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ABSTRACT 

Professional development of early childhood teachers is a topic with tangible 

meaning for children birth through five and their families who are served through early 

care and education services. This study was conducted to assess the availability and 

accessibility of formal professional development programs that offer college credit and to 

identify strengths and weaknesses in faculty dynamics, the provision of curricula, and 

articulation of credit among institutions of higher education in Florida.  

The education of early childhood teachers has been identified in previous research 

as having positive effects on child outcomes, particularly for children who are from low-

income families. Research on professional development was necessary to determine if 

quality educational opportunities are available and accessible for early childhood teachers 

seeking higher education. Research included examination of formal systems of early 

childhood education. Faculty representatives from 34 of 38 institutions of higher 

education in Florida that offer early childhood or child development degrees comprised 

the sample members for assessment. This was accomplished through replication of 

research, first conducted by Early and Winton (2001) with a national sample.  The 

purpose of the current research was to provide accurate baseline data about the number of 

programs in Florida offering early childhood degrees, the characteristics of faculty in 

those programs and the kinds of coursework and practica experiences provided to 

students; and to describe the challenges faced by faculty members in meeting the 

professional development needs of the early childhood workforce.  Findings included 

descriptive information on curricular content and coverage for early childhood or child 

development programs in Florida, comparisons of 2-year versus 4-year programs, and 

comparisons to findings in the national sample. Results are presented in terms of the early 

childhood student and implications for accessibility, availability, and comprehensibility 

of the early childhood or child development programs within Florida IHEs. 
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CHAPTER I 

INTRODUCTION 

 

 

 

 

Professional development, articulation, and teacher qualifications are related 

concepts, each having potential impact upon the early care and education system for 

young children. Recognizing the need for refinement and definition of the formal and 

informal education system for those who care for and teach young children, stakeholders 

of early care and education and policymakers have begun preliminary investigation and 

discussion of the issues surrounding professional development for early childhood 

teachers. A comprehensive approach, an assessment of formal education systems, was 

necessary before informed decisions could be made.  

Early Childhood Preparation Systems in Florida  

Professional development has been directly linked to quality of child care in 

numerous studies and reports (Cornelius, 1988; Ghazvini & Mullis, 2002; Hayes, Palmer, 

& Zaslow, 1990; Howes, Galinsky, Shinn, Sibley, Abbott-Shim, & McCarthy, 1998). 

This is an issue that warrants careful consideration, planning, and action before 

requirements for early childhood teacher qualifications are modified.  

In Florida, the Pathways to Professionalism project, an initiative funded by the 

Florida Head Start State Collaboration Office was developed to address the professional 

development of early childhood teachers. Through the initiative, partners in early care 

and education were brought together for discussion of research and best practice 

materials with the intent to develop an articulation system for early childhood teachers.  

Progress was made in both phases of the project with the identification of position levels, 

varying of job titles and corresponding education requirements for each level. This 

product and other related work (Clifford & Maxwell, 2002; Whitebook, 2003) provides a 

foundation for continued progress for professional development standards. With the 
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heightened attention teacher qualifications have been given with promotion of Voluntary 

Universal Prekindergarten [Florida’s Constitution Section 1: Public Education, 

paragraph (b)], the time appears ripe for a renewed commitment to further developing 

professional development standards in the early care and education system. The current 

study provides valuable baseline data that will enable informed decision making related 

to early childhood teacher preparation programs.   

Benchmarks of Progress in Florida. Consideration of early childhood educator 

expertise is significant on many levels. Early childhood educator expertise and 

knowledge about child development was found to be critical to children’s learning and 

care (Dwyer, Chait, & McKee, 2000; National Institute of Child Health and Human 

Development, 1999; Zaslow, Calkins, & Halle, 2000). For this reason, workforce 

development is a fundamental issue related to early care and education.  What follows 

below are the benchmarks of progress in Florida relative to training and education in 

early childhood education and related studies. 

State Mandated Coursework 

All child care facility personnel, except volunteers who work less than 40 hours per 

month, must complete and pass a competency exam for the Florida Department of 

Children and Families’ approved 40-hour Introductory Training (FDCF, 2004).  

Introductory Training Part I (30 hours) 

Introduction to Child Care (20 hrs) 

 State and Local Rules and Regulations 

 Health, Safety and Nutrition 

 Identifying and Reporting Child Abuse and Neglect 

 Child Growth & Development 

Behavioral Observation & Screening (10 hrs) 

Introductory Training Specialized Modules Part II (10 hours) 

 Infant and Toddler Appropriate Practices 

 Preschool Appropriate Practices 

 Special Needs Appropriate Practices 

 School-Age Appropriate Practices 
 

Child Development Associate Equivalency (CDA Equivalency) 

The CDA Equivalency is a Florida Department of Children and Families’ approved 

training program that provides a similar level of training as the CDA and meets licensing 

requirements.  
 

Child Development Associate (CDA) 

A Child Development Associate is a national credential, recognized throughout the 

United States, which is issued by the Council for Professional Recognition in 

Washington, DC.   
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Director Credential 

The Director Credential is a comprehensive credentialing program consisting of 

educational and experiential requirements at two levels, foundational and advanced.  
 

Associate of Science Degree (A.S. Degree) 

An Associate of Science program provides the knowledge necessary to perform and excel 

in a particular profession. Some of the credits earned in an A.S. degree program can be 

transferred to a four-year college or university. The A.S. curriculum is not considered 

equal to the first two years of a bachelor’s degree.     
 

Associate of Arts Degree (A.A. Degree) 

An Associate of Arts program is a two-year (full-time) course of study that covers the 

core materials needed to complete the first two years of a four-year bachelor's degree. 
 

Bachelor’s Degree 

A Bachelor’s Degree is awarded after 4 years (full-time) of education at a four-year 

college or university. 

 

Little is known about early childhood teacher preparation programs from a 

systemic perspective. There is no documentation of the articulation of early childhood 

coursework from 2- to 4-year institutions of higher education in Florida. Research 

examining formal systems of early childhood teacher preparation can provide necessary 

information for university, college, and community college faculty, as well as 

policymakers to assess a state’s current system for formally educating early childhood 

teachers and make determinations on quality improvement efforts.  

Purpose 

Professional development is a current policy topic with tangible meaning for 

children and families served by birth to five services. Prior to considering systematically 

increasing demands for education and training for early childhood teachers, research was 

conducted in order to assess the availability and accessibility of professional development 

programs and to strengths and weaknesses in faculty dynamics, the provision of curricula, 

and articulation of credit among institutions of higher education in Florida. The purpose 

of the current research was to provide accurate baseline data about the number of 

programs in Florida offering early childhood degrees, the characteristics of faculty in 

those programs and the kinds of coursework and practica experiences provided to 

students; and to describe the challenges faced by faculty members in meeting the 

professional development needs of the early childhood workforce.  
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Statement of the Problem  

Justification for Selection of Topic. Workforce development is a fundamental 

issue in early care and education systems. A modest body of research exists on the 

relationship of early childhood teacher education, training experiences and classroom 

practices. Researchers currently focusing on this area of interest have indicated an 

importance in coursework and specific training in the area of child development and child 

care, but has not addressed the system of formal education and articulation (Bordin, 

Machida, & Varnell, 2000; Dunn, 1993; Epstein, 1999; Ghazvini & Mullis, 2002). 

Addressing the issue of articulation requires investigation of the current formal education 

system to determine if improvements are necessary and can be made.   

Currently in Florida, the only standard for the care of young children is an age 

restriction. All early childhood teachers must be 18 years of age. While researchers have 

indicated that specific training and education are important to the provision of quality 

care (Dwyer, Chait, & McKee, 2000; National Institute of Child Health and Human 

Development, 1999; Zaslow, Calkins, & Halle, 2000), Florida has not yet mandated 

professional development in legislation beyond 40 hours of training. Legislators began 

discussiing teacher qualifications in 2002 as part of Voluntary Universal Prekindergarten 

legislation [Florida’s Constitution Section 1: Public Education, paragraph (b)]. Research 

was necessary to determine the extent to which early childhood education is accessible, 

how and by whom it is delivered, and whether or not coursework articulates toward a 

four-year college degree. This research was designed to contribute to the breadth and 

depth of understanding related to early childhood teacher preparation programs in 

Florida. 

Research Questions 

 The following research questions direct the study: 

1. What are the general characteristics of higher education programs offering 

early childhood degrees (e.g., characteristics of faculty in those programs, 

coursework and practica experiences provided to students)?  

2. What are the relationships between the institution type and general 

program characteristics? (e.g., faculty race/ethnicity)? 

3. What are the challenges faced by faculty members in meeting the 

professional development needs of the early childhood workforce? 

4. What is the level of articulation between institutions of higher education 

as students take coursework for credit? 
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Definitions 

The following definitions were derived from related literature and research in 

child development.  

Early Childhood Development. Early childhood development refers to the 

period of growth and early learning of young children from birth to five. Related terms 

also referring to birth to five services include early care and education and early 

childhood teachers (Early & Winton, 2001). 

Professional Development. Relative to early care and education, professional 

development is a broad term that refers to the amount of time teachers spend on 

becoming educated in theory and practice. Professional development activities may 

include formal education, in-service training hours, training that is not mandated or for 

credit, or a combination of these. For the purpose of this research, professional 

development refers to the formal education systems of 2- and 4-year institutions of higher 

education (Early & Winton, 2001).  

Higher Education. Two- and 4-year post secondary, credit earning programs that 

provide training. For the purpose of the proposed research, higher education will refer 

specifically to the formal training of early education and care workers (Early & Winton, 

2001). 

Articulation. The linking together of programs, faculties, campuses and 

community entities in order to allow normal progression and a smooth transition through 

the educational system and to maintain continuity in the student’s academic program 

(Wheelock College Institute for Leadership and Career Iniatiatives, 2003).  

Status of programs. The work requirements of higher education faculty, such as 

course load, research requirements, and student load as commiserate with salary and 

benefits (Early & Winton, 2001). 
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CHAPTER II 

REVIEW OF LITERATURE 

 

 

 

 

Theoretical Framework 

 

Ecological Systems Theory. Bronfenbrenner’s Ecological Systems Theory 

addresses children’s development within the context of relationships among complex 

layers of environment, each having an effect on the development of a child 

(Bronfenbrenner & Morris, 1998). The interaction between the child’s natural biology, 

immediate family and community environment, as well as societal structures and 

processes effects and directs development. Changes or conflict occurring within the 

system result in modifications of the system in relation to the child’s development. In the 

study of human development, it is necessary to not only examine individuals in their 

immediate environment, but the interactions within the larger environmental systems as 

well (Bronfenbrenner & Morris, 1998). In relation to the study of child care systems then, 

structures and processes of quality must be examined, such as the professional 

development of early childhood teachers. 

  Children are affected by families, child care, and the neighborhoods in which they 

reside (Bronfenbrenner & Morris, 1998). Relationships among these influence the 

individual development of each child. For example, relationships between children and 

parents, children and early childhood professionals, and parents and early childhood 

professionals all shape the development of a child. Additionally, children are affected by 

processes that are not direct components of their daily living, such as the workforce, state 

licensure requirements, community-level planning and implementation of quality 

initiatives, and state-level laws and policies.  

Early childhood teachers are also affected by direct environmental processes such 

as children and families, child care programming operations, and their local communities. 

Just as a young child, early childhood teachers are affected by processes that are not 

direct components of their daily living, such as workforce development, community-level 

planning and implementation of quality initiatives. The ability of teachers to provide 
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quality care is also impacted by structural components such as individual program 

requirements, state licensure requirements, and state-level laws and policies.  

Application of the ecological perspective provides a framework for understanding 

how institutions of higher education can support and improve quality initiatives that 

promote the professional development of early childhood teachers, and ultimately 

influence the development of young children. In relation to the ecological systems theory, 

the development of a child occurs within the microsystem via proximal processes. This 

applies equally to the early childhood teacher and to the child in the study of child care 

systems. Proximal processes refer to the enduring reciprocal interactions between an 

individual and the persons, objects, and symbols in the immediate environment 

(Bronfenbrenner & Morris, 1998). The characteristics of the individual are both a 

producer and a product of development. Therefore, within the microsystem, the 

individual characteristics of the early childhood teacher must be considered (see Figure 

1). Specific to early childhood teacher preparation and students’ abilities to acquire 

knowledge on child development and care, it is posited that proximal processes have 

greater impact in quality early childhood teacher preparation programs. This is because 

early childhood students are seeking educational resources to become educated and 

therefore, capacity and motivation are assumed (Bronfenbrenner & Morris, 1998).  

Analysis of the professional development opportunities existing for early 

childhood teachers is a microsystem issue. However, the quality of care an early 

childhood teacher provides is a developmental outcome afforded to the child and family 

on the basis of the larger ecological systems.  Application of the larger systems include 

the relationship between child, parent, and education in the mesosystem. The exosystem 

relates to the work site, flex time, child care subsidies, training, and career ladders within 

child care. The macrosystem includes values, beliefs, and child care as a large system of 

service. The chronosystem includes dynamics such as recession and the war on terrorism 

that peripherally affect the other systems. The layers of the system directly and indirectly 

impact the development of children and of early childhood teachers. Therefore, 

collaborative efforts are necessary for meeting the needs of every child and developing a 

cohesive system of quality early care and education. See Figure 1, Ecological Systems 

Theory, Birken Model. ttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttttt       
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Figure 1. Ecological Systems Theory, 

Birken Model 
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Theoretical application to professional development. A large portion of 

research on child development identifies factors that influence children’s readiness for 

school, beginning with the child and extending outward to encompass the family, early 

care and education programs, and the community (Zaslow, Calkins, & Hall, 2000). This 

ecological perspective may provide a useful framework for understanding how child care 

and early learning systems can support and improve quality initiatives that promote 

healthy child development and school readiness. In particular, the ecological perspective 

frames the professional development issue investigated in the current study by providing 

clear linkages between the provision of quality child care, the professional competency of 

early childhood teachers, and optimal development of young children.  

General systems theory is an alternate theory that could be considered for 

application to the research. However, child development is so closely aligned with 

environmental constructs and the influence of multi-layers in a system that the ecological 

framework provides a more natural leveling system to coordinate research. While it could 

be argued that a general systems perspective, whereby one action influences change on 

many levels, would guide the design and methodology of child development research, the 

ecological perspective more directly addresses environmental processes. In the 

investigation of professional development, consideration must be given to indicators of 

quality and general processes that influence an individual’s growth and development. The 

professional development of early childhood teachers has potential bearing on the 

provision of quality care. In turn, the quality of care children receive has direct influence 

on children’s developmental outcomes (Dwyer, Chait, & McKee, 2000; National Institute 

of Child Health and Human Development, 1999; Zaslow, Calkins, & Halle, 2000). 

Therefore, the Ecological Systems Theory was selected for application of a theoretical 

framework to research on the preparation of early childhood teachers. 

Quality Child Care and Early Learning 

Research in the 1990’s confirmed the significance of the early years in a child’s 

life and verified for early childhood professionals and parents that the first five years of a 

child’s life are the critical period for brain development (Dwyer, Chait, & McKee, 2000; 

Kroll & Rivest, 2000; Zaslow, Calkins, & Halle, 2000). It is now accepted by 
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neuroscientists and child developmentalists alike that the first five years of a child’s life 

are critical for school success and serve as a foundation for adult productivity (Dwyer, 

Chait, & McKee, 2000; Kroll & Rivest, 2000; National Institute of Child Health and 

Human Development, 1999; Zaslow, Calkins, & Halle, 2000). In the early years of a 

child’s life, development occurs at a rapid pace and profound changes take place in 

cognitive development, language, and social skills. Rich learning environments and 

positive, prosocial relationships contribute to a child’s developmental progress (Kroll & 

Rivest, 2000). Children’s early experiences are the foundation for future learning and 

development.  

 Young children grow and learn within the context of families and communities 

and development is therefore not simply a set of milestones that children independently 

attain, but rather a complex function of interactions and environment (Katz, 1996).  

Children’s development is a process that affects and is affected by families, early 

childhood professionals, and society (Bronfenbrenner & Morris, 1998).   

