own minds (Katz &
Chard, 2000). The Project Approach advocates child-centered and problem solving
pedagogy; children’s sense-making activities can be recognized as efforts to achieve the
best understanding they can develop within their intellectual capacities.
In the Project Approach design, three phases employ topic study over an extended
period of time. The three phases are, planning and getting started, projects in progress,
and reflections and conclusions. Teachers and children start by selecting project topics,
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anticipatory web planning, building common experiences, finding out what children
know, developing questions for investigation, and setting up the classroom for
investigation. In developing the project stage, they move into investigation, solving
problems and field-site visits. Fieldwork gives children real experience in the things they
want to investigate. Concluding the project, the last phase, includes documenting
children’s learning and evaluating the project (Helm & Katz, 2001). Display and share
can present how children work and integrate their learning; they are encouraged to
represent their ideas in multiple forms (Trepanier-Street, 2000). Discussion is a major
catalyst in developing a project from start to end; participants share their conceptions and
misconceptions about the topic, and negotiate the project’s direction with their peers and
teacher. Children use inquiry through investigation to produce deeper thinking.
In Taiwan, the nursery schools adopt the Project Approach, which also establishes
a few learning centers in the classroom. Children can play in the learning centers if they
choose not to engage in the project; teachers use learning centers to improve specific
skills and can also be places for transition activities. Children most frequently use art and
recycled supplies. Children’s cooperative products occupy the majority of the classroom
time. The classroom may not look neat and organized during the process of the project,
but it shows that children are actively learning.
Children are active constructors of knowledge and authors of their own learning.
Children must set their goals for each project. Due to the in-depth study in the Project
Approach, while engaging in a project, children act as researchers as they explore,
observe, question, discuss, hypothesize, further refine and clarify their understandings. In
addition, Project Approach used parents as important resources; invitations to parents
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involve them in the project. They discuss their own experiences and knowledge with the
children and provide information, pictures, books, and objects to help the whole group in
pursuit of knowledge on the topic. Parents also have invitations to see the projects the
children have been doing.
Teachers document children’s progress in a formative evaluation that involves a
review of the project as it is in process (Mindes, 2003). The children and teachers use the
documentation to revisit their thinking, review the project, plan additional projects, and
share the project with parents and other community members (Trepanier-Street, 2000).
The documentation can be individual portfolios, products, observations, child selfreflections, and narratives of learning experiences (Helm & Katz, 2001). Due to the belief
that the learning process is more important than the outcome, in the Project Approach
classroom, teachers and children interact, cooperate, and co-learn throughout the whole
project. The teachers are guides, facilitators, and researchers to the children as they learn.
Teachers observe and discuss with children; they not only plan the thematic web, but also
spend most of their time as recorders in documenting activities in children’s portfolios.
In Taiwan, due to the early childhood program’s favoring of the Reggio Emilia
Approach, nursery school directors think their schools may receive excellent and good
evaluation scores in program assessment if they adopt the Projects Approach. Projects
provide contexts in which express children’s curiosity purposefully and enable them to
experience the joy of self-motivated learning. The Project Approach seems to be high
qualified curriculum throughout the world (Hewett, 2001). It represents a child-center,
child-initiated and self-reflection learning approach that leads to the highest quality
education. Teachers increase their knowledge while being co-learners with children; they
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regularly document children’s portfolios and behave ethically in their positions.
However, while many teachers are impressed with the Project Approach, they are not
qualified to teach it. They direct most of the process, and they may not care whether
children achieve their goals as they set them up at the beginning. They may lose the
child-initiated principle if they just focus on teaching skills and do not know the real
philosophy of the Project Approach.

The Respective Advantages of the Approaches to the Kaohsiung City Assessment
Instrument

Currently, many early childhood approaches have been adopted by 186
Kaohsiung City registered nursery schools. The Thematic-Unit Approach, Learning
Center Approach, Montessori Approach, Project Approach, and High/Scope Approach
are the mostly widely used in Taiwan.

Kaohsiung City (KC) Assessment Instrument within Early Childhood
Education/Care

The Kaohsiung City assessment instrument within early childhood education/care
comprises subscales of: environmental plan and safe management, and practicing affairs
of early childhood education/care. The subscales of environmental plan and safe
management include fourteen items that emphasize the overall environmental setting,
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children’s furniture, and early childhood education/care equipment and materials (see
Appendix C). The sub-subscales of practicing affairs of early childhood education/care
combine five sub-subscales, which include forty-five items. They mainly focus on
teachers’ professional knowledge and skills, curriculum design and operation, and
relationships with family (see Appendix C). The five sub-subscales of practicing affairs
of early childhood education/care are: (1) caregivers’ professional attitude and serving
quality, (2) activities’ design and operating of early childhood education/care, (3) young
children’s learning and counseling, (4) life education and care, and (5) family and
community Service (see Appendix C).
Since the Kaohsiung City Nursery School Assessment is mandatory and all
nursery schools have assessment requirements, the assessment instrument has become
significant to all approaches. Most of the criteria in the Kaohsiung City (KC) assessment
instrument are very general and suitable for these five approaches. The generalization
could reduce arguments between the city government and practitioners. However,
different approaches may have different features, which can be an advantage or
disadvantage to them in the Kaohsiung City Nursery School Assessment.

Environmental Plan and Safe Management

All five approaches contain materials and books in their environment, but the
number of materials may differ. The classrooms that adopt the Thematic-Unit Approach
may have less material than other approaches unless they combine other approaches. The
Montessori Approach has the greatest amount of teaching materials. Besides, even now
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most of the nursery schools conduct the curriculum plan within a theme, but some
schools that adopt the Montessori Approach and the Learning Centers Approach may not
require themes in their classroom settings (KC-10).

Caregivers’ Professional Capability and Serving Quality

Teachers’ professional development is a significant issue in early childhood
programs. Professional knowledge and attitudes relate to the quality of early childhood
services. The Thematic-Unit Approach is a teacher-directed pedagogy; compared to other
approaches, children in this classroom may only need fewer responses and interactions
with teachers and peers; Montessori teachers respect children who have a right not to be
interrupted during the work time, resulting in less social interaction (KC-16). Many
Montessori teachers are serious when they present the materials to children. Therefore,
they usually display graceful attitudes in the classroom, and seldom use active body
language with children, which is required in the evaluation (KC-17). Many ThematicUnit classrooms have only one teacher, so curricula may not be discussed among
teachers; on the other hand, the Project Approach and High/Scope Approach operate coteacher meetings regularly to share daily experiences and plan for tomorrow (KC-19).
The Thematic-Unit curriculum is a precise planning and fixed process; teachers
usually schedule many units for a whole semester. They may not want to be more flexible
in the plan. The teachers, who adopt the Project Approach, construct theme webs as a
curriculum plan. Theme webs contain several different concepts and activities without a
time schedule. Following children’s interests and pace while they engage in projects are
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requirements in the Project Approach; therefore, the teachers are more flexible in their
time arrangements (KC-20). The teachers who adopt the High/Scope Approach attend
required daily team planning sessions. They use anecdotes as a starting point for planning
ways to support children’s learning. The roles of teachers in the Project Approach are
researchers and co-learners. The teachers in both approaches naturally become selfreflectors (KC-22).

Activities’ Design and Operating Early Childhood Education/Care

In comparison to other approaches, the teachers in both the Project Approach and
High/Scope have frequent meetings with colleague (KC-23). All of these five approaches
have written curriculum plans, but the teachers who work in the Thematic-Unit Approach
may purchase packaged instructional materials that are not recommended by the KC
assessment instrument (KC-25). The teachers in the Thematic-Unit Approach write
curriculum plans longitudinally, including making transitions among activities, and this
precise format may not exist in other approaches (KC-27). Montessori lesson presentation
embraces individuals, small groups, and large groups. Children who receive the Learning
Center Approach, Project Approach, and High/Scope Approach also have more than one
option for activities available to them most of the day. However, the teaching method in
the Thematic-Unit Approach is mostly for the whole group, and so it may disregard
children’s individual needs (KC-30). In the Project Approach classroom, children design
their projects, and teachers have to observe children and document the process of
projects; the daily team planning in High/Scope Approach includes required writing in a
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classroom diary (KC-32). Children document their projects and post them on bulletin
boards to share with others; they also may get oral or written feed back from their peers
or teachers. This process can promote children’s literacy without formal teaching of
writing (KC-33).

Young Children’s Learning and Counseling

Active learning is at the core of the wheel diagram in the High/Scope Approach.
Children are active constructors of knowledge in the Project Approach classroom, and
authors of their own learning. While engaging in a project, children are researchers as
they explore, observe, question, discuss, and hypothesize. These processes naturally
shape children into active learners. Due to the features of teacher-directed and teaching in
the whole group, the children who come from the Thematic-Unit classroom may not have
many opportunities to choose activities they like (KC-35). In the Thematic-Unit
Approach, all children participate in the same activities, thereby making documentation
easier in the parent contact books in the same format (KC-37).
All five approaches emphasize establishing learning activities and environments
that conform to children’s development; but documenting children’s developments and
record keeping should include cognitive, social, emoting, and physical aspects. This may
be found mostly in the Thematic-Unit Approach (KC-38). The Thematic Approach,
Montessori Approach, Learning Center Approach, and High/Scope Approach all adopt
closed-ended, order scales, assessment instruments. The teachers who work in the Project
Approach usually document children in individual portfolios and collect children’s
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products; both of them are formative evaluations (KC-40). In addition, in the Project
Approach classroom, the children display their products while they conclude the project.
Due to in-depth study, the products usually greatly impress adults by the long periods
devoted to the investigations (KC-41).

Life Education and Care

Practical Life is an initial curriculum in the Montessori Approach; the lesson plans
include self and environmental caring. Children learn, step-by-step, about specific skills
such as blowing their noses, buttoning, tying shoes, and passing objects to other people.
Both children and parents appreciate the practical life area, not only because of the
interesting materials, but also because children like to be independent and parents like the
help with daily duties. Likewise, the format of Thematic-Unit includes activities that
teach children about living customs. Both of these approaches provide fixed curricula and
procedures to teach basic life education and care (KC-43 to 46). In addition, the children
from the Montessori classroom show better self-regulation than children from other
approaches. Perhaps the peaceful atmosphere in the classroom and the fact that teachers
are proficient in the presentation of Montessori materials contribute to this aspect of
children’s behavior. The Montessori teachers also have very high expectations for
themselves and children, so that teachers’ attitudes may influence children’s discipline
(KC-43).
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Family and Community Service

Good school-family relations positively correlate with indicators of children’s
performances. The Project Approach has an advantage in using parents as a resource.
Invitations involve parents in projects; they may receive notes that inform of their
children’s progress on the projects, or they may be expected to assist their children in
looking for some resources. Teachers always make full use of parents’ professional and
community resources to promote the quality of projects (Liu & Chien 1998). At the end
of a project, parents participate at school in appreciating their children’s products and are
audiences while children present their accomplishments (KC-52, 53, 54, 56, 58, & 59).
This is a higher-quality way of conducting family participation, rather than repeatedly
training children for performances at parties.

Summary

A great deal of research indicates a significant correlation between program
quality and outcomes for children (Cryer, 1999; Peisner-Feinberg et al., 2001; Wishard et
al., 2003). Higher process quality, provided to all children, enhances gains in
development of skills and abilities that are associated with success in school and later life
in society.
The characteristics of quality childcare programs are lower group size and staffchild ratios, teacher retention, higher staff qualifications and staff wages, more teaching
experience, good quality health/safety and physical settings, regular
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administration/evaluation, regulation of provisions for developmentally appropriate
activities and care routines, and attempts to qualify the quality of interactions among
staff, children and parents (Cryer, 1999; Rao et al., 2003). The features of a good quality
program connect and interact with each other. An interdependent relationship exists in
childcare among nursery school directors, teachers, parents, and children. The three
systems models can be tools that help to understand some sets of organizational
phenomena. Each of them interprets one kind of phenomenon in the practical operation of
nursery schools. These phenomena certainly explain the relationship among directors,
teachers, parents and communities. The directors and teachers are the key to providing
high-quality early childhood programs and exerting positive effects on children (Decker
& Decker, 2001; Howe & Jacobs, 1995). Parents and children are the people who use the
early childhood programs, and they can be other supervisors to influence the program
quality. Therefore, providing good working conditions to retain experienced staff,
planning parent education, and creating a two-way communication channel with parents,
are the bases on which to build a high-quality nursery school.
The local assessment instrument can be a yardstick for nursery schools, and it
includes improving the school’s instructional capacity, improving the quality of teaching,
curriculum, and the climate for learning (Sergiovanni, 2002). Regular nursery school
assessment not only ensures that nursery schools maintain the registered criteria, but also
provide nursery schools with an operating standard. The NAEYC assessment instrument
and ECERS are the two global program assessment instruments widely used in early
childhood research and in practical application. An investigation into these assessment
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instruments can ascertain the general criteria for quality childcare and any weaknesses of
the Kaohsiung City assessment instrument.
Freud has referred to young children’s struggle between the pleasure principle and
the reality principle. While in early childhood they experience an incompatibility with the
later acquired experience (Vygotsky, 1997). Making use of children’s love of play is an
effective pedagogy in delivering knowledge and developing social relationships with
children. Social interaction can be a good strategy for children to use in constructing their
cognitive and emotional developments, and can reduce the conflict between egocentricity
and external reality. The program can offer appropriate scaffolding and support to
children and families if they comprehend children’s cognitive development. Early
childhood education/care theories provide reference to the professionals in this field and
its practitioners, while the experts regulate the early childhood assessment instrument and
evaluate program quality. In addition, an effective nursery school assessment instrument
ensures that children have good quality learning environments, and mandates that schools
follow suit in using the different approaches to provide the best learning approach.
Nursery schools adopt approaches to provide high-quality childcare for children and their
families. The directors and teachers need to make full use of each approach and correct
their inherent disadvantages. In doing so, the assessment instrument will be brought into
full play in the nursery schools.
A well-designed assessment tool can be easily communicated to policy makers,
professionals in this field, nursery school directors, teachers, and parents. If all these
audiences speak the language used in the assessment instrument, they are in a better
position to collaborate in guaranteeing program quality.

Chapter 3
METHODOLOGY

Population and Sample

While children are the direct beneficiaries of early childhood education/care,
other constituencies contribute to successful programs: Teachers have the primary
responsibility and school directors provide supervision and direct support. Parents
participate in the process through reinforcing in-school activities, expressing their
perceptions of needed activities, and providing insight into individual child requirements.
The children themselves are also a significant element in early childhood education/care
by virtue of their cooperation, attention, and response. To achieve the purpose of this
study, the opinions of 39 directors and 39 teachers in nursery schools in Kaohsiung City,
Taiwan were the source for data.
The 39 directors and 39 teachers operated or taught in nursery schools in
Kaohsiung City, which is divided into eleven government administrative districts that
contained 164 registered nursery schools. Selection of samples was based upon the
percentage of nursery schools in each government administrative district. Therefore, the
government administrative district with a higher number of nursery schools had more
nursery schools selected for the study. All samples were from the 164 registered nursery
schools in Kaohsiung City.
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In 2002, the Social Affairs Bureau of Kaohsiung City Government conducted a
nursery school assessment and announced eighty-six to be “excellent” or “good” nursery
schools having a total score of over ninety and over eighty respectively. Total score
calculation came from assessment scores of the school’s Administrative Management,
Early Children/Care, and Health/Safety (see Appendix D). The Kaohsiung City
assessment instrument included two sections: self-evaluation and academic authority
evaluation. A mandate required all Kaohsiung City nursery schools to participate in this
program of evaluation. Since this study’s mission was to investigate the directors’ and
teachers’ perceptions of the assessment instrument, all participants were familiar with this
assessment instrument, and had experience being assessed in the 2002 Kaohsiung City
Nursery School Assessment. Logically, the participants had experience with “criterion
sampling” (Creswell, 1998).
Using proportional allocation, stratified random sampling of the eleven
government administrative districts calculated the number of sample schools for each
administrative district. The 20-nursery schools were chosen from the nursery schools
with excellent/good scores, while another 19 sample schools represented schools that did
not have excellent/good scores, for a total of 39 schools (see Appendix E).
To increase the validity of this study, all of the teachers who answered the
questionnaire had to have at least four years of teaching experience. In addition, Taiwan
nursery school regulations state that the director must have two years of experience in a
teaching position. Therefore, all participants had experience in teaching, which related to
early childhood education/care.
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Design of the Study

This study comprised five steps. The first step used the literature review to
identify features of high-quality early childhood education/care assessment and current
issues in the early childhood education/care field. This step also included one main
research question and seven relevant secondary questions, and a questionnaire requiring
106 responses.
The second step was the validity test. This test involved one director and one
teacher. Their answers and responses provided a basis for revision of the questionnaire
and helped make sure every question was clear to any respondent. The third step was
selection of the 39 sample schools and included directors and teachers from Kaohsiung
City’s 164 nursery schools. Distribution of the survey instrument to the two groups of
participants followed (Salant & Dillman, 1994).
The fourth step was analysis which utilized techniques of descriptive statistics for
all survey data. Descriptive statistics were used, generally, to understand the opinions
distributed over the participant practitioners. Chi-square, Point-biserial correlations, and
Pearson correlations were used to investigate the similar and different perspectives of
directors and teachers in early childhood education/care. These techniques analyzed the
relationship between respondents’ personal characteristics and the answer to items on the
questionnaire. The data analysis especially considered the respondents’ attitudes with
regard to critical issues such, as professional capabilities, curriculum design, regular
documentation, family services, and teaching Chinese phonetic signs & writing in
nursery schools.
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The final step involved interpreting the findings and translating them into
narrative form, and formulating proposed suggestions and implications according to the
findings. The study also sought to provide advice about further research topics for people
who had an interest in this field.

Instrumentation

Development

A developed survey instrument collected data pertaining to the objectives of the
study. For research, developed survey questions were compared to the questions of the
Kaohsiung City early childhood education/care assessment instrument which is a nursery
school assessment standard from the Children’s Bureau Ministry of the Interior R.O.C.
This existing assessment is the national guideline in Taiwan, and is revised by 15
academic authorities from four universities and one high school1.
Suggestions for improving this study’s survey came from a review panel in the
validity test. The survey instrument was revised according to their suggestions and then
duplicated. The survey instrument had three parts and comprised 106 questions. Some
questions requested personal information, and whether agreement existed with each item

1

The four universities and one high school are Shu-Te University, National Pingtung University of Science
and Technology, Chengshiu University of Science and Technology, and Mei Ho Institute of Technology,
and San Mi Vocational High School.
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on the Kaohsiung City early childhood education/care assessment instrument with regard
to participants’ practical experience (see Appendix F).
Part One of the questionnaire elicited background data about survey respondents
and their schools. The questions provided the following information about respondents’
age, working position, highest education level, educational training, years of teaching
experience, and the school size, including the number of teachers and children.
Part Two of the questionnaire utilized the Kaohsiung City ECE/Care assessment
instrument to survey the directors and teachers about their agreement with each item in
the established assessing standard. The Kaohsiung City ECE/Care assessment instrument
contains 59 items, which include the following topics: (1) environmental plan and safe
management, (2) professional capability and service quality, (3) curricula preparation (4)
documenting and counseling, and (5) family and community services. The Kaohsiung
City nursery school assessment instrument is a revision of the Children’s Bureau Ministry
of the Interior assessment, and is the national standard in Taiwan.
In order to obtain clearer answers, some items in two or three sub-questions:
(initial questions 4, 9, 11, 12, and 23) were converted to multiple-choice format. For
understanding the contrasting attitudes in this research reflected the difference between
the bases of the governmental evaluation standard (formally important) and what
directors and teachers actually think about their schools' situations (informally
important). Another 54 questions comprised two sections of opinions which were both
formally and informally important responses. “Formally important” referred to rules and
structures established and in place; “informally important” referred to arrangements and
understanding that emerged from caregivers interactions and individual needs. Responses
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were coded in a dichotomous fashion, with the scale based on “agree” and “disagree.”
Besides, the total fifty-nine questions (5+54) also had blank areas underneath for
respondents to state differing opinions on each item. Part Two involved questions
designed to answer research questions one to five (see Appendix F).
Part Three, integrated into Part Two of the questionnaire had to do with current
practical issues in early childhood education/care, such as regular documentation,
teaching Chinese phonetic signs and writing, and family services. The answers to a total
of 36 questions were Likert-scale, multiple-choice, and open-ended. All 36 questions also
had blank areas underneath to allow respondents to state whether or not they had opinions
on each item. Part three involved questions designed to answer research questions six and
seven (see Appendix F).

Validity

Content validity refers to the adequacy with which questions concerning the realm
of early childhood education relate to practical operations in nursery schools. The
Kaohsiung City early childhood education/care assessment instrument has become the
nursery school accreditation standard for the Children’s Bureau Ministry of the Interior,
which is the national guideline in Taiwan. Significantly, eight years of academic teaching
and practical directorship in Taiwan has provided valuable, integrated experiences for
conducting and revising the questionnaire.
Content validity can also refer to the fact that all of the participants had early
childhood education training and were presently in practitioner positions (Behling &

80
Law, 2000). Since all directors have had teaching positions for at least two years and
teachers have had at least four years of teaching experience, the sample eliminated
teachers who were less well trained. Experientially, unqualified participants would not
accurately reflect concerns for early childhood education/care.
In addition, a review panel helped assess content validity and provided comments
regarding the interpretation of the survey’s items. One director and one teacher
participated in the review process to determine the amount of time needed to complete
one survey and provided a critical evaluation of whether or not each question would be
clear to the prospective respondents. The questionnaire was revised according to their
suggestions.

Data Collection Procedures

In-depth, survey data, collected via a questionnaire, asked the participants to
express their opinions about practical early childhood education/care. First, a phone call
to each participant explained the purpose of the study and the requirements of
participants, including the status of the participant and the need for articulate responses to
each question. After obtaining approval, an appointment was scheduled to deliver the
survey in person.
At the time of delivering the survey, participants received an explanation of the
objectives of the study, the content and procedures of the questionnaire, and that all
information, individually provided, would remain confidential. Neither the nursery school
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nor the individual respondents would be identified in the study results, and the data
would be presented as group summary data in the thesis.
Cover letters and informed consent forms were also attached in front of
questionnaire to explain the study (see Appendix G & H). The date for survey return was
one week after delivery. The participants also had the researcher’s phone number in case
further questions arose. A follow-up phone-call reminder helped prompt participants who
had not returned the survey.

Data Analysis

The study involved a survey of 78 nursery schools directors and teachers from
Kaohsiung City. Its intent was to describe the practical situation in nursery schools as
participants reflect on the standardized, government sanctioned early childhood
education/care assessment instrument. Descriptive statistics, Paired samples t-test, Chisquare, Point-biserial, and Pearson correlation calculations were obtained using Statistical
Package for the Social Sciences (SPSS, Release 13.0, 2004) available at the Center for
Academic Computing, The Pennsylvania State University.
Calculations included frequencies, percentages, measures of central tendency
(mean) and variability percentages, and standard deviation for interval data. For nominal
variables, the study used frequencies and percentage. Depending on the distribution of
responses, paired samples t-test would be needed for calculation if a difference arose
between what the governmental standards for evaluation of nursery schools and what
directors and teachers actually think. Chi-square (cross-tabs procedure in SPSS), Point-
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biserial, and Pearson correlation calculation determined the presence of association and
relationship between the respondent’s personal information and answers to the items on
the survey. A detailed analysis plan appears in Appendix I (Muijs, 2004; Huck, 2004).

Chapter 4
RESULTS

As stated in Chapter 1, this study examines, in detail, nursery school directors’
and teachers’ attitudes towards the use of an early childhood education/care (ECE/C)
assessment instrument conducted in Kaohsiung City, Taiwan. This chapter is organized
following the seven research questions posed in Chapter 1.
Section One summarizes the demographic description of participants. Then,
Section Two summarizes the mandatory assessment criteria analyses, and examines the
participants experience in using the Kaohsiung City nursery school assessment
instrument. The data analyses focus is on the relation between the 59 criteria of the
mandatory assessment instrument, which is Part II of the Questionnaire and personal
characteristics. The data also examines the relationship/difference between "formally
important," which refers to the governmental evaluation standard for nursery schools, and
"informally important," which is what directors and teachers actually think about their
schools' situations. The results are grouped according to corresponding the Research
Questions One to Five and are posed as follows:
1. How do the nursery school directors and teachers view academic authorities’
design of assessment instruments as tools for developing professional early
childhood education/care?
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2. How do the nursery school directors and teachers make decisions about
developing self-designed activities and purchasing packaged instructional
materials?
3. What are the views of nursery school directors and teachers about regularly
documenting early childhood education/care?
4. What is the feasibility of parent education plans and family services?
5. What are the views of nursery school directors and teachers about not teaching
Chinese phonetic signs (Pin-In) and writing in nursery schools?

Section Three reports the convergence and divergence of attitudes with regard to
professional capabilities, curriculum design, documentation, family services, and
teaching writing & Chinese phonetic signs in a nursery school assessment instrument.
The data analyses present the relationship between personal characteristics and these
critical issues which are asked in Part III of the Questionnaire. The results correspond to
the Research Questions Six and Seven and pose following:
6. What are the convergent and divergent views of nursery school directors and
teachers regarding the existing governmental assessment instrument of early
childhood education/care?
7. To what extent do practitioners indicate disagreement with the items on the
governmental assessment instrument?
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Demographic Description of the Participants

Part I of the Questionnaire (see Appendix F) obtained an understanding of the
nursery school directors’ and teachers’ backgrounds. The personal information appears in
Tables 1 to 4. In Table 1, regarding the highest level of education, 56.4% of respondents
had high school or associate college degrees and 43.6% of respondents had bachelors or
masters degrees. According to the report of the 2002 Kaohsiung City Nursery Schools
Assessment (see Appendix D), 38 out of 78 respondents’ schools in this study needed
greater governmental supervision, 40 out of 78 respondents’ schools had evaluations of
“good” (see Table 2). As for the school size, 49% of respondents’ schools had fewer than
50 children enrolled.
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Table 1: Personal Information of Directors and Teachers (n = 78)

Variable
Working
Position

Age

Years of
Being a
Teacher

Highest
Education
Completed

Academic
Area

Cumulative
Percent
50.0
100.0

Director
Teacher
Total

Frequency
39
39
78

Percent
50.0
50.0
100.0

21-30yrs
31-40yrs
41-50yrs
51-60yrs
Total

18
31
25
4
78

23.1
39.7
32.1
5.1
100.0

23.1
62.8
94.9
100.0

1-10yrs
11-20yrs
21-30yrs
Total

59
15
4
78

75.6
19.2
5.1
100.0

75.6
94.9
100.0

16

20.5

20.5

28

35.9

56.4

29
5
78

37.2
6.4
100.0

93.6
100.0

48
16

61.5
20.5

61.5
82.1

1

1.3

83.3

13
78

16.7
100.0

100.0

High school
Associate
college
Bachelor
Master
Total
ECE/care
ECE
Elementary
education
Other
Total

Mean

Std.
Deviation

1.50

.50

37.94

8.36

7.96

5.59

2.29

.87

1.90

1.47

*Note. ECE/Care is early childhood education/care. ECE is early childhood education.
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Table 2: School Information for Directors and Teachers (n = 78)
Variable
Assessment
Scores of
School

Number of
Children
in School

Number of
Teachers
in School

Frequency Percent
Need improvement
schools
Need supervision
schools
Good schools
Excellent schools
Total

Cumulative
Percent

8

10.3

10.3

30

38.5

48.7

30
10
78

38.5
12.8
100.0

87.2
100.0

1-50 children
51-100 children
101-150 children
151-200 children
201-250 children
251-300 children
Total

38
18
11
5
4
2
78

48.7
23.1
14.1
6.4
5.1
2.6
100.0

48.7
71.8
85.9
92.3
97.4
100.0

1-10 teachers
11-20 teachers
21-30 teachers
31-40 teachers
Total

63
9
5
1
78

80.8
11.5
6.4
1.3
100.0

80.8
92.3
98.7
100.0

Std.
Mean Deviation

2.54

.85

82.42

65.06

7.51

6.62

* Note. The assessment scores of participant schools are recorded from the 2002
Kaohsiung City nursery schools assessment report.