Through his research on child care, Katz (1993) proposed a model of four 

perspectives related to quality.  The four perspectives are: (a) the perspective of 

researchers and professionals in the field, (b) the perspective of parents using child care, 

(c) the perspective of child care staff, and (d) the perspective of the children in child care.  

Katz contended that while all four perspectives inform child care policies related to 

quality, the researcher/professional perspective has greatest influence. According to Katz, 

the researcher/professional perspective focuses on program attributes and consists of 

structural, global, and process components.  Structural components include group size, 

staff qualifications and levels of experience, and child/teacher ratio (Bordin, Machida, & 

Varnell, 2000; Dunn, 1993; Epstein, 1999; Ghazvini & Mullis, 2002; Katz, 1993). Global 

quality is related to environment, specifically classroom practices that promote child 

growth and development (Ghazvini & Mullis, 2002; Katz, 1993).  Process quality is 

related to adult responsiveness and interactions with children (Ghazvini & Mullis, 2002; 

Katz, 1993). Katz’s four model perspective has been used to guide research on quality 

care attributes (Ceglowski & Bacigalupa, 2002; Ghazvini & Mullis, 2002).  

The reasons to continue the study of child care quality are numerous. The quality 

of care impacts children’s development, including cognitive, social, and health outcomes 
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(Ceglowski & Bacigalupa, 2002; Kroll & Rivest, 2000). Furthermore, a sizeable number 

of programs provide insufficient quality that might actually jeopardize development 

(Ceglowski & Bacigalupa, 2002; National Institute of Child Health and Human 

Development, 1999). Continued research is necessary to expand the current 

understanding of child care programs and potential effects for children and families.  

Achieving the goal of accessible, affordable high-quality early care and education 

experiences for children is only possible with the formation of a coordinated system of 

services in states and communities that are supported by financing strategies that provide 

the necessary resources (National Association for the Education of Young Children, 

2001). State-level planning and support for a coordinated system of early care and 

education is one facet of achieving goals relative to quality care.  Research and policy 

development are also related to child care quality (Ceglowski & Bacigalupa, 2002; Katz, 

1993). 

Quality Care Impacts Families and Communities 

Trends in family dynamics have brought significant changes to the daily lives of many 

children (Ceglowski & Bacigaluper, 2002). For many reasons, family life situations are such 

that child care is now a reality for a large percentage of young children. It is estimated that 53 

percent of all 3- and 4- year-old children are enrolled in early care and education programs 

including Head Start, child care centers, and preschools (Zaslow, Calkins, & Halle, 2000).  

The necessity for dual-incomes, the family constellations of single-parent families, and 

the movement of welfare to work have increased the need for early care and education 

services (Ceglowski & Bacigaluper, 2002; Kagan & Bowman, 1997). The selection of 

services for dual-income families, working poor, and low-income families are constrained by 

the cost and convenience of care.  These families rely on child care arrangements, but do not 

necessarily have the resources to locate or afford high quality care (Ceglowski & Bacigaluper, 

2002).  It is critical that quality early care and education services are available and accessible. 

Unfortunately, the reality of child care in Florida, and in our nation, is that while it is 

inevitable that great proportions of children are spending time in care outside their home, they 

are not in settings of sufficient quality to give children adequate foundations for later learning 

(Ceglowski & Bacigaluper, 2002; National Institute of Child Health and Human 

Development, 1999). 
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The physical and material environment, family environment, social and community 

environment can all affect a young child’s healthy development (Shields & Berhman, 2002). 

The pattern for family’s involvement with children’s formal learning is established during the 

early care and education years (Dwyer, Chait, & McKee, 2000). Because families are 

children’s first teachers, early childhood teachers have a responsibility to engage families and 

ensure open communication and positive relationships that support children’s development 

(National Institute of Child Health and Human Development, 1999). It is important then, that 

the professional development of early childhood teachers prepare them for incorporation and 

inclusion of families in the early care and education system.  

Quality Care Impacts Children’s Development 

Children’s cognitive growth and language development are influenced by interactions 

with adults (National Institute of Child Health and Human Development, 1999). Early 

childhood professionals must plan for these learning opportunities. Quality depends on the 

ability of early childhood professionals to listen, observe, interact, and expand children’s 

learning over time (Dwyer, Chait, & McKee, 2000; National Institute of Child Health and 

Human Development, 1999; Zaslow, Calkins, & Halle, 2000). Continuity is essential to the 

provision of quality care. Children thrive in environments with consistent, stable relationships. 

Structural features of care that support such interactions include better staff-child ratios, group 

size, the education, training, and compensation of early childhood professionals (Kroll & 

Rivest, 2000; Zaslow, Calkins, & Halle, 2000). Strong programs keep staff long-term and 

have low turnover, employ staffing patterns with primary care systems, use a team approach, 

and maintain the same peer group during transitions (Dwyer, Chait, & McKee, 2000; Shields 

& Berhman, 2002).  

Children’s outcomes, socially, emotionally, and relative to learning, are influenced by 

the quality of care received. The amount and length of time a child participates in high-quality 

settings, as well as the consideration to individual needs and development, influence child 

outcomes (Dwyer, Chait, & McKee, 2000; Shields & Berhman, 2002; Zaslow, Calkins, & 

Halle, 2000). Children are best served and learn more in small group care settings with 

experienced early childhood professionals who have the time to plan for children’s individual 

development (National Institute of Child Health and Human Development, 1999). 

Additionally, the early care and education system must account for quality factors such as, the 
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younger the child the more individualized the programming must be for quality outcomes 

(Dwyer, Chait, & McKee, 2000). Improvement to early care and education involves a 

commitment to the success of each caregiver and adult who interacts with children on a daily 

basis. Formal education systems should support the professional development of early 

childhood teachers and provide them with necessary resources and knowledge to provide for 

children’s early learning and accommodate children’s developmental needs.  

Indicators of Quality 

Quality indicators for child care and early learning include components of 

structure and process. Structural and process indicators, such as group size, ratio, and 

educational background have been positively correlated with quality care (Bordin, 

Machida, & Varnell, 2000; Dunn, 1993; Epstein, 1999; Ghazvini & Mullis, 2002). From 

a programmatic vantage point, these indicators relate to early childhood teacher processes 

and lead to meaningful child outcomes.  

Saluja, Early, and Clifford (2002) presented findings related to structural 

components of programming for young children. Major findings include program 

descriptors, such as for-profit centers outnumber other types of centers; most programs 

operate more than 8 hours a day, almost none operate at night; structural features vary 

with regard to program type; and early childhood teachers are diverse with regard to 

educational background with approximately half having a college degree. The researchers 

concluded that the number of early childhood programs in public schools has grown in 

the past 10 years, in fact programs have nearly doubled in size. Overall, the researchers 

reported that their findings include many similarities to the structural condition of care 10 

years ago. The findings are indicative of the stagnant nature of child care and early 

learning systems nationwide. The availability and accessibility of programs has 

expanded, but quality components have not been impacted by the growth of the field. 

Overall, quality, as rated by structural components of care (e.g. teacher education and 

background, turnover rate, group size, ratio), was assessed at insufficient or minimal 

levels of care in the national sample of programs studied.  Implications from this research 

include the need for researchers of child development to investigate individual 

components of child care programs to guide policy decision-making processes 

surrounding child care and early learning systems.  
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Based on their study of child care programs, Phillipsen, Buchinal, Howes, and 

Cryer, (1997) examined the prediction of process quality from structural features of care. 

Regarding the relationship between structural and process indicators of quality, Phillipsen 

et. al, (1997) concluded that structural measures predicted process quality more strongly 

in the preschool classrooms than in the infant and toddler classrooms. Further, it was 

found that teacher wages and adult:child ratio were the strongest predictors of process 

quality.  

In a study conducted by Dunn (1993) examining proximal and distal forms of 

quality and their relationships to children’s social and cognitive development, it was 

concluded that although family characteristics are important in determining children’s 

developmental outcomes, child care quality does play a role in the lives of children and 

families. Additionally, that early care and education experiences can better predict 

children’s social development than cognitive. In related findings, the National Institute of 

Child Health and Human Development study (2002) presented three main findings: 

maternal care giving was a strong predictor of cognitive competence as rated by teachers; 

an associate exists between non-maternal care giving and both cognitive and social 

competence; and that the tested mediated path of structure to process to outcomes was 

validated.  

In relating structural characteristics of quality to early childhood teacher 

processes, Ghazvini and Mullis (2002) reported that early childhood teachers conveyed 

moderate levels of social involvement and satisfaction, as well as moderate levels of 

perceived stress. In their study of child care quality components, it was also determined 

that a warm and caring relationship between a teacher and a child is highly valued. 

Ghazvini and Mullis found observer ratings to be consistent with teachers’ self-

assessments and that teachers observed as more sensitive and less punitive were more 

likely to work in centers with higher ratings of global quality care.  

Bordin, Machida, and Varnell (2000) also examined the relationship between 

structural and process indicators and additionally assessed provider knowledge as a 

predictor of process quality. Family child care homes were observed using environmental 

and interaction scales. Results lent support to the premise that state licensing of child care 

and training is related to care giving quality in family child care homes. The researchers 
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reported that structural indicators were inadequate as predictors of quality. However, 

overall structural and process indicators of quality, as well as knowledge indicators were 

significant predictors of process quality.  

Researchers have communicated the need for effective, accessible early childhood 

programs (Bordin, Machida, & Varnell, 2000; Dunn, 1993; Epstein, 1999; Ghazvini & 

Mullis, 2002) and the need for sharing findings and knowledge with early childhood 

teachers, parents, and policy makers (Phillipsen et al., 1997; Saluja, Early, & Clifford, 

2002). Although a clear discrepancy exists between professional development of early 

childhood teachers and classification of structural versus process indicators of quality, it 

is evident that professional development, as related to quality care and education, requires 

further investigation. 

Numerous researchers have emphasized the need for quality early childhood 

training and educational opportunities (Cornelius, 1988; Ghazvini & Mullis, 2002; 

Hayes, Palmer, & Zaslow, 1990; Howes, Galinsky, Shinn, Sibley, Abbott-Shim, & 

McCarthy, 1998). Structural indicators of quality include many aspects that relate to the 

role of the early childhood teacher, such as teacher/child ratio, educational level, and 

amount of specialized training. Analysis of research in this area is needed to enlighten the 

larger issue of teacher preparation and professional development of early care and 

education systems.  

Professional Development of Early Childhood Teachers  

Quality care, no matter how it is defined, is logically correlated with the provision 

of care and specifically, the teacher (Bowman, Donovan, & Burns, 2001). There are 

many characteristics that are universal to high quality teachers. Quality teachers, for 

example, are responsive to children’s needs, understand the significance of building and 

enhancing early learning experiences, individualize their approach to children’s learning, 

provide choices and not limitations, and willingly share the direction of learning by 

engaging with children and following children’s natural interests (Bowman, Donovan, & 

Burns, 2001; Ghazvini & Mullis, 2002; Helburn, 1995). Additionally, quality teachers 

must have knowledge of early care and education settings, evidence-based practices, and 

be competent in their ability to provide care to children with disabilities and special 

health care needs, children diversified in ethnicity and culture, as well as children in 
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specific stages of development such as infancy, preschool, or school age (NAEYC, 

1996). Further, early childhood teachers and professionals must have familiarity with 

early care and education settings and related implications for care, such as center-based 

versus family child care homes (Kontos, Hsu, & Dunn, 1994). 

The National Research Council released Who Cares for America’s Children? In 

which researchers concluded that overall education and training specific to child 

development are related to positive outcomes for children, with training as the more 

important factor (Hayes, Palmer, & Zaslow, 1990).  Specific to Florida, authors of The 

Florida Child Care Improvement Study reported that an increase in required professional 

preparation and an increase in training hours for teachers resulted in improved overall 

quality, as well as teacher responsiveness (Howes et al., 1998).  Overall, researchers have 

concluded that years of educational experience, formal or otherwise, have a positive 

correlation with teacher quality (Cornelius, 1988; Ghazvini & Mullis, 2002; Hayes, 

Palmer, & Zaslow, 1990; Howes, Galinsky, Shinn, Sibley, Abbott-Shim, & McCarthy, 

1998). Therefore, in studies related to this issue, researchers conclude that generally 

teachers with bachelor degrees provide higher quality care and interactions.  National 

researchers, experts, and advocates are consistently promoting an increase for the 

minimum qualifications of early childhood teachers (Clifford & Maxwell, 2002; 

Whitebook, 2003). The content and processes in place for teacher preparation, both 

formal and informal, require further investigation to determine if early childhood teachers 

have ample opportunities and career pathways for professional development 

opportunities. 

While findings differ slightly based on design and sample, many researchers have 

concluded that training does impact early childhood teachers’ abilities to provide quality 

services to young children and families (Arnett, 1989; Bordin, Machida, & Varnell, 2000; 

Cassidy, Buell, Pugh-Hoese, & Russell, 1995; Cornelius, 1988; Dunn, 1993; Early & 

Winton, 2001; Rhodes & Hennessy, 2000; Sluss & Minner, 1999). Additionally, in their 

processes of program evaluation, investigation, or assessment of early childhood 

teachers’ abilities to receive education and training, researchers addressed the need for 

accessible, quality early childhood teacher preparations programs (Arnett, 1989; Bordin, 

Machida, & Varnell, 2000; Cassidy, Buell, Pugh-Hoese, & Russell, 1995; Cornelius, 
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1988; Early & Winton, 2001; Rhodes & Hennessy, 2000; Saracho, 1988; Sluss & 

Minner, 1999).  Early and Winton (2001) found that early childhood teacher preparation 

programs have a presence in the higher education system, but that faculty and staff are 

often outnumbered by the demand for coursework. Cornelius (1988) concluded that the 

skill set necessary for the provision of quality care required additional training and 

coursework to be made available to early childhood teachers. Availability, accessibility, 

and quality of early childhood education preparation programs are constructs related to 

the professional development of early childhood teachers.  

Predominant structural features of early childhood programs in relation to 

teachers include teacher background, such as training and education, as well as 

teacher:child ratio, and group size (Bordin, Machida, & Varnell, 2000; Dunn, 1993; 

Epstein, 1999; Ghazvini & Mullis, 2002; National Institute of Child Health and Human 

Development, 2002; Phillipsen et al., 1997; Saluja, Early, & Clifford, 2002). Research in 

this area indicates that structural components of early childhood programs are related to 

overall quality and provision of care. 

Preparation of Early Childhood Teachers  

The preparation of early childhood teachers includes both formal and informal 

professional development opportunities. Many variables associated with the provision of 

care are related to training and education. Arnett (1989) concluded that training is related 

to the attitudes and behavior of teachers. Specifically, it was reported that training was 

related to less authoritarian childrearing attitudes and to a more positive interaction style 

with children, with less punitiveness and detachment.  Cassidy et al., (1995) examined 

the effect of community college coursework on beliefs and classroom practices of 

teachers in child care centers. The researchers concluded that completion of at least 12 to 

20 credit hours of community college coursework resulted in significantly more 

developmentally appropriate beliefs and practices for the teachers studied. Additionally, 

completion of a 120-hour training program resulted in higher levels of teacher sensitivity 

and higher levels of play among children cared for by trained early childhood teachers 

(Rhodes & Hennessy, 2000).   

Two of the studies examined in relation to early childhood teacher preparation 

dealt with the role of higher education (Early & Winton, 2001; Sluss & Minner, 1999; 
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1988). Early and Winton (2001) conducted a national survey of institutions of higher 

education. Of the colleges identified, a random, stratified selection of 600 programs was 

made and from which 438 colleges participated.   The researchers found the three highest 

rated challenges for the university systems in the provision of early childhood education 

programs were “difficulty attracting and retaining ethnically and linguistically diverse 

faculty;” “‘students’ competing work or family related responsibilities;” and “attracting 

and keeping students due to poor working conditions and wages in the field of early 

childhood education.”  Faculty of two-year facilities reported “problems with transfer of 

credits” to be a greater challenge than did four-year university faculty.  

In their assessment of university and early childhood partnership programs, Sluss 

and Minner (1999) found that although university and public school faculty held similar 

views on mentors, the quality of tomorrow’s teachers, and the contextual setting for 

preparing teachers, their views were slightly different on how to achieve these goals. 

University faculty felt that students needed additional on-campus classes, while 

classroom teachers felt that the students needed more classroom experience. 

Cornelius (1988) examined the academic preparation and training of early 

childhood teachers and presented results that showed that skill demands are numerous for 

the early childhood professional. Early childhood teachers indicated that their positions 

required planning in many aspects of the child’s development. Observation skills, 

planning integration skills, and diagnosis of children’s needs were rated as extremely 

important by the majority of cooperating teachers responding to the survey.  

Many researchers, working in this area of study, communicated the need for 

effective, accessible early childhood teacher preparation programs (Arnett, 1989; Cassidy 

et al., 1995; Early & Winton, 2001; Kontos, Howes, & Galinsky, 1996; Rhodes & 

Hennessy, 2000) and the need for additional research on informal and formal 

opportunities for professional development (Cassidy et al., 1995; Sluss & Minner, 1999). 

Systems for delivery of early childhood teacher preparation require further investigation, 

especially as related to articulation of training and coursework. 

Review of Literature Summary and Conclusions  

Research on early care and education system is a necessary component of the 

strategic planning and implementation process for professional development initiatives in 
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most states.  Practical and policy implications for this research are widespread. The 

research related to professional development warranted further investigation and attention 

by policymakers making decisions about the professional development of early childhood 

teachers. Additionally, consideration must be given to the impact of structural and 

process components of quality on the functions of early childhood teachers. The lack of 

research focused on this area of study is indicative of the need for continued investigation 

to ensure knowledge of quality practices and principles related to the professional 

development of early childhood teachers.  If early childhood teachers’ knowledge of 

child development and best practices influence children’s development, then the issue of 

professional development must further be investigated to ensure adequate preparation of 

early childhood teachers.  

Professional development, articulation, and teacher qualifications are related 

concepts, all with undeniable impacts upon the early care and education system for young 

children. State agencies, not-for-profit organizations, families and other early childhood 

stakeholders have recognized the need for refinement and definition of the formal and 

informal education system for those who care for and teach our youngest children. A 

comprehensive examination of the current system enables early childhood stakeholders, 

policy makers, and community members to make informed decisions regarding the early 

care and education system in Florida.    

Furthermore, results and implications related to this research have potential 

national bearing. Early and Winton, researchers from the original 2001 study, have 

communicated that other states have expressed interest in replication, but have not yet 

moved forward to conduct research. This research will be disseminated and shared to 

contribute to the overall body of knowledge related to early childhood teacher preparation 

systems, and will be especially significant to other states beginning to examine 

professional development systems.   
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 CHAPTER III 

METHODS 

 

 

 

 

Professional Development Research 

 

Research was conducted on professional development and articulation of the child 

care workforce in Florida. Research focused on formal systems of early childhood 

education. This was accomplished through replication of research, first conducted by 

Early and Winton (2001) with a national sample.  The purpose of this research was to 

provide accurate baseline data about the number of programs in Florida offering early 

childhood degrees, the characteristics of faculty in those programs and the kinds of 

coursework and practica experiences provided to students; to compare the status of the 

early childhood programs with the overall status of the institution in which the early 

childhood program resides on certain key variables (e.g., faculty race/ethnicity); and to 

describe the challenges faced by faculty members in meeting the professional 

development needs of the early childhood workforce.  The following procedures were 

followed to conduct this study: (a) identification and modification of the national survey 

developed by Early and Winton (2001); (b) identification of institutions of higher 

education in Florida offering early childhood coursework; (c) obtaining human subjects 

approval to conduct research; (d)  conducting the survey; and (e) treatment of the data. 

Foundational Research 

Preparing the workforce: early childhood teacher preparation at 2- and 4-year 

institutions of higher education (Early & Winton, 2001) 

“Better understanding the goals, capacity, supports, and challenges of the programs 

that train the early childhood workforce is essential as policymakers think about 

increasing preservice and in-service requirements,” (Early & Winton, 2001). The 

National Center for Early Development & Learning (NCEDL) conducted a survey on a 

nationally representative sample of early childhood teacher preparation programs at 2- 

and 4-year colleges and universities to address this need. Findings from Early and 

Winton’s (2001) research provide baseline data to monitor progress as states and federal 
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agencies raise standards by increasing requirements for early childhood teacher 

education. 

Research findings. The data provide evidence that more resources are needed for 

early childhood teacher preparation. Although, there are many programs (over 1,200 

nationwide with almost one-third of all Institutions of Higher Education having some 

kind of early childhood teacher preparation program); these programs are housed in a 

variety of departments (e.g., home economics, family studies, child development) and 

have a multitude of names. Most programs offer Associate's or less than Associate's 

degrees, with fewer than half offering a Bachelor's degree.  

Winton and Early (2001) reported that the diversity challenges facing all of higher 

education are also present in early childhood teacher preparation programs. Specifically, 

the racial/ethnic composition of the faculty is predominantly white, non-Hispanic. They 

found a need for more faculty. The early childhood programs within the larger 

institutions indicated that early childhood teacher preparation programs tend to have a 

small number of faculty (average of 3.4) who serve a large number of students. The 

average student to full-time faculty ratio of 61 to 1 was 60 percent higher than the 38.7 to 

1 ratio of the higher education institutions as a whole. Early childhood programs at 2-year 

Institutions of Higher Education tend to have a greater percentage of part-time faculty 

and have less than half the number of full-time faculty as compared with 4-year 

Institutions of Higher Education. These findings suggest that early childhood teacher 

preparation programs do not have adequate faculty to meet the current needs of the field.  

In terms of exposing students to content and experiences addressing children with 

disabilities, the researchers indicate a gap between the stated mission of the programs and 

students' experiences. For instance, almost 80 percent of Bachelor's programs indicated 

that preparing early interventionists is part of their mission. However, only 60 percent 

required a course or more on working with children with disabilities. The researchers also 

indicated a gap in terms of exposure to infant/toddler content and experiences. For 

example, although 95 percent of the Associate's programs state that the age range covered 

by their program included infants and toddlers, only 60 percent require a course or more 

on the topic, and 63 percent required a practicum experience. Fewer than half of 

programs required a course or more in working with children from diverse racial/ethnic 
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backgrounds and a very small percentage of programs required coursework addressing 

limited English proficiency. The researchers also concluded that access to Bachelor's 

degree programs upon completion of an Associate's degree continues to be a problem. 

Implications for current research. While Early and Winton’s (2001) findings 

are meaningful and valuable to the field of early care and education nationally, their 

conclusions and implications for practice are too broad to apply meaning to individual 

states and systems of early care and education teacher preparation programs. For this 

reason, replication of the study in an individual state has narrowed the findings and helps 

quantify the strengths and weaknesses to the formal education system. Further, because 

of the need for information on articulation, the survey was modified to provide 

information related to the articulation of coursework for students of institutions of higher 

education (see Table 1). 

 

 

 

 

Table 1  

Modification to the Original 2001 Winton and Early Survey  

Instrument Question 

 

Does your Bachelor’s program have articulation agreements with any other institutions that affect students 

wishing to enter your degree program? 

 

If yes, are the articulation agreements formal or informal? 

 

Please list the institutions that you currently hold formal or informal articulation agreements with. 

 

How many credit hours currently transfer as part of the articulation agreement? 

 

What are the topics of acceptable coursework that articulate between the involved institutions? 

 

 

The questions on articulation were developed to provide insight on any processes 

or practices in place between IHEs that support the progression of education for early 

childhood students. Apart from the addition of these questions, similar processes were 

used, where applicable, in the current research in order to retain maximum comparability 

to the national data. These processes include research design, processes, data collection, 

and analyses. In this way, the current research provided analysis of all Florida IHE as a 

collective whole, IHE in Florida as compared to other institutions offering the same 
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degree, and Florida IHE as compared to the national data set of 2-year and 4-year early 

childhood programs.  

Human Subjects Approval 

 Approval to conduct research using the Early and Winton (2001) survey was 

granted by the Florida State University, Institutional Review Board in April, 2004. A 

copy of the approval letter is provided in Appendix C. 

 

Treatment of the Data 

Procedures 

This study focused specifically on programs that prepare individuals to work with 

children prior to kindergarten entry (any ages birth to 4). Preparation programs that start 

coverage at kindergarten or first grade and whose graduates are prepared only to work in 

elementary school settings were excluded because the current research focus is on 

programs that prepare individuals who work in early care and education, Head Start, and 

other preschool programs. The programs that prepare individuals to work with children 

before kindergarten are often separate from traditional elementary education programs, 

and therefore data collection on traditional elementary programs may have unnecessarily 

diluted the sample and would not answer the questions about preparing the birth to four 

workforce. The study included programs that prepare individuals to educate older 

children in addition to pre-kindergarten aged children (e.g. ages birth to 8), but excluded 

programs that do not prepare individuals to work with children prior to kindergarten (e.g. 

kindergarten to grade 3 programs). Specifically, the study included early childhood 

education, child development, and related programs that prepare individuals to work with 

children birth to four. The Institutions of Higher Education (IHE) that were included for 

study are community colleges, private colleges and universities that were categorized as 

2-year or 4-year institutions. 

Sample 

 To conduct this statewide survey, a comprehensive list of all Florida IHE was 

obtained from the Florida Department of Education. Selections were made based on those 

that offer one or more programs (bachelor’s degree or below) that might prepare students 

to work with young children. Each IHE’s online courses were reviewed to determine if 
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birth to four course offerings were available. Telephone calls were made to confirm the 

compiled list of IHEs and to determine the appropriate contact for data collection. A 

frame was then created that included all Florida IHE that were self-identified as having a 

program preparing individuals to work with children any ages birth to 4-years-old. The 

final sampling frame included 2- and 4-year degree-granting postsecondary institutions 

including public and private schools, and community colleges.  

 At each IHE, the early childhood department chair or program director was asked 

to complete an online web-based survey and serve as the institutional representative. In 

the cases where the early childhood program was housed within a larger school or 

department (e.g., school of education), the lead person in the early childhood program, 

and not the chair or director of the larger school or department (unless that person is also 

the lead individual in the early childhood program), was surveyed. There are 106 IHE in 

Florida, including public and private universities, community colleges, junior colleges, 

and technical institutions (Appendix A). The actual sample size of IHE that self-

identified as offering early childhood coursework was 44. Requests for participation was 

solicited from institutional representatives in each of the 44 institutions that met the 

sampling criteria. 

Instrumentation 

Questionnaire design. The questionnaire’s content was developed by Early and 

Winton (2001), in collaboration with the National Center for Early Development and 

Learning’s Constituent Advisory Board, the Director of the Council for Early Childhood 

Professional Recognition, and members of the American Associate Degree for Early 

Childhood Educators (ACCESS) and the National Association of Early Childhood 

Teacher Educators (NAECTE). Several rounds of pretesting were conducted using chairs 

and directors from early childhood departments to establish validity of the instrument. 

For the purpose of the current research, questions were added to more directly address the 

issue of articulation (Table 1). For a copy of the survey, see Appendix B (Appendix B, 

items 31-35; 49-52).  

Online survey design. A contract was made with a computer programmer within 

the College of Human Sciences, Florida State University to format the survey online. The 

survey was designed using PHP, a widely-used general-purpose scripting language that is 
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especially suited for Web development. The online survey used a MySQL database to 

store the answers and Microsoft Visio 2003 to create the program flowchart.  The survey 

was placed on the Department of Family and Child Sciences website and was maintained 

by the same computer programmer. The online survey was designed to display a set of 

related questions on the screen for the respondent to complete. In addition to the survey 

questions, each individual screen displayed survey progress, as well as options for 

returning to the previous page or moving forward to the next.  

Because each institution representative was not expected to operate all types of 

programs in the survey (Child Development Associate, Bachelor’s Degree, Associate’s 

Degree), the online design enabled participants to only answer questions related to their 

basic programs. For example, a 2-year institution representative was not required to 

answer questions on a bachelor’s degree program if this was not an option for their 

particular program. Once the representative responded “no” to offering a bachelor’s 

degree, the webpage automatically moved the representative forward to the next set of 

pertinent questions. This feature of the online survey allowed maximum survey results 

with minimal hassle for each institution representative. 

The online format was also useful for data processing. The survey responses were 

automatically filtered into an existing Excel spreadsheet, which could be accessed by the 

computer programmer at anytime. The simplicity of this function allowed continual 

feedback related to response rate and full completion of the survey. 

Beta testing. For the current study, a number of pretests were also conducted to 

establish reliability and reaffirm validity of the instrument.  Due to a limited sample size, 

faculty from 10 IHE that were not being asked to serve as the official institutional 

representatives were asked to serve in our beta group. This was to enable full 

participation from each of the 44 IHE that comprise the sample. Of the ten faculty 

contacted for the pretest, six responded to the survey. Feedback indicated only that the 

survey was comprehensive and easy to use. No recommendations for change were made 

from pretest participants. Pretest participants were excluded from the final sample. 

Data Collection  

Data collection procedures included identification of the sample institution 

representatives to be surveyed for research, and preparation of material packets for 
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distribution to the sample representatives. Information on universities, colleges, and 

community colleges was obtained from the Florida Department of Education. Early 

childhood and child development programs of study were identified through the Florida 

Department of Education. Specific contacts within each institution of higher education 

were identified by contacting each institution and verifying an early childhood or related 

program, correct institution representative and current contact information. 

An email announcing the study, purpose, and request for participation was sent to 

each early childhood institution representative in the Spring of 2004. The institution 

representative was directed to the Florida State University Family Institute website for 

specific details of the study and the survey.  The institution representative was then able 

to complete the survey online. A login system was used to ensure capability of returning 

to the survey at another point in time to complete or correct the survey information.  

A packet of information about the survey was also sent to all institution 

representatives. The packet included: a cover letter explaining the purpose of the study, 

asking for their help, and directing them to the Family Institute website of Florida State 

University for background information on the research and to complete the survey.  

As a follow up, to provide respondents with professional development materials, 

and to serve as a ‘thank you’ a copy of the Preschool Matters – (Volume 1, August/Sept. 

2003) How America Shortchanges Its Preschoolers:  Too few states require teacher 

training; Preschool Matters - (Volume 2, Oct/Nov 2003) How to judge pre-k quality? 

Check out teacher's paychecks; Preschool Matters – (Volume 3, Dec. 2003) Federal 

Reserve Economist Urges Much Wider Public Investment in Preschool; Coalitions 

Coming Together - Promising Practices publication; Florida Children’s Forum 2003 The 

Economic Impact of Child Care in Florida publication; and the Florida Children’s Forum 

2003 Annual Report publication were sent to all institution representatives. 

 Beginning two weeks after the packets were mailed, a graduate assistant with a 

thorough familiarity with the research purpose, design, and survey questionnaire 

telephoned each institution representative that had not independently completed the 

survey. Institution representatives from each IHE were asked if they received the 

information on the research and if they were willing to complete the survey online or 

preferred interview style response. The assistant was prepared to set an appointment for 
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completion of the survey, or to interview the sample members at that time. None of the 

faculty reached by telephone requested the option for a person-to-person interview at that 

time.  

After ten weeks of data collection, the response rate was 50 percent with 8 of the 

20 respondents only partially completing the survey. Measures were taken during the 

next three months to increase the response rate of completed surveys. First, the IHE 

representatives with incomplete or missing surveys were telephoned to verify appropriate 

contacts and encourage participation. In many cases, the office assistant of the 

department was contacted for verification of appropriate representative and to solicit help 

in prompting the representative to complete the survey. Each IHE representative with 

incomplete or missing surveys was emailed with a request for full completion of the 

survey. Additionally, professional contacts of missing respondents were used to 

encourage participation. Staff of the Florida Children’s Forum, Dr. Hightower of the 

Florida Network for Early Childhood Community Colleges, and Dr. Readdick of the 

Department of Family and Child Sciences, Florida State University contacted non-

respondents and requested participation.  