Table 3and Table 4 summarize the frequency and the percentage of five early
childhood education/care approaches adopted by the schools. As expected, the thematicunit approach (71.8%) was the most common adopted approach in nursery schools. In
addition, approximately 20% of participants’ schools adopted multiple ECE/C approaches.
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Table 3: Instructional Approaches Used in Respondent’s Schools (n = 78)
Approach
Thematic-unit
Approach

Use Status
Not-adopted
Adopt

Frequency
22
56

Percent
28.2
71.8

Cumulative
Percent
28.2
100.0

Rank
Order

Learning Center
Approach

Not-adopted
Adopt

70
8

89.7
10.3

89.7
100.0

3

Project Approach

Not-adopted
Adopt

75
3

96.2
3.8

96.2
100.0

5

High/scope
Approach

Not-adopted
Adopt

76
2

97.4
2.6

97.4
100.0

6

Montessori
Approach

Not-adopted
Adopt

55
23

70.5
29.5

70.5
100.0

2

1

Other

Not-adopted
74
94.9
94.9
Adopt
4
5.1
100.0
4
*Note. Rank order is based on average percentage of schools adopting the approach.

Table 4: Number of Instructional Approaches Adopted in Respondent’s School (n = 78)
Approach
One approach
Thematic-unit & Learning
Thematic-unit & Montessori
Learning & Montessori
Learning & Others
Project & Montessori
Thematic-unit & Learning & Project
Thematic-unit & Montessori & Others
Total

Frequency
62
3
7
1
1
2
1
1
78

Percent
79.5
3.8
9.0
1.3
1.3
2.6
1.3
1.3
100.0

Cumulative
Percent
79.5
83.3
92.3
93.6
94.9
97.4
98.7
100.0
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Mandatory Assessment Criteria Analyses

This section presents the results for Research Questions One to Five to gain an
understanding of caregivers’ attitudes toward professional capabilities, curriculum
design, documenting, parental service, and teaching Chinese phonetic signs & writing.
The design of Part II of the Questionnaire (see Appendix F) corresponded to the
Kaohsiung City nursery school assessment instrument. Analyses of responses from
questionnaire items in Part II contained 59 mandatory assessment criteria (see Appendix
F). Both the relationship/difference between “formally important,” which is the
governmental evaluation standards for nursery schools, and “informally important,”
which is what directors and teachers actually think about their schools’ situations, appear
in this section. The results are grouped according to the relevant research question.

Research Question 1: How do the nursery school directors and teachers view
academic authorities’ design of assessment instruments as a tool for developing
professional early childhood education/care?
The mandatory assessment instrument evaluating caregivers’ professional
capabilities and service quality was in questionnaire items, Part II, Questions 15 to 22.
The participants responded to these criteria according to, "formally important" and
"informally important." The survey response scale choices of “agree” and “disagree”
allowed a dichotomous scoring of items. For the items that were judged to be
conceptually similar, calculation of the coefficient alpha for these 16 questions assessed
the internal consistency (reliability) of the professional capabilities and service quality.
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Reliability analysis was computed with Cronbach’s alpha examines reliability and
internal consistency; Cronbach’s alpha can be computed for several dependent variables
and establish the overall correlation in similar topics. Cronbach alpha values of 0.7 or
greater are usually considered to offer reasonable reliability for research purposes
(Cronbach, 1990; Muijs, 2004; Sax, 1997). The coefficient alpha of 0.701 suggested that
these 26 questions were internally consistent.
A paired samples t-test between two dependent variables determined if a
relationship/difference existed between formally important and informally important
responses. Table 5 indicates a statistically significant difference (t = 3.994, p< .001)
between what the nursery schools will be evaluated on and what directors and teachers
actually think regarding professional capabilities and service quality. The respondents
agreed that the nursery schools will be evaluated on these professional capabilities and
service quality criteria, but simultaneously they tended to agreed, at a lower level,
regarding what directors and teachers actually think about implementation in practice.
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Table 5: Paired Samples t-test for Professional Capability and Service Quality (n = 78)
Paired Differences

Professional
Capability

Std.
Mean
Std.
Error
Difference Deviation Mean

95%
Confidence
Interval of the
Difference

t

Sig.
(2df tailed)

Lower Upper
Part II 15-22
Professional
capabilities and
service quality by
formally
important and
informally
important

.603

1.332

.151

.302

.903 3.994 77

.000

Note. "Formally important," which is the governmental evaluation standard for nursery
schools, and "informally important," which is what directors and teachers actually
think about their schools' situation.
Part II 15-22 of the Questionnaire are computed from II15.a, II16.c, II17.1, II18.a,
II18.b, II19.a, II19.b, II20, II21.a, II21.b, II22.a, II22.b, and II22.c.
Total Cronbach’s Alpha is 0.701.

Table 6 shows the descriptive statistic of each criterion item in professional
capabilities and service quality. First of all, over 98% of respondents in this study
believed that the nursery school will be evaluated on these criteria, but they had different
opinions when applying these criteria in their schools. Seven out of 78 respondents
disagreed that curriculum has to be discussed among teachers. All respondents agreed
that nursery schools will be evaluated on teachers need to attend in-service training, but
six of them found difficulty if required in their schools. Comparatively, only one teacher
(1.3%) did not agree that nursery schools will be evaluated on planning curriculum
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flexibility according to individual need; while thirteen respondents (16.7%) disagreed
with the need to apply this requirement in their own schools. The results in Table 7 show
further findings of these 12 respondents who agreed that nursery schools will be
evaluated on curriculum according to individual need, but did not agreed that this should
apply to their schools.
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Table 6: Frequency and Percentage of Agreement Regarding the Professional
Capabilities and the Service Quality (n = 78)

Professional Capabilities
II15a. Staff show professional
capability
II15b. Staff's dress will not
interrupt their work with
children
II16a. Teachers positively
interact with children
II16b. Teachers frequently
interact with children
II16c. Teachers respect children

Formally
Informally
Important
Important
Frequency Percent Frequency Percent
Disagree
0
0
0
0
Agree
78
100.0
78
100.0
Disagree

1

1.3

0

0

Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree

77
1
77
1
77
0
78
0
78
0
78
0
78

98.7
1.3
98.7
1.3
98.7
0
100.0
0
100.0
0
100.0
0
100.0

78
0
78
1
77
1
77
1
77
3
75
2
76

100.0
0
100.0
1.3
98.7
1.3
98.7
1.3
98.7
3.8
96.2
2.6
97.4

Disagree

1

1.3

13

16.7

Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
II22b. Teachers self-reflect on
Disagree
professional capability
Agree
II22c. Teachers attend in-service Disagree
training
Agree

77
1
77
0
78
0
78
0
78
0
78
0
78
0
78

98.7
1.3
98.7
0
100.0
0
100.0
0
100.0
0
100.0
0
100.0
0
100.0

65
7
71
2
76
2
76
3
75
5
73
4
74
6
72

83.3
9.0
91.0
2.6
97.4
2.6
97.4
3.8
96.2
6.4
93.6
5.1
94.9
7.7
92.3

II17. Teachers use active body
motions
II18a. Teachers pay attention to
each child's emotion
II18b. Teachers give children
support and encouragement
II19a. Curriculum is flexible
planned according to
individual need
II19b. Curriculum has been
discussed among teachers
II20. Teachers flexibly adjust the
content of activities
II21a. Teachers prepare teaching
resources before class
II21b. Teachers make full use of
teaching resources
II22a. Teachers learn actively

Note. Response scale: disagree = 0, agree = 1

94
Table 7 presents the working positions (director or teacher) of twelve participants
who agreed that the nursery school will be evaluated on planning curriculum flexibly
according to individual student need, but disagreed if this criterion was applied to them in
practice. The result shows that twice as many teachers changed their opinions than did
directors. They had difficulty in planning curriculum flexibly according to an individual
child’s need in their classrooms.

Table 7: Crosstabulation of Planning Curriculum According to Individual Need by
Working Position (n = 12)
Variable
Director Teacher
Agree, formally important, that curriculum is planned
flexibly according to individual need but disagree,
4
8
informally important, that curriculum is planned flexibly
according to individual need (FILTER)

Total
12

Research Question 2: How do the nursery school directors and teachers make
decisions about developing self-designed activities and purchasing packaged
instructional materials?
Curriculum is a critical learning resource for children. Nursery school teachers
and directors usually adopt curriculum of either their own designs or by packaged
instructional materials. Questionnaire items in Part II 24b and 24c requested information
about using self-designed activities or packaged instructional materials. Table 8
summarizes the directors’ and teachers’ responses for these two criteria.
Just nine out of 78 respondents (11.5%) disagreed that using self-designed
activities are appropriate for children (Formally Important), but more than three times
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that many, 28, (35.9%) actually thought that using self-designed activities is not
appropriate for children in respondents’ situations (informally important). About 64% of
participants agreed regarding the item evaluating their schools as to use of self-designed
activities for children. Sixty-seven percent of directors and teachers recognized difficulty
in not using packaged instructional materials in their classrooms.

Table 8: Frequency and Percentage of Agreement Regarding the Use of Self-designed
Activities and Packaged Instructional Materials (n = 78)

Variable
Using self-designed
Disagree
activities are
appropriate for children Agree
Not adopting activities
from packaged
instructional materials

Formally Important Informally Important
Frequency Percent Frequency Percent
9
11.5
28
35.9
68

88.5

50

64.1

Disagree

32

41.0

52

66.7

Agree

46

59.0

26

33.3

Table 9 presents the frequency and the percentage of responses for attitudes
concerning adopting activities. Among seventy-eight participants, more than half (59%)
agreed that nursery schools will be formally evaluated on not using packaged
instructional materials; in contrast about one third of participants (33%) agreed with not
using packaged instructional materials in practice. Twenty respondents (25.6%) agreed
that nursery schools will be formally evaluated on not using packaged instructional
materials, but they had difficulty avoiding use of packaged instructional materials in their
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classrooms as supplemental references. Further findings regarding these twenty
respondents appear in Table 10.

Table 9: Crosstabulation Between Formally Important and Informally Important by Not
Adopting Activities from Packaged Instructional Materials (n = 78)

Variable
Formally important
Disagree Count
% of Total
for not adopting
activities from
packaged instructional Agree
Count
materials
% of Total
Total

Count
% of Total

Informally important for not
adopting activities from
packaged instructional
materials
Disagree
Agree
32
0
41.0%
.0%

Total
32
41.0%

20
25.6%

26
33.3%

46
59.0%

52
66.7%

26
78
33.3% 100.0%

The results in Table 9 identify that twenty respondents (25.6%) agreed that
nursery schools will be formally evaluated on not using packaged instructional materials,
but disagreed that this applies to their schools. According to their personal information,
these twenty respondents’ working positions were eight directors and twelve teachers. In
addition, eleven of them had high school or associate college degrees, and nine of them
had bachelor or master degrees (see Table 10).
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Table 10: Frequency for Working Position, Highest Education and Not Using Packaged
Instructional Materials (n = 78)
Working Position

Highest Education

Variable
Director Teacher HS/Assoc BS/MS
Agree formally important for not adopting
activities from packaged instructional
materials but disagree informally
8
12
11
9
important for not adopting activities from
packaged instructional materials
(FILTER)
Total
20
20

A Chi-square determined if a relationship/difference existed between working
position and the attitudes toward adopting curriculum by using either self-designed
activities or packaged instructional materials. Chi-square was used to determine the
statistically significant level, and the Phi coefficient was used to determine the strength of
the relationship. Results in Table 11 indicate a statistically significant relationship at the
.05 level between working positions and the attitudes toward using self-designed
activities as being appropriate for children in practice. An approximate ratio of half of
directors (20:19) agreed or disagreed that nursery schools will be evaluated on using selfdesigned activities for children. But teachers who agreed that using self-designed
activities for children, were three times greater in number than teachers who disagreed
(30:9) on this issue. Clearly, the findings indicate that the working position has an
influence on making the decision to use a self-designed curriculum. Teachers are more
likely than directors to agree with designing their own activities for their work in
classrooms.
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Table 11: Chi-square and Phi Correlation Between Working Position and Adopting
ECE/C Activities by Formally Important and Informally Important (n = 78)
Director
Disagree Agree

Teacher
Disagree Agree

7

32

2

37

.201

II24b.2. Informally important, for
self-designed activities are
appropriate for children

19

20

9

30

.267*

II24c.1. Formally important, for not
adopting activities from packaged
instructional materials

18

21

14

25

.104

II24c.1. Informally important, for not
adopting activities from packaged
instructional materials

26

13

26

13

.000

ECE/C Activities
II24b.1. Formally important, for selfdesigned activities appropriate for
children

Phi

* Correlation is significant at the 0.05 level (2-tailed) as determined by the Chi-square
statistic.

Research Question 3: What are the views of nursery school directors and teachers
about documenting early childhood education/care regularly?
Documentation not only supports teachers’ reflections on their daily work, but
also contributes to directors’ abilities to supervise the entire school. Also, through reading
documentation, the assessors understand whether each school reaches assessment criteria.
Especially for some assessment criteria, documentation is the only way to present the
current situation, such as individual student cases, professional capabilities, and the
relationship between school and family. Nevertheless, consideration must be given to
whether or not all documentation is necessary.
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The Kaohsiung City Nursery School Assessment requires presenting
documentation which includes class diaries, special children’s cases, parents’ contact
books, child’s development and learning records (see Questionnaire Part II 31a,36, 37a,
38, & 40).
In terms of documentation, the results from the data indicate that all the directors
and teachers (100%) not only accepted that nursery schools will be evaluated on parents’
contact books, but also though teachers should regularly write parents’ contact books (see
Table 12). In addition, 75 out of 78 participants (96.2%) assented that nursery schools
will be evaluated on regular descriptions of special children’s cases. However when
asked if they would write regular descriptions of special children’s cases in practice, 18
(23.1%) of them declined to agree to this requirement.
Table 12: Frequency and Percentage of Agreement Regarding Documenting (n = 78)

Variable
II31a. Regularly documenting Disagree
a ECE/C diary
Agree
II36. Regular descriptions of
special children’s cases

Formally Important Informally Important
Frequency Percent Frequency Percent
0
0
3
3.8
78
100.0
75
96.2

Disagree
Agree

3
75

3.8
96.2

18
60

23.1
76.9

II37a. Regularly writing in
Disagree
the parents’ contact books Agree

0
78

0
100.0

0
78

0
100.0

2

2.6

13

16.7

76

97.4

65

83.3

1

1.3

5

6.4

77

98.7

73

93.6

II38. Documenting children’s
Disagree
cognitive, social
emotional and physical
development
Agree
II40 Documenting children’s
learning assessment
records

Disagree
Agree
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Table 12, data indicates that “regular descriptions of special children’s cases” had
the highest number of disagreeing responses. In order to obtain additional information
regarding this statement, a Chi-square test was used to determine the existence of a
relationship/difference between the participants’ highest education and their attitudes
toward regular descriptions of special children’s cases. The results in Table 13 show that
a negative relationship (phi = -.228 & phi=-.316) existed between the highest education
of participants and their attitudes to regular descriptions of special children’s cases.
Within the BS/MS group, 38.2% of respondents disagreed that teachers have to keep
regular descriptions of special children’s cases. Within the HS/Assoc group, only 11.4%
of respondents informally disagreed that teachers have to keep regular descriptions of
special children’s cases. In other words, a total of eighteen respondents did not think that
they should be evaluated on regular descriptions of special children’s cases; thirteen of
them had BS/MS degrees and just five of them had HS/Assoc degrees. Clearly, the
findings indicate that higher education has a negative influence on teachers’ attitudes
toward the importance of describing special children’s cases. The respondents who have
higher educational levels are more opposed to documenting regular descriptions of
special children’s cases than are respondents with lower educational levels.
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Table 13: Crosstabulation Between Highest Education and Regular Descriptions of
Special Children's Cases (n = 78)
Variable
Formally
Disagree Count
important, for
% within formally important
regular
for regular descriptions of
descriptions
special children's cases
of special
% within HS/Assoc BS/MS
children's
% of Total
cases
Agree
Count
% within formally important
for regular descriptions of
special children's cases
% within HS/Assoc BS/MS
% of Total
Total
Count
% within formally important
for regular descriptions of
special children's cases
% within HS/Assoc BS/MS
% of Total
Phi Coefficient = -.228, p = .044

Informally
Disagree Count
important, for
% within informally important
regular
for regular descriptions of
descriptions
special children's cases
of special
% within HS/Assoc BS/MS
children's
% of Total
cases
Agree Count
% within informally important
for regular descriptions of
special children's cases
% within HS/Assoc BS/MS
% of Total
Total
Count
% within informally important
for regular descriptions of
special children's cases
% within HS/Assoc BS/MS
% of Total
Phi Coefficient = -.316, p = .005

HS/Assoc BS/MS
0
3
.0%
.0%
.0%
44
58.7%
100.0%
56.4%
44

Total
3

100.0% 100.0%
8.8%
3.8%
31

3.8%
3.8%
75

41.3% 100.0%
91.2%
39.7%
34

96.2%
96.2%
78

56.4%

43.6% 100.0%

100.0%
56.4%

100.0% 100.0%
43.6% 100.0%

5

13

18

27.8%

72.2% 100.0%

11.4%
6.4%
39

38.2%
16.7%
21

65.0%

35.0% 100.0%

88.6%
50.0%
44

61.8%
26.9%
34

56.4%

43.6% 100.0%

23.1%
23.1%
60

76.9%
76.9%
78

100.0% 100.0% 100.0%
56.4% 43.6% 100.0%
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Table 14 shows whether or not the nursery school document parents’ contact
books and children’s development and assessment records, regularly. All nursery schools
(100%) required parents’ contact books. The results also show 84.6% of participants
documented children's development and assessment records regularly.

Table 14: Frequency and Percentage of Agreement Regarding Documenting Parents’
Contact Books, Children’s Development, and Assessment Records (n = 78)
Frequency
78

Percent
100

Cumulative
Percent
100

No

0

0.0

100.0

Yes

66

84.6

84.6

No

12

15.4

100.0

Variable
Whether to provide parents' contact books

Whether to document children's
development and assessment records
regularly

Yes

Note. Six directors and six teachers respond that no documentation occurs for children’s
development and assessment records in their school.

The results of these responses regarding the reasons for writing documentation are
shown in Table 15. When asked for the value of documenting parents’ contact books and
children’s development and assessment records, improving teaching quality was the
major reason. Obviously, directors and teachers have similar opinions that documenting
is an important technique of teaching. Among the directors and teachers who did not
document children’s development and assessment records, seven of them indicated that
the major reason for not documentation was to conform with their own teaching
experiences.
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Table 15: Frequency and Percentage of Agreement with the Reasons for Documenting
Parents’ Contact Books, and Children’s Development and Assessment Records
The Reasons of Documenting Parents’ Contact
Books (n = 78)
To meet parents' expectations
To conform with school principles
To conform with own teaching experience
To improve the teaching quality
To conform with criteria of school assessment
Other

Frequency Percent
35
44.9
28
35.9
19
24.4
52
66.7
10
12.8
4
5.1

Rank
Order
2
3
4
1
5
6

The Reasons of Documenting Children’s
Development and Assessment Records(n = 66)
To meet parents' expectations
To conform with school principles
To conform with own teaching experience
To improve the teaching quality
To conform with criteria of school assessment
Other

14
24
18
52
9
3

21.2
36.4
27.3
78.8
13.6
4.5

4
2
3
1
5
6

The Reasons of Not Documenting Children’s
Development and Assessment Records (n = 12)
To meet parents' expectations
To conform with school principles
To conform with own teaching experience
To improve the teaching quality
To improve the working quality of teacher
To reduce the teacher turn-over rate
Other

0
2
7
3
3
3
2

0.0
16.7
58.3
25.0
25.0
25.0
16.7

-3
1
2
2
2
3

*Note. Rank order is based on average percentage of participants’ responses.

Table 16 and Table 17 present the directors’ and teachers’ responses regarding
how often and when they make notes in parents’ contact books and children’s
development and assessment records. The results in Table 16 show that 33.3% of
respondents write in parents’ contact books every day. Among the 66 respondents who
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made notes in children’s development and assessment records, 72% of them document
children’s development and assessment records at least once per month. In addition,
during children’s nap and after dismissal were the major times for teachers to document
parents’ contact books, children’s development and assessment records.

Table 16: Frequency and Percentage of Agreement with How Often the Directors and
Teachers Document Parents’ Contact Books, Children’s Development and,
Assessment Records
How often to send parents' contact
books home? (n = 78)
Every day
Every week
Every two weeks
Every month
Every semester
Irregular period
Other
Total
How often to take notes about the
children's development & assessment
records? (n = 66)
Every day
Every week
Every two weeks
Every month
Every semester
Irregular period
Other
Total

Frequency
26
45
6
0
0
1
0
78

8
16
5
19
7
9
2
66

Percent
33.3
57.7
7.7
0
0
1.3
0
100.0

12.1
24.2
7.6
28.8
10.6
13.6
3.0
100.0

Cumulative
Percent
33.3
91.0
98.7
98.7
98.7
100.0
100.0

Rank
Order
2
1
3
5
5
4
5

12.1
36.4
43.9
72.7
83.3
97.0
100.0

4
2
6
1
5
3
7

*Note. Rank order is based on average percentage of participants’ response.
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Table 17: Frequency and Percentage of Agreement with When Directors and Teachers
Document Parents’ Contact Books, Children’s Development and Assessment Records
When do you write in parents' contact books?
(n = 78)
During whole (small) group time
During free play in the learning center
During outside play time
During children’s nap time
After dismissal
During in-service day
Other
When do you take notes about the children's
development & assessment records? (n = 66)
During whole (small) group time
During free play in the learning center
During outside play time
During children’s nap time
After dismissal
During in-service day
Other

Frequency
2
5
0
57
41
1
2

Percent
2.6
6.4
0.0
73.1
52.6
1.3
2.6

2
16
1
30
41
2
2

3.0
24.2
1.5
45.5
62.1
3.0
3.0

Rank
Order

*Note. Rank order is based on average percentage of adopted level of response.

Table 18 shows the descriptive statistics of three groups regarding the time
teachers spend in writing in one parent’s book. Among 44 of respondents who wrote
parent’s contact books every week, they spend nine minutes, on average, writing in one
parent’s contact book. Nonetheless, 26 respondents spend seven minutes, on average,
writing in one parent’s contact book every day.

4
3
6
1
2
5
4

4
3
5
2
1
4
4

106
Table 18: Descriptive Statistic of Time Spend Writing in One Parent's Contact Book
(n = 74)
Writing Parents’
Contact Books
Every day
Every week
Every two weeks

Frequency Missing Mean
0
26
7.62
44
1
9.14
4
2
5.00

Std.
Deviation Minimum Maximum
8.080
1 min.
40 min.
7.306
1 min.
30 min.
1.414
3 min.
6 min.

Table 19 shows the time teachers spend varied from one to 40 minutes writing in one
parent’s contact book. The #3, #5 and #41 respondents were directors and either left
blank or made note of not writing in parents contact books. The findings reveal a negative
relationship, significant at the .05 level, between the years in a teacher position (r = .229) and the times caregivers spend with their parent’s contact books. Compared to the
respondents who have more teaching experience as a teacher, the respondents who have
less teaching experience as a teacher are more likely to spend more time writing in one
parent’s contact book.
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Table 19: Person Product-Moment Correlation Between Years of Being a Teacher and
Time Spend Writing in One Parent’s Contact Book (n = 78)
Variable
Years of being a teacher
The time teachers spend
writing in one parent's
contact book
Missing value

Std.
Minimum Maximum Mean Deviation

N
78

1 min.

30 min.

7.96

5.589

75

1 min.

40 min.

8.40

7.372

PPMr

-.229*

3

* Correlation is significant at the .05 level (2-tailed).
*Note. Missing value for persons #3, #5 & #41 were directors.

Research Question 4: What is the feasibility of parent education plans and family
services?
Questions 48 to 59 in Part II of the Questionnaire involved the criteria for
evaluating the quality of family and community service in nursery schools. The
participants responded to these criteria according to the governmental evaluation standard
for nursery schools and what directors and teachers actually think. For the items that were
judged to be conceptually similar, the Cronbach’s alpha for family services is 0.846. This
means that family service patterns in the Questionnaire can be considered to be reliable
(internal consistency) (Muijs, 2004).
A paired samples t-test, between two dependent variables was used to determine
if a relationship/difference existed between the governmental evaluation standard for
nursery schools and what directors and teachers actually think regarding family and
community service in the Kaohsiung City assessment instrument (see Table 20). A
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significant positive difference (t = 8.276, p< .001) existed between formally important
and informally important responses regarding family service. The respondents agreed that
nursery schools will be formally evaluated on these criteria, but simultaneously they
tended to agreed, at a lower level, regarding what directors and teachers actually think
about implementation in practice.

Table 20: Paired Samples t-test for Family and Community Service (n = 78)
Paired Differences
95%
Confidence
Interval of the
Difference

Variable
Part II 48-59
Family and
community
service by
formally
important and
informally
important

Std.
Mean
Std.
Error
Difference Deviation Mean Lower Upper

2.462

2.627

.297

1.869

df

Sig. (2tailed)

3.054 8.276 77

.000

t

Note. "Formally important," which is the governmental evaluation standard for nursery
schools, and "informally important," which is what directors and teachers actually
think about their schools' situation.
Part II 48-59 of Questionnaire are computed from II48.a, II48.b, II48.c, II49, II50,
II51, II52, II53.a, II53.b, II54.a, II54.b, II55, II56, II57.a, II57.b, II58.a, II58.b, and
II59. Total Cronbach’s Alpha is 0.846.