Again, institution representatives were asked if they would prefer to complete the 

survey by telephone, particularly for individuals with incomplete surveys (as opposed to 

those having not completed the survey at all). One institution representative requested a 

telephone call to complete survey questions that had not been answered. All remaining 

representatives were directed back to the online survey or answered individual questions 

through email correspondence. Each representative that required follow up for 

completion of the survey was asked for permission to treat the data consistently with 

those who completed the full survey online. Permission was granted by all institution 

representatives. During the follow-up data collection period, the response rate increased 

from 50 to 70 percent for a total of 31 completed surveys from the 44 sample members. 

 An additional extension of time for data collection targeted the 8 remaining IHE 

representatives that had not responded. These institution representatives were telephoned 

to confirm the correct contact person and encourage participation. Additionally, an email 

was issued to all IHE representatives with incomplete or missing surveys with a request 
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for full completion of the survey. Through these processes, the response rate increased 

from 70 to 91 percent for a total of 40 completed surveys of the sample of 44 institutions. 

Data Analysis  

All analyses were conducted using SPSS 11.0 (Statistical Package for the Social 

Sciences). SPSS is a software product designed and developed by statisticians for 

analyzing clustered data arising in many applications, including complex sample surveys. 

The software covers a broad range of statistical procedures that allow users to summarize 

data (e.g., compute means and standard deviations), determine whether there are 

significant differences between groups (e.g., t-tests, analysis of variance), examine 

relationships among variables (e.g., correlation, multiple regression), and graph results 

(e.g., bar charts, line graphs). SPSS offers procedures for descriptive statistics and for 

statistical modeling.  

Data were analyzed to address the four specific research questions of the study 

outlined in the introduction. First, data were organized into cross-tabulations with 

institution type and characteristics. Descriptive statistics were reported to provide an 

overview of the characteristics of these programs, including faculty demographics and 

information on required coursework and practica. T-tests were used to analyze 

comparisons between 2-year and 4-year institutions where appropriate. Mean 

comparisons were used in relation to the numbers of full-time faculty, part-time or 

adjunct faculty, and enrollment numbers. Additionally, information is presented on the 

challenges reported by survey respondents.  



   

 

 

   

29 

CHAPTER IV 

 RESULTS 

 

 

 

 

The purpose of this research was to provide accurate baseline data about the 

number of programs in Florida offering early childhood degrees, the characteristics of 

faculty in those programs, and the kinds of coursework and practica experiences provided 

to students; and to describe the challenges faced by faculty members in meeting the 

professional development needs of the early childhood workforce.  

Response rate. Of the 106 Institutions of Higher Education (IHE) in Florida that 

were identified for the sampling frame, representatives from 44 constituted the sample 

group that contained early childhood programs. IHE’s with early childhood curricula are 

located in Appendix D. The total response rate for the population, N=44, for all programs 

that originally self-identified as offering early childhood coursework was 90.9 percent. 

There were 40 total responses. Of these, a review of the responses revealed that six of the 

IHE did not meet the definition of program and therefore the total N=38, with a response 

rate of 89.4 percent.   

Nineteen of the institution representatives were faculty members from 2-year 

institutions and 15 were from 4-year institutions. Of the 21 2-year institutions that offer 

early childhood coursework, 90.4 percent responded to the survey.  

For the 4-year institutions, 23 IHE originally self-identified as offering early 

childhood programs, but responses to the survey revealed that 6 of these institutions did 

not currently offer early childhood programs. From the remaining sampling pool of 17 

IHE with early childhood or child development programs, 15 institutional representatives 

responded resulting in an 88.2 percent return rate.  A map of respondents is located in 

Appendix E. 

What follows are the data and results for the characteristics of faculty, students, 

and the kinds of coursework and practica experiences provided to students, as well as the 

challenges faced by faculty members in meeting the professional development needs of 

the early childhood workforce. The results section is organized by the original research 

questions. 
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What are the general characteristics of higher education programs offering early 

childhood degrees (e.g., characteristics of faculty in those programs, coursework 

and practica experiences provided to students)? 

Information describing the general characteristics of higher education programs 

offering early childhood degrees is presented in Tables 2 through 9. Of the 23 sample 

member respondents, 8 reported a bachelor’s degree, 11 reported having an associate’s 

degree, and 13 reported a Child Development Associate (CDA) program. Early childhood 

coursework topics identified as available through the institutions of higher education are 

presented in Table 2.  Coursework or practicum experience in preschool care or education 

was identified by 91.3 percent of institution representatives (n=21) and 78.2 percent 

identified coursework or practicum experience in school-age care or education (n=18), 

and 60.8 percent (n=14) identified coursework or practicum experience in infant or 

toddler care or education. In addition, 43.4 percent (n=10) respondents identified 

coursework or practicum experience in family child care home care or education and 26.0 

percent (n=6) offered coursework or practicum experience related to home-visiting. 

 

 

 

 

Table 2  

Responses to Early Childhood Coursework Variables 

Coursework Topic Participant Group (N=23) 

n 

Infant and Toddler Coursework/Practicum Experiences 

     Yes 

     No 

 

14 

6 

Preschool Coursework Coursework/Practicum Experiences 

     Yes 

     No 

 

21 

2 

School-age Coursework /Practicum Experiences 

     Yes 

     No 

 

18 

2 

Home-visiting Coursework Coursework/Practicum Experiences 

     Yes 

     No 

 

6 

10 

Family Child Care Coursework /Practicum Experiences 

     Yes 

     No 

 

10 

8 

Children with Disabilities Coursework/Practicum Experiences 

     Yes 

     No 

 

19 

1 
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In relation to alternate methods of receiving educational coursework, 47.8 percent 

(n=11) of institution representatives claimed to have other departments that prepare 

students to work with young children and/or have satellite/branch campuses where 

students can take courses and receive a degree from the institution, and 21.7 percent 

(n=5) of institution representatives reported a distance learning option for the early 

childhood teacher preparation programs. 

Bachelor’s degree programs. For questions related to the bachelor’s degree 

programs, results are reported based on the number of respondents for each individual 

question. Related to program mission, 12 institution representatives, or 80.0 percent of 

the 4-year institution response group, identified that part of their mission was to prepare 

providers to work with young children. Eight representatives, or 53.3 percent, indicated 

that part of their mission was to prepare early interventionists or early childhood special 

educators. Ten institution representatives, or 66.6 percent identified part of their mission 

to be training existing providers working with young children.  

Twelve of the 4-year institution representatives, or 80.0 percent (n=12) reported 

that students had the opportunity to obtain a state issued certification or licensure. The 

majority of 4-year institution representatives (n=9) claimed that it was possible for a 

student to complete all bachelor’s degree requirements as a part-time student, while 3 

claimed that it was not. Very few bachelor’s degree students were identified as working 

full-time while enrolled in the program. Four institution representatives, or 26.6 percent 

(n=4) claimed not to have any students working full-time, while 66.6 percent (n=5) 

claimed under 25 percent of their student population to be working full-time. Only 2 

institution representatives claimed fewer than half of their students to be working full-

time, and only 1 claimed the majority of their students work full-time (more than 75 

percent, less than all).  

Regarding early childhood teacher preparation and the percentage of bachelor’s 

degree students that work in the field after leaving the program, the majority of institution 

representatives reported that students do not go on to teach children ages birth to four. 

One institution representative reported that 50 percent of students teach children ages 

birth to four, another responded 40 percent, while the remaining two-thirds (n=10) of 4-
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year institution representatives reported less than 30 percent of their student population 

go on to teach or work with children ages birth to four. 

 

 

 

 

Table 3  

Bachelor’s Degree Curricula 

Coursework topic 

(N=12) 

None 

 

One class session 

of one required 

course 

Multiple 

class 

sessions 

Entire 

course 

required 

Entire required 

course plus 

coverage in 

other courses 

Infant/Toddler (n) 2 1 6 1 2 

Preschool  (n)   5 1 6 

Children with Disabilities (n)  1 4 3 4 

Cultural Diversity (n)  1 3  7 

Working with bilingual 

 children (n) 

  

1 

 

3 

 

1 

 

7 

Working with families (n)   3 2 6 

Home-visiting (n) 3 1 7   

Family Child Care (n) 5 2 4   

Early Childhood Program 

Administration (n) 

 

2 

 

3 

 

3 

 

2 

 

1 

Collaborating with 

professionals in other 

disciplines (n) 

   

8 

 

1 

 

2 

Promoting successful 

transitions to kindergarten (n) 

  

2 

 

6 

 

2 

 

1 

 

Course content that was most likely offered in a full course format, or through 

multiple courses included working with preschool children, children with disabilities or 

special health care needs, working with bilingual children, working with families, and 

collaborating with professionals in other disciplines. Content that was not predominantly 

identified for full course coverage was working with infants and toddlers, home visiting, 

and programming related to family child care.  

Additionally, institution representatives were asked if course topics (presented in 

Table 3) were required or optional. All institution representatives responding to the 

survey item reported the requirement of working with preschool children (n=12), working 

with children and families from diverse ethnic and cultural backgrounds (n=9), and 

working with bilingual children (n=9). Approximately half of the institution 

representatives required course coverage on working with infants and toddlers (n=5), 

working with children with disabilities or special health care needs (n=5), home visiting 
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(n=5), collaborating with professionals in other disciplines (n=4), and promoting 

successful transitions to kindergarten (n=4). The majority of institution representatives 

did not report required course coverage related to family child care (n=2) and early 

childhood program administration (n=3).  

Associate’s degree programs. For the questions related to the associate’s degree 

programs, results are reported based on the number of respondents for each individual 

question. When queried about program mission, 78.9 percent (n=15) of the 2-year 

institution representatives responded and identified that part of their mission was to 

prepare providers to work with young children. Additionally, 78.9 percent (n=15) of the 

representatives indicated part of their mission to be training existing providers working 

with young children. Seven of the 2-year institution representatives indicated that part of 

their mission was to prepare early interventionists or early childhood special educators. 

Of the responding 2-year institution representatives, 63.1 percent (n=12) indicated that 

the two-year degree offered through their program was an Associate of Science degree, 2 

offered an Associate of Arts degree, and none of the institutional representatives reported 

offering an Associate of Applied Science degree. 

Twelve of the 2-year responding institution representatives reported that students 

have opportunity to obtain a state issued certification or licensure. Fifteen of the 2-year 

institution representatives, or 78.9 percent, reporting on associate’s degree programs 

claimed that it was possible for a student to complete all associate’s degree requirements 

as a part-time student. Most of the student population was identified as working full-time 

while enrolled in the program, with 12 institution representatives reporting that almost all 

(more than 75 percent) of students currently enrolled work full-time while attending 

school. Further, a large percentage of students reportedly go on to teach or work with 

children ages birth to four, with 68.4 percent (n=13) of 2-year institution representatives 

reporting that 75 percent or better of their student population goes on to teach or work 

with children ages birth to four.  Twelve of the 2-year institution representatives, or 61.3 

percent (n=12) reported that students can complete the associate’s degree practicum 

requirements at their place of employment. 
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Table 4  

Associate’s Degree Curricula 

Coursework topic 

(N=13) 

None 

 

One class 

session of one 

required 

course 

Multiple 

class 

sessions 

Entire 

course 

required 

Entire required 

course plus 

coverage in other 

courses 

Infant/Toddler (n)  

 

1 6  6 

Preschool (n)   2  10 

Children with Disabilities (n)  1 6 1 5 

Cultural Diversity (n)   

 

6 2 5 

Working with bilingual 

children  (n)                               

1  11 1  

 

Working with families (n)  1 4 3 5 

Home-visiting (n) 5 3 4  1 

Family Child Care (n) 2 3 6  1 

Early Childhood Program 

Administration (n) 

 

 

  

1 

 

6 

 

6 

Collaborating with 

professionals in other 

disciplines  (n)                    

  

 

3 

 

 

7 

 

 

 

 

 

3 

Promoting successful 

transitions to kindergarten (n) 

 

2 

 

2 

 

7 

 

1 

 

1 

 

Coursework coverage with the greatest emphasis (as determined by full course 

topics) included early childhood program administration (n=12), working with preschool 

children (n=10), working with families (n=8), cultural diversity (n=7), and working with 

infant/toddlers (n=6), and children with disabilities (n=6). Additionally, many topics are 

included in multiple course session that also were covered with greater emphasis included 

working with bilingual children (n=11), collaborating with professionals in other 

disciplines (n=7), promoting successful transitions to kindergarten (n=7), and family 

child care (n=6). Five programs reported that programming on home visiting was not 

available, while two reported family child care and promoting successful transitions to 

kindergarten was not available.  

For the majority of institution representatives responding to the survey, 

coursework topics contained in Table 4 are not required. The only topics consistently 

required are working with preschool-aged children (almost all, with 12 of 13 institutions 

requiring coursework coverage) and infant and toddler care (with 7 institutions requiring 

coursework coverage). Additionally, coursework on early childhood program 

administration was required by 5 of the 2-year representatives. 
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Child Development Associate programs. Nineteen of all 34 institution 

representatives, or 55.8 percent, identified their institution of higher education as offering 

Child Development Associate (CDA) training. Seventeen of these respondents reported 

that special support is provided to students seeking a CDA. Of the 19 institutions 

reporting CDA programs, 94.7 percent provide college credit to students earning a CDA 

(n=18). Eleven institution representatives, or 57.8 percent reported that CDA students 

have opportunities to participate in a supervised practicum experience with young 

children. Each institution representative reported that 50 percent or more of the full 

student population was reported as working full-time while attending school, with 14 of 

the institutional representatives reporting that more than 75 percent of currently enrolled 

students work full-time. 

 

 

Table 5  

Child Development Associate Curricula 

Coursework topic 

(N=14) 

None 

 

One class 

session of one 

required 

course 

Multiple 

class 

sessions 

Entire 

course 

required 

Entire required 

course plus 

coverage in other 

courses 

Infant/Toddler (n) 1  

 

8  5 

Preschool (n)   5 2 7 

Children with Disabilities (n)  3 6 2 3 

Cultural Diversity (n)  2 8  

 

4 

Working with bilingual  

children (n) 

 

2 

 

1 

 

9 

 

 

 

2 

Working with families (n)  2 7 1 4 

Home-visiting (n) 8 2 2  2 

Family Child Care (n) 3 2 5  3 

Early Childhood Program 

Administration (n) 

 

1 

 

2 

 

7 

 

2 

 

2 

Collaborating with professionals 

in other disciplines (n) 

  

2 

 

9 

 

 

 

2 

Promoting successful transitions 

to kindergarten (n) 

 

2 

 

2 

 

8 

 

 

 

2 

 

In Table 5 that the coursework topics requiring an entire course or multiple 

courses for most respondents include infant and toddler development (n=5), working with 

preschool children (n=9), children with disabilities (n=5), and working with families 

(n=5). Eight programs reported that programming related home visiting was not 

available, while 3 reported family child care was not available. Required coursework was 
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most prominent in curricula related to infant and toddler care (n=5) and preschool care 

(n=10). The majority of coursework was covered in multiple class sessions, rather than 

having entire courses devoted to topics, such as children with disabilities (n=6), cultural 

diversity (n=8), working with bilingual children (n=9), working with families (n=7), 

collaborating with colleagues (n=9), and promoting successful transitions to kindergarten 

(n=8). 

Faculty characteristics. Of the 27 participants responding to the question of full-

time faculty, most reported between one and four faculty in early childhood teacher 

preparation programs. As presented in Table 6, of the 2-year and 4-year institutions the 

department with the largest full-time faculty employed 10 faculty and the smallest 

reported not having any full-time faculty.   

 

 

Table 6  

Full-time Faculty in Early Childhood Programs 

 How many full-time faculty in your program, including all 

teacher preparation programs? 

 

Total 

Number of Full-time Faculty 0 1 2 3 4 5 6 8 10 70 

Institutions of Higher Education 2 9 6 2 2 1 2 1 10 14 

 

Of the responding institution representatives, 76.9 percent (n=20) of the early childhood 

programs reportedly offer tenure, while 25.9 percent (n=7) of the institution 

representatives indicated only non-tenure positions. Of the full-time faculty indicated, 34 

were reported as tenured, while an additional 9 were reportedly on the tenure track. 

Another 10 were identified as full-time, non-tenured and not on the tenure track.  

 Table 7 reflects the number of part-time and adjunct faculty working in the 

respondents’ early childhood programs. A large percentage of faculty are represented by 

part-time or adjunct faculty employment. According to the respondents, part-time faculty 

(n=219) nearly triple the quantity of full-time faculty (n=70) in the early childhood 

departments represented in the survey. 
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Table 7  

Part-time and Adjunct Faculty in Early Childhood Programs 

 How many part-time and adjunct faculty are in your Early Childhood program(s) 

this term? 

Total 

Number of 

part-time 

and adjunct 

faculty 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

6 

 

 

7 

 

 

8 

 

 

10 

 

 

14 

 

 

15 

 

 

16 

 

 

17 

 

 

21 

 

 

45 

 

 

219 

Institutions 

of Higher 

Education 

 

2 

 

4 

 

5 

 

1 

 

3 

 

2 

 

1 

 

1 

 

2 

 

1 

 

1 

 

1 

 

1 

 

1 

 

1 

 

27 

 
 

 Presented in Table 8 are the responses related to the racial composition of full-

time early childhood faculty.  Of the information reported, there was 2 Black, non-

Hispanic and 4 Hispanic faculty. There was no reported American Indian nor Asian or 

Pacific Islander or Alaskan Native faculty.  The predominant race reported was White, 

non-Hispanic faculty. 

 

 

Table 8. Racial Composition of Early Childhood Faculty   
 

Race 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

10 

 

Totals 

Black, Non-Hispanic 2         2 

American Indian or 

Alaskan Native 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

   

0 

Asian or Pacific 

Islander 

 

1 

 

 

 

 

 

 

 

 

 

 

 

 

   

0 

Hispanic 4         4 

White, Non-Hispanic 5 4 2 2  1 1 1 1 55 

Race/ethnicity 

unknown 

 

1 

 

 

 

 

 

 

 

 

 

 

 

 

   

1 

Refuse 1         1 

 

 The racial composition of part-time or adjunct faculty is in similar proportion to 

the full-time faculty, but with greater minority representation. Of the reported part-time 

faculty, 15 were identified as Black, non-Hispanic, 14 as Hispanic, one as American 

Indian or Alaskan Native, and 90 were identified as White, non-Hispanic, while the 

remaining were classified as race/ethnicity unknown or the respondent refused the 

information. This means, for racial composition of the part-time faculty 75.6 percent of 

adjunct staff are White, non-Hispanic, 12.6 percent identified as Black, non-Hispanic and 

11.7 percent identified as Hispanic.  
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Student characteristics. The data collected on student characteristics is the racial 

composition of early childhood students. The reported population of students is presented 

in Table 9.  IHE representatives reported serving a diverse racial population of students. 

Based on reports of 2075 students, 854 or 41.1 percent of the students in early childhood 

IHE programs were reportedly White, non-Hispanic, 788 or 37.9 percent are Black, non-

Hispanic, 390 or 18.7 percent were Hispanic, 39 or 1.87 percent are Asian or Pacific 

Islander, and 4, or less than 1 percent, were American Indian or Alaskan Native. 

Individual institutions vary in level of diversity in students enrolled. 

      

 

      Table 9  

      Racial Composition of Early Childhood Students 

 

 

Race 

 5 or 

Less 

 

6-

25 

 

26-

50 

 

50-

100 

 

101-

150 

 

151-

250 

251 

and 

above 

 

(N) 

Black, Non-Hispanic 4 5 3 5  1  18 

American Indian or 

Alaskan Native 

 

8 

       

8 

Asian or Pacific 

Islander 

 

7 

 

1 

      

11 

Hispanic 5 9 1    1 16 

White, Non-Hispanic 1 5 4 6 1   17 

Race/ethnicity unknown  

2 

 

 

      

7 

 

What are the relationships between the institution type and general program 

characteristics?   

 Descriptive information on institution type and general program characteristics 

are presented in Tables 10 and 11. Comparison of means related to full-time faculty, part-

time faculty and students are presented in Tables 12-17.  Tables containing the full data 

set for t-tests are located in Appendix F. 

 Early childhood program options. Information on the opportunities available 

for early childhood program options is presented in Table 10. The majority of bachelor’s 

degrees were reported as available through 4-year institutions (n=13), while the majority 

of associate’s degrees were from 2-year institutions (n=18). Two-year institutions were 

most likely to have CDA programs that prepare students to work with young children 

(n=18), as compared to one 4-year program that reported offering the CDA coursework. 

Two-year institutions were most likely to have satellite/branch campuses where students 
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can take courses and receive a degree from the main institution (n=15), as compared to 4-

year institutions (n=6).   

 

 

Table 10  

Opportunities for Early Childhood Program Options 

Institution Type                                                                                         (N=33) Yes No Total 

Bachelor’s degree in Early Childhood Education 

     2-year institution 

     4-year institution 

 

 

13 

 

19 

1 

 

19 

14 

Associate’s Degree in Early Childhood Education 

     2-year institution 

     4-year institution 

 

18 

 

 

1 

13 

 

19 

13 

CDA 

     2-year institution 

     4-year institution  

 

18 

1 

 

1 

13 

 

19 

14 

Other departments that prepare students to work with young children 

     2-year institution 

     4-year institution 

 

8 

3 

 

11 

11 

 

19 

14 

Satellite/branch campuses where students can take courses and receive degree from 

institution 

     2-year institution 

     4-year institution 

 

 

15 

6 

 

 

4 

9 

 

 

19 

15 

Distance learning option 

     2-year institution 

     4-year institution 

 

4 

1 

 

11 

12 

 

15 

13 

 

Early childhood coursework. The cross-tabulation analysis by institution type is 

presented in Table 11.  Based on the responses, 2-year institutions were most likely to 

offer infant and toddler coursework (n=16), as compared to 4-year programs (n=7). Each 

of the 16 2-year programs responding to this survey item reported offering infant and 

toddler coursework and/or practicum experiences as well as preschool coursework and/or 

practicum experiences. While course coverage of preschool-age care was consistently 

offered across institutions, fewer 4-year program representatives indicated infant and 

toddler coursework and/or practicum experiences (n=7). Another major difference in 

coursework/practicum topic coverage was found to be family child care. While 14 of the 

2-year program respondents indicated coursework and/or practicum experiences, only 5 

of the 4-year program respondents reported coursework and/or practicum experiences 

with family child care.  
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     Table 11  

    Responses to Early Childhood Coursework Variables by Institution Type 

 

 

 

Institution Type 

 

 

Yes 

 

 

No 

Participant 

Group 

(N=30) 

n 

Infant and Toddler Coursework/Practicum Experiences 

     2-year institution 

     4-year institution 

 

16 

7 

 

 

6 

 

16 

13 

Preschool Coursework/Practicum Experiences 

     2-year institution 

     4-year institution  

 

16 

13 

 

 

1 

 

16 

14 

School-age Coursework /Practicum Experiences 

     2-year institution 

     4-year institution 

 

13 

13 

 

2 

1 

 

15 

14 

Home-visiting Coursework Coursework/Practicum Experiences 

     2-year institution 

     4-year institution 

 

7 

6 

 

8 

7 

 

15 

13 

Family Child Care Coursework /Practicum Experiences 

     2-year institution 

     4-year institution 

 

14 

5 

 

2 

8 

 

16 

13 

Children with Disabilities Coursework/Practicum Experiences 

     2-year institution 

     4-year institution 

 

16 

12 

 

 

2 

 

16 

14 

  

Faculty and student characteristics. T-tests were used to determine the 

differences between the means for faculty and students in 2-year and 4-year programs 

(Tables 12-14). For question on full-time faculty, analyses included the number of full-

time faculty in all teacher preparation programs within an institution, tenured faculty, and 

non-tenured faculty (Table 12 in text and Tables A and B in Appendix F).  The t-test for 

comparing the equality of means related to the total number of full-time faculty in all 

teacher preparation programs within an institution was statistically significant (.009) 

when comparing 2-year programs to 4-year programs. Ho = There were no differences 

between 2-year and 4-year institutions as related to full-time faculty. For 2-year 

institutions, N = 14 and for 4-year institutions N = 12. The means for the two samples 

were 1.64 full-time faculty staffing 2-year programs versus 3.92 full-time faculty staffing 

4-year programs. The mean number of full-time faculty in 4-year programs was more 

than double the number of faculty in 2-year programs. The standard deviation was 1.336 

for 2-year institutions and 2.999 for 4-year institutions. The 2-year institution sample was 

slightly larger than the 4-year institution sample. The equal variance assumption could 

have been impacted because the normal distribution of these two means vary in their 

spread. Due to the small sample size, the chance of error was greater.  
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Table 12  

Group Comparison of Means for Full-time Faculty of 2-year and 4-year Institutions 

  Institution Type N Mean 

Std. 

Deviation        Sig. 

2-year institutions 
14 1.64 1.336 

  

How many full-time faculty in your 

program, including all teacher 

preparation programs? 

  
4-year institutions 

12 3.92 2.999 .009 

 

2-year institutions 
9 1.56 1.509   

 

How many full-time faculty are 

tenured? 

  
4-year institutions 

7 2.86 3.078 .101 

2-year institutions 8 .63 .518   How many full-time faculty are 

non-tenured, on tenure track? 

  
4-year institutions 5 .80 .447 .201 

2-year institutions 6 .17 .408   How many full-time faculty are 

non-tenured, not on tenure track? 

  
4-year institutions 6 1.50 1.378 .072 

 

The p value is .017, which is not greater than alpha .05 and therefore the Ho was 

rejected because there was only a 1.7 percent probability that the Ho was true. Assuming 

equal variances, the null was rejected.   Alternatively, assuming the equal variance 

assumption was violated, the null would still be rejected because there was only a 2.9 

percent probability that the Ho was true. 

Analysis on specific groups of faculty (i.e. full-time tenured faculty, full-time 

non-tenured faculty on tenure track, full-time non-tenured faculty not on tenure track) did 

not result in statistical significance for the variables of interest. The significance levels 

were .101 for full-time tenured faculty, .201 for full-time non-tenured faculty on tenure 

track, and .072 for full-time non-tenured faculty not on tenure track. 

  Independent sample t-test analysis was used to determine the differences of the 

mean for part-time or adjunct faculty teaching in early childhood programs (Table 13 in 

text and Tables C and D in Appendix F). The difference of the means between 2-year and 

4-year programs for part-time or adjunct faculty was under .05 and therefore statistically 

significant (.045). Ho = There are no differences between 2-year and 4-year institutions 

as related to part-time faculty teaching in early childhood programs. For 2-year 

institutions, N = 14 and for 4-year institutions, N = 13. The mean for the samples were 

11.14 part-time or adjunct faculty employed with 2-year programs, as compared to 4.85 

part-time or adjunct faculty employed with 4-year programs.  Opposite from the case of 

full-time faculty, part-time or adjunct faculty are more than double in 2-year programs 



   

 

 

   

42 

than 4-year programs. The standard deviation was 11.441 for 2-year institutions and 

4.337 for 4-year institutions. As in the full-time faculty variable of interest, the 2-year 

institution sample is slightly larger than the 4-year institution sample. The equal variance 

assumption could have been impacted because the normal distribution of these two means 

varied in range. Due to the small sample size, the change of error was greater.  

 

 

Table 13 

Group Comparison of Means for Part-time Faculty of 2-year and 4-year Institutions  

 Institution Type N Mean 

Std. 

Deviation Sig. 

2-year institutions 
14 11.14 11.441 

  

How many part-time and adjunct 

faculty are in your Early 

Childhood program(s) this term? 

  
4-year institutions 

13 4.85 4.337 .045 

 

The p value is .074, which is greater than the alpha .05 and therefore the null is 

not rejected. There is a 7.4 percent chance that the Ho (Ho = There are no differences 

between 2-year and 4-year institutions as related to part-time faculty teaching in early 

childhood programs) is true. Assuming equal variances, the null was not rejected. This 

was consistent even with the postulation that the equal variance assumption was violated. 

The Ho would not be rejected because there is a 7.2 percent chance that the Ho is true.  

 T-test statistical analysis was applied to determine the mean difference between 

students in 2-year and 4-year institutions (Table 14 in text and Tables E and F in 

Appendix F). The t-test for comparing equality of means related to the total number of 

students in all teacher preparation programs within an institution was statistically 

significant (.001) when comparing 2-year programs to 4-year programs. Ho = There are 

no differences between 2-year and 4-year institutions as related to student enrollment. For 

2-year institutions, N = 19 and for 4-year institutions N = 15. The means for the two 

samples were 194.63 students enrolled in 2-year institutions, as opposed to 79.406 

enrolled in 4-year institutions. The standard deviation was 190.634 for 2-year institutions 

and 79.406 for 4-year institutions. The 2-year institution sample is larger than the 4-year 

institutions sample. The equal variance assumptions could have been impacted because 

the normal distribution of these means vary in range. Due to the small sample size, the 

chance of error was greater.  
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Table 14 

Group Comparisons of Means for Student Enrollment of 2-year and 4-year Institutions 

  Institution Type N Mean Std. Deviation Sig. 

2-year institutions 19 194.63 190.634   Student Enrollment 

  4-year institutions  15 65.33 79.406 .001 

 

 The p value is .02, which is not greater than alpha .05 and therefore the Ho is 

rejected because there is only a 2 percent probability that the Ho was true. Assuming 

equal variances, the null (Ho = There are no differences between 2-year and 4-year 

institutions as related to student enrollment) was rejected. Alternatively, assuming the 

equal variance assumption was violated, the null would still be rejected because there was 

only a 1.3 percent probability that the Ho was true. 

 

What are the challenges faced by faculty members in meeting the professional 

development needs of the early childhood workforce? 

Responses to these 12 items are presented in Table 18. Institution representatives 

were asked to identify the level of challenges that were student-related, faculty-related, 

and institution-related for their individual program. 

Student-related challenges. Overall, it was reported that the students’ competing 

work or family related responsibilities were viewed as a challenge. Of the 2-year program 

representatives 84.6 percent (n=11), identified this variable from somewhat of a 

challenge to a large challenge and one-third (n=9) of the 4-year institutions reported the 

same challenge. Students’ lack of preparation and skill was also reportedly a challenge 

for 2-year and 4-year institutions. Twelve 2-year institution representatives, or 92.3 

percent of the respondents reported that students’ lack of preparation or skill ranged from 

somewhat of a challenge to a large challenge. For the 4-year institutions, representatives 

also identified this variable as posing a challenge, with 58.3 percent of the responses 

ranging from somewhat of a challenge to a large challenge. 

Lack of student motivation was not reported as a faculty challenge by most of the 

institutions of higher education (IHE). Only one 4-year institution identified this variable 

as a large challenge. Three 2-year IHEs and four 4-year IHEs reported this was somewhat 

of a challenge, whereas 16 respondents felt this was not or was a minimal challenge.  
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Faculty-related challenges. The majority of responses related to a lack of faculty 

in the department with early childhood expertise indicated that this was not a challenge 

for the surveyed institution representatives. For the 2-year institution representatives 76.9 

percent (n=10) reported this as not a challenge, or a minimal challenge, whereas only 3 

representatives ranged in response from somewhat of a challenge to a large challenge. 

Representatives from 4-year institutions responded similarly, with 66.6 percent (n=8) 

viewing this variable not a challenge and 4 reporting it from somewhat of a challenge to a 

large challenge.  

The majority of institution representatives viewed lack of full-time faculty as 

somewhat of a challenge ranging to not a challenge.  Only two 2-year and three 4-year 

institution representatives reported this variable as posing as considerable challenge, 

whereas six 2-year and seven 4-year institution representatives did not view a lack of full-

time faculty as a challenge. Of the 25 institution representatives responding to this survey 

item, 52.0 percent did not perceive a lack of full-time faculty to be a program challenge.  