Table 21 presents descriptive statistics regarding participants’ attitudes toward
family and community service. The results show 76.9% of directors and teachers
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consented that nursery schools need to be formally evaluated on their regular visits to
families; however, only 44.9% of respondents approved of informal evaluation of this
criterion. Besides, 73.1% of respondents agreed that establishing a parent organization is
important; in contrast, just 39.7% of caregivers thought establishing a parent organization
in their schools is possible. Specifically, when asked to identify what kind of family
services their schools provide, no one circled or listed parent organizations (Part III
Q.33). As one director stated:
[If a nursery school establishes a parent organization], too many people are
involved and there will be many judgments, it would interfere with the process of
school business.
In response to this statement, another teacher also pointed out:
[If the school establishes a parent organization], it may produce some problems
when the parents’ opinions differ from that of the schools’.
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Table 21: Frequency and Percentage of Agreement Regarding Family and Community
Service (n =78)
Variable
II48a. Teachers visit families
regularly at home
II48b. Teachers call families
regularly
II48c. Teachers record dates
and details about the home
visits or phone call
II49. Parental education plans
are provided
II50. Provide parental
education information
II51.Organize parental
conferences
II52. Organize social events
with families
II53a. Encourage parents’
involvement in ECE/Care
activities
II53b. Invite parents to be
volunteers
II54a. Organize parent
observations every
semester
II54b. Parental observation are
welcomed all the time
II55. Establish a parent
organization
II56. Conduct parental growth
activities
II57a. Provide parents with
consulting service
II57b. Particular schedules or
telephone line for parents’
consultation
II58a. Records show teachers
are familiar with child’s
family
II58b. Teachers regularly
contact parents
II59. Integrate community,
parent, and government
resources

Formally Important Informally Important
Frequency Percent Frequency Percent
Disagree
18
23.1
43
55.1
Agree
60
76.9
35
44.9
Disagree
1
1.3
4
5.1
Agree
77
98.7
74
94.9
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree

4
74
0
78
1
77
3
75
0
78
4

1.3
98.7
1.3
98.7
1.3
98.7
3.8
96.2
0
100.0
5.1

6
72
8
70
12
66
18
60
5
73
9

7.7
92.3
10.3
89.7
15.4
84.6
23.1
76.9
6.4
93.6
11.5

Agree

74

94.9

69

88.5

Disagree
Agree
Disagree

4
74
3

5.1
94.9
3.8

19
59
11

24.4
75.6
14.4

Agree

75

96.2

67

85.9

Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree
Agree
Disagree

17
61
21
57
6
72
2
76
5

21.8
78.2
26.9
73.1
7.7
92.3
2.6
97.4
6.4

31
47
47
31
29
49
4
74
21

39.7
60.3
60.3
39.7
37.2
62.8
5.1
94.9
26.9

Agree

73

93.6

57

73.1

2

2.6

6

7.7

Agree

76

97.4

72

92.3

Disagree
Agree
Disagree

0
78
1

0
100.0
1.3

4
74
7

5.1
94.9
9.0

Agree

77

98.7

71

91.0

Disagree
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The data in Table 22 present the frequency and Chi-square and Phi correlation of
attitudes regarding family services. The results indicate Phi values of less than 0.1
(p>0.05) for relationships between the working position (director or teacher) and family
services. In other words, directors and teachers all hold similar opinions that regularly
visiting families is needed and parent organizations should be established. Besides,
compared to 79.5% of directors who agreed that nursery schools will be formally
evaluated on teachers visiting families regularly, just 43.6% of directors agreed that their
schools should be evaluated on teachers visiting families regularly. In addition, 77% of
directors agreed that nursery schools will be formally evaluated on establishing a parent
organization, but just 36% of directors approved of their schools being evaluated on this
criterion.
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Table 22: Chi-square Statistics and Phi Correlations for Family Services by Working
Position (n =78)
Variable
Formally important,
for teachers’ visiting
families regularly at
homes

Informally
important, for
teachers’ visiting
families regularly at
homes

Formally important,
for schools
encouraging and
establishing parent
organizations

Disagree Count
% within
working
position
Agree
Count
% within
working
position
Total
Count
% of Total
Disagree Count
% within
working
position
Agree
Count
% within
working
position
Total
Count
% of Total
Disagree Count
% within
working
position
Agree
Count
% within
working
position
Total
Count
% of Total

Informally important, Disagree Count
for schools
% within
encouraging and
working
establishing parent
position
organizations
Agree
Count
% within
working
position
Total
Count
% of Total
Note. All Phi values (p>0.05)

Director Teacher
8
10

Total
18

20.5%

25.6%

23.1%

31

29

60

79.5%

74.4%

76.9%

39
50.0%

39
50.0%

78
100.0%

22

21

43

56.4%

53.8%

55.1%

17

18

35

43.6%

46.2%

44.9%

39
50.0%

39
50.0%

78
100.0%

9

12

21

23.1%

30.8%

26.9%

30

27

57

76.9%

69.2%

73.1%

39
50.0%

39
50.0%

78
100.0%

25

22

47

64.1%

56.4%

60.3%

14

17

31

35.9%

43.6%

39.7%

39
50.0%

39
50.0%

78
100.0%

Phi

-.061

.026

-.087

.079
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The data in Table 23 indicate that a total of 26 respondents agreed that nursery
schools will be formally evaluated on establishing a parent organization, but disagreed
that this applies to their schools. The results show that 16 of them were directors and 10
of them were teachers in this group. Regarding the highest education, 13 respondents
with HS/Assoc degrees and 13 respondents with BS/MS degrees have similar opinion
that nursery schools will be formally evaluated on establishing a parent organization, but
that so doing would not be practical.

Table 23: Crosstabulation of Parent Organizations by Working Position and Highest
Education (n = 26)
Variable
Agree, formally important,
for establishing parent
organizations but disagree,
informally important, for
establishing parent
organizations (FILTER)

Count
% within agree formally
important but disagree
informally important
(FILTER)

Variable
Agree, formally important,
for establishing parent
organizations but disagree,
informally important, for
establishing parent
organizations (FILTER)

Count
% within agree
formally important &
disagree informally
important (FILTER)

Director Teacher
16
10

61.5%

38.5% 100.0%

HS/Assoc BS/MS
13
13

50.0%

Total
26

Total
26

50.0% 100.0%

The data in Table 24 indicate that a total of 23 respondents agreed that nursery
schools will be formally evaluated on establishing parents’ reading meetings and parental
efficiency groups, but did not agree that these criteria apply to their schools. The results
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show approximately equal numbers of responding directors (12) and teachers (11) among
those 23 participants. Besides, regarding the highest education, approximately equal
numbers of respondents having HS/Assoc degrees (12) and BS/MS (11) degrees had
similar opinions.

Table 24: Crosstabulation of Parental Growth Activities by Working Position and
Highest Education (n = 23)
Variable
Agree formally important that
parental growth activities are
conducted regularly but
disagree informally important
of parental growth activities
are conducted regularly
(FILTER)
Variable
Agree formally important that
parental growth activities are
conducted regularly but
disagree informally important
of parental growth activities are
conducted regularly (FILTER)

Count
% within agreeformally important but
disagree informally
important (FILTER)

Count
% within agree
formally important but
disagree informally
important (FILTER)

Director Teacher
12
11

52.2%

47.8% 100.0%

HS/Assoc BS/MS
12
11

52.2%

Total
23

Total
23

47.8% 100.0%

A point-biserial correlation determined if a relationship existed between the years
of being a teacher and attitudes toward family and community service in the assessment
instrument. Results in Table 25 reveal that a negative relationship existed, significant at
the .05 level, between the years of being a teacher and whether the nursery school will be
formally evaluated on having a particular schedule or telephone line for parents'
consultations (r pt bis =-.266 ). Results show the respondents who have less teaching
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experience are more likely than the respondents who have longer teaching experience to
consent to support establishing a particular schedule for parents’ consultations.

Table 25: Point biserial Between Years of Being a Teacher and Formally Important for
Family and Community Service (n = 78)
Variable
Years of being a teacher
II48a. Teachers visit families regularly at home.
II48b. Teachers call families regularly.
II48c. Teachers record details about home visits or phone calls.
II49. Parental education plans are provided.
II50. Regularly provide parental education information.
II51. Regularly organize parental education conferences.
II52. Regularly organize social events with families.
II53a. Parents are encouraged to become involved in ECE/C
activities.
II53b. Parents are invited to be volunteers.
II54a. Parent observations are organized every semester.
II54b. Parents are welcome to observe the program all the time.
II55. Schools encourage and establish parent organizations.
II56. Parental growth activities are conducted regularly.
II57a. Consulting service is provided to parents.
II57b. Particular schedule or telephone line exists for parents'
consultation.
II58a. The records show that teachers are familiar with each child's
family.
II58b. Teachers regularly interact and have contact with parents
II59. Staff integrate community resources, parent resources, and
government resources.

r pt bis
1
.128
.122
-.054
.(a)
.081
-.193
.(a)

Sig. (2tailed)
-.265
.286
.639
-.479
.090
--

.019

.867

-.106
-.085
-.026
-.067
.111
-.176

.354
.457
.821
.562
.335
.122

-.266*

.019

.028

.807

.(a)

--

-.001

.995

* Correlation is significant at the 0.05 level (2-tailed).
a. Cannot be computed because at least one of the variables is constant.

Table 26 presents the relationship between the years of being a teacher and
presence family services. Point-biserial correlation shows a negative relationship,
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significant at the .01 level, between the years of a respondent being a teacher and
providing consulting services to parents in practice (r pt bis =-.295). Clearly, the finding
indicates that the years of being a teacher has a negative correlation with agreeing to
provide consulting services to parents. Results show the respondents who have less
teaching experience are more likely than the respondents who have longer teaching
experience to consent the schools providing consulting services to parents.

Table 26: Point-biserial Correlation Between Years of Being a Teacher and Informally
Important for Family and Community Service (n = 78)
Variable
Years of being a teacher
II48a. Teachers visit families regularly at home.
II48b. Teachers call families regularly.
II48c. Teachers record details about home visits or phone calls.
II49. Parental education plans are provided.
II50. Regularly provide parental education information.
II51. Regularly organize parental education conferences.
II52. Regularly organize social events with families.
II53a. Parents are encouraged to become involved in ECE/C
activities.
II53b. Parents are invited to be volunteers.
II54a. Parent observations are organized every semester.
II54b. Parents are welcome to observe the programs all the time.
II55. Schools encourage and establish parent organizations.
II56. Parental growth activities are conducted regularly.
II57a. Consulting service is provided to parents.
II57b. Particular schedule or telephone line exists for parents'
consultation.
II58a. The records show that teachers are familiar with each child's
family.
II58b. Teachers regularly interact and have contact with parents.
II59. Staff integrate community resources, parent resources, and
government resources.
** Correlation is significant at the 0.01 level (2-tailed).

r pt bis
1
.011
.030
.033
.013
-.099
.089
.036

Sig. (2tailed)
-.925
.796
.777
.911
.389
.437
.755

-.096

.401

.098
-.129
.060
-.056
.167
-.295**

.392
.261
.599
.628
.145
.009

.142

.216

.067

.558

.187

.101

-.131

.251
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Point-biserial correlations shown in the Table 27 examine the relationship
between the number of children in schools and perceptions regarding whether nursery
schools will be formally evaluated as to family and community service. The findings
reveal negative relationships, significant at the .01 and .05 levels. One significant
relationship is between the number of children in respondents’ schools and providing
consulting service to parents (r pt bis =-.295); another significant relationship is between
the number of children in schools and establishing parent organizations (r pt bis = -.240).
Clearly, the number of children in a school has a negative relation on whether or not to
provide consulting services to parents. Results show that the respondents who have fewer
children in their schools are more likely than the respondents who have more children in
schools to consent that nursery schools will be formally evaluated on providing
consulting services to parents and establishing parent organizations.
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Table 27: Point-biserial Correlation Between Number of Children in Schools and
Formally Important for Family and Community Service (n = 78)
Variable
The number of children in respondent's school
II48a. Teachers visit families regularly at home.
II48b. Teachers call families regularly.
II48c. Teachers record details about home visits or phone calls.
II49. Parental education plans are provided.
II50. Regularly provide parental education information.
II51. Regularly organize parental education conferences.
II52. Regularly organize social events with families.
II53a. Parents are encouraged to become involved in ECE/C
activities.
II53b. Parents are invited to be volunteers.
II54a. Parent observations are organized every semester.
II54b. Parents are welcome to observe the programs all the time.
II55. Schools encourage and establish parent organizations.
II56. Parental growth activities are conducted regularly.
II57a. Consulting service is provided to parents.
II57b. Particular schedule or telephone line exists for parents'
consultation.
II58a. The records show that teachers are familiar with each child's
family.
II58b. Teachers regularly interact and have contact with parents.
II59. Staff integrate community resources, parent resources, and
government resources.

r pt bis
1
-.095
.108
.025
.(a)
-.031
-.005
.(a)

Sig. (2tailed)
-.407
.345
.829
-.788
.966
--

-.155

.176

.162
-.010
-.073
-.240*
-.036
-.295**

.158
.931
.523
.035
.754
.009

-.077

.504

-.019

.869

.(a)

--

.001

.995

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
a. Cannot be computed because at least one of the variables is constant.

Table 28 and Table 29 present the relationship between the number of teachers in
schools and family services. Point-biserial correlation in Table 28 shows negative
relationships, significant at the .05 level, between the number of teachers in respondents’
schools and that nursery schools will be formally evaluated on providing consulting
services to parents (r pt bis =-.283). As a result, respondents from schools which have
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fewer teachers are more likely than the respondents from schools which have more
teachers to believe that nursery schools will be formally evaluated on providing
consulting services to parents.

Table 28: Point-biserial Correlation Between Number of Teachers in Schools and
Formally Important for Family and Community Service (n =78)
Variable
The number of teachers in respondent's school
II48a.Teachers visit families regularly at home.
II48b.Teachers call families regularly.
II48c.Teachers record details about home visits or phone calls.
II49. Parental education plans are provided.
II50. Regularly provide parental education information.
II51. Regularly organize parental education conferences.
II52. Regularly organize social events with families.
II53a. Parents are encouraged to become involved in ECE/C
activities.
II53b. Parents are invited to be volunteers.
II54a. Parent observations are organized every semester.
II54b. Parents are welcome to observe the programs all the time.
II55. Schools encourage and establish parent organizations.
II56. Parental growth activities are conducted regularly.
II57a. Consulting service is provided to parents
II57b. Particular schedule or telephone line exists for parents'
consultation.
II58a. The records show that teachers are familiar with each child's
family.
II58b. Teachers regularly interact and have contact with parents.
II59. Staff integrate community resources, parent resources, and
government resources.

r pt bis
1
-.087
.078
.036
.(a)
-.026
.016
.(a)

Sig. (2tailed)
-.450
.496
.756
-.823
.892
--

-.194

.089

.168
.005
-.025
-.216
.015
-.283*

.141
.962
.828
.057
.895
.012

-.083

.470

-.135

.238

.(a)

--

.026

.820

* Correlation is significant at the 0.05 level (2-tailed).
a. Cannot be computed because at least one of the variables is constant.
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Table 29 indicates a negative relationship, significant at the .05 level, between the
number of teachers in respondents’ schools and the school records show that teachers are
familiar with each child's family (r pt bis =-.270). The results show that the respondents
from schools which have fewer teachers are more likely than the respondents from
schools which have more teachers to agree that records show teachers are familiar with
each child's family as is necessary in practice.

Table 29: Point-biserial Correlation Between Number of Teachers in School and
Informally Important for Family and Community Service (n = 78)
Variable
The number of teachers in respondent's school
II48a. Teachers visit families regularly at home.
II48b. Teachers call families regularly.
II48c. Teachers record details about home visits or phone calls.
II49. Parental education plans are provided.
II50. Regularly provide parental education information.
II51. Regularly organize parental education conferences.
II52. Regularly organize social events with families.
II53a. Parents are encouraged to become involved in ECE/C
activities.
II53b. Parents are invited to be volunteers.
II54a. Parent observations are organized every semester.
II54b.Parents are welcome to observe the programs all the time.
II55. Schools encourage and establish parent organizations.
II56. Parental growth activities are conducted regularly.
II57a. Consulting service is provided to parents.
II57b. Particular schedule or telephone line exists for parents'
consultation.
II58a. The records show that teachers are familiar with each child's
family.
II58b. Teachers regularly interact and have contact with parents.
II59. Staff integrate community resources, parent resources, and
government resources.
* Correlation is significant at the 0.05 level (2-tailed).

r pt bis
1
-.168
-.159
.030
.001
.082
.089
.012

Sig. (2tailed)
-.141
.166
.796
.995
.476
.439
.914

-.100

.384

-.001
.015
.119
-.167
-.013
-.123

.992
.898
.299
.144
.913
.282

.021

.856

-.270*

.017

.106

.353

.018

.878
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Research Question 5: What are the views of nursery school directors and teachers
about not teaching Chinese phonetic signs (Pin-In) and writing in nursery schools?
Table 30 and Table 31 show the descriptive statistics of criteria in regard to
teaching writing and Chinese phonetic signs in nursery schools. Among 78 participants,
55.1% of them believed that nursery schools will be formally evaluated on not teaching
writing to young children; conversely, just 17.9% of them accepted evaluation of their
schools on not teaching writing (see Table 30).

Table 30: Crosstabulation of Not Teaching Writing (n = 78)

Variable
Formally important, for
not teaching writing

Informally important
for not teaching writing
Disagree
Agree
31
4
39.7%
5.1%

Total

Disagree

Count
% of Total

35
44.9%

Agree

Count
% of Total

33
42.3%

10
12.8%

43
55.1%

Total

Count
% of Total

64
82.1%

14
17.9%

78
100.0%

The results in Table 31 indicate that more than half of participants (51.3%)
disagreed that nursery schools will be formally evaluated on not teaching Chinese
phonetic signs. Furthermore, 92.3% of respondents stated that they had difficulty not
teaching Chinese phonetic signs to their children.
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Table 31: Crosstabulation of Not Teaching Chinese Phonetic Signs (n = 78)

Variable
Formally important, for
not teaching Chinese
phonetic signs

Disagree Count
% of Total

Informally important for
not teaching Chinese
phonetic signs
Disagree
Agree
40
3
51.3%
3.8%

Total
43
55.1%

Agree

Count
% of Total

32
41.0%

3
3.8%

35
44.9%

Total

Count
% of Total

72
92.3%

6
78
7.7% 100.0%

A Chi-square test of independence determined if a statistical relationship existed
between the working position (director and teacher) and their attitudes toward not
teaching children Chinese phonetic signs and writing. Results in Table 32 indicate no
significant correlation between the working position and caregivers’ attitudes toward not
teaching Chinese phonetic signs and writing.
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Table 32: Chi-square Results for Not Teaching Writing and Chinese Phonetic Signs by
Working Position (n = 78)
Variable
Formally important,
for not teaching
writing

Disagree Count
% within working
position
Agree
Count
% within working
position
Total
Count
% of Total

Informally important, Disagree Count
% within working
for not teaching
position
writing
Agree
Count
% within working
position
Total
Count
% of Total
Formally important,
for not teaching
Chinese phonetic
signs

Disagree Count
% within working
position
Agree
Count
% within working
position
Total
Count
% of Total

Informally important, Disagree Count
% within working
for not teaching
position
Chinese phonetic
signs
Agree
Count
% within working
position
Total
Count
% of Total

Director Teacher
19
16

Total
35

48.7%

41.0%

44.9%

20

23

43

51.3%

59.0%

55.1%

39
50.0%

39
78
50.0% 100.0%

32

32

64

82.1%

82.1%

82.1%

7

7

14

9.0%

9.0%

17.9%

39
50.0%

39
50.0%

78
100.0%

22

21

43

56.4%

53.8%

55.1%

17

18

35

43.6%

46.2%

44.9%

39
50.0%

39
78
50.0% 100.0%

37

35

72

94.9%

89.7%

92.3%

2

4

6

5.1%

10.3%

7.7%

39
50.0%

39
78
50.0% 100.0%

Note. None of the Phi values are significant at the .05 alpha level.

Phi

.077

.000

.026

.096
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Table 33 presents Chi-square statistical results and Phi correlations between the
highest education and teaching language. The results indicate no differences (association)
between participants’ attitudes and different educational levels, except for informally
important for not teaching Chinese phonetic signs. Although the strength is significant
(Phi = -0.254), more than 20% (in fact, 50%) of the cells have expected values of less
than five. This significant correlation should not be used (Huck, 2004). Therefore, this
study presents Fisher’s Exact Test instead. Considering the need for teaching Chinese
phonetic signs in nursery schools, a statistically significant association existed between
HS/Assoc degrees and not teaching Chinese phonetic signs. Six out of 44 participants
with HS/Associate college degrees agreed that their schools should be informally
evaluated on not teaching Chinese phonetic signs, compared with none of the 34
participants with BS/MD degrees (Fisher’s Exact Test, p<.05).
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Table 33: Chi-square Results for Not Teaching Writing and Chinese Phonetic Signs by
Highest Education (n = 78)
Variable
Formally
important, for not
teaching writing

Informally
important, for not
teaching writing

Formally
important, for not
teaching Chinese
phonetic signs

Disagree Count
% within HS/Assoc
BS/MS
Agree
Count
% within HS/Assoc
BS/MS
Total
Count
% of Total
Disagree Count
% within HS/Assoc
BS/MS
Agree
Count
% within HS/Assoc
BS/MS
Total
Count
% of Total
Disagree Count
% within HS/Assoc
BS/MS
Agree
Count
% within HS/Assoc
BS/MS
Total

Informally
important, for not
teaching Chinese
phonetic signs

Count
% of Total

Disagree Count
% within HS/Assoc
BS/MS
Agree
Count
% within HS/Assoc
BS/MS
Total
Count
% of Total

HS/Assoc BS/MS
20
15

Total
35

45.5%
24

44.1%
19

44.9%
43

54.5%
44
56.4%

55.9%
34
43.6%

55.1%
78
100.0%

35

29

64

79.5%
9

85.3%
5

82.1%
14

20.5%
44
56.4%

14.7%
34
43.6%

17.9%
78
100.0%

21

22

43

47.7%
23

64.7%
12

55.1%
35

52.3%
44
56.4%

35.3%
34
43.6%

44.9%
78
100.0%

38

34

72

86.4%
6

100.0%
0

13.6%
44
56.4%

.0%
34
43.6%

Phi

.013

-.074

-.169

Phi =
92.3% -0.254
6
Fisher’s
7.7% Exact
78 Test
100.0% p = .033

Note. Chi-square tests between the highest education and informally important for not
teaching Chinese phonetic signs have 2 cells (50.0%) have expected counts less than 5.
The minimum expected count is 2.62.
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Table 34 presents the personal information of 33 participants who reported that
they agreed that nursery schools will be formally evaluated on not teaching Chinese
phonetic signs and writing to young children; however, they agreed that difficulty existed
for practical application. Among these 33 participants, 14 were directors and 19 were
teachers. Furthermore, 18 of them had HS/Assoc degrees and 15 of them had BS/MS
degrees.

Table 34: Crosstabulation Between Working Position and Highest Education and Not
Teaching Writing and Chinese Phonetic Signs in Nursery Schools (n = 32)
Working Position

Highest Education

Variable
Director Teacher HS/Assoc BS/MS
Agree, formally important, for not
teaching writing but disagree, informally
14
19
18
15
important, for not teaching writing
(FILTER)
Total
33
33
Agree, formally important, for not
teaching Chinese phonetic signs but
16
16
20
12
disagree, informally important, for not
teaching Chinese phonetic signs (FILTER)
Total
32
32

A point-biserial correlation determined if a relationship existed between the
respondents’ ages and their attitudes toward not teaching writing and Chinese phonetic
signs. The results in Table 35 indicate negative relationships, significant at the .05 level,
between the respondents’ ages and attitudes toward not teaching writing and Chinese
phonetic signs. Clearly, the ages of directors and teachers have a negative influence on
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whether nursery schools will be formally evaluated on not teaching writing and Chinese
phonetic signs. The findings show that the younger respondents are more likely than the
older respondents to consent that nursery schools will be formally evaluated for not
teaching writing (r pt bis = -0.271) and Chinese phonetic signs (r pt bis = -0.269).

Table 35: Point-biserial Correlation Between Caregivers’ Age and Not Teaching Writing
and Chinese Phonetic Signs (n =78)
Variable
1. Age

1.

2

3

4

5

r pt bis
Sig. (2tailed)

--

2. Formally important, for
not teaching writing

r pt bis
Sig. (2tailed)

-.271*

--

.016

--

3. Informally important, for
not teaching writing

r pt bis
Sig. (2tailed)

-.085

.153

--

.460

.180

--

4. Formally important, for
not teaching Chinese
phonetic signs

r pt bis
Sig. (2tailed)

-.269* .762**

.115

--

.314

--

5. Informally important, for
not teaching Chinese
phonetic signs

r pt bis
Sig. (2tailed)

-.030 .492**

.030

--

.796

--

Mean (Age)
Standard Deviation (Age)

--

.017
-.108
.347
37.94
8.36

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

.000

.796

.000
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A point-biserial correlation determined if a relationship existed between the
number of children in respondents’ schools and their attitudes toward teaching writing
and Chinese phonetic signs. The results in Table 36 indicate a negative relationship,
significant at the .05 level, between the number of children in respondents’ schools and
attitudes of not teaching Chinese phonetic signs. The findings show that the respondents
who work in a small school are more likely than the respondents who work in a large
school to consent that nursery schools will be formally evaluated for not teaching
Chinese phonetic signs (r pt bis = -0.236).
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Table 36: Pearson Correlation Between the Number of Children in a School and Not
Teaching Writing and Chinese Phonetic Signs (n = 78)
Variable
1. The number of children in
respondent's school

1.

2.

3.

4.

5.

r pt bis
Sig. (2tailed)

--

2. Formally important, for not r pt bis
teaching writing
Sig. (2tailed)

-.045

--

.695

--

3. Informally important, for
not teaching writing

-.157

.153

--

.171

.180

--

-.236* .762**

.115

--

r pt bis
Sig. (2tailed)

4. Formally important, for not r pt bis
teaching Chinese phonetic Sig. (2signs
tailed)
5. Informally important, for
not teaching Chinese
phonetic signs

r pt bis
Sig. (2tailed)

Mean (Number of Children)
Standard Deviation (Number of Children)

--

.038

.000

.314

--

-.061

-.030

.492**

.030

--

.593

.796

.000

.796

--

82.42
65.06

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

Furthermore, Table 37 shows whether the participants’ schools establish activities
to teach writing and Chinese phonetic signs (see Part III Q18 & Q 20 at Appendix F). In
the current situation, most of participants’ schools teach writing (88.5%) and Chinese
phonetic signs (97.4%) to their children.
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Table 37: Frequency and Percentage of Agreement Regarding Teaching Writing and
Chinese Phonetic Signs (n = 78)
Variable

Frequency
69

Percent Mean
88.5
1.12
11.5

III 20.
Whether to teach writing

Yes
No

9

III18.
Whether to teach Chinese
phonetic signs

Yes

76

97.4

No

2

2.6

Std.
Deviation

1.03

.322

.159

When asked the reasons for their teaching writing and Chinese phonetic signs, to
prepare for the transition to elementary school was the major reason (see Table 38).
Among the directors and teachers who did not teach writing and Chinese phonetic signs,
all of them indicated that the only reason was to conform to children’s development.
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Table 38: Frequency and Percentage of Agreement Regarding the Reasons for Teaching
Writing and Chinese Phonetic Signs
The Reasons of Teaching Writing (n = 69)
To meet parents' expectations
To conform with children’s development
To conform with my school principles
To conform with my own teaching experience
To prepare for the transition to elementary school
Other

Frequency Percent
48
61.5
14
17.9
5
6.4
10
12.8
50
64.1
0
0.00

Rank
Order
2
3
5
4
1
6

The Reasons of Teaching Chinese Phonetic Signs
(n = 76)
To meet parents' expectations
To conform with children’s development
To conform with my school principles
To conform with my own teaching experience
To prepare for the transition to elementary school
Other

56
23
5
8
59
0

71.8
29.5
6.4
10.3
75.6
0.00

2
3
5
4
1
6

The Reasons of Not Teaching Writing (n = 9)
To meet parents' expectations
To conform with children’s development
To conform with my school principles
To conform with my own teaching experience
To prepare for the transition to elementary school
Other

0
9
0
0
0
0

0.00
100.0
0.00
0.00
0.00
0.00

-1
-----

The Reasons of Not Teaching Chinese Phonetic
Signs (n = 2)
To meet parents' expectations
To conform with children’s development
To conform with my school principles
To conform with my own teaching experience
To prepare for the transition to elementary school
Other

0
2
0
0
0
0

0.00
100.0
0.00
0.00
0.00
0.00

-1
-----

Note. The numbers of answers are according to the Table 37.
Rank order is based on average percentage of participants’ responses.