Faculty challenges, poor working conditions, and wages were not reported as a 

considerable challenge. In fact, 92.0 percent of the responses for this survey item ranged 

from somewhat of a challenge to not a challenge, with over 72.0 percent of the responses 

indicating this issue not to be a challenge. Responses related to difficulty attracting and 

retaining ethnically and linguistically diverse faculty varied considerably. For the 2-year 

institution representatives responding to this item on the survey, 53.8 percent (n=7) 

reported this as a minimal challenge, 30.7 percent (n=4) reported somewhat of a 

challenge, and 15.3 percent (n=2) reported retaining ethnically and linguistically diverse 

faculty as a large challenge. For the 4-year institutions, representatives indicated very 

different perceived levels of challenges. Five representatives, or 41.6 percent, reported 

this as a considerable challenge, while another 5 reported this not to be a challenge, and 2 

representatives, or 16.6 percent, reported this variable as somewhat of a challenge. 

Institution-related challenges. For the variable of interest problems with transfer 

of credits and articulation, 24.0 percent (n=6) of IHE representatives reported this as a 

large challenge and 60.0 percent (n=15) of representatives reported this as a minimal 

challenge. Only 4 representatives, or 16.0 percent reported this variable as a mid-level 

challenge. Based on percentages, 4-year institution representatives were more likely not 
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to view this issue as a challenge (66.6 percent) than 2-year institution representatives 

(53.8 percent). On the other hand, 2-year institution representatives were more likely to 

view articulation as a considerable challenge (38.4 percent) versus one 4-year institution 

representative reporting this issue as posing a large challenge.  

 Lack of support from the IHE for the early childhood program was not listed as a 

challenge for the majority of respondents (n=21). In fact, 64.0 percent of the institution 

representatives did not report this variable as a program challenge, with 61.5 percent of 2-

year and 66.6 percent of the 4-year institution representatives in agreement that lack of 

support is not a program challenge for early childhood teacher preparation programs. It 

was reported as somewhat of a challenge for 5 of the 2-year institution representatives 

and a large challenge for 4 of the 4-year institution representatives.  

An inability to serve the number of students who want to enroll in the early 

childhood program was proportionately reported as not challenging (n=20). Only 3 

representatives identified this variable as somewhat of a challenge and 2 institution 

representatives listed this as a large challenge. There were no notable differences between 

2-year and 4-year institution representatives for this variable of interest. 

Community-related challenges. Responses regarding lack of quality practicum 

sites ranged considerably from a minimal challenge (n=13) to somewhat of a challenge 

(n=6) to a large challenge (n=7). It is notable that over 52.0 percent of responding 

institution representatives did not report this variable as a challenge. 

The majority of respondents did report difficulty attracting and keeping students 

due to poor working conditions and wages in the field (n=13) and an additional 6 

institution representatives reported this variable as somewhat of a challenge. Ten of 13, 

or 76.9 percent of 2-year institution representatives reported this as challenging, versus 9 

of 12 or 75.0 percent of the 4-year institution representatives reporting on the same 

variable. Only three 2-year and three 4-year IHE respondents did not report a difficulty 

attracting and retaining students due to working conditions in the field.  
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Table 15 

 Challenges Identified by Faculty in Meeting Early Childhood Professional Development Needs  

Institution Type                                                                 

(N=25) 

Not a challenge     Somewhat of a challenge      A large challenge 

    1               2              3             4             5         

Students competing work or family responsibilities 

     2-year institution 

     4-year institution 

 

1 

1 

 

1 

2 

 

3 

6 

 

3 

1 

 

5 

2 

Lack of student motivation 

     2-year institution 

     4-year institution 

 

3 

4 

 

6 

3 

 

3 

4 

 

1 

 

 

 

1 

Students’ lack of preparation or skill 

     2-year institution 

     4-year institution 

 

 

2 

 

1 

3 

 

7 

4 

 

3 

1 

 

2 

2 

Lack of faculty in department with EC expertise 

     2-year institution 

     4-year institution 

 

9 

5 

 

1 

3 

 

1 

2 

 

2 

2 

 

 

 

Lack of full-time faculty 

     2-year institution 

     4-year institution 

 

3 

4 

 

3 

3 

 

5 

2 

 

1 

2 

 

1 

1 

Poor working conditions and wages 

     2-year institution 

     4-year institution 

 

7 

4 

 

2 

5 

 

4 

1 

 

 

1 

 

 

1 

Difficulty retaining ethnically diverse faculty 

     2-year institution 

     4-year institution 

 

3 

1 

 

4 

4 

 

4 

2 

 

 

3 

 

2 

2 

Problems with transfer of credits and articulation 

     2-year institution 

     4-year institution 

 

1 

5 

 

6 

3 

 

1 

3 

 

2 

 

3 

1 

Lack of support from IHE for EC program 

     2-year institution 

     4-year institution 

 

6 

6 

 

6 

3 

 

5 

 

 

 

2 

 

 

2 

Inability to serve number of students who want to enroll 

     2-year institution 

     4-year institution 

 

9 

6 

 

2 

3 

 

1 

2 

 

1 

1 

 

Lack of quality practicum sites 

     2-year institution 

     4-year institution 

 

4 

5 

 

1 

3 

 

5 

 

 

2 

3 

 

1 

1 

Difficulty attracting and keeping students due to poor 

working conditions 

     2-year institution 

     4-year institution 

 

 

1 

2 

 

 

2 

1 

 

 

2 

4 

 

 

1 

2 

 

 

7 

3 

  

What is the level of articulation between institutions of higher education as students 

take coursework for credit? 

 The issue of articulation was addressed through quantitative and qualitative data. 

Descriptive statistics are presented in Table 13. Questions pertained to formal and 

informal agreements of articulation between institutions of higher education (IHE).  

 Of the articulation agreements amongst IHE’s, seven 4-year institution 

representatives indicated agreement with an external program. From the 2-year institution 
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representatives, it was indicated that articulation agreements existed for 6 early childhood 

programs that affected students wishing to earn a bachelor’s degree and 12 agreements 

affecting students wishing to enter the 2-year institution. For these agreements, 85.0 

percent of the articulation agreements were reported as being formal. It is also notable 

that 2-year institutions were twice as likely to have articulation agreements with an 

alternate early childhood program than with a 4-year institution. The coursework topics 

identified as allowable credit for articulation include education, general studies, human 

development, introduction to early childhood education, child growth and development, 

practicum hours, internship hours, CDA equivalency training, and the state mandated 40 

hour child care training. 

 Three of the articulation agreements identified exist between the high school and 

IHE. Five of the articulation agreements identified were between the community college 

and public university level of education.  These agreements were for variable credit, 

ranging from 6 credit hours to a full two-year degree. Ten IHE representatives identified 

the potential for articulation of credit hours. 

 

 

Table 16 

Existence of Articulation Agreements Among Institutions of Higher Education  
Institution Type                                                                                          Yes No Total 

Does your B.S. program have articulation agreements with other IHEs that 

affect students?      

     2-year institution 

     4-year institution 

 

 

 

8 

 

 

 

4 

 

 

 

12 

Does your A.S. program have articulation agreements with other IHEs that 

affect students wishing to earn a B.S. degree?           

     2-year institution 

     4-year institution 

 

 

6 

 

 

9 

 

 

15 

Does your A.S. program have articulation agreements with other IHEs that 

affect students wishing to enter your A.S. program?           

     2-year institution 

     4-year institution 

 

 

12 

 

 

3 
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CHAPTER V 

DISCUSSION 

 

 

 

 

In greater and greater numbers researchers are indicating that a positive 

relationship exists between the educational preparation of early childhood professionals 

and the quality of early care and education programs (Helburn, 1995; Early & Winton, 

2001; NICHD Early Child Care Research Network, 1996; Whitebook, Howes, & Phillips, 

1989).  Further, a connection has been made between professional development, quality 

programming, and positive child outcomes (Helburn, 1995; Dunn, 1993; Early & Winton, 

2001). Research conducted in this area has emphasized the need for increased 

opportunities for high quality and appropriate professional development of early 

childhood professionals. A part of this then, is the need for high-quality teacher 

preparation programs. The increasing demands for early childhood teacher qualifications 

require an analysis of current formal education systems to determine if institutions of 

higher education are prepared to meet the needs of the field and adequately prepare early 

childhood professionals to serve families and provide quality care and education that 

promotes young children’s optimal development (Early & Winton, 2001). 

Contribution to Theory 

 The majority of the research on the professional development of early childhood 

teachers has focused on the need for training and education on working with young 

children in an early care and education setting. Early and Winton (2001) conducted a 

survey of a national sample of institutions of higher education (IHE) with early childhood 

programs. This study was unique in that the focus was on the providers of education, 

rather than on the recipients. However, the study lacked a theoretical base on which to 

focus findings and draw meaningful conclusions. Application of the ecological systems 

perspective promoted the alignment of research questions and methodology for the 

current study. From this process, it was determined that the microsystem was the primary 

system for analysis of early childhood teacher preparation programs.  The ecological 

systems theory framework was useful for assessing the original research design and 
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determining conceptual gaps that may have existed for early childhood students enrolled 

in an early childhood or child development program.  

 The theoretical application impacted and contributed to the research design and 

was an affirmation of applying the ecological system perspective for the assessment of 

early childhood teacher preparation programs. Use of the theoretical framework guided 

the research design processes, as well as the interpretation of findings and implications 

and therefore supported the ecological systems perspective as a theoretical base for study.  

Through utilization of the ecological perspective, it was determined that 

articulation was an issue not thoroughly addressed in the original survey and yet, an issue 

with potentially large implications for students’ abilities to continue education. From the 

vantage point of the student, articulation is an issue with direct impact on his or her 

ability to navigate the early childhood teacher preparation system. For example, a student 

completing an associate’s degree who cannot continue on for a bachelor’s degree without 

significant loss of credit has to choose between continued education and satisfaction with 

a two-year degree. If teacher preparation is approached as a relationship between the 

student and formal education, articulation has large implications on a student’s abilities to 

be successful in regard to professional development. Because articulation is related to 

student success in achieving professional development goals, it was approached as a 

meso-system issue and the survey was modified to address the issue more purposely.  

The original survey included one question on articulation. By reading the survey 

questions with the students’ needs in mind, it was clear that information from a single 

articulation question would not provide sufficient information to understand articulation 

among and between IHEs and the impact this may have on students’ abilities to transfer 

credit and smoothly transition from one degree program to another. The issue of 

articulation was expanded in this survey to include more than whether or not articulation 

agreements exist between IHE. For the purpose of this study, information was also 

collected on the number of hours that were transferable, the type of coursework, and the 

type of IHE.  Thus, the theoretical application provided a framework for understanding 

how institutions of higher education can support and improve quality initiatives that 

promote the professional development of early childhood teachers, and ultimately 

influence the development of young children.  
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From this study, determinations can be made about course content, coverage, and 

availability; articulation of coursework; and faculty characteristics and challenges. These 

data are important determinants for early childhood teachers on the availability, 

accessibility and quality of institutions of higher education (IHE) early childhood or child 

development programs in Florida. Application of the ecological perspective provides a 

framework for understanding how institutions of higher education can support and 

improve quality initiatives that promote the professional development of early childhood 

teachers, and ultimately influence the development of young children. In relation to the 

ecological systems theory, the professional development of an early childhood teacher 

occurs within the microsystem via proximal processes. Proximal processes refer to the 

enduring reciprocal interactions between an individual and the persons, objects, and 

symbols in the immediate environment (Bronfenbrenner & Morris, 1998). For students of 

early childhood teacher preparation programs, the proximal processes include the 

relationship between faculty and student and the information presented within 

coursework for acquiring knowledge for completing professional development goals. 

Specific to early childhood teacher preparation and students’ abilities to acquire 

knowledge on child development and care, it is assumed that proximal processes have 

greater impact in early childhood teacher preparation programs with adequate faculty 

support and coverage of coursework. This study examined the coverage of coursework, 

the requirements for program of study, and the status of faculty (part time versus full 

time) all with considerable impact on student development. In this way, this research 

contributed to the ecological systems theory by demonstrating how concepts of this 

theory are relevant to early childhood teacher preparation programs.  

 The current research on the professional development system in Florida provided 

verification of the ecological systems perspective as applied to the findings and 

implications of the research questions. All data collected centered on aspects of a teacher 

preparation program that would directly impact students’ abilities to have their 

educational needs met. The micro-systemic relationship between the early childhood 

teacher, the early care and education program, and the institution of higher education has 

implications for the meso system and beyond. Teacher knowledge, and more specifically, 

an early childhood student’s ability to access and gain teacher knowledge in an IHE is an 
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important consideration with large implications for services provided to children and 

families and the student seeking an education.    

Early Childhood Teacher Preparation Programs in Florida 

This study was designed to provide descriptive information about early childhood 

teacher education programs in Florida offered in 2-year and 4-year institutions of higher 

education (IHE) for post-secondary credit. In the current research, similar processes were 

used, where applicable, to that of the study conducted by Early and Winton (2001), in 

order to retain maximum comparability to the national data. These processes included 

research design, processes, data collection, and analyses. In this way, the current research 

provided analysis of all Florida IHE as a collective whole, IHE in Florida as compared to 

other institutions offering the same degree, and Florida IHE as compared to the national 

data set of 2-year and 4-year early childhood programs.  

The first notable information came partially from work conducted prior to data 

collection in the form of public domain, rather than a finding of this study. However, this 

information was refined through the survey and therefore included in the discussion. 

From the 106 institutions of higher education in Florida, 44 were identified as having an 

early childhood teacher preparation program, however from the outcomes of the survey 

processes and responses it was determined that the actual number was 38.  

This information is important for two reasons. Firstly, initial efforts to determine 

the number of early childhood teacher preparation programs resulted in a higher number 

of programs than actually existed.  This may cause confusion for students seeking to 

study in this content area and impede the perception of accessibility to higher education 

programs. To the extent possible, institutions of higher education faculty and staff must 

be clear about majors, degrees, and course offerings so that potential students can make 

informed choices about programs and attendance. 

Secondly this information is important because of availability.  Regardless of 

participation in the study, from the formation of the sample, the number of 2-year 

programs and 4-year programs offering coursework in early childhood was identified. In 

Florida, there are 21 2-year formal institutions of higher education offering early 

childhood coursework and 17 4-year institutions with early childhood or child 

development programs. This information was confirmed by 34 of the 38 IHE in their 
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responses to the survey. From the identified sample and from the survey responses, it is 

clear that there are many early childhood teacher preparation programs in all regions of 

Florida that offer a variety of degrees and services (Bachelor’s degree, Associate’s 

degree, Child Development Associate training).  

What follows are conclusions on the characteristics of faculty, students, and the 

kinds of coursework and practica experiences provided to students, as well as the 

challenges faced by faculty members in meeting the professional development needs of 

the early childhood workforce. The discussion is organized by the original research 

questions. 

 

What are the general characteristics of higher education programs offering early 

childhood degrees (e.g., characteristics of faculty in those programs, coursework 

and practica experiences provided to students)?  

 Program missions. Of those reporting, IHEs in Florida with early childhood or 

child development programs, representatives consistently reported their primary mission 

as preparing early childhood professionals to work with young children birth to four. 

Approximately half of the sample reported that part of their mission was also preparing 

early interventionists or early childhood special educators. However, for questions on 

training existing providers working with young children, the missions of 2-year versus 4-

year teacher preparation programs differed. For 2-year institutions, 80 percent of the 

representatives identified part of their mission was to educate professionals that were 

currently working with young children. Whereas, only two-thirds of 4-year institution 

representatives identified part of their mission was to educate professionals currently 

working with young children.  

This latter finding presents a potentially important implication for the early 

childhood workforce. If teacher qualifications are increased, as recommended by many 

researchers and early childhood experts (Clifford & Maxwell, 2002; Whitebook, 2003), 

consideration must be given to the notion that many of the 4-year early childhood 

programs in Florida do not seem to have prioritized educating those currently working in 

child care and education. Early childhood teachers that work full-time and attend school 

have needs for flexibility and support, such as part-time options and evening course 

offerings, beyond that of students enrolled full-time (Cassidy et al., 1995). If teacher 



   

 

 

   

53 

qualifications are to be increased, 4-year early childhood or child development programs 

may need to consider changes to the existing coursework format to increase support for 

the working student. 

Another finding on the mission of IHE early childhood programs involves 

implications for the general early care and education workforce. Of the 15 4-year 

institutions that offer a bachelor’s degree, the majority indicated that their mission is to 

prepare students to teach children birth to four (n=12) and work with professionals 

currently teaching in the field (n=10), however half of graduates reportedly go on to teach 

or work with children ages birth to four. This is quite opposite from the responses 

collected from institution representatives on the CDA and associate’s degree graduates 

that reported 75 percent or better of graduates go on to work with or teach children birth 

to four. This may reflect the broader range of opportunities available to those earning a 

bachelor’s degree, or reflect the relatively low salaries for direct service to children. 

Graduates may still be working as early care professionals in alternate capacities, such as 

trainers, resource and referral staff, researchers, or other related positions. It is also 

possible that this finding is reflective of the inconsistency of educational preparation with 

salary (Center for Childcare Workforce, 1998). Retention and compensation are 

important issues for the early care and education service industry (Center for Childcare 

Workforce, 1998; Worthy Wage Campaign, 1998). Additional information on the work 

status of early childhood and child development bachelor’s degree graduates would 

increase the level of understanding on retention.  

Program offerings. The majority of programs in the sample offered Child 

Development Associate or associate’s degrees, with approximately a quarter offering a 

bachelor’s degree. This is consistent with current early childhood teacher qualification 

standards that have not required early childhood staff to have a bachelor’s degree (Early 

& Winton, 2001).  

As reported by Early and Winton (2001), the majority of programs reviewed 

covered a broad age range of child development (infants through elementary age) which 

may be indicative of students’ receiving a general overview of developmental ages, 

stages, and expectations rather than specific training geared to one stage of children’s 

development. This could have potential positive and negative outcomes. On the one hand, 
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the physical, emotional, and cognitive needs of infants are very different from those of 

elementary children. On the other, it could also be argued that students’ preparation on 

various age spans could serve as an advantage to administrators because early childhood 

teachers presumably might be able to accommodate to the needs of different age groups 

depending on the child care center’s needs (Cornelius, 1988; Early & Winton, 2001).  

Coverage of key content areas. A variable of interest in this study was the extent 

to which early childhood programs require course coverage in specific content areas on 

the provision of quality care. Topics such as diversity, disabilities, and infant/toddler 

development have been identified as common core subjects of professional knowledge by 

the National Association for the Education of Young Children as part of their 

recommendations for professional development (Early & Winton, 2001; National 

Association for the Education of Young Children, 1996).  

While the majority of Florida IHEs report offering coursework encompassing the 

development of children birth to four, only 41 percent of the sample representatives 

report offering infant and toddler related courses. For the sample, infant and toddler care 

in the Child Development Associate (CDA) programs and associate’s degree programs 

had a greater presence in curriculum than in the bachelor’s degree programs. However, a 

surprising one-third of the IHEs did not provide any coverage on infant and toddler 

development and care, including coverage through a class session or multiple class 

sessions. While one-third may seem a trivial amount, it really has serious implications for 

early childhood teachers and the educational foundation that prepares them to meet the 

developmental needs of young children. An early childhood teacher who is a graduate 

from an early childhood education or child development program would be expected 

have a basic understanding of infant and toddler development and care. For this reason, 

limited, and in some cases no course offerings on infant and toddler development could 

be detrimental to the provision of quality services and the ability of that individual to 

meet young children’s cognitive, social, emotional, and physical needs.  

Approximately 50 percent of the programs sampled require course coverage on 

infant and toddler development and care. While this may seem to be an acceptable 

percentage at first glance, it is important to note that for nearly all of the sampled IHEs 

representatives reported their mission was to prepare early childhood professionals to 
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work with young children ages birth to four. Given that the need for infant and toddler 

care is on the rise, with an estimated 73 percent of children younger than three years of 

age enrolled in programs (Honig, 2002), IHE faculty and staff should consider if the 

current provision of infant and toddler coursework is adequate. If graduates of these 

programs are to be released into the workforce or to continue working in early childhood 

education facilities, adequate course coverage must be available to students who are 

seeking specialization in infant and toddler development and care.   

There may be legitimate reasons that IHE early childhood or child development 

programs may not offer specific courses on infant and toddler development and care. It is 

possible that IHE that do not wish to modify course offerings because the current 

program of study is meeting workforce needs for that community, or because the program 

does not have adequate funding to increase course offerings, or does not have students in 

need of additional course coverage related to infant and toddler development and care. 

For these IHE, consideration could be given to modification of the program mission to 

better reflect the available program of study. IHE faculty that focus and emphasize 

preschool-age development and care, rather than infant and toddler education and care 

should specify a direct focus in the program mission statement. Alternatively, if the 

mission is reflective of the program of study the IHE faculty intend to offer, 

consideration should be given to expanding the current program of study to be more 

inclusive of infant and toddler development and care.  

Similarly, family child care coursework was also lacking considerably. In the 

United States, family child care homes are one of the primary forms of early care and 

education for working parents of children under the age of five years (Bordin et al., 

2000).  Approximately one-third of the families with employed mothers use a family 

child care home (Galinsky, Howes, Kontos & Shinn, 1994). An estimated 26% of 

children under the age of six years who attend child care receive their care in a family 

child care setting where care is provided by a non-relative in the teacher’s home (Smith, 

2000). Further, more and more families are choosing family child care arrangements, 

particularly families with lower incomes, because it is more available and affordable than 

center-based care (Frankel, 1994; Rusby, 2002). Early childhood teacher preparation 

programs provide an opportunity for current or potential family child care home 
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providers to become educated on caring for and educating multi-age groups. Also, early 

childhood graduates may eventually work as trainers, consultants, or resource and referral 

staff and knowledge of family child care dynamics would enhance their understanding of 

quality early care and education settings and practices.  

Alternatively, course coverage related to other core topics, such as preschool-age 

development and care, as well as children with disabilities and special health care needs, 

were adequately offered and available to early childhood students in multiple course 

formats. These topics are among the core competency areas recommended for early 

childhood professionals by the National Association for the Education of Young Children 

(NAEYC, 1996). Researchers focusing on preschool-age care and development have 

produced strong evidence that the preschool years are critical in determining children’s 

capacity for healthy social, emotional, cognitive, and physical development. Currently, 

more than half of children ages 3 to 5 but not yet in kindergarten were enrolled in some 

form of prekindergarten, totaling more than 4.3 million children in the United States 

(Bownman, Donovan, & Burns, 2000). Preschool-age children participate in a variety of 

settings, including state prekindergarten programs, child care center programs, Head Start 

programs and family child care homes. Teacher knowledge of various aspects of 

preschool-age development and care enables early childhood teachers to meet the 

developmental needs of children and prepare them for future school success (Dwyer, 

Chait, & McKee, 2000; National Institute of Child Health and Human Development, 

1999; Zaslow, Calkins, & Halle, 2000). Multiple course offerings on preschool-age 

development and working with children with disabilities and special health care needs 

prepares teachers to plan age- and individually-appropriate activities for the provision of 

quality care and education. 

Various aspects of missions and course offerings, content and coverage were of 

notable interest for general characteristics of programming for higher education programs 

offering early childhood degrees. Positive aspects included the accessibility of early 

childhood coursework in Florida, variation of course topics, and coverage of preschool-

age development and care, disabilities and special health care needs, and school-age 

coursework. National researchers have indicated a need for increased professional 

development standards (Clifford & Maxwell, 2002; Whitebook, 2003), which may mean 
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that Florida policymakers and IHE faculty will need to make decisions on increased 

availability of programs. Consideration may also need to be given to more complete 

course coverage of high need early care and education issues, such and infant and toddler 

development and care.   

In the context of the ecological system perspective, course offerings and core 

topics for study are assumed to impact graduates’ abilities to care for and educate young 

children. IHE early childhood and child development faculty must consider the 

educational needs of students specific to the provision of coursework, the intensity of 

offerings for core knowledge topics, and the flexibility in meeting student’s needs. The 

findings presented for the general characteristics of the IHE early childhood and child 

development programs in Florida enable a system-wide glance at the operations of the 

IHE for a point in time. Individual programs can use this information to independently 

assess how their student services and course offerings relate to other programs in Florida 

and determine if modifications are necessary and would benefit students enrolled in their 

programs and/or aid in the recruitment of students seeking higher education for early 

childhood education or child development.  

What are the relationships between the institution type and general program 

characteristics?   

Early childhood coursework. Through analysis of the first research question, it 

was determined that infant and toddler development and care coursework was a lower 

priority for Florida IHEs with early childhood or child development programs based on 

amount and type of coursework and training offered. Further analysis comparing the 

results by institution type revealed that 2-year institution faculty were much more likely 

to offer infant and toddler development and care course coverage than were 4-year 

institution faculty. Additionally, 2-year institution faculty were more likely to offer 

coursework on family child care. It is possible that because 2-year institution faculty were 

more likely to have students that were currently working in the field, course offerings 

reflected the needs of the enrolled students as opposed to general preparation of working 

with children in a preschool setting. However, equal consideration should be given to job 

availability and salary limitations for bachelor’s degree graduates in both infant and 

toddler care and family child care. Because dollars are limited for direct services (Center 
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for Childcare Workforce, 1998), bachelor’s degree programs may focus preparation and 

coursework on other career related opportunities, such as administration, consultation, or 

resource and referral services. It is possible, that the differentiation of course offerings 

and preparation tactics between 2- and 4-year institutions is a workforce issue, rather than 

a programming issue. Further investigation needs to be done in this area to determine the 

reason for the discrepancies. If this is a workforce issue, policymakers, as well as 

researchers and experts, must consider the issue of compensation in their discussion and 

promotion of increased teacher qualifications.  

As for the issue of required versus optional coursework completion, 2-year 

institution had fewer required courses than 4-year institutions. This may be indicative of 

2-year institution faculty attempting to be flexible and allowing students to design 

programs of study most fitting their individual needs. However, this could also be 

perceived as a negative issue because total flexibility may not result in a solid program of 

study and adequate preparation for meeting children’s developmental needs. Early 

childhood teachers must have a large repertoire of knowledge and skills, including 

responding to children’s needs, understanding the significance of building and enhancing 

early learning experiences, individualizing their approach to children’s learning, 

providing choices and not limitations, and willingly share the direction of learning by 

engaging with children and following children’s natural interests (Bowman, Donovan, & 

Burns, 2001; Ghazvini & Mullis, 2002; Helburn, 1995). The intensity and depth of child 

development knowledge related to facilitating quality care requires comprehensive 

coursework and IHE faculty could assist students in selecting appropriate coursework 

through the requirement of core subjects.  

While decisions for required versus optional coursework might actually be made 

at the institution level and not within individual programs, faculty may need to consider 

working with the institution to require specific core topics, such as preschool age 

development and care, infant and toddler development and care, and working with 

culturally and ethnically diverse families, to ensure that students take fundamental 

courses related to the development and care of young children.  

Faculty and student characteristics. Regarding the issue of faculty, 4-year 

institutions were more likely to have full-time faculty on staff and in greater numbers 
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than 2-year institutions. Conversely, 2-year institutions were more likely to employ part-

time faculty and in greater numbers than 4-year institutions. Student populations also 

differed considerably between 2- and 4-year institutions. In 2-year institutions, on 

average, student enrollment was almost triple that of 4-year institutions. It is likely that 2-

year institutions must employ more part-time or adjunct faculty than in 4-year institutions 

to compensate for the large number of students enrolled. Further, given the economics of 

higher education, part-time or adjunct faculty are much less expensive that full-time 

faculty and thus employing part-time faculty is more affordable for IHE.  

In drawing comparisons between 2-year institutions and 4-year institutions, there 

were more similarities than differences. Many of the missions were similar, as well as the 

core topics for coursework. Differences were most apparent in the structure of course 

programming. Required coursework was much more stringent in 4-year than in 2-year 

institutions. On the other hand, 2-year institution faculty offered a greater variety of 

coursework on select core topics, such as infant and toddler development and care and 

family child care. Among the select differences, 2-year and 4-year institution faculty 

presented potential strengths and weaknesses. Perhaps through increased communication, 

2-year and 4-year faculty could share what works best and what is not working properly 

and benefit from the experiences of educating students in slightly different capacities. 

What are the challenges faced by faculty members in meeting the professional 

development needs of the early childhood workforce? 

Racial/ethnic diversity among faculty. The racial composition of early 

childhood faculty in reporting IHEs clearly demonstrates a lack of ethnic diversity with 

81 percent of faculty identified as White, non-Hispanic, only 10 percent identified as 

Hispanic, and 9 percent Black, non-Hispanic faculty identified. Consistent with the 

findings in the national research study (Early & Winton, 2001), challenges of creating 

racially and ethnically diverse faculties existed for all of higher education in Florida. In 

the Early and Winton 2001 national sample, chairs/directors responding to the survey 

identified attracting and retaining ethnically and linguistically diverse faculty as their 

biggest challenge. This challenge is also apparent in the sample of early childhood 

teacher preparation program respondents in Florida. Interestingly, most lead faculty 

surveyed in the present study did not identify difficulty attracting and retaining ethnically 
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and linguistically diverse faculty as a challenge facing early childhood programs. Of 

those reporting, 4-year institutions were more likely to view this as a challenge than 2-

year faculty. However, far more institution representatives did not view this as a 

challenge.  

Although not the case for faculty, the reported student populations were ethnically 

diverse. A large portion of the population was White, non-Hispanic, however many 

students were Black, non-Hispanic and Hispanic. Thus, the faculty members’ ethnicity 

was not of a similar racial or ethnic distribution to the students. Researchers examining 

the significance of ethnically similar role models have indicated that this is an important 

issue for the development of ethnically rich professionals (Chang, Muckelroy, & Pulido-

Tobiassen, 1996; Moore, 1993). As reported in Early and Winton (2001, p. 299)) “the 

lack of racial/ethnic diversity among faculty members means that students who might 

want to pursue advanced degrees see few models in these roles, which is a major factor 

limiting diversity in early childhood leadership.”  This may mean that early childhood 

programs need to revisit the mission and racial composition of their programs and 

consider implications of diverse populations of young children, diverse populations of 

early childhood students, and the lack of ethnic/racial diversity among faculty.  

The need for more faculty. In the analysis of all IHE respondents in the Florida 

sample, early childhood programs have more than twice the number of part-time as full-

time faculty. Interestingly enough, this issue was not addressed by faculty respondents as 

a considerable challenge in meeting early childhood professional development needs. In 

the Early and Winton 2001 national sample this was true of 2-year early childhood 

programs, but less so for the 4-year programs.  In the current study, neither 2-year nor 4-

year institution representatives reported this as a large challenge. 

Giving consideration to the advantages of part-time and adjunct faculty, these 

individuals are likely working in the field and bring rich context and applied practices to 

their course instruction, which is an advantage for the institution and for students. 

However, this issue can also be cause for concern because while part-time faculty may 

provide high-quality instruction, their part-time status may limit their availability and 

accessibility to students in need of help outside the scheduled class time (Early & 

Winton, 2001). While the issue of faculty numbers was not identified by representatives 
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as a large challenge, it may be an issue that IHE early childhood and child development 

faculty need to consider. Especially in light of the national research findings reported by 

Early and Winton (2001) that the predominant amount of IHE early childhood programs 

in the nation need additional early childhood faculty. Furthermore, this could pose a 

particular issue for 2-year institutions in Florida that did not impose requirements for 

program of study. If full-time faculty are not present and part-time faculty are not 

available, students may not receive the guidance they need to make decisions about areas 

of interest, coursework, and employment options. Adequate guidance and coursework are 

necessary for quality early childhood teacher preparation programs. Consistent, enduring 

relationships over time contribute to an individual’s development (Bronfenbrenner & 

Morris, 1998). If adjunct or part time faculty are not accessible to students, or if they are 

not available over time, the student’s professional development goals may be 

compromised. IHE faculty must consider strategies for providing guidance on 

coursework and career options for early childhood students. 

Workplace issues. Major challenges noted by chairs/directors of early childhood 

programs in Florida were related to student dynamics. Students’ lack of academic 

preparation and skill was reported by the majority of the respondents as challenging. 

Additionally, students’ work or family related responsibilities were noted as posing 

considerable challenge to early childhood faculty. Two-year institution representatives 

were more likely to identify these factors as challenging than 4-year institution 

representatives. These findings are particularly interesting when paired with the results of 

student populations. Two-year institutions were reportedly much more likely to have 

students working part- or full-time when enrolled in the early childhood program. It is 

possible that these students have increased competing interests and burdens given they 

are employees and students. Perhaps early childhood programs with large populations of 

working students should evaluate student support services to help lesson challenges 

related to student dynamics. 