132
Convergence and Divergence

The design of Part III of the Questionnaire (see Appendix F) corresponds to
Research Questions Six and Seven designed to gain an understanding of the convergent
and divergent views of nursery school directors and teachers on the governmental
assessment instrument. Part III has a total of 39 questions.

Research Question 6: What are the convergent and divergent views of nursery
school directors and teachers on the existing governmental assessment instrument of
early childhood education/care?
In order to understand the convergent and divergent views of directors and
teachers, the five topics are significant criteria in early childhood education and care.
These five topics are: (1) professional capabilities, (2) curriculum design, (3)
documenting, (4) family services, and (5) teaching writing & Chinese phonetic signs in
nursery schools.

Professional Capability

Questions 1, 2, 3, 9, 10, and 11 in Part III of the Questionnaire investigate
directors’ and teachers’ attitudes regarding professional capabilities. The Cronbach’s
alpha for these six Likert-scale questions assess the internally consistency (reliability) of
the professional capability assessment instrument. The coefficient alpha of 0.848 suggests
that the questions provide summated scores that are strongly, internally consistent (Muijs,
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2004). The correlations between participants and their attitudes toward the professional
capability assessment appear in Table 39. Pearson product-moment coefficient
correlation shown in the following table calculates the description of the relationship
between participants’ attitudes regarding agreement with the professional capability
assessment instrument and their ages, years of being a teacher, academic areas, the
number of children and the number of teachers in a school. The results reveal a positive
relationship, significant at .01 level, between the years of being a teacher (r = .437) of
respondents and their attitudes to the professional capability assessment. Clearly, the
findings indicate that the teaching experience has a positive relationship with professional
capabilities. In other words, the respondents who have more teaching experience are
more likely than the respondents who have less teaching experience to consent to the
requirement of professional capabilities in the Kaohsiung City assessment instrument.
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Table 39: Pearson Product-moment Correlation of Attitudes Toward the Assessment
Instrument of Professional Capability and Personal Characteristics (n = 78)
Variable
1. Professional
capabilities

1.

2.

3.

4.

5.

6.

PPM r
Sig. (2tailed)

--

PPM r
Sig. (2tailed)

-.061

--

.594

--

3. Years of being a
teacher

PPM r
Sig. (2tailed)

.437**

-.157*

--

.000

.169

--

4. Academic area

PPM r
Sig. (2tailed)

-.047
.681

.002

.009

--

5. Number of
children in school

PPM r
Sig. (2tailed)

.132

.133

.154

.038

--

.248

.246

.177

.744

--

6. Number of
teachers in school

PPM r
Sig. (2tailed)

-.048

.140

.095

.010

.906**

--

.677

.221

.410

.934

.000

--

Mean
Std. Deviation

17.35
2.67

37.94
8.36

7.96
5.59

1.90
1.47

82.42
65.06

7.51
6.62

2. Age

--

.352** -.296**

--

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
Note. Professional capabilities = III.1 + III.2 + III.3 + III.9 + III.10 + III.11.
Total Cronbach’s Alpha is 0.848.
Academic areas are recoded 1 = early childhood education/care, 2 = early childhood
education, 3 = elementary education, 4 = nursery, and 5 = other

Calculated Point-biserial correlation coefficients analyzed the presence of a
relationship between attitudes of participants to the professional capability assessment
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instrument and their working positions, the highest education level and school scores (see
Table 40). The findings reveal a positive relationship, significant at the .05 level, between
the working position of respondents (r pt bis = .227) and their attitudes to the professional
capability assessment. In other words, the teachers are more likely than the directors to
consent to the professional capability standards in the Kaohsiung City assessment
instrument. To reveal the significant relationship between working position and attitudes
toward professional capabilities required correlating six questions with working
positions, individually as in Table 41.
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Table 40: Point-biserial Correlations of Attitudes Toward the Assessment Instrument of
Professional Capability on Working Position, Education and School Scores (n = 78)
Variable
1. Professional capability

1

2

3

4

r pt bis
Sig. (2-tailed)

---

2. Working position

r pt bis
Sig. (2-tailed)

.227*
.045

---

3. Highest education
completed

r pt bis
Sig. (2-tailed)

-.086
.456

-.259*
.022

---

4. School scores

r pt bis
Sig. (2-tailed)

.069
.547

.000
1.000

.133
.247

---

Mean
Std. Deviation

17.35
2.67

1.50
.50

1.44
.50

1.51
.50

* Correlation is significant at the 0.05 level (2-tailed).
Note. Professional capabilities = III.1 + III.2 + III.3 + III.9 + III.10 + III.11.
Total Cronbach’s Alpha is 0.848.
Working Positions are recoded 0 = director, 1 = teacher.
Highest education completed is recoded 0 = HS/Assoc, 1 = BS/MS
School scores are recoded 0 = need supervision schools, 1 = good schools.

A Chi-square determined if a relationship/difference existed between working
position and participants’ attitudes toward professional capability items, scored in a
dichotomous fashion. Table 41 presents the frequency and correlation of responses for
these six questions. Overall, more than half of participants agreed that the professional
capability assessment instrument assists their practical work, and the teachers had a
higher agreement level than the directors. In addition, statistically significant positive
relationships, at the .05 level, existed between the working position and the assessment
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instrument supervising directors’ and teachers’ work (Phi = .228); between the working
position and reaching the standard of assessment represents good quality (Phi = .272),
and between working positions and improving school quality (Phi = .267). Besides,
among 39 directors, 18 did not think that reaching the standard of the assessment
represents good quality in nursery schools.

Table 41: Chi-square and Phi Correlation Between Working Position and Professional
Capability (n = 78)
Director
Variable
III1. Assessment instrument
improves individual
professional growth.

Teacher

Phi

Sig

Disagree Agree Disagree Agree
9

30

6

33

.098

.389

III2. Assessment instrument
supervises directors’ or
teachers’ work.

11

28

4

35 .228*

.044

III3. I have done good quality
work if I reach the standard
of assessment.

18

21

8

31 .272*

.016

III9. Assessment instrument
builds a referral standard
while I operate my school.

6

33

4

35

.498

III10. Assessment instrument
improves my school’s quality.

11

28

3

36 .267*

III11. Assessment instrument
supports my school’s efforts
for improving staff quality
and parents’ education.

10

29

6

33

* Correlation is significant at the 0.05 level.

.077

.127

.018

.262
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Point-biserial correlations coefficient analysis revealed positive relationships,
significant at the .05 and .01 levels, between the years of being a teacher and attitudes
toward the professional capability assessment instrument (see Table 42). The results
show that the respondents who have more teaching experience are more likely than the
respondents who have less teaching experience to agree that the assessment instrument
improves their school’s quality (r pt bis= .316) and the assessment instrument improves
individual professional growth (r pt bis= .243).
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Table 42: Point-biserial Correlations Coefficient Between Years of Being a Teacher and
Professional Capability (n = 78)
Variable
1. Years of being a
teacher
2. Assessment
instrument improves
individual
professional growth.
3. Assessment
instrument
supervises directors’
or teachers’ work.
4. I have done good
quality work if I
reach the standards
of assessment.
5. Assessment
instrument builds a
referral standard
while I operate my
school.
6. Assessment
instrument
improves my
school’s quality.
7. Assessment
instrument supports
my school’s efforts
for improving staff
quality and parents’
education.

1
r pt bis
Sig. (2tailed)
r pt bis

2

3

4

5

6

--.243*

--

Sig. (2tailed)

.032

--

r pt bis

.026 .422**

--

Sig. (2tailed)

.822

--

r pt bis

.103 .414** .414**

--

Sig. (2tailed)

.370

.000

.000

--

r pt bis

.170

.105

.007

.054

--

Sig. (2tailed)

.137

.361

.948

.637

--

r pt bis

7

.000

.316** .365**

.111 .307** .420**

--

.334

--

Sig. (2tailed)

.005

r pt bis

.117 .477** .397** .449** .375** .590**

--

Sig. (2tailed)

.309

--

Mean (Years of being a teacher)
Standard Deviation (Years of
being a teacher)

.001

.000

.000

.006

.000

.000

.001

.000

7.96
5.59

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
Note. The agreement of professional capability is recoded into 2 levels- “agree” and
“disagree”
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Self-Designed Activities and Packaged Instructional Materials

First of all, the directors and teachers in this study believed that packaged
instructional materials are valuable curricula in nursery schools. Indeed, the results in
Table 43 show that 93.6% of participants (6.4% & 37.2% & 50%) adopted curricula
using either packaged instructional materials or combining packaged instructional
materials with self-designed activities. In addition, 87.2% of directors and teachers
(37.2% & 50%) preferred to self-designed activities combined with packaged
instructional materials.

Table 43: Frequency and Percentage Regarding the Ways of Participants Adopt ECE/C
activities (n = 78)
Q III13. How to Adopt ECE/C Activities?
Teachers in my school design activities.
Teachers purchase packaged instructional
materials.

Cumulative
Frequency Percent
Percent
5
6.4
6.4
5

6.4

12.8

Curricula are mostly teachers' self-design, and a
few activities are combinations with
packaged instructional materials.

29

37.2

50.0

Curricula are mostly purchased, package
materials, and a few activities are
combinations with teachers' self-designs.

39

50.0

100.0

Total

78

100.0
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Table 44 shows that although 75.6% of participants agreed that self-designed
activities conform to practical operation, 57.7% of participants expressed the opinion that
self-designed activities require too much time and using packaged instructional materials
are more efficient. Meanwhile, 51.3% of directors and teachers stated that they would
rather adopt packaged instructional materials than use self-designed activities.

Table 44: Frequency and Percentage Regarding the Self-designed Activities and the
Packaged Instructional Materials (n = 78)
Variable
III4. Self-designed activities don’t conform
to practical operation.

Disagree
Agree
Total

Frequency
59
19
78

Percent
75.6
24.4
100.0

III14. Teachers would rather adopt
packaged instructional materials than
develop self-designed activities.

Disagree
Agree
Total

38
40
78

48.7
51.3
100.0

III15. Self-designed activities take too much
time; packaged instructional materials
save my time.

Disagree
Agree
Total

33
45
78

42.3
57.7
100.0

III16. Packaged instructional materials are
integrated into different activities.

Disagree
Agree
Total

12
66
78

15.4
84.6
100.0

III17. Packaged instructional materials are
easy to carry out if I follow the teaching
guide.

Disagree
Agree
Total

41
37
78

52.6
47.4
100.0

Questions 4, 14, 15, 16, and 17 in Part III of the Questionnaire investigate
directors’ and teachers’ attitudes to self-designed activities and packaged instructional
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materials (see Appendix F). A Pearson Product-moment coefficient shown in the
following table calculates the relationship between personal characteristics and attitudes
of participants to these five questions regarding curriculum design (see Table 45). The
findings reveal a negative relationship, significant at the .05 level, existed between the
number of teachers in a school (r = - .261) and their attitudes toward use of self-designed
activities and packaged instructional materials. Results show that the respondents who
work in schools which have fewer teachers are more likely than the respondents who
work in schools which have more teachers to agree that packaged instructional materials
are more useful than self-designed activities.
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Table 45: Pearson Product-moment Coefficient of Attitudes Toward Using Self-designed
Activities and Packaged Instructional Materials by Personal Characteristics (n = 78)
Variable
1. Self-designed activities
and packaged
instructional materials

1

2

3

4

5

6

PPM r
Sig. (2tailed)

--

PPM r
Sig. (2tailed)

-.074

--

.522

--

3. Years of being a teacher PPM r
Sig. (2tailed)

.004

-.157*

--

.972

.169

--

4. Academic area

.140 .352** -.296**

--

.220

.002

.009

--

-.162

.133

.154

.038

--

2. Age

PPM r
Sig. (2tailed)

--

5. Number of children in
school

PPM r
Sig. (2tailed)

.155

.246

.177

.744

--

6. Number of teachers in
school

PPM r -.261*
Sig. (2.021
tailed)

.140

.095

.010

.906**

--

.221

.410

.934

.000

--

37.94
8.36

7.96
5.59

1.90
1.47

82.42
65.06

7.51
6.62

Mean
Std. Deviation

12.53
2.67

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
Note. Self-designed activities and packaged instructional materials = III.4 + III.14 + III.15
+ III.16 + III.17. Total Cronbach’s Alpha is 0.827.
Academic areas are recoded 1 = early childhood education/care, 2 = early
childhood education, 3 = elementary education, 4 = nursery, and 5 = other

An applied point-biserial correlation determined if a relationship existed between
attitudes toward self-designed activities and packaged instructional materials with two
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levels of independent variables. These two levels of independent variables were directors
and teachers, HS/Assoc and BS/MS, and schools needing supervision and good schools.
Results in Table 46 indicate no significant association in the relation between the
participants’ attitudes and different working positions, educational levels, and school
scores. That is, despite the existing differences between the participants, statistically they
all hold similar attitudes on early childhood activities.

Table 46: Point-biserial Correlation of Attitudes Toward Using Self-designed Activities
and Packaged Instructional Materials by Personal Characteristics (n = 78)
Variable
1.Self-designed activities and
packaged instructional
materials

1

2. Working position

3. Highest education completed

4. School scores

2

4

5

r pt bis
Sig. (2tailed)

--

r pt bis
Sig. (2tailed)

.024

--

.833

--

r pt bis
Sig. (2tailed)

-.174

-.259*

--

.127

.022

--

r pt bis
Sig. (2tailed)

-.175

.000

.133

--

.126

1.000

.247

--

12.53
2.67

1.50
.50

1.44
.50

1.51
.50

Mean
Std. Deviation

--

* Correlation is significant at the 0.05 level (2-tailed).
Note. Self-designed activities and packaged instructional materials = III.4 + III.14 +
III.15 + III.16 + III.17. Total Cronbach’s Alpha is 0.827.
The school scores are recoded into need supervision schools and good schools.
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In order to understand the different attitudes between directors and teachers, a
Chi-square determined if a relationship existed between working positions and
participants attitudes toward the ways of adopting early childhood curriculum. Results in
Table 47 indicate no significant association between participants’ attitudes and different
working positions (director or teacher). That is, despite the existing differences between
the directors and teachers, statistically they all hold similar attitudes.
From a descriptive statistic point of view, overall, compared to the directors, the
teachers tended to prefer to adopt curriculum by using packaged instructional materials as
opposed to self-designed activities. As one director stated:
Packaged instructional materials have many limitations, unless teachers have
creative capabilities and know-how to make use of packaged instructional
materials, otherwise the packaged instructional materials control the teaching and
learning.
Another teacher also said:
Packaged instructional materials may have some parts too difficult for children.
The content usually focuses on cognitive learning. I think self-designed
curriculum is the best method to correspond to children’s learning. I can modify
the curriculum and bring different learning fields together. I can self-reflect while
I process my own curriculum.
Whether nursery schools or teachers need to purchase packaged instructional materials
for survival, one of the directors said:
Parents usually think that the self-designed curriculum doesn’t have good quality.
They usually couldn’t trust that teachers can design curriculum. In fact, not all
teachers can design their own curricula; teachers may dispute when they have
different opinions. Besides, packaged instructional materials are made carefully.
Using them convinces parents that we could afford high-quality curriculum.
Another teacher also said:
Most packaged instructional materials are designed or edited by early childhood
education experts. It is worth while as a reference, especially for the novices in
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nursery schools. Besides, teachers are not all powerful; designing our own
curricula would take much time, teachers have family life, they also need time to
rest and participate in professional training.
Table 47: Chi-square and Phi Correlation Between Working Position and ECE/C
Curricula (n = 78)
Director

Teacher

Variable
Disagree Agree Disagree Agree
III4. Self-designed activities don’t
conform to the practical
27
12
32
7
operation.
Mean
2.28
2.05
Std. Deviation
.61
.72
III14. Teachers would rather adopt
packaged instructional
materials than self-designed
activities.
Mean
Std. Deviation
III15. Self-designed activities take
too much time; packaged
instructional materials save
my time.
Mean
Std. Deviation
III16. Packaged instructional
materials are integrated into
different activities.

22

16

2.38
.75

17

22

8

31

16

17
2.38
.59

-.147

.187

.154

.174

23

.026

.819

.142

.209

2.56
.79

4

2.87
.62

22

23

Sig

2.54
.76

2.54
.72

Mean
Std. Deviation
III17. Packaged instructional
materials are easy to carry out
if I follow the teaching guide.
Mean
Std. Deviation

17

Phi

35
3.00
.65

19

20
2.44
.72

.077 .496
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Point-biserial correlation coefficients, shown in the following table, calculate the
relationship between the number of children in school and the attitudes toward whether or
not to adopt self-designed activities or packaged instructional materials (see Table 48).
The findings reveal negative relationships, significant at the .05 level, between the
number of children in a school and saving time with packaged instructional materials as
opposed to self-designed activities (r pt bis = -.288); and packaged instructional materials
are integrated into different activities(r pt bis = -.267). In other words, the respondents
from schools with fewer children are more likely than the respondents from schools
which have more children to agree that packaged instructional materials save teachers’
time, and packaged instructional materials are integrated into different activities better
than self-designed activities.
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Table 48: Point-biserial Correlations of Attitudes Toward Using ECE/C Activities and
Working Position (n = 78)
Variable
1. Number of children in
school

1

2

3

4

r pt bis
Sig.
(2tailed)

--

2. Self-designed activities don’t r pt bis
conform to the practical
Sig.
operation.
(2tailed)

.018

--

.873

--

-.112

.195

--

.330

.088

--

5

--

3. Teachers would rather adopt
packaged instructional
materials than self-designed
activities.

r pt bis
Sig.
(2tailed)

4. Self-designed activities take
too much time; packaged
instructional materials save
my time.

r pt bis -.288* .244* .463**
Sig.
(2.011 .031
.000
tailed)

5. Packaged instructional
materials are integrated into
different activities.

r pt bis -.267* .242* .437** .498**
Sig.
(2.018 .033
.000
.000
tailed)

6. Packaged instructional
materials are easy to carry
out if I follow the teaching
guides.

r pt bis
Sig.
(2tailed)

Mean (Number of Children)
Standard Deviation (Number of
Children)

6

.064

.059 .361**

.575

.608

82.42
65.06

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

.001

---

---

.242*

.192

--

.033

.093

--
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Documentation

Questions 5, 8 and 12 in Part III of the Questionnaire investigate directors’ and
teachers’ attitudes toward documentation. Question 5 in Part III asks whether they agree
that regular documentation does not conform to practical operation within early
childhood education/care. Question 8 in Part III asks whether they agree that as a teacher,
they would rather spend more time with children than on regular documentation.
Question 12 in Part III asks whether they agree that nursery school assessment increases
extra documentation that is not necessary (see Appendix F). The Cronbach’s Alpha of
these three items is 0.728 and above 0.7 is usually considered to offer reasonable
reliability for research purposes (Muijs, 2004).
The data in Table 49 indicate a significantly negative correlation, significant at
the .05 level, between the number of teachers in a school (r = -0.237) and participants’
attitudes toward documentation. Clearly, the findings indicate that the number of teachers
in a school has a negative correlation on accepting regular documentation. As a result, the
respondents who work in small schools are more likely than the respondents who work in
large schools to agree that regular documentation does not conform to practical
operations. Teachers would rather spend more time with children than on regular
documentation, and the nursery school assessment increases extra documentation that is
not necessary.

150
Table 49: Pearson Product-moment Coefficient of Personal Characteristics and the
Attitudes Toward Documentation (n = 78)
Variable

1

1. Documentation

2

3

4

5

6

PPM r
Sig. (2tailed)

--

PPM r
Sig. (2tailed)

.080

--

.484

--

3. Years of being a
teacher

PPM r
Sig. (2tailed)

-.019

.157

--

.870

.169

--

4. Academic area

PPM r
Sig. (2tailed)

.156
.172

.002

.009

--

5. Number of
children in school

PPM r
Sig. (2tailed)

-.216

.133

.154

.038

--

.057

.246

.177

.744

--

6. Number of
teachers in school

PPM r
Sig. (2tailed)

-.237*

.140

.095

.010

.906**

--

.036

.221

.410

.934

.000

--

7.67
1.61

37.94
8.36

7.96
5.59

1.90
1.47

82.42
65.06

7.51
6.62

2. Age

Mean
Std. Deviation

--

.352** -.296**

--

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
Note. Documentation includes (1) documentation doesn’t conform to practice, (2)
teachers would rather spend more time with children than on documentation, and
(3) nursery school assessment increases extra documentation.
Total Cronbach’s Alpha is 0.728.
Academic areas are recoded 1 = early childhood education/care, 2 = early
childhood education, 3 = elementary education, 4 = nursery, and 5 = other
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A point-biserial correlation determined if a relationship existed between the
respondents’ backgrounds and their attitudes with regard to documentation. Results in
Table 50 indicate no significant relationships between participants’ attitudes and different
working positions, educational levels, and school scores. That is, despite the existing
differences between the directors and teachers, statistically they all hold similar attitudes.

Table 50: Point-biserial Correlation of Attitudes Toward Documentation by Working
Position, Highest Education and School Scores (n = 78)
Documentation
1. Documentation

2. Working position

3. Highest education completed

4. Schools scores

1

2

3

4

r pt bis
Sig. (2tailed)

--

r pt bis
Sig. (2tailed)

-.096

--

.402

--

r pt bis
Sig. (2tailed)

.038

-.259*

--

.743

.022

--

r pt bis
Sig. (2tailed)

-.107

.000

.133

--

.351

1.000

.247

--

--

* Correlation is significant at the 0.05 level (2-tailed).
Note. Documentation = Documentation doesn’t conform to practice & rather spend more
time with children than on documentation & nursery school assessment increase
extra documentation. Total Cronbach’s Alpha is 0.728.
Working Positions are recoded 0 = director, 1 = teacher.
Highest education completed is recoded 0 = HS/Assoc, 1 = BS/MS
School scores are recoded 0 = need supervision schools, 1 = good schools.
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Table 51 presents the Chi-square correlation results between the respondents’
working position and their attitudes toward documentation. The results indicate no
significant correlation between working position and attitudes toward documentation.
Whether conforming to practical operations or not, teachers would rather spend more
time with children than on regular documentation. Most teachers and directors believed
that documentation is a useful technique in their work; directors and teachers can benefit
greatly by documentation. As one teacher stated:
We take notes for children’s documentations regularly; we would know children’s
learning and behavior in every development period and completely record the
time, event, and the way of interaction in children’s development and assessment
documentation. We could also share this information with parents to help them
understand their children’s progress and get their cooperation.
Another director said:
Some documents indeed arouse teachers’ reflection and integrate teachers’
teaching attitudes, but teachers can not write too much, only record the most
meaningful and necessary information or discover some problems in the school.
The format must be simplified to let teachers work efficiently, but not increase
their burdens.
Although both directors and teachers tended to go along with regular documentation in
their practical operations, the notion of spending more time with children than on
documentation was also emphasized by most caregivers. As one teacher said:
Teachers had many sundry duties. Some documentation can not help teachers to
promote their professional competence or give better care to young children.
Instead, it makes teachers very busy; they wouldn’t have energy to take good care
of children and it would reduce the teaching quality. Besides, the assessing
members didn’t know whether they get true information.
One director had similar opinions:
In practical operation, teachers spend their entire energy, attention, and time with
children. Especially, teachers would be in stressed if children are inattentive. No
one can document in this time. Teachers usually spend their after-school time
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taking notes for documentation according to their memories. Therefore, the
documentation maybe fake, instead, the teachers who really treat children with
attention maybe ignored.

Table 51: Chi-square and Phi Correlation Between Working Position and Attitudes
Toward Documentation (n = 78)
Director

Teacher

Phi

Sig

Variable
Disagree Agree Disagree Agree
III5. Regular documentation
does not conform to practical
27
12
31
8 -.117
operations within early
childhood education/care.
Mean
Std. Deviation
III8. As a teacher, I would rather
spend more time with
children than on regular
documentation.
Mean
Std. Deviation

2.36
.58

9

30

.300

2.13
.62

9

2.97
.67

30

.000 1.000

2.90
.75

Table 52 presents frequency and percentage of attitudes in regard to
documentation. The results show that 74.4% of respondents disagreed that regular
documentation does not conform to practical operation. However, 76.9% of respondents
expressed that they would rather spend more time with children than on regular
documentation. The reason was that 40 out of 78 respondents (51.3%) had conflicts
between regular documentation and spending time with children.
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Table 52: Crosstabulation of Documentation in Classroom (n = 78)

Variable
III5 Regular
documentation does not
conform to practical
operations within early
childhood
education/care.

Disagree Count
% of
Total
Agree

Total

Count
% of
Total
Count
% of
Total

III8 As a teacher, I would
rather spend more time with
children than on regular
documentation.
Disagree
Agree
18
40

Total
58

23.1%

51.3%

74.4%

0

20

20

.0%

25.6%

25.6%

18

60

78

23.1%

76.9%

100.0%

Among these 40 respondents, they disagreed that regular documentation does not
conform to practical operation, but agreed that as a teacher they would rather spend more
time with children than on regular documentation. These respondents are 18 directors and
22 teachers (see Table 53). In addition, the results in Table 53 also show that among these
40 respondents, 25 of them have high school or associate college degrees and 15 of them
have bachelor’s or master’s degrees.
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Table 53: Crosstabulation for Select Case of Documentation by Working Position and
Highest Education (n = 40)
Variable
Disagree- Regular documentation
does not conform to practical
operations within ECE/C, but
Agree- As a teacher, I would rather
spend more time with children than
on regular documentation.
(FILTER)

Director Teacher HS/Assoc
Count
18
22
25
% of
Total

Total

45.0%

40

55.0%

62.5%

BS/MS
15
37.5%

40

Family Services

Question 6 in Part III of the Questionnaire investigates directors’ and teachers’
attitudes toward family services. This question asks whether they agree that regular
family services conform to practical operations in nursery schools. A point-biserial
correlation determined if a relationship existed between personal characteristics and
attitudes toward family services in nursery schools. Results in Table 54 indicate no
relationships between participants’ attitudes and different ages, academic areas, teaching
experiences, the number of children in a school, and the number of teachers in a school.
That is, despite the existing differences between the directors and teachers, statistically
they all hold similar attitudes.
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Table 54: Point-biserial Correlation Between Personal Characteristics and the Attitudes
Toward Family Services (n = 78)
Variable
1. Regular family
services and parent
education do not
conform to practical
operation.
2. Age

1

2

r pt bis

--

Sig. (2tailed)

--

3

4

5

6

r pt bis
Sig. (2tailed)

.078

--

.497

--

3. Years of being a
teacher

r pt bis
Sig. (2tailed)

.077

.157

--

.500

.169

--

4. Academic area

r pt bis
Sig. (2tailed)

-.063 .352** -.296**
.583

.002

.009

--

5. Number of children in
school

r pt bis
Sig. (2tailed)

-.220

.133

-.154

.038

--

.053

.246

.177

.744

--

6. Number of teachers in
school

r pt bis
Sig. (2tailed)

-.213

.140

.095

.010

.906**

--

.062

.221

.410

.934

.000

--

1.17
.38

37.94
8.36

7.96
5.59

1.90
1.47

82.42
65.06

7.51
6.62

Mean
Std. Deviation

--

** Correlation is significant at the 0.01 level (2-tailed).
Note. Academic areas are recoded 1 = early childhood education, 2 = early childhood
education/care, 3 = elementary education, and 4 = other.
Academic areas are recoded 1 = early childhood education/care, 2 = early
childhood education, 3 = elementary education, 4 = nursery, and 5 = other

A Chi-square determined if a relationship existed between directors’ and teachers’
backgrounds and their attitudes toward family services and whether to conform to
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practical operation. Results in Table 55 indicate no significant relationship existed
between participants’ attitudes and different working positions, educational levels, and
school scores. That is, despite the existing differences between the directors and teachers,
statistically they all hold similar attitudes toward family services. In addition, when asked
to specify whether family services can conform to practical operation in the nursery
school (Part III Q.6). One of the teachers stated:
[If nursery schools run family services regularly], parents can share different skills
or talents with each other. It will enrich their relationships and the schools’
curriculum. However, the family activities should be no more than 2 activities per
semester.
In response to this statement, another teacher also pointed out that:
[If nursery schools run family services regularly], parents could understand
school’s teaching attitudes and how these attitudes are carried out. Teachers and
parents exchange opinions with each other, take good advice and make
improvement.
However, some caregivers stated that family activities didn’t work in their schools, one
director stressed that:
School education should not only focus on children but also the need to educate
parents. However, parents who are in my school do not have interest to participate
in family activities. The director and teachers can communicate with them,
individually, according to actual situation of each child and family.
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Table 55: Chi-square and Phi Correlation Results Between Personal Characteristics and
the Attitudes Toward Family Service (n = 78)
Variable
Working
position

Director
Teacher
Total

Highest
education
completed

HS/Assoc
BS/MS
Total

School
scores

Need supervision
school
Good school
Total

Regular family service and parent education
do not conform to practical operation
Disagree
Percent
Agree
Percent
31
79.5
8
20.5
34
87.2
5
12.8
65
83.3
13
16.7
37
28
65

84.1
82.4
83.3

7
6
13

15.9
17.6
16.7

29

76.3

9

23.7

36
65

90.9
83.3

4
13

10.0
16.7

Phi

-.103

.023

-.184

Note. Phi values were not statistically significant at the .05 alpha level.

Chinese Phonetic Signs & Writing

Questions 18 and 20 in Part III of the Questionnaire ask directors and teachers
whether or not they teach Chinese phonetic signs and writing in their schools. Table 56
presents the Chi-square correlation between Chinese phonetic signs, writing and working
position. The results show no differences (association) between the working positions and
whether to teach Chinese phonetic signs and writing in nursery schools. That is, directors
and teachers have similar opinions about Chinese phonetic signs and writing being an
important curriculum in nursery schools.
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Table 56: Chi-square and Phi Correlation Between Chinese Phonetic Signs, Writing and
Working Position (n = 78)
Director
Variable
Whether to teach Chinese
phonetic signs
Whether to teach writing

Yes

Teacher

No

Yes

Phi

Sig

No

38

1

38

1

.000

1.000

33

6

36

3

-.120

.288

Children’s need to learn Chinese phonetic signs and writing is due to parents’
expectations, transition to elementary schools, or children’s developmental purposes;
however, this curriculum is necessary for the survival of nursery schools. As one teacher
said:
Not teaching of Chinese phonetic signs and writing does not conform to the
current situation in nursery schools. Parents want their children to learn Chinese
phonetic signs and writing. The students’ enrollment would drop down if nursery
schools do not match up with parents’ needs. The nursery schools would be
removed from society if the schools don’t teach Chinese phonetic signs and
writing to children. My school does not want to be eliminated.
In response to “not teaching Chinese phonetic signs and writing”, one director also
pointed out:
Elementary schools arrange only ten weeks course to teach Chinese phonetic
signs. Within these ten weeks, children need to completely understand how to
read and write 37 Chinese phonetic signs. Children would be frustrated and be
under stress if we do not advance learning skill with Chinese phonetic signs in
nursery schools. The course of learning Chinese phonetic signs in the elementary
school should be extended if children are not allowed to learn Chinese phonetic
signs in nursery schools.

Besides, from other points of view, writing involves a thinking process, is a
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language to express them and is a method of contact with others. Providing a literacy
environment should be an essential criterion for high-quality nursery schools. As one of
the directors stated:
During the process of children’s emerging literacy, it is difficult to distinguish
teaching from not teaching Chinese phonetic signs and writing. Whether we teach
Chinese phonetic signs and writing, depends on the needs of children. Nursery
schools should be told what reasons for not teaching Chinese phonetic signs and
writing. Then they will know how to deal with not teaching Chinese phonetic
signs and writing to children in nursery schools.
Another director also pointed out that:
In the second semester of kindergarten, teachers can teach writing if their
children’s fine motor skills develop well. Children can also learn Chinese phonetic
signs through playing games.

The governmental nursery school assessment expects not teaching Chinese
phonetic signs and writing to young children. However, learning Chinese phonetic signs
and writing are common in nursery schools. This is due to not only children’s sense of
using language, but also to prepare them for the transition to elementary school.

Research Question 7: To what extent do practitioners indicate disagreement with
the items on the assessment instrument?
Questionnaire items in Part II contained 59 criteria which were transcribed from
the Kaohsiung City nursery school assessment instrument. Overall, most participants
tended to accept the requirements in the assessment instrument. “Not teaching Chinese
phonetic signs” and “no talent lessons” are two criteria with which more than half of
caregivers experienced difficulty in reconciling nursery schools’ formal evaluation
standards and what directors and teachers actually think (see Table 57).
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Not teaching Chinese phonetic signs has been discussed in the section devoted to
Research Question Six. The talent lesson is another critical issue with which early
childhood educators and parents have concern. Many practitioners stress that they teach
talent lessons because of parents’ expectations. As one director said:
Most of parents request talent lessons; in order to satisfy them and keep students’
enrollment, we have to provide talent lessons. But the alternative way was that we
did not make talent lessons a major curriculum item.
In response to this criterion, another teacher also pointed out that:
If the schools don’t arrange talent lessons, children would be more exhausted,
because they need to take talent lessons in the evening. Beside, most parents could
not pick up children early. Children could take talent lessons while they wait to be
picked up.
Many caregivers thought that talents are special; talent skills should be encouraged at a
young age, as one of teachers said:
Diversified learning is very important. Everyone has his/her specialty. However,
nursery school teachers do not have all power. Talent classes are handled by
specialists. It could enrich children’s life. Therefore, we should accept some talent
classes if they could motivate children’s potential. Besides, teachers work all day
long, teachers could recess during talent lessons.
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Table 57: Frequency and Percentage of the Most Disagreement with the Governmental
Nursery School Assessment Instrument (n = 78)
Mean

Std.
Deviation

82.1

.18

.386

43

55.1

.45

.501

Disagree

72

92.3

.08

.268

II 33 a. Formally important for
prohibiting talent
classes

Disagree

40

51.3

.49

.503

II 33 a. Informally important
for prohibiting talent
classes

Disagree

67

85.9

.14

.350

II 48 a. Informally important
for teacher visiting
families regularly at
home

Disagree

43

55.1

.45

.501

II 55. Informally important for
schools to establish
parent organizations

Disagree

47

60.3

.40

.493

Variable
II32 b. Informally important for
not teaching writing

Frequency Percent
Disagree

64

II 32 c. Formally important for
not teaching Chinese
phonetic signs

Disagree

II 32 c. Informally important
for not teaching
Chinese phonetic signs

Question 7 in Part III of the Questionnaire inquires if the nursery school
assessment instrument’s requirements influence the directors’ and teachers’ daily routine,
such as spending more time on documentation and requiring children to do particular
work. Table 58 presents point-biserial correlations between school size and assessment
influence on caregivers’ daily routines. These correlations are negatively significant,
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r = -0.303, -0.367, and -0.317, p < 0.01. Clearly, the findings indicate that the school size
has a negative correlation on acceptance of the assessment instrument. The caregivers
who work in small schools are more likely than the caregivers who work in large schools
to express that the assessment instrument’s requirements influence their daily routines.
As one director stated:
The schools would reach the standard of the assessment instrument if they have
huge administrative systems, business management and an attractive appearance;
in such a manner, a small nursery school with a warm and full life really brings
children to investigate life; these schools may be labeled low-quality because they
don’t have extra staff to deal with nursery school assessment.

Table 58: Point-biserial Correlation Between School Size and Daily Routine (n = 78)
Variable
1. Assessment instrument’s
requirements influence my daily
routine in the nursery school.

1.

2.

3.

4.

r pt bis
Sig. (2tailed)

--

r pt bis
Sig. (2tailed)

-.303**

--

.007

--

r pt bis
Sig. (2tailed)

-.367**

.906**

--

.001

.000

--

r pt bis
Sig. (2tailed)

-.317**

.607**

.764**

--

.005

.000

.000

--

Mean
.667
Standard Deviation
.474
** Correlation is significant at the 0.01 level (2-tailed).

82.42
65.059

7.51
6.621

2.54
2.160

2. Number of children in school

3. Number of teachers in school

4. Number of staff in school

--
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After reviewing participants’ written reflections, several significant correlations
emerged between school size and assessment requirements. Of particular interest is the
relationship between a school’s assessment scores and the school size (see Table 59).
These correlations form a statistically significant relationship, at the .01 level, between a
school’s assessment scores and the school size. The results show that the large nursery
schools’ scores are significantly better (higher) than those of smaller schools. In
addition, and in relation to the results in Table 49, negative significant relationships also
exist between the school size and documentation. Clearly, the findings indicate that the
number of children, teachers and staff in a school, have an influence on school scores and
assessment acceptance. The respondents from small schools tended to support less the
importance of documentation, and they also receive poorer scores in the nursery school
assessment.

Table 59: Pearson Product-moment Coefficient Between School Scores and School Size
(n = 78)
Variable
1. School scores

1.

2.

3.

4.

PPMr
Sig. (2-tailed)

---

2. Number of children in
school

PPMr
Sig. (2-tailed)

.461**
.000

---

3. Number of teachers in
school

PPMr
Sig. (2-tailed)

.515**
.000

.906**
.000

---

4. Number of staff in
school

PPMr
Sig. (2-tailed)

.343**
.002

.607**
.000

.764**
.000

** Correlation is significant at the 0.01 level (2-tailed).

---
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Summary of the Results

Data analysis uses descriptive statistics, paired samples t-test, Chi-square, Pointbiserial correlation, and Pearson Product-moment correlation. Section One presents
demographic descriptions of participants. These preliminary results apply to further
examination as to whether or not differences/relationships exist between caregivers’
attitudes toward professional capabilities, curriculum design, documentation, family
services, and teaching writing & Chinese phonetic signs.
Section Two presents the results which relate to Research Questions One to Five.
First of all, the results show that over 83.3% of directors and teachers accepted the eight
criteria as an assessment instrument of professional capabilities and service quality (see
Questionnaire part II 15 to 22). More than half of directors and teachers (64.1%) support
self-designed activities, and more directors and teachers (66.7%) agreed with using
packaged instructional materials for their schools. Parents’ contact books are part of all
participants’ school documentation (100%). Improving the teaching quality is the main
reason for documenting parents’ contact books and children’s development. Pointbiserial correlations establish a negative correlation between the respondents’ teaching
experience and providing consulting services to parents in their schools (r pt bis = -.295).
Most respondents disagreed with not teaching Chinese phonetic signs (92.3%) and
writing (82.1%) in their schools.
Section Three presents the findings as related to Research Questions Six and
Seven. Teaching experience and working position have a positive correlation with
professional capabilities. The number of teachers in a school has a negative correlation
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with adopting self-designed activities and packaged instructional materials. The number
of teachers in a school has a negative correlation with documentation. The directors and
teachers all hold similar attitudes toward family services and whether to teach Chinese
phonetic signs and writing. Not teaching Chinese phonetic signs and talent lessons are
two criteria which obtain the highest disagreement with the Kaohsiung City nursery
school assessment instrument. The numbers of children, teachers, and staff in a school
have a negative relation with acceptance of the governmental assessment instrument.
Furthermore, significant relationships exist between the school size and the Kaohsiung
City nursery schools assessment scores.
The results presented above indicate clearly that the directors and teachers in this
study experience a benefit in using the assessment instrument as a basis for their
teaching. A more detailed summary and a discussion of the findings appear in the next
chapter.

Chapter 5
DISCUSSION

As explained in Chapter 3, this study reports a survey of directors’ and teachers’
attitudes toward using the government sanctioned nursery school assessment instrument.
As a survey, this research primarily uses a quantitative perspective, attempting to discern
the value of the nursery school assessment instrument for nursery schools’ directors and
teachers.
This final chapter restates the research questions and the methods used in the
study. The major sections of this chapter present important findings drawn from the data
presented in Chapter 4, followed by discussions of the relationship between these
findings and the 2002 Kaohsiung City nursery school assessment report and reflections
on the limitations of this study. Finally, Chapter 5 provides a discussion of the
implications for professional practice and recommendations for the further research.

Statement of the Problem

Based on the belief that all children have a right to quality care and education, the
Children’s Bureau Ministry of the Interior R.O.C. uses a nursery school assessment
instrument to evaluate the quality of education and childcare. The local Social Affairs
Bureau regularly evaluates nursery schools to ensure that the programs conform to this
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standard. All nursery schools are mandated to conduct the assessment, whose outcomes
become public through general announcement.
To pursue high-quality childcare, the local governments in Taiwan budgets grants
and recruits academic professionals, and commits them to nursery school assessment;
most of the recruited assessment committee members are authorities. Although the
academic authorities’ perspectives receive greater weight, far more often than those of
the parents, children, and practitioners, the directors and teachers are essential to
providing high-quality early childhood programs and delivery of positive effects to
children (Decker & Decker, 2001; Howe & Jacobs, 1995).
According to the report of the 2002 Kaohsiung City Nursery School Assessment,
the controversial issues were: (1) teaching professionals (2) adopting self-designed
curricula or packaged instructional materials, (3) documentation to show teaching
evidence, and (4) teaching Chinese phonetic signs, writing, and talent lessons.
Understanding the attitudes of directors and teachers toward these critical issues could
advance building a reliable assessment instrument, enhance communication with
professionals in practice, and finally, maintain high-quality programs for children and
parents.

Review of the Methodology

The selected participants for this study were 39 directors and 39 teachers from the
nursery schools in Kaohsiung City, which is divided into eleven government
administrative districts that contain 164 registered nursery schools. Selecting the numbers

169
of participants occurred according to the percentage of nursery schools in each
government administrative district (see Appendix D). In 2002, the Social Affairs Bureau
of Kaohsiung City Government initiated a nursery school assessment, and announced that
86 excellent and good nursery schools received total scores of over ninety and over
eighty respectively. The present study chose twenty good schools and nineteen need
supervision schools as samples according to the outcome of the 2002 Kaohsiung City
Nursery School Assessment (see Appendix E).
The survey instrument, divided into three parts, comprised 106 questions. Part I of
the survey elicited background data about the surveyed schools and respondents. Part II
of the survey utilized the Kaohsiung City ECE/Care assessment instrument standards to
inquire of directors and teachers whether or not they found validity in each item of the
national assessing standard. In order to understand any differences between the
governmental evaluation standards for nursery schools and what directors and teachers
actually think, this part of the survey asked 54 questions in two sections. These inquiries
sought opinions which were both formally important and informally important responses.
The 54 questions, scored in a dichotomous fashion and with a scale based on “agree” and
“disagree.” Another six questions included five multiple-choice questions and one openended question.
Part III of the survey concerned current critical issues in early childhood
education/care, such as professional capabilities, regular documentation, teaching of
Chinese phonetic signs and writing, and family service provisions. A total of 36 questions
required answers because they were Likert-scale, multiple-choice, and open-ended
questions (see Appendix F). A review panel helped assess content validity and provided

170
comments regarding the interpretation of the survey items. In order to ensure 100%
return, surveys were personally hand-delivered and retrieved.
Descriptive statistics showed frequency, percentage, mean, and standard deviation
of variables. Reliability analysis employed Cronbach’s alpha for computation to examine
reliability and internal consistency. Computations involved several dependent variables
and reveal the overall correlation for similar topics. Paired samples t-test calculations
found the differences between the formally important and informally important
responses. Chi-square, Point-biserial, and Pearson correlation calculations determined the
existence of some association or relationship between the respondent’s personal
information and answers to the items on the survey. A detailed analysis plan appears in
Appendix I (Muijs, 2004; Huck, 2004).

Major Findings Related to Research Question

The findings of the survey appear in two sections. First, the findings on research
questions group into six topics, and discussion is according to the results of the survey
responses. The six topics are: (1) professional capabilities and service quality, (2) selfdesigned curriculum and packaged instructional materials, (3) documentation, (4) family
service, (5) writing and Chinese phonetic signs, and (6) talent lessons. Second is a
discussion of unanticipated findings regarding relationships among schools’ assessment
scores, the school size, and documentation. In addition, models of three systems analyze
all findings.
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The central focus of this study is to ascertain the nursery school directors’ and
teachers’ perceptions regarding use of the governmental early childhood education/care
assessment instrument. The relevant research questions include the following:
1. How do the nursery school directors and teachers view academic authorities’
design of assessment instruments as tools for developing professional early
childhood education/care?
2. How do the nursery school directors and teachers make decisions about
developing self-designed activities and purchasing packaged instructional
materials?
3. What are the views of nursery school directors and teachers about regularly
documenting early childhood education/care?
4. What is the feasibility of parent education plans and family services?
5. What are the views of nursery school directors and teachers about not teaching
Chinese phonetic signs (Pin-In) and writing in nursery schools?
6. What are the convergent and divergent views of nursery school directors and
teachers regarding the existing governmental assessment instrument of early
childhood education/care?
7. To what extent do practitioners indicate disagreement with the items on the
governmental assessment instrument?
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Professional Capability and Service Quality

1. Teachers find difficulty with using flexible curriculum according to an individual
child’s need.
First, the results show that most of the respondents in this study believe that
professional capabilities and service quality are important concepts. The caregivers have
no doubts about displaying professional quality themselves. A few teachers find difficulty
with using flexible curriculum according to an individual child’s need. Currently, many
nursery schools emphasize teacher-directed approaches and whole-group lessons because
preparing a curriculum is easier or because the approaches influence children’s effective
learning (Golbeck, 2002). Teachers may have concern that flexible curricula could delay
the process of curriculum and children’s learning.

2. Curricula should be discussed among teachers.
Unlike Chang & Lee (2002), the report of the Kaohsiung City Nursery Schools
Assessment showed that only 52.7% nursery schools received high scores on flexible
curriculum planning as discussed among teachers, 91% of directors and teachers in this
study think that curricula should be discussed among teachers (see Appendix J).
Apparently the government’s assessing members had higher standards than the caregivers
themselves on this issue. A co-teacher structure associates with higher quality child care
and more positive teacher behaviors (Shim et al., 2004). However many classrooms have
only a single teacher, so curricula may not mimic the consensus among teachers, but
teachers likely consult with their colleagues from different classrooms or offices.
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3. More teaching experience of caregivers coincides with greater agreement on the
professional capabilities and service quality.
Given the data from the survey, clearly, teaching experience has a positive
influence on professional capabilities and service quality. The possible cause for more
teaching experience influencing professional capabilities in this study could be a function
of job acceptance. Professional capabilities, quality service, and enthusiasm for a
profession all interconnect. The caregivers who could work with children in the long term
are probably those who have a high enthusiasm and acceptance of their positions. The
directors and teachers who have more teaching experience are likely to use the
assessment instrument as a guide to improve their school’s quality and individual
professional growth. Teaching is a continuous learning experience for which teachers
need to expose themselves to additional training, as well as, commit themselves to
professional capabilities and also, challenge service quality, which can be considered a
serious personal investment (Hunt & Hunt, 2004).

4. Teachers are more likely than directors to consent to professional capabilities
standards in the governmental assessment instrument.
The results of the survey show that many directors think that attaining the
standards set by the assessment do not reflect good quality work. Fewer directors than
teachers consider the assessment instrument as useful supervision of their work and an
improvement source for their school’s quality. The possible cause is teachers more
closely work with children than directors do. Professional capabilities and service quality
are guidelines which can urge teachers to improve teaching activities (Mangano, 1999).

174
Another possible cause for lower agreement rates exhibited by directors than teachers in
this study could be that directors have different principles for professional capabilities
and service quality. In the hierarchies of authority, most directors have their own methods
for operating schools (Chien, 2001). They not only supervise teachers, but also, are
responsible for administration. Students’ enrollment may influence directors to identify
their standards with the assessment instrument. Besides, based on parents’ beliefs related
to children’s academic achievement (Davis-Kean, 2005), directors may prefer to satisfy
parents’ expectations than satisfy rubrics of assessment standards which do not meet
parents’ expectations.

Self-designed Curriculum and Packaged Instructional Materials

1. Combining both self-designed activities and packaged instructional materials are
common practices in most nursery schools.
The present study offers a clear result that self-designed activities are insufficient
for the nursery schools’ teachers in current situations. Most nursery schools in this study
adopt packaged instructional materials combined with self-designed activities (see
Table 43 in Ch 4). Even early childhood education authorities advocate that teachers plan
curricula according to their observations, and track the children’s interest, then adjust
curriculum with respect to children’s space. However, more nursery schools utilize
packaged instructional materials as a main source of curriculum, and relegate selfdesigned activities to a minor role.
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Quality programming associates with higher levels of administrative experience
and effectiveness in curriculum planning (Buell & Cassidy, 2001). In fact, packaged
instructional material has its own value in practice. As expected, most directors and
teachers agree with adopting packaged instructional materials (see Table 8 in Ch 4).
Packaged instructional materials are not only beneficial to novices but also are
convenient for all teachers in practice. Packaged instructional materials might contain
multiple knowledge frames and learning modes (see Table 44 in Ch 4). These materials
also satisfy parents, who do not trust teachers to design good quality curricula. However,
many teachers use packaged instructional materials such as textbooks. The consequence
is that teachers may be directed by the programmed materials while ignoring their
children’s needs that the materials do not consider.

2. School size influences curriculum adoption.
Given the data from the survey, clearly the respondents who work in schools
which have fewer teachers are more likely than the respondents who work in schools
which have more teachers to agree that packaged instructional materials are more useful
than self-designed activities in schools. Similarly, the results also show that the
respondents from schools which have fewer children are more likely than the respondents
from schools which have more children to agree that packaged instructional materials
could save time and can integrate into different activities, more so than self-designed
activities (see Table 48 in Ch 4). Apparently, the school size has a negative influence on
the criteria for adopting curricula. One explanation that may account for the results is that
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the schools with fewer teachers may be short of human resources to plan original
curricula.
This finding is of considerable importance since it suggests that adopting
curricula should not only include self-designed activities. Many reasons support using
packaged instructional materials. A high-quality curriculum contains serious activities
and multiple-knowledge. Some educational materials may be excellent resources which
are available to help teachers use more complex options (Bergent, 2002). Because
completing a curriculum plan takes much time and no one can guarantee the quality of
self-designed activities. Directors may choose the packaged instructional materials which
provide textbooks and materials to children and teaching guides to teachers. For teachers,
using packaged instructional materials, may save the time used for writing curriculum
plans and make available multiple resources. Directors may have basic guidelines to
supervise the curriculum, and packaged instructional materials may relieve parents’
worries about curricula.

Documentation

1. Documentation is a necessary technique.
First, the findings in Chapter 4 prompt belief that documentation is an important
technique for nursery school directors and teachers (see Table 12 in Ch 4). Regarding
parents’ contact books, a requirement for all nursery schools (100%), 85% of participants
in this study document children's development and assessment records regularly.
Contradictorily, most directors and teachers (76.9%) in this study indicate that they
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would rather spend more time caring for children than engaging in regular documentation
(see Table 52 in Ch 4).
Documentation could improve teaching quality. Documenting children’s learning
is one of the most valuable skills a teacher can learn (Helm et al., 1997; Katz, 1996).
Documentation is also a communication device for directors, teachers, and parents (see
Table 15 in Ch 4). Documentation could be more effectively shared with families,
allowing teachers to respond to demands for accountability and be more effective in
meeting special needs (Benson & Smith, 1998; Helm et al., 1997). Furthermore, both
high-quality teaching and parents’ satisfactions probably have a positive influence on
student enrollment. Besides, documentation is usually the only way for teachers to
present their situations to colleagues and parents.
In addition, some criteria require evaluation by examining documents whether or
not the nursery schools reach the assessment standards. But documentation may not
always guarantee good work; directors’ and teachers’ professional ethics play a role.

2. Human resources influence documentation.
The school size has an effect on nursery school documentation. The respondents
who work in the schools which have fewer teachers are more likely than the respondents
who work in the schools which have more teachers to agree that regular documentation
does not conform to practical operations. Teachers would rather spend more time with
children than on regular documentation, and the nursery school assessment increases
extra documentation that is not necessary. The explanations may be that the smaller
schools are short of human resources, or teachers may not need documentation to
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communicate with their colleagues when only a single-teacher is in a single class, or
teachers might talk with parents every day face-to-face. Another possible reason for the
difference is that large schools may emphasize school management; systematic forms
may be required and would help teachers’ efficiency, thereby saving time for children.
Given the data from the survey, 91% of directors and teachers in this study, write
in the parents’ contact books at least once per month (see Table 16 in Ch 4). Most of the
teachers document parents’ contact books and children’s development during children’s
nap and after dismissal (see Table 17 in Ch 4).
In Taiwan, nursery school teachers usually work more than eight hours a day and
they do not have much time to rest if they stay at school after work. The teaching
environment influences both what and how teacher teach; the nature and effect of these
perceptions have important implications for recruitment and retention, and for the quality
of teaching and learning (Leveson, 2004). Documentation becomes a point of contention
among teachers, and it may lead them to a conflict between quality of work-life and
documentation.

Family Service

1. Most nursery schools neither have parental organizations nor support parental
organizations.
The present study offers a clear result that family service is necessary in nursery
schools. Establishing a reciprocal relationship with families is a guideline for a quality
program (Bredekamp & Copple, 1997). Children learn better if their parents and teachers
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work together and cooperate closely (Welch & White, 1999). However, parental
organizations are not common in Taiwan. This result is consistent with the report of the
2002 Kaohsiung City Nursery Schools Assessment in which 90.9% (18.3% & 72.6%) of
nursery schools neither have parental organizations nor support parental organizations
(see Appendix J). One possible explanation for no parental organization is that the
directors and teachers think that parents’ opinions and involvement may influence the
school’s administration. Another possible cause is that parents are not willing to attend
parents’ organizations; parents may expect teachers to act as unsupervised, independent,
professional service providers (Valcour, 2002).

2. Teaching experience leads to decreased support of consulting with parents.
On the basis of the study’s findings, apparently teaching experience leads to
decreased support of consulting with parents (see Table 25 & Table 26 in Ch 4). One
possible explanation is that to most respondents, consulting is of less value to
experienced teachers who have reached their limits of professional growth. However, in
spite of the observed descriptive statistics, only a few respondents disagree with
providing consulting service to parents (see Table 21 in Ch 4); the significant relationship
between teaching experience and parental consulting service may be considered less
evident.
A parental organization is a positive resource for assisting and supervising a
school’s administration. Directors and teachers can easily understand parents’
expectations and difficulties through consultation. Managerial effectiveness requires
responding to the demands and expectations of both teachers and parents through a
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process of an efficient communications channel. In recent years the potential benefits for
children’s learning though good communications between parents and teachers have been
much emphasized. Many countries have actively promoted home-school cooperation.
Parent representation in governing bodies is statutory and has increased in the UK. In
Taiwan, a more explicit statutory relationship is needed, involving complementary rights
and duties, of the kind found in some other European countries and the Russian Republic
(Roger Hancock, 2000).

Chinese Phonetic Signs & Writing

1. Teaching of Chinese phonetic signs and writing is a necessary curriculum.
Given the data from the survey, clearly the findings for teaching of Chinese
phonetic signs and writing contradict the nursery school assessment instrument in
Taiwan. The results of whether to teach Chinese phonetic signs and writing are consistent
with the report of the 2002 Kaohsiung City Nursery Schools Assessment (see Appendix
J) in which most participant schools in this study teach Chinese phonetic signs (97.4%)
and writing (88.5%) to children (see Table 37 in Ch 4).

2. Teaching Chinese phonetic signs and writing to young children are to reduce the
difficulty in the transition to elementary schools.
The major reasons for teaching Chinese phonetic signs and writing to young
children are to reduce the difficulty in the transition to elementary schools and to meet
parents' expectations. The findings lead to the belief that Chinese phonetic signs and
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writing should be taught in order to give kindergarten children additional practice prior to
the transition to elementary schools. The expectations of Chinese parents play a
significant role in their children’s school achievement (Li, 2001). They may request
Chinese phonetic signs learning and writing in their children’s classroom. Besides, the
official regulation in Taiwan provides no explanation as to why teaching Chinese
phonetic signs and writing to nursery schools children indicates a low-quality curriculum.

3. More mature caregivers lean toward teaching Chinese phonetic signs and writing.
Another result shows that more mature caregivers lean toward teaching Chinese
phonetic signs and writings to nursery school children (see Table 35 in Ch 4). One
explanation that may account for this result is that previous teacher training programs
emphasized children’s learning through a teacher-directed approach, whole-group
instruction, and academic learning. Teaching Chinese phonetic signs and writings in
nursery schools may combine these three techniques.

Talent Lessons

The results of whether or not to provide talent lessons are consistent with the
report of the 2002 Kaohsiung City Nursery Schools Assessment (see Appendix J). In the
present study, 85.9% of participants’ schools provide talent lessons to children (see Table
57 in Ch 4). Both studies suggest that talent lessons commonly occur in nursery schools.
Subject specialists teach talent lessons. Oppositely, an integrated curriculum and
self-contained classes have wide support from professional early childhood authorities.
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However, high parental expectations, rooted in Chinese cultural heritage, are motivated;
parents expect their children to learn more and achieve excellence (Li, 2001). Directors
and teachers may modify their service according to the feedback from parents (Chen &
Luster, 2002). Besides, talent lessons could develop, identify and serve children with
potential talents in the performing arts. Music lessons and physical education, taught by
subject specialists in nursery schools are very common in most countries. The alternative
way for nursery schools to provide higher quality talent lessons is for classroom teachers
and talent’s instructors to work together.

Effects of School Size on Assessment Outcome

Unanticipated findings in the present study indicate that school size has effects on
the acceptance of the governmental assessment instrument, as well as on the scores of the
2002 Kaohsiung City Nursery School Assessment (see Table 58 & Table 59 in Ch 4).
The caregivers who work in large schools are more likely than the caregivers who
work in small schools to have confidence in the assessment requirements. The results also
show that the large nursery schools’ scores are significantly better than the small nursery
schools in nursery school assessment. In addition, related to the results concerning
documentation, the respondents from small schools tend to be less supportive of the
importance of documentation, and they also receive poorer scores in the nursery school
assessment. Thus, from integration of these findings a conclusion could be, with
certainty, that large schools have extra teachers and staff to complete the documentation
which has an effect on assessment scores.
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Models of Three Systems
The rational-systems, natural-systems, and open-systems are three models used to
interpret the organizational behaviors between formal structures and informal structures
of nursery schools. The rational-systems model focuses on standardized rules,
procedures, expertise, efficiency, and formalized control. The natural-systems model
focuses on individuals' personal and professional needs, informal relationships, morale,
and informal modes of control. The open-systems model focuses on how varied elements
of external environment place pressures and incentives on various actors within the
organization (Hoy & Miskel, 2001).

Rational Systems Model
The rational-systems model is a set of actions, organized and implemented to
achieve standardized goals with maximum efficiency. A rational-systems model predicts
that behavior is a function of rules and structures; this authoritatively driven system is
present in Taiwan. As shown in Figure 1, parents’ expectations, children’s needs, the
government’s assessment, and directors’ and teachers’ behaviors are the four subsystems
influencing nursery schools’ operation. The top of the organization (the government and
directors) establishes the rules and procedures; these regulations translate into new
behavior at the bottom (teachers).
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Rational Systems Model
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Figure 1: Rational Systems Model
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Needs
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Based on the belief that high-quality early childhood programs have significant
effect on children’s development, the government regulates the formal policies for all
nursery schools and teachers in order to generate efficient outcomes. In Taiwan, the
government formally controls the educational system which includes regulation and
evaluation of nursery schools and teachers. Each local Social Affairs Bureau regularly
evaluates nursery schools; the academic authorities conduct the assessment. All nursery
schools are mandated to participate in this assessment, whose outcomes become public
through general announcement. Nursery schools have formal structures to achieve
specified goals such as professional capabilities, service quality, family service,
documentation, and early childhood education curricula. Formalized professional
capabilities, service quality, documentation, and family service are the nursery schools’
goals to make behavior predictable by standardizing and regulating it. In the hierarchies
of authority, directors’ decision making is centralized and influences teachers’ beliefs and
teaching behavior (Chien, 2001).
The 2002 Kaohsiung City Nursery School Assessment evaluated those schools
using packaged instructional materials, teaching of Chinese phonetic signs, writing, and
talent lessons as having low-quality curricula. And many academic authorities insist that
the pre-planned curriculum (packaged instructional materials) may lack integrity and may
be unrelated to children’s interests and individual differences because most of the
packaged instructional materials are very academic and achievement-oriented. Also these
materials focus on learning reading, writing, and arithmetic to prepare children for first
grade in response to parents’ expectations.
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Because the Social Affairs Bureau and academic authorities conclude that the
teaching of writing and Chinese phonetic signs may harm fine motor development in
young children, they evaluate these as part of low-quality curricula. A rational-systems
model predicts that teachers will follow this guideline. But how can the fact that writing
and reading continue to be taught in nursery schools be explained? In fact, the rationalsystem models cannot account for this; other theoretical perspectives, however, such as
the natural-systems model and open-systems model, can account for this.

Natural Systems Model
The natural-systems model predicts that the organization will adjust the rules to
consider individual needs rather than conform to formal goals. The natural-systems
model also predicts that behavior will be a function of informal policies, informal
networks, and teachers' individual needs.
Self-designed activities are the formal goal recommended by government
evaluation and, for them, represent high-quality curricula in nursery schools (see
Figure 1). However, as shown in Figure 2, many teachers prefer packaged instructional
materials because of their significant value in saving time and making resources
available. While teaching Chinese phonetic signs, writing, and talent lessons were
officially evaluated as providing low-quality curricula in the 2002 Kaohsiung City
Nursery School Assessment, most nursery school teachers teach Chinese phonetic signs,
writing, and talent lessons to young children due to the influence of teaching experience.
This study shows that teachers challenge the formal goals and rules with individual
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beliefs. The teachers argue that behavior in nursery schools is regulated by informal
structures, even though they recognize that formal structures exist. The informal norms
emerge to govern teachers’ behaviors and create uniformity among nursery schools.
However, nursery school teachers use the informal structure to protect themselves against
the government regulation (no teaching of package instructional materials, writing, and
Chinese phonetic signs).
To survive, nursery school teachers teach packaged instructional materials,
writing, Chinese phonetic signs, and talent lessons. These critical issues are unofficial
expectations and more important than formal expectations in nursery schools. The
teachers’ behaviors become the informal norms and the internal school policies which
influence the schools’ goals.
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Open Systems Model

The open-systems model predicts that external demands and incentives will
influence organizational goals (Scott, 1998). The open-systems model provides a
synthesis by combining the rational-systems model and natural-systems model. Being
consistent with an open-systems model, this study shows that nursery schools’ directors
and teachers understand parents’ expectations that influence schools’ operations.
As shown in Figure 3, parents’ expectations, children’s needs, the government
assessment, and directors’ and teachers’ behaviors are the four subsystems that interact
with each other to influence nursery schools’ goals. Although the local Social Affairs
Bureau supervises the nursery schools, parents’ expectations are a more powerful
influence on nursery schools’ goals.
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Open Systems Model
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Figure 3: Open Systems Model
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Originally, the nursery schools establish goals which are in accord with
government regulations and policies. Parents’ expectations originate from their personal
backgrounds, their experience, the professional literature, other early childhood
educators, the media and their children (Grossman, 1999). High parental expectations
arise from Chinese cultural heritage. Both goals and expectations affect basic cooperation
(Liebrand, et al., 1992). Directors and teachers may modify their goals and services due
to parental expectation and market competition. A social dilemma can explain the
conflict among the government regulations, nursery schools’ goals, and parents’
expectations (Schulz, et al., 1994). Nursery schools’ goals may be maintained if they
match the parents’ and children’s needs. Government regulations and teachers’ needs
may be scarified due to market competition. In the present study, identical attitudes to
professional capabilities, family service, and documentation between the government
regulations and nursery schools appeared. Opinions are that the government rules and
nursery schools’ goals can be maintained and carried out.
As the teachers stated, some parents do not trust that teachers can design good
quality curricula. Packaged instructional materials are created carefully and are
convincing to parents, but these materials may ignore children’s interests if teachers only
follow teaching guides and textbooks. Elementary schools arrange only ten course weeks
to teach Chinese phonetic signs. Parents request the teaching of Chinese phonetic signs
and writing so that their children can be ready for elementary schools. Teachers worry
that children will become frustrated if they do not advance in learning the skills of
Chinese phonetic signs in nursery schools. Providing talent lessons in nursery schools are
not supported by the Social Affairs Bureau of Kaohsiung City Government. Nevertheless,
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according to the 2002 Kaohsiung City nursery school assessment report, 85.5% of
nursery schools scheduled talent lessons for young children. Additionally, 85.9% of
directors and teachers in this study stated that talent lessons are essential curricula in their
schools (see Appendix J).
In Taiwan, according the government evaluation, packaged instructional
materials, teaching Chinese phonetic signs and talent lessons score as moderate to low in
terms of quality curricula in the nursery school assessments. Nevertheless, they are very
commonly found in most nursery schools. One possible explanation is that parents’
expectations represent the demand of the market which affects nursery school operations.
Another possible cause is that Taiwanese culture places great value on academic
excellence. Student enrollment at any given nursery school would drop if that nursery
school did not satisfy parents’ expectations and cultural demands. Market competition
influences the nursery schools’ goals, directors’ and teachers’ behaviors.
The open-systems model predicts that teachers are influenced by the external
environment; by forces outside of the formal organization (parents). Nursery schools
have formal structures to achieve specified goals. To survive, the nursery schools must
modify their goals due to market competition. To satisfy parents’ expectations and
children’s needs, the informal goals emerge from the effect of the external culture. In this
study, the nursery schools’ directors and teachers understand the external demands that
influence schools’ operations. Thus, the conclusion is, with certainty, that Scott’s (1988)
open-systems model, which predicted market pressures, explains significant amounts of
variance among parents’ expectations, children’s needs, the government assessment, and
directors and teachers’ behaviors.
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Final Thoughts on Models of Three Systems
The Social Affairs Bureau evaluates the teaching of packaged instructional
materials, writing, and Chinese phonetic signs as low-quality curricula. But, this study
shows that many parents request the teaching of packaged instructional materials,
writing, and Chinese phonetic signs so that their children are ready for elementary
schools, therefore the nursery schools, in spite of governmental directives, may teach the
children packaged instructional materials, writing, and Chinese phonetic signs to satisfy
parents and reduce the risk of low enrollment.
The Social Affairs Bureau of Kaohsiung City Government understands that
teachers’ and directors’ behaviors are due to the market competition. However, the
academic authorities’ perspectives receive far greater consideration, more often, than
those of the parents, children, directors and teachers. The decision makers at the Social
Affairs Bureau may not change the rules unless the academic authorities support and
provide good research results supporting the use of packaged instructional materials, or
for teaching of Chinese phonetic signs, writing, and talent lessons to nursery school
children. The Social Affairs Bureau regular assessment of nursery schools may avoid
over-competition in the market place if competition has a negative influence on program
quality.
Nursery school assessment and policies are shaped at the top of the Social Affairs
Bureau; some rules often break-down at the bottom because teachers’ behaviors and
parents’ expectations are not congruent with the needs, views, and values of decision
makers. The Social Affairs Bureau and academic authorities should accept that teaching
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of packaged instructional materials, writing, and Chinese phonetic signs stem from
teachers’ practical experience and parents’ expectations. The execution or reform of
governmental regulations will often be unsuccessful if these local views and needs are
ignored or undervalued.

Relationship to Previous Research

Unlike Chang and Lee (2002) who relied upon all nursery schools having high
confidence in the 2002 Kaohsiung City nursery school assessment instrument, the present
study yields similar attitudes of participants only on professional capabilities and service
quality. The previous study is lacking in complete understanding of the particular criteria
which relate to significant issues in early childhood education.
The results of this study are consistent with the 2002 Kaohsiung City nursery
school assessment report, the criteria which had low score averages also had low
possibilities of being accepted by the directors and teachers in the present study (see
Appendix J). Packaged instructional materials, teaching of Chinese phonetic signs and
writing, and talent lessons are the significant issues that produced the lowest scores in
both the 2002 Kaohsiung City nursery school assessment report and the present study.
Speculatively, the reasons why participants are unable to attain the standards of the 2002
Kaohsiung City Nursery School Assessment may stem from their inability to agree with
these regulations.
Besides, unlike the previous study (Chang & Lee, 2002), the findings in the
present study indicate that school size effects scores and confidence in the 2002
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Kaohsiung City Nursery School Assessment. In addition, both the 2002 Kaohsiung City
nursery school assessment report and the present study found market competition to be an
influence on obedience to the nursery school assessment criteria. Unlike the 2002
Kaohsiung City nursery school assessment report, Chang & Lee (2002) criticized,
without any evidence, the low scores for talent lessons and Chinese phonetic signs since
childcare services have become a business. The present study collected participants’
narratives to further interpret that market competition, arising from parents’ expectations,
which establishes parental satisfaction, has an influence on student enrollment and market
competition.

Limitations of the Study

The sample size was small due to the limitation of human resources. In order to
increase the reliability of this study, the questionnaire was personally delivered,
explained, and collected at each nursery school. The present study also has difficulty with
increased sample size due to proportional allocation, stratified random sampling.
Decreased numbers of directors and teachers from schools needing improvement may
result from their rejecting participation in this study (see Appendix D). Besides, the
sample was limited since some nursery schools did not have directors and teachers who
had experience with the 2002 Kaohsiung City Nursery School Assessment.
Another methodological weakness of this study is that the teachers were not
random participants. The directors knew whether the teachers had experience with the
2002 Kaohsiung City Nursery School Assessment and invited them to participate in this
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study. Selected teachers may give consideration to directors’ opinions since the
questionnaire may pass through the directors to the researcher. In addition, the teachers
may have attitudes similar to their directors’ attitudes due to both of them being selected
from the same school.
One concern is that the findings may not generalize to some other groups. Public
nursery schools and kindergartens have significant resources and grants, and they usually
do not have the stress of student enrollment and market competition concerns.

Implications for Professional Practices

The present study offers clear evidence that nursery schools’ directors and
teachers doubted the validity of the governmental assessment instrument, especially on
the critical issues of packaged instructional materials, Chinese phonetic signs, writing,
and talent lessons. This study suggests that the Children’s Bureau Ministry of the Interior
and the Social Affairs Bureau should understand that most directors and teachers in
Kaohsiung City expect modification of the evaluation early childhood education/care.
Parents expect their children to learn Chinese phonetic signs, writing, and talent
lessons in nursery schools. The current regulations for curriculum are insufficient for the
young children. The nursery schools directors and teachers do not know why the teaching
of Chinese phonetic signs, writing, and talent lessons receives low-quality curriculum
evaluation. The assessment standard should not judge the program’s quality according to
whether or not it teaches Chinese phonetic signs, writing, and talent lessons. Oppositely,
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this study recommends that Chinese phonetic signs, writing, and talent lessons should be
encouraged and focused should be on evaluating process quality.
Early literacy and emerging literature reduce social problems, have positive
effects on language and preliteracy skills and predict program quality (Makin et al., 2000;
Snow et al., 1999). Children love to write; daily writing experiences are widespread in
early childhood classrooms (Moutray & Snell, 2003); prohibiting writing does not respect
children’s development. Teachers should supply sufficient reading and writing equipment
within an open education environment instead of requesting children write Chinese
phonetic signs in small grids.
Talent lessons should be allowed and should emphasize exploring children’s
talent potentials. Music lessons, art and physical education may be co-taught by
professional instructors and classroom teachers. Therefore, classroom teachers can makeup the short-comings of subject specialists who lack a background in early childhood
education/care. Besides, for teachers and parents, these activities would provide
opportunities for understanding children's development of special talents.
Some excellent resources such as education materials are available to help
teachers use educational resources’ more complex options (Bergent, 2002). The
assessment instrument should not group packaged instructional materials as low-quality
curricula since self-designed activities do not guarantee high-quality. Governmental
officials and professional authorities should help to evaluate and promote the quality of
packaged instructional materials. Teachers should bring self-designed activities and
packaged instructional materials together and modify them according to children’s
development. Besides, high-quality classrooms display child-initiated, child-directed,
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active-learning, and play-oriented teacher-supported play that are the essential
components of developmentally appropriate practice (Wiltz & Klein, 2001).
Governmental officials, professional authorities and practitioners should emphasize the
way teachers’ teach Chinese phonetic signs, writing, talent lessons, self-designed
activities, and packaged instructional materials instead of just passively excluding them.
Governmental officials and assessing committee members should be careful in
applying nursery school assessment standards since the school size has a significantly
positive correlation to documentation, as well as to assessment scores. More human
resources could allow more complete documentation. However, complete documentation
did translate to high-quality programs. This study recommends that program evaluation
should focus on observation of real situations and process quality rather than closely
examining documentation.
Besides, nursery schools provide service to children and parents. Sometimes
parents’ school choices are dependent on adapting to expectations rather than school
quality. Market competition that arises from school choice might not generate a vast
quantity of outstanding new schools. Instead of school choice, children need parents who
understand schooling, and the only real hope for quality schools is to educate parents as
consumers.

Recommendations for Further Research

This study’s findings lend support to the assumption that the nursery school
assessment instrument is unconvincing to directors and teachers, especially on the critical
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issues of packaged instructional materials, Chinese phonetic signs, writing, and talent
lessons. Currently, combining both self-designed activities and packaged instructional
materials are common practices in most nursery schools. A study that traces a comparison
of the differences and advantages of packaged instructional materials, self-designed
activities, and combinations of both may assist professional practice in choosing and
applying them to curricula.
Future research should identify whether or not packaged instructional materials,
Chinese phonetic signs and writing, and talent lessons in nursery schools could advance
children’s learning and development. Other investigations could conduct longitudinal
studies of learning Chinese phonetic signs, writing, and talent lessons between nursery
schools and elementary schools to determine whether a longitudinal effect exists for
children’s academic development. Further recommendations include applying a
qualitative research to teachers who teach first grade to determine their opinions of
whether or not their students have advanced learning of Chinese phonetic signs and
writing before the first grade. Process qualities are at the core of professional capabilities
(Katz, 2003). Furthermore, an investigation is needed to create an instrument for
assessing the process quality of teaching of packaged instructional materials, Chinese
phonetic signs, writing, and talent lessons. This could effectively advance the quality of
teachers applying packaged instructional materials, Chinese phonetic signs, writing, and
talent lessons.
Continued exploration of the relationship between school size and nursery school
assessment is necessary to understand how human resources influence nursery school
assessment results. Moreover, the approach outlined in this study should be duplicated
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for all directors, teachers, and parents in Kaohsiung City, as well as in other regions of
Taiwan. Such an investigation would convince professional authorities to see if all
caregivers hold the same attitudes toward the nursery school assessment instrument. This
would be an improvement over the random sample of directors and teachers in this study.
Since documentation may require extra human resources to complete and is an
influence on assessment outcome, additional research should focus on the investigation of
alternative techniques applied to nursery school assessment rather than just examination
of documentation. A reliable assessment outcome may depend on the professional
attitudes of assessing members. Thus, further research could employ efficient training of
assessing members and decreasing the relevance gap, if any, among assessing members,
directors, and teachers.

Summary of the Discussion

A valid program quality measure is essential for research and program evaluation,
and can communicate to many audiences (Epstein, 2000). The present findings open a
new window to the investigation of nursery school directors’ and teachers’ attitudes
toward use of a governmental assessment instrument in early childhood education and
care. The criteria related to packaged instructional materials, Chinese phonetic signs,
writing, and talent lessons in the assessment instrument are enjoy reduced confidence
among nursery school directors and teachers. Parents’ expectations influence directors’
and teachers’ perceptions while directors and teachers attempt to apply nursery school
assessment.
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Currently, most nursery schools adapt activities by combining both self-designed
activities and packaged instructional materials. Teaching Chinese phonetic signs and
writing are considered a necessary curriculum aspect in order to give kindergarten
students additional practice in advance of the transition to elementary schools. In Taiwan,
providing talent lessons is widely adopted in nursery schools. An open-systems model
could apply to interpretation of the phenomenon among government regulations, parents’
expectations, children’s needs, nursery schools’ goals, and directors’ and teachers’
behaviors. These critical issues relate to parents’ expectations and no clear evidence
shows these issues have a negative influence to children. The regulations and assessments
should not evaluate teaching Chinese phonetic signs, writing, and talent lessons as being
low-quality curriculum. Instead focusing on process qualities the way teacher teach
packaged instructional materials, Chinese phonetic signs and writing, and talent lessons,
is far more relevant. Documentation is an important technique to improve the work
quality of nursery school directors and teachers. The amount of human resources needed
affects the completion of documentation. The school size (human resource) has a positive
influence on the outcome of assessment. The large schools have extra teachers and staff
to complete the documentation. Therefore, one conclusion is that the scores of nursery
schools assessments depend on the completion of documentation.
From a methodological perspective the preceding analysis has revealed the
growing value of nursery school assessments that influence the quality of nursery schools
and attitudes of directors and teachers. Emphasizing the process qualities of teaching of
packaged instructional materials, Chinese phonetic signs, writing, and talent lessons
could solve the conflicting perception between the government’s expectation and the
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nursery school’s needs which are reflected in parents’ expectations. When the
government, nursery schools, and parents are held accountable for high standards, an
expectation of continued progress and development in understanding of quality education
is a reasonable expectation. This cooperation will benefit all children in their school
learning throughout their early childhoods (Farrar, 1999).
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Appendix A
Overview of the Subscales of Kaohsiung City Assessment Instrument, National
Association for Education of Young Children Assessment Instrument, and Early
Childhood Environment Rating Scale-Revised Edition (1998)

Kaohsiung City Assessment
Instrument (2002)

I. Administrative
Management
A. Registration, space and
number of children
B. Administrative
management
C. Human resources and
management
D. Miscellaneous and
fiscal management
E. Administration of early
childhood
education/care
II. Early Childhood
Education/Care
A. Environmental plan
and safe
Management
B. Practicing affairs of
early childhood
education/care
a. Caregivers’
professional
capabilities
and serving
quality
b. Activities’
design and
operation of
early

National Association for
Early Childhood
Education of Young
Environment Rating ScaleChildren Assessment
Revised Edition (1998)
Instrument (1998)
A. Interactions
A. Space and Furnishing
between teachers
1. Indoor space
and children
2. Furniture for
B. Curriculum
routine care, play
C. Relationships
and learning
between teachers
3. Furnishings for
and families
relaxation and
D. Staff
comfort
qualifications and
4. Room arrangement
development
for play
E. Administration
5. Space for privacy
F. Staffing
6. Child-related
G. Physical
display
environment
7. Space for gross
H. Health and safety
motor play
I. Nutrition and
8. Gross motor
Food Service
equipment
J. Evaluation
B. Personal Care Routines
9. Greeting/ departing
10. Meals/ snacks
11. Nap/rest
12. Toileting/ diapering
13. Health practices
14. Safety practices
C. Language-Reasoning
15. Books and pictures
16. Encouraging
children to
communicate
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childhood
education/care
c. Young
children’s
learning and
counseling
d. Life education
and care
e. Family and
community
service
III. Health and Safety
A. Health record
B. Health lesson
C. Nutrition and food
service
D. Health equipment
E. Sick and incidents

17. Using language to
develop reasoning
skills
18. Informal use of
Language
D. Activities
19. Fine motor
20. Art
21. Music/movement
22. Blocks
23. Sand/water
24. Dramatic play
25. Nature/science
26. Math/number
27. Use of TV, video,
and/ or computers
28. Promoting
acceptance of
diversity
E. Interaction
29. Supervision of
gross motor
activities
30. General
supervision of
children (other than
gross motor)
31. Discipline
32. Staff-child
interactions
33. Interactions among
children
F. Program Structure
34. Schedule
35. Free play
36. Group time
37. Provisions for
children with
disabilities
G. Parents and Staff
38. Provisions for
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parents
39. Provisions for
personal needs of
staff
40. Provision for
professional needs
of staff
41. Staff interaction
and cooperation
42. Supervision and
evaluation of staff
43. Opportunities for
professional growth

Appendix B
A Comparison of Subscales: Kaohsiung City Assessment Instrument, National
Association for Education of Young Children Assessment Instrument, and Early
Childhood Environment Rating Scale-Revised Edition (1998)
Kaohsiung City Assessment
Instrument (2002)

N A E Y C Assessment
Instrument (1998)

E C E R S-Revised Edition
(1998)

According to the people
who have responsibilities in
the nursery school: the
administrators, teachers,
nurses and kitchen staff

According to the people who
accept the benefits in the
nursery school: children,
parents (families), teachers
(staff) and directors

According to factors that are
related to the characteristics
of structural quality and
process dimensions

Administrators
I. Administrative
Management

Children
A. Interactions among
Teachers and
Children
B. Curriculum
G. Physical
Environment
H. Health and Safety
I. Nutrition and Food
Service
J. Evaluation

Structural Quality
A. Space and Furnishing
C. Book and pictures
within
Language-Reasoning
D. Activities
F. Program Structure

Teachers
II. Early Childhood
Education/Care
Nurses, Kitchen &
Cleaning Staff
III. Health and Safety

Parents (Families)
C. Relationships among
Teachers and
Families
Teachers (Staff) & Directors
D. Staff Qualifications
and Development
E. Administration
F. Staffing
G. Physical
Environment
J. Evaluation

Processes Quality
B. Personal Care
Routines
C. Language-Reasoning
E. Interaction
G. Parents and Staff

Appendix C
A Comparison of Items within the Early Childhood Education/Care in Assessment
Instruments Matrix
Kaohsiung City Assessment
Instrument (2002)

A. Environmental Plan and
Safe Management
1 The building and space
are designed particularly
for young children.

2

3

a. The indoor and outdoor
floor coverings, and the
hallways do not cause
tripping hazards.
b. The floor of indoor and
outdoor, and hallways
have multiple uses.
a. Electrical outlets are
safe (covered with
protective caps).

b. Shelves and tables are
safe (no sharp edges).

c. Walls are safe (such as
soft pad or no rusty nails).

National Association for
Education of Young
Children Assessment
Instrument (1998)

Early Childhood
Environment Rating
Scale-Revised Edition
(1998)

Classroom observations––
Physical Environment
G-3. Space is arranged to
facilitate a variety of
activities for each age
group.
Classroom observations––
Health and Safety
H-18c. Floor coverings do
not cause tripping hazards.

Space and Furnishings
1.5.1. Ample indoor space
that allows children and
adults to move around
freely.

Classroom observations––
Health and Safety
H-18b. Electrical outlets
are covered with
protective caps.
Classroom observations––
Health and Safety
H-15a. The building, play
yard, and all equipment
are maintained in safe,
clean condition and in
good repair.

Space and Furnishings
1.3.4. Space is reasonably
clean and well maintained.

Space and Furnishings
2.5.2. All furniture
is sturdy and in
good repair.
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4

5

6

7

8

9

Materials are cleaned and Administrator reports––
washed 3 times per month. Health and Safety
H-13b. Infants’ equipment
is washed and disinfected
at least twice a week.
Toys that are mouthed are
washed daily.
Individual cabinet is
Classroom observations––
provided for each child’s
Physical Environment
belongings.
G-5. Individual space is
provided for each child’s
belongings.
The materials in the
resource room are neatly
sorted by different
categories.
a. Shelves and tables are
set up creatively.
b. The arrangement of
shelves and tables must
conform to children’s
activities

Environmental setting
conforms to the theme of
early childhood
education/care activities.
About 40 kinds of ageappropriate materials are
available for children
indoors and outdoors.

10 a. Teachers design
creative materials that are
related to the theme of
early childhood
education/care activities.

Classroom observations––
Physical Environment
G-4. A variety of ageappropriate materials and
equipment are available
for children indoors and
outdoors.

Space and Furnishings
3.5.3. Most soft
furnishings are clean and
in good repair.

Space and Furnishings
2.5.1. Most furniture is
child sized.
2.7.1. Routine care
furniture is convenient to
use.

Activities
19.5.1. Many
developmentally
appropriate fine motor
materials of each type
accessible for a substantial
portion of the day.
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b. Teachers need to collect
creative materials that are
related to the theme of
early childhood
education/care activities.
11 About 20 types of ageappropriate gross motor
equipment are available
for children at school.

Classroom observations––
Physical Environment
G-9a. A variety of
activities can go on
outdoors throughout the
year. Variety of ageappropriate equipment
such as for crawling,
pulling up to stand, riding,
climbing, balancing,
individual play.
12 About 150 books, and 2
Classroom observations––
books for each additional
Curriculum
child are related to early
B-5d. Developmentally
childhood education/care
appropriate materials and
that is accessible during
equipment are available
the school day.
for preschoolers (picture
books).
13 All gross motor equipment Classroom observations––
is in good repaired and in Health and Safety
full used.
H-19b. Climbing
equipment, swings, and
large pieces of furniture
are securely anchored.
14 a. A wide selection of
children’s books is
available and in good
repair.

b. Children’s books are
stored on open shelves for
children’s access.

Activities
19.5.3. Materials on
different levels of
difficulty accessible.
Space and Furnishings
8.5.1. There is enough
gross motor equipment so
that children have access
without a long wait.

Language-Reasoning
15.5.1. A wide selection
of books is accessible for
a substantial portion of the
day.

Space and Furnishings
8.3.2. Equipment is
generally in good repair.

Language-Reasoning
15.5.1. A wide selection
of books is accessible for
a substantial portion of the
day.
Language-Reasoning
15.5.3. Books are
organized in a reading
center.
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B. Practicing Affairs of Early
Childhood Education/Care
a) Caregivers’
Professional
Capabilities and
Serving Quality
15 a. Staff show professional
capabilities such as
kindness and gentleness.

b. Staff’s manner of dress
will NOT interrupt their
work with children.
16 a. Teachers positively
interact with children.

b. Teachers frequently
interact with children.

c. Teachers respect
children while interacting
with them.

17 During the activities,
teachers use active body
motions.

18 a. Teachers pay attention
to each child’s emotion.

Classroom observations––
Interactions among
Teachers and Children
A-3a. Teachers speak with
children in a friendly,
positive, courteous manner.

Interaction
32.5.1. Staff show
warmth through
appropriate physical
contact.

Classroom observations––
Interactions among
Teachers and Children
A-3a. Teachers speak with
children in a friendly,
positive, courteous manner.

Interaction
30.5.1. Careful
supervision of all
children adjusted
appropriately for
different ages and
abilities.
Language-Reasoning
18.5.1. Many staff-child
conversations during
free play and routines.
Interaction
32.7.2. Staff encourage
the development of
mutual respect between
children and adults.
Interaction
29.5.2. Most staff-child
interactions are pleasant
and helpful.

Classroom observations––
Interactions among
Teachers and Children
A-1. Teachers interact
frequently with children
showing affection, interest,
and respect.

Classroom observations––
Interactions among
Teachers and Children
A-1. Teachers interact
frequently with children
showing affection, interest,
and respect.

Interaction
30.5.2. Staff give
children help and
encouragement when
needed.
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b. Teachers give children
support and
encouragement.

19 a. Curriculum is planned
flexibly according to
individual need.

b. Curriculum has been
discussed among teachers.

20 The teacher can flexibly
adjust the process and
content of early childhood
education/care activities.

Classroom observations––
Interactions among
Teachers and Children
A-8. Teachers support
children’s emotional
development, assisting
them to be comfortable,
relaxed, happy, and
involved in play and other
activities.
Classroom observations––
Curriculum
B-10. Teachers are flexible
enough to change planned
or routine activities.
Administrator reports––
Administration
E-10b. Staff plan and
consult together.
Classroom observations––
Interactions among
Teachers and Children
A-10. Teachers use a
variety of teaching
strategies to enhance
children’s learning and
development throughout
the day.

21 a. Teachers prepare
teaching resources before
class.
b. Teachers make full use
of teaching resources.

22 a. The teacher should
learn actively.
b. Teachers self-reflect on
professional attitudes and
growth.

Interaction
32.5.3. Staff respond
sympathetically to
children who are upset,
hurt, or angry.

Activities
19.7.1. Materials rotated
to maintain interest (e.g.,
Materials that are no
longer of interest put
away, different materials
brought out).

Parents and Staff
43.5.4. Some
professional resource
materials available onsite.

Administrator reports––
Staff Qualifications and
Development

Parents and Staff
42.7.1. Staff participate
in self-evaluation.
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D-4a. The program
provides regular
opportunities for staff to
participate in ongoing
professional development
to improve skills in
working with children and
families or to prepare them
to assume more responsible
positions.

B. Practicing Affairs of Early
Childhood Education/Care
b) Activities’ Design
and Operation of
Early Childhood
Education/Care
23 Early childhood
education/care meetings are
held at least twice monthly.

24 The school regulates the
goal of early childhood
education/care that
conforms to children’s
development.

25 a. Use multiple materials
that are appropriate for
children’s development.

Administrator reports––
Administration
E-10c. Regular staff
meetings are held for staff
to consult on program
planning, to plan for
implementing and attaining
goals, to plan for individual
children, and to discuss
program and working
conditions.
Administrator reports––
Curriculum
B-1. The program has a
written statement of its
philosophy and goals for
children that is available to
staff and families.
Classroom observations––
Curriculum
B-5d. Developmentally
appropriate materials and
equipment are available for
preschoolers.

Parents and Staff
43.5.3. Monthly staff
meetings held that
include staff
development activities.
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b. Use self-designed
activities that are
appropriate for children’s
development.

26 Create a learning climate
that attracts children to
actively attend the
activities.

27 a. Adopt early childhood
education/care activities
that are appropriate for
children’s development and
needs.

b. Teachers conduct
longitudinal transitions
between early childhood
education/care activities.

Administrator reports––
Curriculum
B-2a. The program has
written curriculum plans
based on knowledge of
child development and
assessment of individual
needs and interests.
Classroom observations––
Interactions among
Teachers and Children
A-7. Overall sound of
group is pleasant most of
time. E.g.: excitement or
busy.
Classroom observations––
Curriculum
B-5a. Materials and
equipment appropriate to
the age group are provided
that project diverse racial,
gender, and age attributes.

Interaction
29.7.2. Staff help with
resources to enhance
play.

Activities
19.5.1. Many
developmentally
appropriate fine motor
materials of each type
accessible for a
substantial portion of
the day.

Classroom observations––
Curriculum
B-9. Teachers conduct
smooth and unregimented
transitions between
activities.
28 Integrate early childhood
Classroom observations––
education/care activities
Curriculum
into children’s development B-7b. Develop social skills.
and learning fields.
B-7d. Encourage language
and literacy development.
B-7e. Enhance physical
development and skills.
29 a. Conduct early childhood
Program Structure
education/care activities
34.7.1. Smooth
fluency.
transitions between
daily events.
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b. Conduct early childhood
education/care activities
that attract children and are
appropriate for the
children’s development.

30 More than one option for
early childhood
education/care activities by
group (individual, small
group, or large group) is
available to children most
of the day.
31 Choosing the field trip
according to the theme of a
unit or the activities.
32 a. Document regularly a
diary of early childhood
education/care.
b. Observe early childhood
education/care activities
regularly.
c. Assess early childhood
education/care activities
regularly.
33 a. Literacy environment is
set up within a whole
language approach.

b. Not teaching of writing
in nursery schools.
c. Not teaching Chinese
phonetic signs (Pin-In) in
nursery schools.
34 Talent classes are
prohibited (e.g., English
lessons, clay lessons, and
music lessons).

Administrator reports––
Curriculum
B-3a. Teachers have
clearly defined goals for
individual children that
guide curriculum planning.

Activities
19.7.1. Materials rotated
to maintain interest
(e.g., materials that are
no longer of interest put
away, different
materials brought out).
Classroom observations–– Program Structure
Curriculum
36.7.1. Different
B-4d. More than one option groupings provide a
for grouping (individual,
change of pace
small group, or large
throughout the day.
group) is available to
children most of the day.

Classroom observations––
Curriculum
B-7d. Encourage language
and literacy development.
Encourage children’s
emerging interest in
writing.
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B. Practicing Affairs of Early
Childhood Education/Care
c) Young Children’s
Learning and
Counseling
35 a. Children can actively
participate in learning.

b. During the activity time,
children are allowed to talk
or discuss things.

c. During the activity time,
children are free to choose
activities.

36 Regular descriptions of
particular child cases.

37 a. Regular writing in the
parents’ contact book to
share information to both
staff and parents.

b. Parents response in
parents’ contact books.

Classroom observations––
Curriculum
B-8. Teachers provide
materials and time for
children to select their own
activities during the day.
Administrator reports––
Evaluation
J-3. Individual descriptions
of children’s development
and learning are written
and compiled as a basis for
planning appropriate
learning activities.
Administrator reports––
Relationships among
Teachers and Families
C-5a. A verbal or written
system is established for
sharing information to both
staff and parents on the
day-to-day happenings of
children.

Program Structure
34.5.2. A variety of play
activities occur each
day, some of which are
teacher directed and
some child initiated.
Language-Reasoning
17.5.2. Children are
encouraged to talk
through or explain their
reasoning when solving
problems.
Program Structure
35.5.1. Free play occurs
for a substantial portion
of the day both indoors
and outdoors.
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38 Documenting the
descriptions of children’s
development and learning
that include cognitive,
social, emotional, and
physical data.
39 a. Informing the counseling
organization when the
school has children with
special needs.
b. Providing counseling
information to parents who
have children with special
needs.

Administrator reports––
Relationships among
Teachers and Families
C-5b Changes in a child’s
physical or emotional state
are reported to parents
regularly.

Administrator reports––
Curriculum
B-3b. The program is
designed to be inclusive of
all children, including those
with identified disabilities
and special learning and
developmental needs.

Program Structure
37.5.1. Staff follow
through with activities
and interactions
recommended by other
professionals.

c. For the children with
special needs, teachers
follow through with
activities recommended by
professionals.
40 Regular and continuous
descriptions are written
assessing children’s
development and learning.

41 Children’s works are
displayed at the children’s
eye level.

Program Structure
37.3.1. Staff have
information from
available assessments.

Administrator reports––
Evaluation
J-3. Individual descriptions
of children’s development
and learning are written
and compiled as a basis for
planning appropriate
learning activities, as a
means of facilitating
optimal development of
each child.
Space and Furnishings
6.5.3. Many items are
displayed at the child’s
eye level.
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B. Practicing Affairs of Early
Childhood Education/Care
d) Life Education and
Care
42 a. Setting schedule based
on children’s development.

b. A balance of indoor
activities and outdoor
activities is provided in the
daily schedule.

43 a. Expectations for
discipline are appropriate
for age and developmental
level of children.

b. Discipline is suitable for
environment.

44 Teachers design activities
so that children learn
valuable customs and
attitudes.

45 Promptly remind and assist
children’s in maintaining
appropriate living and
independent skills.

Classroom observations––
Curriculum
B-4b. The schedule
provides for alternating
periods of quiet and active
play.
Classroom observations––
Curriculum
B-4c. A balance of largemuscle/small-muscle
activities is provided in the
daily schedule.
Classroom observations––
Interactions among
Teachers and Children
A-6a. Teachers facilitate
the development of
responsibility, selfregulation, and self-control
in children.
Classroom observations––
Interactions among
Teachers and Children
A-9. Teachers recognize
and encourage prosocial
behaviors among children,
such as cooperation and
taking turns.
Classroom observations––
Curriculum
B-7f. Encourage and
demonstrate sound health,
safety, and nutritional
practices.
Classroom observations––
Curriculum
B-11 Routine tasks are
incorporated into the
program as a means of
furthering children’s

Program Structure
34.7.2. Variations made
in schedule to meet
individual needs.

Program Structure
34.5.1. Schedule
provides balance of
structure and flexibility.

Interaction
31.3.3. Expectations for
behavior are largely
appropriate for age and
developmental level of
children.

Interaction
31.7.1. Staff actively
involve children in
solving their conflicts
and problems.

Interaction
31.7.2. Staff use
activities to help
children understand
social skills.
Personal Care Routines
13.7.1. Children taught
to manage health
practices independently.
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learning, self-help, and
social skills.
46 Every semester, staff design Classroom observations––
activities related to living
Curriculum
education.
B-7f. Encourage and
demonstrate sound health,
safety, and nutritional
practices.
47 Every semester, staff
Administrator reports––
practice evacuation
Health and Safety
procedures with children.
H-21a. Staff and volunteers
are familiar with primary
and secondary evacuation
routes and practice
evacuation procedures
monthly with children.
B. Practicing Affairs of Early
Childhood Education/Care
e) Family and
Community Service
48 a. Teachers visit families
regularly at home.
b. The teachers phone
families regularly.

c. Teachers record dates
and details about the home
visits or phone calls.
49 Proper parental education
plans are provided.
50 Regularly provide parental
education information such
as parental articles,
community resources,
weekly or monthly

Personal Care Routines
14.5.2. Staff explain
reasons for safety rules
to children.

Administrator reports––
Relationships among
Teachers and Families
C-9b. Communication
among teachers and
families is frequent.
(Frequent friendly
notes/telephone calls are
used to communicate if
parents do not bring their
children to the program)

Administrator reports––
Relationships among
Teachers and Families
C-1a. A written description
of the program’s

Parents and Staff
38.5.2. Parents made
aware of philosophy
and approaches
practiced (E.g., Parent
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newsletters.

51 Regular and continuous
organization of parental
education conferences such
as expert or scholarly
speeches on parental
education and early
childhood information
sharing.
52 Regular and continuous
organization of social
events with families such as
field trips, parties, and
games.
53 a. Parents are encouraged to
become involved in early
childhood education/care
activities in the school.

b. Parents are invited to be
volunteers.

philosophy is available to
families.
C-1b. Written operating
policies and procedures are
available to families.
C-7. Families are informed
about the program and the
curriculum and about
policy or regulatory
changes and other critical
issues that could potentially
affect the program or the
early childhood profession
through newsletters,
bulletin boards, and other
appropriate means.
Administrator reports––
Relationships among
Teachers and Families
C-2. A process has been
developed for orienting
children and families to the
program that may include a
pre-enrollment visit or
family orientation meeting.

handbook, discipline
policy, descriptions of
activities).
38.5.3. Much sharing of
child-related
information between
parents and staff.

Administrator reports––
Relationships among
Teachers and Families
C-4b. Parents and other
family members are
encouraged to be involved
in the program in various
ways, taking into
consideration working
parents and those with little
spare time.

Parents and Staff
38.5.4. Variety of
alternatives used to
encourage family
involvement in
children’s program.
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54 a. Parent observations of
early childhood
education/care activities are
organized every semester.
b. Parents are welcome to
observe the program at all
times.

55 The school encourages and
establishes active parent
organization.
56 Parental growth activities
are conducted regularly
(e.g., parents reading
meeting or parent efficient
group).
57 a. Consulting service is
provided to parents.

b. A schedule or telephone
line exists for parent
consultation.
58 a. Teachers are familiar
with each child’s family
structures.

Administrator reports––
Relationships among
Teachers and Families
C-4a. Family members are
welcome visitors at all
times.

Parents and Staff
38.5.1. Parents urged to
observe child’s group
prior to enrollment.

Administrator reports––
Relationships among
Teachers and Families
C-11. Policies ensure that
staff and parents have an
effective way to negotiate
difficulties and differences
that arise in their
interactions.

Parents and Staff
38.7.2. Parents referred
to other professionals
when needed.

Administrator reports––
Relationships among
Teachers and Families
C-9d. Teachers show
acceptance of various
family structures and
cultural perspectives.

b. Teachers regularly
interact and have contact
with parents.

59 Staff make appropriate use
of and integrate community

Parents and Staff
38.5.3. Much sharing of
child-related
information between
parents and staff.
Administrator reports––
Relationships among
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resources, parent resources,
and government resources.

Teachers and Families
C-10a. Administrators and
teachers are familiar with
and make appropriate use
of community resources.

Appendix D
2002 Kaohsiung City Nursery School Assessment Outcome

Government
Registered
Need
Need
Administrative
Nursery Excellent Good
Supervision Improvement
District
Schools
Schools Schools
Schools
Schools
Sanmin 三民區
32
3
12
10
7
Siaogang 小港區
25
0
8
12
5
Zuoying 左營區
24
2
10
7
5
Cianjhenand 前鎮區
22
6
9
5
2
Lingya 苓雃區
21
2
9
7
3
Sinsing 新興區
4
0
1
3
0
Nanzih 楠梓區
20
1
12
5
2
Gushan 鼓山區
10
0
7
3
0
Yancheng 鹽程區
2
0
2
0
0
Cijin 旗津區
2
0
2
0
0
Cianjin 前金區
2
0
0
2
0
Total
164
14
72
54
24
• The update data was from the Social Affaires Bureau of Kaohsiung City
Government Report Online in 2004.
• 186 nursery schools were mandatory to participate in the 2002 Kaohsiung City
Nursery Schools Assessment; 22 nursery schools either had a change in the owner
or address, or had been closed in 2004.
• The numbers of excellent, good, need supervision schools, and need improvement
schools are according to the 2002 Kaohsiung City nursery school assessment.

Appendix E
Sampling of Kaohsiung City Registered Nursery School

Need
Registered
Total
Good Supervision
Government
Administrative
Nursery
School School
School
Total of
District
School Percentage Sample Sample Sample
Sample
40×0.2
(4+4) × 2
Sanmin 三民區
32
19.5
=8
4
4
=16
Siaogang 小港區
25
15.2
6
3
3
12
Zuoying 左營區
24
14.6
6
3
3
12
Cianjhenand 前鎮區
22
13.4
6
3
3
12
Lingya 苓雃區
21
12.8
6
3
3
12
Sinsing 新興區
4
2.4
0
0
0
0
Nanzih 楠梓區
20
12.2
5
3
2
10
Gushan 鼓山區
10
6.1
2
1
1
4
Yancheng 鹽程區
2
1.2
0
0
0
0
Cijin 旗津區
2
1.2
0
0
0
0
Cianjin 前金區
2
1.2
0
0
0
0
Total
164
100
39
20
19
78
• The number of registered nursery schools in each administrative district is
recorded from the 2004 Social Affairs Bureau of Kaohsiung City Government
Report Online.
• Good school samples are included excellent and good schools; need supervision
school samples are included need supervision schools and need improvement
schools in the 2002 Kaohsiung City Nursery School Assessment.
• Percentage of the Number of Nursery Schools in Each Administrative District =
Number of Nursery Schools in Each Administrative District ÷ Total Number of
Nursery Schools.
• Number of School Samples in Each Administrative District = Assuming 40
samples × Percentage of the Number of Nursery Schools in Each Administrative
District.
• Number of Participant in Each District = School Samples × 2 (one director & one
teacher)

Appendix F
Questionnaires- The Nursery School Assessment Instrument: A Survey of Nursery
School Directors and Teachers
Part I: Background Questions
Directions: The general background questions are as follows. Please respond to each
question by either circling the letter corresponding to your response or providing the
information requested. All information you are providing will be confidential.
A. Personal information
1. Have you been assessed in the 2002 Kaohsiung City Nursery School Assessment?
Yes ____; No ____ (stop answer the following questions)
2. Age _______ years old
3. Position
a. Director
b. Teacher
4. Highest level of education
a. High school degree
b. Associate degree
c. Bachelor degree
d. Master’s degree
e. Other:___________________
5. Academic area in which you obtained your highest degree
a. Early childhood education
b. Early childhood education/care
c. Elementary education
d. Nursery
e. Other:____________________
6. How long have you been a director in a nursery school? ___ years
7. How long have you been a teacher in a nursery school? ___ years
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B. School information
8. What approach has been adopted by your program? Please circle the one that
you most use.
a. Thematic-Unit Approach
b. Learning Center Approach
c. Project Approach
d. High/Scope Approach
e. Montessori Approach
f. Other ________________________
9. How many children are in your school currently? ___ children (please provide
the number of children in your school)
10-1. How many teachers are in your school currently? ______ teachers
10-2. How many staff members (other than teachers) are in your school currently?
______ staff (teachers not include)
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Part II: Opinions on an assessment instrument relating to early childhood education/care
content
Direction: The following assessment instrument relating to early children education/care
is the instrument used to assess your school in 2002. Two sections of opinions exist about
instruments for assessing early childhood education/care in nursery schools.
The first section “Formally Important”- please indicate what you think the governmental
standard are for evaluation of the nursery schools
The second section “Informally Important”- please indicate what you actually think
actually exists in your schools.
In addition, “Your Opinion”- is for you to state your personal thoughts according to each
question.
Please answer each question according to your practical experience by either circling the
letter corresponding to your response or providing the information requested. All of the
information you are providing will be held in the strictest confidence.
A. Environmental Plan and Safe Management
1

2

3

Formally
Important

The building and space are designed
particularly for young children…………... Agree
Your opinion:

a. The indoor and outdoor floor coverings,
and the hallways do not cause tripping
hazards………………………………... Agree
b. The floor of indoor and outdoor, and
hallways have multiple uses…….....…. Agree
Your opinion:

a. Electrical outlets are safe (covered with
protective caps)……….…………….....
b. Shelves and tables are safe (no sharp
edges)………………………………….
c. Walls are safe (soft pads or no rusty
nails)…………………………………..
Your opinion:

Informally
Important

Disagree Agree

Disagree

Disagree Agree Disagree
Disagree Agree Disagree

Agree

Disagree Agree Disagree

Agree

Disagree Agree Disagree

Agree

Disagree Agree Disagree
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4

5

Individual cabinet is provided for each
child’s belongings……….…………........
Your opinion:

Agree

Disagree Agree

Disagree

The materials in the resource room are
neatly sorted by different categories……..
Your opinion:

Agree

Disagree Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree

Agree

Disagree Agree Disagree

6 a. Shelves and tables are set up creatively..
b. The arrangement of shelves and tables
must conform to children’s activities….
Your opinion:

7 The environmental setting conforms to the
theme of early childhood education/care
activities…………………………………..
Your opinion:

8

9

10

a. Teachers design creative materials that
are related to the theme of early
childhood education/care
activities……………………………...
b. Teachers need to collect creative
materials that are related to the theme
of early childhood education/care
activities……………………………...
Your opinion:

All gross motor equipment is in good
repair and in full use…………………….
Your opinion:

a. A wide selection of children’s books is
available and in good repair…...……. Agree
b. Children’s books are stored on open
shelves for children’s access………... Agree
Your opinions:

Disagree Agree Disagree
Disagree Agree Disagree
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11

How many times should the materials be cleaned and washed?
a. 3 times per month or more
b. 2 times per month
c. 1 time per month
d. 1 time per semester
e. Other ______________
Your opinion:

12

During the operation of early childhood education/care activities, how many kinds
of materials should be offered at the same time?
a. 40 kinds of materials or more
b. 20~39 kinds of materials
c. 10~19 kinds of materials
d. The number of materials should be based on the number of children in the
class; the ratio should be ___ children: _____ kinds of material.
e. Other suggestions ___________________
Your opinion:

13

During the operation of early childhood education/care activities, how many types
of gross motor equipment should a nursery school offer at the same time?
a. 30 types of gross motor equipment or more
b. 20~29 types of gross motor equipment
c. 10~19 types of gross motor equipment
d. The amount of equipment should be based on how many children in the
class; the ratio should be ___ children : ____ types of gross motor
equipment.
e. Other suggestions ___________________
Your opinion:

14

How may children’s picture (story) books should a nursery school have?
a. 200 books or more
b. 100~199 books
c. 99 books or less
d. The number of books should depend on the number of children:
The ratio should be ____ children : _____ books.
e. Other suggestions _____________
Your opinion:
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B. Practical Affairs of Early Childhood
Education/Care
a) Caregivers’ Professional
Capability and Service Quality
15 a. Staff show professional capabilities
such as kindness and gentleness……
b. Staff’s manner of dress will NOT
interrupt their work with children….
Your opinions:

16

17

18

19

20

a. Teachers positively interact with
children……………………………..
b. Teachers frequently interact with
children……………………………..
c. Teachers respect children while
interacting with them……………….
Your opinions:

During the activities, teachers use
active body motions…………………..
Your opinions:

a. Teachers pay attention to each
child’s emotion.…………………….
b. Teachers give children support and
encouragement……………………...
Your opinions:

Formally
Important

Informally
Important

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

a. Curriculum is planned flexibly
according to individual need…..…… Agree
b. Curriculum has been discussed
among teachers…………………….. Agree
Your opinions:

The teacher can flexibly adjust the
process and content of early childhood
education/care activities………………. Agree
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Your opinions:

21

22

a. Teachers prepare teaching resources
before class…………………………
b. Teachers make full use of teaching
resources……………………………
Your opinions:

a. Teachers should learn actively……..
b. Teachers self-reflect on professional
capabilities and growth……………..
c. Teachers attend in-service training…
Your opinions:

B. Practicing Early Childhood
Education/Care
b) Activities’ Design and Operation
in Early Childhood
Education/Care
23 The school should regulate the goal of
early childhood education/care that
conforms to the children’s development
Your opinions:

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree
Agree

Disagree Agree
Disagree Agree

Disagree
Disagree

Formally
Important

Agree

24 a. Use multiple materials that are
appropriate for children’s
development....................................... Agree
b. Use self-designed activities that are
appropriate for children’s
development ………………………. Agree
c. Teachers cannot adopt activities
from purchased, packaged,
instructional materials……………... Agree
Your opinions:

25 Create a learning climate that attracts
children to actively attend the activities

Agree

Informally
Important

Disagree

Agree

Disagree

Disagree

Agree

Disagree

Disagree

Agree

Disagree

Disagree

Agree

Disagree

Disagree Agree

Disagree
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Your opinions:

26 a. Adopt early childhood education/care
activities that are appropriate for
children’s development and needs….. Agree
b. Teachers conduct longitudinal
transitions between early childhood
education/care activities…………….. Agree
Your opinions:

27 Integrate early childhood education/care
activities into children’s development
and learning fields……………………… Agree
Your opinions:

28

a. Conduct early childhood education/
care activities with fluency…………... Agree
b. Conduct early childhood education/
care activities that attract children and
are appropriate for the children’s
development……….……………….… Agree
Your opinions:

29 More than one option for early childhood
education/care activities by group
(individual, small group, or large group)
is available to children most of the day…. Agree
Your opinions:

30 Choosing the field trip according to the
theme of a unit or the activities………….
Your opinions:

Agree

31 a. Document regularly a diary of early
childhood education/care……………. Agree
b. Observe early childhood
education/care activities regularly…... Agree
c. Assess early childhood education/care
activities regularly………..…………. Agree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree
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Your opinions:

32 a. Literacy environment is set up within a
whole language approach……………. Agree Disagree Agree
b. Not teaching of writing in nursery
schools……………………………….. Agree Disagree Agree
c. Not teaching of Chinese phonetic signs
in nursery schools……………………. Agree Disagree Agree
If you disagree with these statements, please state your opinions.

33 a. Talent classes are prohibited…………
b. The talent classes are no extra charge
to parents…………………………….
Your opinions:

Disagree
Disagree
Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

34 How often are the early childhood education/care meetings held?
a. 2 meetings or more per month
b. 1 meeting per month
c. 2~4 meetings per semester (___ month in a semester)
d. 1 meeting or less per semester
e. Other _________________________________
Your opinions:

B. Practicing Early Childhood Education/Care
c) Young Children’s Learning and
Formally
Informally
Counseling
Important
Important
35 a. Children can actively participate in
learning…………………………..….… Agree Disagree Agree Disagree
b. During the activity time, children are
allowed to talk or discuss things………. Agree Disagree Agree Disagree
c. During the activity time, children are
free to choose activities……………….. Agree Disagree Agree Disagree
Your opinions:

36

Regular descriptions of special children’s
cases……………………………………...

Agree

Disagree Agree

Disagree
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Your opinions:

37

38

39

a. Regularly writing in the parents’
contact books…………………………..
b. Parents response in parents’ contact
books…………………………………..
Your opinions:

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

Children’s works are displayed at
children’s eye level………………………. Agree
Your opinions:

Disagree Agree

Disagree

Documenting the descriptions of
children’s development and learning that
include cognitive, social, emotional, and
physical data……………………………... Agree
Your opinions:

a. Informing the counseling organization
when the school has children with
special needs…………………………
b. Providing counseling information to
parents who have children with special
needs…………………………………
c. For the children with special needs,
teachers follow through with activities
recommended by professionals………..
Your opinions:

40

41

Regular and continuous descriptions are
written assessing children’s development
and learning………………………………
Your opinions:

B. Practicing Early Childhood Education/Care
d) Life education and care
42 a. Setting a schedule based on children’s
development…………………………….

Formally
Important
Agree

Informally
Important

Disagree Agree

Disagree
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b. A balance of indoor and outdoor
activities is provided in the daily
schedule................................................... Agree
Your opinions:

43

Disagree Agree

Disagree

Agree
Agree

Disagree Agree
Disagree Agree

Disagree
Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree

Agree

Disagree

Every semester, staff design activities
related to living education……..……..…..
Your opinions:

Agree

Disagree Agree

Disagree

Every semester, staff practice evacuation
procedures with children…………………
Your opinions:

Agree

Disagree Agree

Disagree

a. Expectations for discipline are
appropriate for the age and
developmental level of children…….....
b. Discipline is suitable for environment...
Your opinions:

44

45

46

47

Teachers design activities so that children
learn valuable customs and attitudes…….
Your opinions:

Promptly remind and assist children’s in
maintaining appropriate living and
independent skills.……………….………
Your opinions:

B. Practicing Early Childhood Education/Care
e) Family and Community Service

Formally
Important

48 a. Teachers visit families regularly at
home…………………………………... Agree
b. Teachers phone families
regularly…………………………..…... Agree
c. Teachers record dates and details about
the home visits or phone calls…..…….. Agree

Informally
Important

Disagree Agree

Disagree

Disagree Agree

Disagree

Disagree Agree

Disagree
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Your opinions:

49 Proper parental education plans are
provided and carried out…………………. Agree
Your opinions:

50 Regularly provide parental education
information such as parental articles,
community resources, weekly or monthly
newsletters……………………………….. Agree
Your opinions:

51 Regularly and continually organize
parental education conferences such as
expert or scholarly speeches on parental
education and early childhood information
sharing…………………………………… Agree
Your opinions:

52 Regularly and continuously organize
social events with families such as field
trips, parties, and games………………….
Your opinions:

Agree

53 a. Parents are encouraged to become
involved in early childhood education/
care activities in the school…….……
Agree
b. Parents are invited to be volunteers…… Agree
Your opinions:

54 a. Parent observations of early childhood
education/care activities are organized
every semester………………………..
b. Parents are welcome to observe the
program all the time…………………
Your opinions:

55 School actively encourage and establish
parent organizations…………………….

Disagree Agree

Disagree

Disagree

Agree Disagree

Disagree

Agree Disagree

Disagree Agree Disagree

Disagree Agree Disagree
Disagree Agree Disagree

Agree

Disagree Agree Disagree

Agree

Disagree Agree Disagree

Agree

Disagree Agree Disagree
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Your opinions:

56 Parental growth activities are conducted
regularly (e.g., parents’ reading meeting
or parent efficiency group)…………….… Agree
Your opinions:

57 a. Consulting service is provided to
parents…………………………………
b. A schedule or telephone line exists for
parents’ consultation………….……….
Your opinions:

Disagree Agree Disagree

Agree

Disagree Agree

Disagree

Agree

Disagree Agree

Disagree

58 a. The records show that teachers are
familiar with each child’s family
structures……………………………… Agree Disagree Agree Disagree
b. Teachers regularly interact and have
contact with parents……..…………….. Agree Disagree Agree Disagree
Your opinions:

59 Staff make appropriate use of and
integrate community resources, parent
resources, and government resources……. Agree
Your opinions:

Disagree Agree

Disagree

60 From the view of practicality, what should be added in the assessment instrument
content?
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Part III: The Assessment Instrument of Early Childhood Education/Care Influence
Individuals and Nursery Schools
Direction: School assessment usually influences nursery school functions either
positively or negatively. According to your practical experience, please answer each
question by either circling the letter corresponding to your response or providing the
information requested. In addition, each question has a following blank for you to state
your opinions. All information you are providing will be confidential.
A range of opinions exists about the instrument used to assess early childhood
education/care in nursery schools. Please indicate the extent to which you agree or
disagree with each of the following statements by using the scale below:
SA—STRONGLY AGREE
MA—MILDLY AGREE
MD—MILDLY DISAGREE
SD-STRONGLY DISAGREE
A. The influence of the assessment instrument of early childhood education/care
individually
1
The KC assessment instrument improves individual
professional growth within early childhood education/care……. SD MD MA SA
If you DISAGREE, please state your opinions in detail.

2

3

4

The KC assessment instrument of early childhood education/
care supervises directors’ or teachers’ work in the nursery
school…………………………………………………………....
If you DISAGREE, please state your opinions in detail.

To reach the standard of the KC assessment instrument, I have
done good quality work in early childhood education/care……..
If you do NOT feel that the requirements of the assessment
instrument and having done good quality work within early
childhood education/care are identical, please state your
opinions in detail.

The self-designed activities do NOT conform to practical
operation within early childhood education/care………………..

SD MD MA SA

SD MD MA SA

SD MD MA SA
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If you feel that the self-designed activities do NOT conform
to the practical operation in the nursery school, please state your
opinions in detail.

5

Regular documentation does NOT conform to practical
operations within early childhood education/care………………. SD MD MA SA
If you feel that regular documentation does NOT conform to
practical operations in the nursery school, please state your
opinions in detail.

6

Regular family service and parent education do NOT conform
to practical operations within early childhood education/care….. SD MD MA SA
If you feel that parental service does NOT conform to
practical operations in the nursery school, please state your
opinions in detail.

7

The KC assessment instrument’s requirements influence my
daily routine work in the nursery school, such as spending more
time on documentation and requiring children to do particular
work……………………………………………………………... SD MD MA SA
If you DISAGREE, please provide your opinions in detail.

8

As a teacher (if you are a director, what would you hope your
teachers to be?), I would rather spend more time with children
than on regular documentation such as a diary of early
childhood education/care, children’s developmental record, and
parents’ contact books…………………………………………... SD MD MA SA
If you DISAGREE, please provide your opinions in detail.

B. The influence of the assessment instrument on early childhood education/care in
school
9
The KC assessment instrument for early childhood
education/care builds a referral standard while I operate my
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school…………………………………………………………....
If the assessment instrument for early childhood
education/care is NOT used as an operating standard, please
state in detail why it does not work to you.

SD MD MA SA

10

The KC assessment instrument for early childhood
education/care improves my school’s quality, such as caring for
children, and interacting with families………………………….. SD MD MA SA
Describe your opinions on this statement:

11

The KC assessment instrument for early childhood
education/care supports my school’s efforts for improving staff
quality and parents’ education…………………………………..
Describe your opinions on this statement:

12

The KC assessment instrument increases extra school work that
is not necessary, such as regular documentation, self-designed
activities and parents’ activities………………………………....
Describe your opinions on this statement:

SD MD MA SA

SD MD MA SA

13

How do you adopt the early childhood education/care activities in your school?
a. Teachers in my school design activities by themselves that conform to
professional principles.
b. To purchase packaged instructional materials that includes a teaching guide,
text books and materials.
c. Curricula are mostly teachers' self-design, and a few activities are
combinations with purchased, packaged, instructional materials.
d. Curricula are mostly purchased package materials, and a few activities are
combinations with teachers' self-designs.
e. Other _______________________

14

I would rather adopt purchased, packaged, instructional
materials than develop self-designed activities………………….

SD MD MA SA
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If you DISAGREE with it, please provide your opinions in
detail.

15

16

17

Self-designed activities take too much time; purchased,
packaged, instructional materials save my time…………………
Describe your opinions on this statement:

SD MD MA SA

Purchased, packaged, instructional materials are integrated into
different activities…………………………………………….
Describe your opinions on this statement:

SD MD MA SA

Purchased, packaged, instructional materials are easy to carry
out if I follow the teaching guide………………………………..
Describe your opinions on this statement:

SD MD MA SA

18

Does your school teach children Chinese phonetic signs?
a. Yes (please continue to answer question 19-1).
b. No (Please go to question 19-2).
c. Other _____________

19
-1

You teach Chinese phonetic signs (please circle all that apply)
a. To meet parents’ expectations
b. To conform with children’s development
c. To conform with my school principles
d. To conform with my own teaching experience
e. To prepare for the transition to elementary school
f. Other ____________

19
-2

You do NOT teach Chinese phonetic signs (please circle all that apply)
a. To meet parents’ expectations
b. To conform with children’s development
c. To conform with my school principles
d. To conform with my own teaching experience
e. To prepare for the transition to elementary school
f. To conform with the criteria of nursery school assessment
g. Other ____________
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20

Does your school have activities to teach children how to write?
a. Yes (please continue to answer question 21-1).
b. No (Please go to question 19-2).
c. Other _____________

21
-1

You give children writing activities (please circle all that apply):
a. To meet parents’ expectations
b. To conform with children’s development
c. To conform with my school principles
d. To conform with my own teaching experience
e. To prepare for the transition to elementary school
f. Other _____________

21
-2

You do NOT give children writing activities (please circle all that apply):
a. To meet parents’ expectations
b. To conform with children’s development
c. To conform with my school principles
d. To conform with my own teaching experience
e. To conform with the criteria of nursery school assessment
f. Other ____________

22

How do you feel about the parents’ contact books (please circle that mainly apply)?
a. It is not necessary; I can talk with parents while they pick up their children
or by phone.
b. It is not necessary because writing in the books reduces the time I spend with
children.
c. It is not necessary because ___________________________________
d. It is necessary for the parents to know how their children are doing in school.
e. It is necessary; I can remind the parents what they need to do.
f. It is necessary because my school requires me to write in the parents’ contact
books.
g. It is necessary _____________________________________________
h. Other ____________

23

Does your school provide parents’ contact books?
a. Yes (please continue to answer question 24-1).
b. No (Please go to question 24-2).
c. Other _____________
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24
-1

You give contact books to parents regularly (please circle all that apply):
a. To meet parents’ expectations
b. To conform with my school principles
c. To conform with my own teaching experience
d. To improve the teaching quality
e. To conform with the criteria of nursery school assessment
f. Other _____________

24
-2

You do NOT provide parents’ contact books (please circle all that apply; then please
go to question 28):
a. To meet parents’ expectations
b. To conform with my school principles
c. To conform with my own teaching experience
d. To improve the teaching quality
e. To improve the working quality of teacher
f. To reduce the teacher turn-over rate
g. Other _____________

25

How often do you send the parents’ contact books home?
a. Every day
b. Every week
c. Every two weeks
d. Every month
e. Every semester
f. Irregular period
g. Other ___________________

26

When do you usually write in the parents’ contact books?
a. During whole (small) group time
b. During free play in the learning center
c. During outside play time
d. During children’s nap time
e. After dismissal
f. Teacher in-service day
g. Other _______________

27

How long do you spend in writing one parent’s contact book? ______ minutes
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28

How do you feel about documenting the children’s development and assessment
records regularly (please circle that mainly apply)?
a. It is not necessary; I know every child’s development.
b. It is not necessary because the record reduces the time I spend with children.
c. It is not necessary because _________________________________
d. It is necessary because it reminds me what I should do next for children.
e. It is necessary; it could show others how I work with children.
f. It is necessary because my school requires me to write these records.
g. It is necessary because the criteria of nursery school assessment
h. It is necessary because ________________________________
i. Other ________________________

29

Do you document the children’s development and assessment records regularly?
a. Yes (please continue to answer question 30-1).
b. No (Please go to question 30-2).
c. Other ___________

30
-1

You choose to document children’s development and assessment records regularly
(please circle all that apply):
a. To meet parents’ expectations
b. To conform with my school principles
c. To conform with my own teaching experience
d. To improve the teaching quality
e. To conform with the criteria of nursery school assessment
f. Other _____________Please state why you.

30
-2

You do NOT document children’s development and assessment regularly (please
circle all that apply; then please go to question 33):
a. To meet parents’ expectations
b. To conform with my school principles
c. To conform with my own teaching experience
d. To improve the teaching quality
e. To improve the working quality of teacher
f. To reduce the teacher turn over-rate
g. Other _____________
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31

How often do you take notes in detail about the children’s development and
assessment records?
a. Every day
b. Every week
c. Every two weeks
d. Every month
e. Every semester
f. Irregular period
g. Other ___________________

32

When do you usually take notes in detail about the children’s development and
assessment records?
a. During whole (small) group time
b. During free play in learning center
c. During outside play time
d. During children’s nap time
e. After dismissal
f. Teacher in-service day
g. Other _______________

33

What kind of parental service does your school provide (circle all that applies)?
a. No parental services in my school
b. Parent education plan or curriculum
c. Parent letter
d. Parents’ contact book
e. Parent conference or meeting
f. Parent observation
g. Field trip
h. Party
i. Parent counseling plan
j. Parent volunteer or involvement
k. Parent organization
l. Other ________________

34

How often does your school operate parental services or parental activities?
a. No parent activities in my school
b. 1 activity per semester
c. 2 activities per semester
d. 3 activities per semester
e. 4 activities per semester
f. 5 activities per semester
g. 6 activities per semester
h. Other __________________
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35

Please circle or list the type of parental activities your school provided last year.
a. Parent conference
b. Party
c. Sport
d. Children’s fair
e. Field trip
f. Parent observation or visiting
g. _______________
h. _______________
i. _______________
j. _______________
k. _______________

36

How do you feel about parental services?
a. It is necessary
b. It is not necessary
Your reasons:
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Your comments will be appreciated, either here or in a separate envelope.

Thank you for your help
Please return your completed questionnaire in the enclosed envelope to:
Wen-ling Chen
470 Waupelani Dr. #302
State College, PA 16801

Appendix G
Cover Letter- The Nursery School Assessment Instrument: A survey of nursery
school directors and teachers
Dear directors and teachers:
As a former kindergarten teacher and director with eight years of experience in
the field, I understand some of the challenges you face as early childhood professionals.
In recent years there has been a lot concern in early childhood education/care about
program quality and operations. The Nursery School Assessment instrument influences
both issues. This survey has been designed to find out what you think about the use of a
nursery school assessment instrument within early childhood education/care and to
investigate the relationship between real program operations and the use of the program
assessment instrument in nursery schools.
You are one of a small number of people being asked to give their opinions on
these matters. Your name was drawn randomly from a list of all nursery school
practitioners in Kaohsiung City. In order for the results of the research to truly represent
the thinking of people in Kaohsiung City nursery schools, it is important for each
questionnaire to be completed and returned in the envelope provided.
This questionnaire includes three parts and 106 questions. The first part–
“background questions”–has 10 questions that seek information about you personally and
your school. The second part is “opinions on an assessment instrument relating to early
childhood education/care content”. In this part, 60 questions were drawn from the criteria
in the 2002 Kaohsiung City nursery school early childhood education/care assessment
instrument. The third part is “the assessment instrument of early childhood education/care
influence individual and nursery school”; answers to the 36 questions will provide
valuable information about your experience with the assessment instrument in nursery
schools. Please read through the directions in each part before responding the questions.
It may take about 45 minutes to complete the questionnaire. Your answers will
only be used in this study. All information from the surveys will be held in strict
confidence. Your participation is vital and valued for its contribution to gaining an
understanding of practical needs in nursery school assessment. The completed
questionnaire will be picked up 7 days after you have received it. If you have any
questions or require additional information, please feel free to contact me at home (07)
333-5681 or via e-mail at wuc110@psu.edu. Thank you very much for your assistance.
Respectfully,
Wen-ling Chen
Penn State University
Graduate Student

ORP USE ONLY:
The Pennsylvania State University
Office for Research Protections
Approval Date: 06/08/04 M. Becker

Appendix H

Expiration Date: 06/07/05 M. Becker

Informed Consent Form for Social Science Research
The Pennsylvania State University
An Investigation into the Perceptions of Nursery School Directors and Teachers
Towards Use of An Assessment Instrument in Early Childhood Education/Care
Evaluations of Nursery School Quality in Taiwan
Description:
1. The purpose of this research study is to explore how nursery school directors and
teachers use an early childhood education/care assessment instrument. Also of
interest is to discover and reduce the gap, if any, between ideal regulations and
real practices in nursery schools.
2. If you agree to take part in this project, you will be asked to answer 106 questions.
3. There are no risks in participating in this research beyond those experienced in
everyday life.
4. You might gain a better understanding of high-quality early childhood programs
by participating in this study. You might gain a better understanding of the
relationship between assessment instruments and real nursery school operations.
You might realize the importance of the nursery school assessment instrument. In
addition, this research might provide a better understanding of how assessment
instruments affect nursery school operation. This information could help the
academic authorities and city government to understand practical needs, and to
make nursery school assessment better. This information might assist
practitioners in getting used to nursery school assessment.
5. It will take about 45 minutes to complete the questions.
6. All information from the surveys will be held in strict confidence by the
researcher. If this research is published, no names of individuals or schools will
be revealed in the reports of this study.
7. You can ask questions about the research. The person in charge will answer your
questions. Please contact Wen-ling Chen at (814) 278-8867 or wuc110@psu.edu
with questions. If you have questions about your rights as a research participant,
contact Penn State’s Office for Research Protections at (814) 865-1775.

260
8. There is a small gift for every participant.
9. You will participate in this study voluntarily. You can stop your participation at
any time by telling the investigator. There is no obligation to answer any
questions.

I have read this consent form and understand the information that has been given
to me. I understand that I must be 18 years of age or older to consent to participate in this
research study. I agree to participate in this study voluntarily, as an authorized part of the
education and research program of the Pennsylvania State University. I understand that I
will sign two copies of the consent forms: one is for my own personal copy, and the other
is for the research’s records.
I hereby agree to participate in this study

_______________________________
Participant Signature

_____________________
Date

________________________________
Investigator Signature

_____________________
Date

If you have any questions or concern, please contact the following persons:
Investigator

Thesis Advisor

Wen-ling Chen
470 Waupelani Dr. #302
State College, PA 16801
Tel: (814) 278-8867
E-mail: wuc110@psu.edu

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

Appendix I
Summary of the Research Questions Related Variables, Scale of Measurement, and
Analysis Techniques

Research Question
1. How do the nursery
school directors and
teachers view
academic
authorities’ design
of assessment
instruments as tools
for developing
professional early
childhood
education/care?

Variables
Independent
Age
Working position
Highest education
completed
Academic area
Years of being a
teacher
Number of
children
Number of
teachers

Scale of
Measurement
Interval
Nominal
Nominal
Nominal
Interval
Interval
Interval

Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development
2. How do the nursery
school directors and
teachers make
decisions about
developing selfdesigned activities
and purchasing
packaged
instructional
materials?

Independent
Age
Working position
Highest education
completed
Academic area
Years of being a
teacher
Number of
children

Interval
Nominal
Nominal
Nominal
Interval
Interval

Analysis Technique
1. Descriptive statistics
was used to calculate
the variables for
frequency and percent.
2. Paired samples t-test
was used to pair
interval dependent
variables.
3. Expectedly the
nominal independent
variables will be
correlated with the
nominal dependent
variables by using Chi
square.

1. Descriptive statistics
was used to calculate
the variables for
frequency and percent.
2. Paired samples t-test
was used to pair
interval dependent
variables.
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Number of Interval
teachers
Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development
3. What are the views
of nursery school
directors and
teachers about
documenting early
childhood
education/care
regularly?

Independent
Age
Working position
Highest education
completed
Academic area
Years of being a
teacher
Number of
children
Number of
teachers

Interval
Nominal
Nominal
Nominal
Interval
Interval
Interval

Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development

4. What is the
feasibility of parent
education plans and
family services?

Independent
Age
Working position
Highest education
completed
Academic area

Interval
Nominal
Nominal
Nominal

3. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables by using Chi
square.

1. Descriptive statistics
was used to calculate
the variables for
frequency and
percent.
2. Paired samples t-test
was used to pair
interval dependent
variables.
3. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables by using
Chi square.
4. Pearson correlation
was used to correlate
interval independent
variables with the
interval dependent
variables.

1. Descriptive statistics
was used to calculate
the variables for
frequency and
percent.
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Years of being a Interval
teacher
Number of Interval
children
Number of Interval
teachers
Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development

2. Paired samples t-test
was used to pair
interval dependent
variables.
3. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables by using
Chi square.
4. Point-biserial
correlation was used
to correlate interval
independent
variables with the
nominal dependent
variables.

5. What are the views
of nursery school
directors and
teachers about not
teaching Chinese
phonetic signs
(Pin-In) activities
and writing in
nursery schools?

Independent
Age
Working position
Highest education
completed
Academic area
Years of being a
teacher
Number of
children
Number of
teachers

Interval
Nominal
Nominal
Nominal
Interval
Interval
Interval

Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development

1. Descriptive statistics
was used to calculate
the variables for
frequency and
percent.
2. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables by using
Chi square.
3. Point-biserial
correlation was used
to correlate interval
independent
variables with the
nominal dependent
variables.
4. Pearson correlation
was used to correlate
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interval independent
variables with the
interval dependent
variables.
6. What are the
convergent and
divergent views of
nursery school
directors and
teachers regarding
the existing
governmental
assessment
instrument of early
childhood
education/care?

Independent
Age
Working position
Highest education
completed
Academic area
Years of being a
teacher
Number of
children
Number of
teachers

Interval
Nominal
Nominal
Nominal
Interval
Interval
Interval

Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development

1. Descriptive statistics
was used to calculate
the variables for
frequency and
percent.
2. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables using Chi
square after recoding
the dependent
variable into 2 levels
(agree or disagree).
3. Point-biserial
correlation was used
to correlate interval
independent
variables with the
nominal dependent
variables.
4. Pearson correlation
was used to correlate
interval independent
variables with the
interval dependent
variables.

7. To what extent do
the practitioners
indicate
disagreement with
the items on the
governmental

Independent
Age
Working position
Highest education
completed
Academic area

Interval
Nominal
Nominal
Nominal

1. Descriptive statistics
was used to calculate
the variables for
frequency and
percent.
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assessment
instrument?

Years of being a Interval
teacher
Number of Interval
children
Number of Interval
teachers
Dependent
Levels of opinion Nominal
on assessment Interval
instrument of
professional
development

2. Expectedly the
nominal independent
variables were
correlated with the
nominal dependent
variables using Chi
square after recoding
the dependent
variable into 2 levels
(agree or disagree).
3. Point-biserial
correlation was used
to correlate interval
(or nominal)
independent
variables with the
nominal (or interval)
dependent variables.
4. Pearson correlation
was used to correlate
interval independent
variables with the
interval dependent
variables.

Appendix J
The Comparison of the Present Study and the 2002 Kaohsiung City Nursery School
Assessment Report

Assessment Item
19a. Curriculum is planned flexibly
according to individual need
19b. Curriculum has been discussed
among teachers
22a. Teachers should learn actively
22b. Teachers self-reflect on
professional attitudes and growth
22c. Teachers attend in-service training
24a. Use multiple materials that are
appropriate for children’s
development
24b. Use self-designed activities that
are appropriate for children’s
development
24c. Teachers cannot adopt activities
from purchased, packaged
instructional materials
32a. Literacy environment is set up
within a whole language approach
32b. Not teaching of writing in nursery
schools
32c. Not teaching of Chinese phonetic
signs in nursery schools
33a. Talent classes are prohibited
33b. The talent classes are no extra
charge to parents
36 Regular descriptions of special
children’s cases
37a. Regularly writing in the parents’
contact books
37b. Parents response in parents’
contact books

Percent in the
Present Study
Agree Disagree
83.3%

16.7%

91.0%
93.6%

9.0%
6.4%

94.9%
92.3%

5.1%
7.7%

97.4%

2.6%

2002 Kaohsiung City
Nursery School Assessment
Score
High
Median
Low
52.7%

47.3%

29.0%*
64.1%

35.9%

33.3%

66.7%

83.3%

16.7%

17.9%

82.1%

7.7%
14.1%

92.3%
85.9%

59.0%

41.0%

76.9%

23.1%

100%

0%

100%

0%

38.7%

8.6%

43.5%

9.1%

28.4%* 22.6%*

32.8%

27.4%

39.9%

14.5%

58.1%

27.4%

33.3%

43.5%

23.1%

74.7%

21.0%

4.3%
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38. Documenting the descriptions of
children’s development and learning
that include cognitive, social,
emotional, and physical data
39a. Informing the counseling
organization when the school has
children with special needs
39b. Providing counseling information
to parents who have children with
special needs
39c. For the children with special
needs, teachers follow through with
activities recommended by
professionals
40. Regular and continuous
descriptions are written assessing
children’s development
48a. Teachers visit families regularly at
home
48b. Teachers phone families regularly
48c. Teachers record dates and details
about the home visits or phone calls
55. The school actively encourages and
establishes a parent organization
57a. Consulting service is provided to
parents
57b. A schedule or telephone line
exists for parents’ consultation

83.3%

16.7%

30.6%

40.3%

29%

92.3%

7.7%

98.7%

1.3%

33.3%

43.5%

23.1%

84.6%

15.4%

93.6%

6.4%

41.9%

32.3%

25.8%

44.9%
94.9%

55.1%
5.1%

43.0%

33.9%

23.1%

92.3%

7.7%

39.7%

60.3%

9.1%

18.3%

72.6%

94.9%

5.1%

44.6%

39.8%

15.6%

73.1%

26.9%

Note. The 2002 Kaohsiung City Nursery School Assessment scores nursery schools into
high score, median score, and low score depending on quality. The report showed
the percent of schools at each score level.
*The total percentage of item 24 was 80% in the 2002 Kaohsiung City Nursery
School Assessment Report.
The present study shows the percentage of respondents’ agreement.
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