Related to this issue are the difficulty chairs/directors have recruiting and retaining 

higher performing students due to poor working conditions and wages in the field. Similar 

findings existed in the national sample. “Low salaries, lack of a coordinated system of career 

paths, and few rewards for pursuing higher education are characteristics of this context,” 
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(Early & Winton, 2001).  Just as it is an issue in the nation (Center for Childcare Workforce, 

1998; Worthy Wage Campaign, 1998), recruitment and retention is an issue in Florida. This 

finding poses a considerable challenge for IHE faculty because the larger implication is a 

workforce issue and is not something that can be addressed or changed comprehensively by 

IHE early childhood faculty. This is an issue that requires attention from policymakers, 

researchers, advocates, and IHE faculty. However, IHE early childhood faculty can work to 

advocate on workforce development and to educate students on the importance of advocacy 

for improved working conditions in the early care and education system. Strong leadership 

and advocacy is needed for improvements to be made to early care and education (Kagan & 

Bowman, 1997), and IHE faculty have the ability to educate students on the need for advocacy 

related to their chosen field of study.  

By and large, institution representatives did not report challenges related to 

institution logistics and support. It is apparent that the institution representatives were 

satisfied with the general system surrounding early childhood and child development 

programs. Related to perceptions of the field and the larger institution, representatives did 

not report challenges of poor working conditions and wages, lack of support, or an 

inability to serve the number of students who want to enroll. Further, institution 

representatives also reported that lack of student motivation and lack of faculty in the 

department with early childhood expertise were not negative factors or challenges that 

inhibited operations and education. Conceptually, institution representatives reported 

having students who want to be educated, faculty with expertise to provide quality 

education in a good working environment with adequate compensation and support. 

These indicators reflected positively on Florida IHE faculty in the provision of child 

development and early childhood programs. 

What is the level of articulation between institutions of higher education as students 

take coursework for credit? 

Problems with transfer of credits and articulation were identified as moderate 

challenges facing early childhood programs in Florida. Many early childhood programs 

surveyed did not report having any articulation agreements in place.  This is indicative of 

the continual challenge for early childhood associate degree holders (A.S. or A.A.S) to 

gain access in bachelor’s degree programs without sacrificing a large amount of credit. In 
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fact, only one program indicated an agreement of full articulation (full credit transfer) 

between the Associate of Applied Science and the bachelor’s degree. While discouraging, 

the existence of this one formal agreement does demonstrate the feasibility of improving 

this issue in Florida.  

While IHE representatives reported this only as a moderate challenge, this issue 

could still be cause for concern. Because of the historically inequity of formal education 

requirements of early childhood teachers, many hold a Child Development Associate 

(CDA) or associate’s degree (Howes, James, & Ritchie, 2003; Saluja, Early, & Clifford, 

2002). If credit hours do not transfer and cannot be applied toward the next educational 

level, students become less likely to achieve a four-year degree. From an ecological 

perspective, this issue places the student at risk. IHE faculty must consider the 

implications of articulation on students’ abilities to be successful in their early childhood 

teacher preparation programs. Continued education must be supported with the 

understanding that agreements between IHE have important implications on early 

childhood students. As expectations and credentials for early childhood teachers increase, 

a smooth transition for early childhood education becomes progressively more important.  

As with the national data set, Florida faculty in 2-year programs were more likely 

than university faculty to view articulation as a large challenge. This may be because 

community colleges work with students to gain access into bachelor’s degree programs 

and are therefore more aware of the current limitation of transferring credit. System-wide 

faculty meetings may be necessary to evaluate curricula and determine means for 

increasing the articulation level of early childhood credit in Florida. 

Limitations of the Study 

 One of the major limitations of this study was the sample size. Due to a small 

sampling frame, the number of actual respondents was limited and therefore 

generalizability of the findings is restricted. Additionally, data limitations posed 

restrictions due to incomplete data. The electronic survey format allowed participants to 

move forward through the questions without responding and therefore sample size 

fluctuated per each question, further restricting generalizability of the data. 

 The self-report, survey data collection method was also a limiting factor. Reliance 

on the chair/directors’ perceptions may not be reflective of all early childhood faculty, 
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programming, or student dynamics. A portion of the questions that were asked of IHE 

early childhood representatives required opinions rather than factual responses. Questions 

related to student-, faculty-, institution- and workforce-challenges were based on the 

perception of the respondent and may not hold true for all faculty members of the IHE.  

Other limitations relate to the specificity of data collected. A more thorough 

examination of the depth and quality of content areas offered in programs would amplify 

the comprehensiveness of early childhood programs in Florida. Questions related to 

specific core topics, the availability of topics, and whether topics are required in a 

student’s program of study allow only a cursory understanding of the intensity of topic 

coverage, with no information on the presentation of subject matter. Content analysis 

would provide a more thorough examination of core topic coverage. Similarly, a greater 

understanding of education delivery methods (coursework, practicum) and student 

knowledge post-graduation would provide insight as to the impact of early childhood 

higher education program quality on student dynamics, knowledge, and applied learning.   

Implications for Practice 

Many of the findings presented above, could have serious implications for early 

childhood teacher preparation programs, quality early care and education services, 

children’s development, and the early childhood workforce at large. What follows is 

further analysis of some of the key findings, as supported in research. 

Early childhood preparation and education. In Florida, early childhood teacher 

preparation specific to infant and toddler development and care is limited. Consideration 

of early childhood educator expertise is significant on many levels. Early childhood 

educator proficiency and knowledge about child development is critical to children’s 

learning and care (Bowman, Donovan, & Burns, 2001).  

Recent brain development research underscored the importance of the first three 

years of life (Dwyer, Chait, & McKee, 2000; Kroll & Rivest, 2000; Zaslow, Calkins, & 

Halle, 2000).  The early care experience that infants and toddlers receive directly impacts 

the child’s future development, ability to learn, and the capacity to regulate one’s own 

emotions (Dwyer, Chait, & McKee, 2000; Kroll & Rivest, 2000; Zaslow, Calkins, & 

Halle, 2000).  Young children require good health and nutrition, developmentally 

appropriate activities, and nurturing, responsive adult interactions for optimal brain 
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growth and development (Dwyer, Chait, & McKee, 2000; Kroll & Rivest, 2000; Zaslow, 

Calkins, & Halle, 2000). 

It is estimated that 73 percent of children under three are enrolled in programs 

including Early Head Start, child care centers, family child care homes, and relative care 

(Honig, 2002). However, researchers reported that infant and toddler care is typically 

mediocre to poor in quality.  In national and state studies, researchers reported that the 

quality of care for infants and toddlers is generally lower than the quality of care for 

preschool age children (Helburn, 1995).  Through the Cost, Quality, and Child Outcomes 

Study (1995), Helburn reported that 40% of the infant care rooms in centers were rated 

poor and placed children’s health, safety or development in jeopardy.   

Given the increasing need for infant and toddler care and the lack of quality 

provision in many infant and toddler programs, it is somewhat surprising that most early 

childhood teacher preparation programs do not require multiple courses on the topic. 

Researchers support that the training and education of early childhood teachers is a 

structural indicator of quality and impacts children’s development (Bordin, Machida, & 

Varnell, 2000; Dunn, 1993; Epstein, 1999; Ghazvini & Mullis, 2002). From the 

ecological systems perspective, the implications of adequate infant and toddler early 

childhood teacher preparation programs are far reaching. In the early childhood 

workforce, infant and toddler care is necessary. Further, the provision of care must be of 

high quality to support children’s healthy development and growth, to support families 

need to work, and to support the professionalism of a valuable service industry.  For all of 

these reasons, it is critical that students in early childhood teacher preparation programs 

receive adequate education on the development and care of infants and toddlers. 

A similar consideration should be made for family child care, as it also was not 

covered heavily in most early childhood teacher preparation programs. However, it is a 

prevalent setting for the provision of early care and education and students would benefit 

from knowledge of this type of care. In a review of studies comparing the quality of care 

in family child care with that of center-based care, Howes and Hamilton (1993) 

concluded that family child care environments are less safe and provide fewer 

opportunities for children’s learning, play, and social interactions.  Similarly, Kontos, 

Hsu, and Dunn (1994) reported less frequent involvement with children by teachers in 
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family child care compared to center-based care. In addition, the Study of Children in 

Family Child Care and Relative Care (1994) it was reported that only 9% of homes were 

of good quality, while 56% were rated as adequate or custodial, and 35% were rated as 

inadequate or growth harming.  The level of education and training in child development 

is lower for teachers in family child care settings than teachers in center-based care 

(Howes & Hamilton, 1993) and this may account for the lack in quality.  For these 

reasons, it is important that early childhood students have access to coursework on family 

child care and alternative settings to center-based care in greater quantity than was 

reported by institution representatives. 

In summary, two definitive substance areas are lacking from early childhood 

teacher preparation programs in Florida. This may be indicative of a need for greater 

coordination between the institution faculty that educate early childhood teachers and 

workforce needs. While course coverage on these topics may not have been as necessary 

in years past, this trend of children being placed in care at younger and younger ages is 

likely not changing. In fact for Florida, the number of children under five placed in child 

care has increased from 953,181 in 1999 to 987,846 in 2001 (Office of Economic and 

Demographic Research, 2000). Further, family child care is a growing sector in the early 

care and education industry (Bordin et al., 2000). Infant and toddler care and 

development and family child care have been identified, among others, as core 

knowledge topics for the provision of quality child care services (NAEYC, 1996). 

Because these topics were lacking in reported coursework offerings, Florida IHE faculty 

of early childhood or child development teacher preparation programs should consider 

increasing course coverage on these and associated topics that are relevant to quality 

early care and education services.   

Quality and accessibility of early childhood teacher preparation programs. 

Researchers, practitioners, experts, and advocates have consistently promoted an increase 

for the minimum qualifications of early childhood teachers (Clifford & Maxwell, 2002; 

Whitebook, 2003). In Florida, the passage of a constitutional amendment designed to 

support voluntary universal prekindergarten [Florida’s Constitution Section 1: Public 

Education, paragraph (b)] had legislators, early childhood professionals, experts, and 

researchers discussing the issue of teacher qualifications for Florida’s early childhood 
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teachers. If policies and state statutes are changed to increase the minimum standards of 

teacher qualifications, consideration must be given to whether or not there is need for 

additional 4-year programs that offer a bachelors’ degree in early childhood or child 

development. Seventeen IHEs were identified offering a bachelor’s degree in early 

childhood education or child development. If a bachelor’s degree is required of lead 

teachers at a future point in time, decisions must be made about whether 17 IHEs is 

sufficient to support and educate an exponentially increased number of students.  

Further, in light of the 1998 Head Start Act that required 50 percent of Head Start 

teachers to have at least an associate’s degree by 2003, consideration should be given to 

the capacity of current 2-year early childhood and child development programs. It is 

possible that this Act contributed to the large number of students enrolled in 2-year 

programs. While accessibility of early childhood coursework is not an issue at the current 

time, enforcing increased educational standards could prove burdensome for students, 

faculty and IHEs. In light of the 1998 Head Start Act and the potential for increased 

teacher qualifications through voluntary universal prekindergarten in Florida, IHE faculty 

and staff may want to consider alternative forms of education, such as distance learning 

and computer-based learning options.  

Another consideration for the accessibility of IHE early childhood and child 

development programs is the number of children in Florida. In 2000, staff of the Office of 

Economic and Demographic Research (within the Florida Legislature), reported that the 

number of children in Florida is increasing. In 2000, the number of children under 5 was 

987,846, which was up 34,665 from two years prior. This increase may be indicative of 

the need for more early care and education services and a larger early childhood 

workforce. Given recent policy changes, such as the 1998 Head Start Act, potential 

policy changes related to voluntary universal prekindergarten, and the increased number 

of children in Florida Florida policymakers and IHE faculty may need to consider 

adjustments in the availability and accessibility of higher education programs. 

 Diversity in early childhood programs. Florida is a state with a diverse 

population of individuals. This suggests diversity in multicultural and bilingual needs of 

the families and children who reside in Florida. Like the families and children in Florida, 

the early childhood teachers represent a large variety of racial and ethnic types. The 
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respondents in the current study did not suggest that diversity of faculty was a major 

challenge, however, from other studies with emphasis on diversity (Early & Winton, 

2001; Chang, Muckelroy, & Pulido-Tobiassen, 1996; Moore, 1993) researchers have 

consistently reported that racial and ethnic similarities are key to professional 

development. To support cultural sensitivity, resources are needed to address the lack of 

diversity in early childhood faculty of institutions of higher education (IHE) in Florida. 

While this does pose a considerable challenge for IHE early childhood and child 

development faculty, the current “lack of racial/ethnic diversity among faculty members 

means that students who might want to pursue advanced degrees see few models in these 

roles, which is a major factor limiting diversity in early childhood leadership,” (pp. 299, 

Early & Winton, 2001). Continued emphasis is needed on the recruitment and retention 

of culturally, ethnically, and racially diverse faculty in early childhood.  

Articulation. The respondents in the current study did not suggest that 

articulation was a major challenge, however, very few IHE representatives reported 

having articulation agreements with other IHEs or educational programs. Articulation 

agreements were identified between high school courses and community colleges; state 

mandated training hours and community colleges; Child Development Associate (or 

equivalent) and community colleges; and community colleges and universities. If 

articulation agreements were formalized for each of these venues across the system, a 

comprehensive early childhood teacher preparation program could exist in Florida. Thus, 

articulation becomes a workforce issue.  

Early childhood workforce. Advocacy and policy efforts addressing the working 

conditions of early childhood professionals are needed on a larger scale than presently 

exists. Florida IHE faculty reported finding the recruitment and retention of early 

childhood students to be a challenge due to the poor employment situation currently 

affecting the field. Emphasis on career opportunities, professional development 

standards, and career paths could help alleviate the amount of turnover in the field. If not 

already doing so, Florida IHE early childhood faculty should consider working with early 

childhood field staff, policymakers, and advocates to address the issues of professional 

development standards and career options. Further definition of professional standards 
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and career pathways might help with the recruitment and retention of early childhood 

teachers. 

On the issue of standards, compensation commensurate with education level and 

experience must become part of the early childhood standards of professionalism (Blau, 

2002). Only then can a workforce of educated, committed and high-quality professionals 

with career development opportunities that ensure stability for the early care and 

education system in Florida be assured. As in the case of professional standards and 

career options, IHE early childhood faculty should increase their involvement in 

advocacy to promote adequate compensation for early childhood teachers.  

In the current study, IHE representatives reported the issue of workforce 

development (recruitment and retention) and compensation as a major challenge facing 

Florida IHE early childhood faculty. In the unique role of being both an early childhood 

professional and an educator of early childhood teachers, IHE early childhood faculty 

understand the complex dynamics of the early childhood system and can offer valuable 

insight to policy- and decision-makers (Early & Winton, 2001).  

Recommendations for Future Research 

From the current study, several variables of interest warrant further investigation. 

For instance, little is known about the quality of early childhood curricula for Florida 

programs. Analysis of coursework content and delivery methods would provide insight 

on the level of knowledge attained by program graduates, as well as qualifications and 

preparation for various aspects of the early childhood field. Future research on the 

preparation of early childhood teachers should be designed to address quality measures, 

particularly the impact of early childhood coursework on classroom routines, 

environments, planning, and practices. Examples of possible research goals include 

determining the impact of coursework in an IHE early childhood or child development 

program on the quality of teacher/child interactions or on a teacher’s ability to 

individualize planning or set up a quality environment. 

Further analysis related to structural variables that impact a student’s ability to 

achieve educational goals should also be considered for future research. In light of the 

articulation issue that apparently exists for most early childhood students in Florida 

programs of higher education, a statewide assessment of the articulation of college level 
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credit is needed. If faculty from institutions of higher education (IHE), policy makers, 

and early childhood stakeholders were aware of the individual level of articulation that 

exists or does not exist for each of the 38 IHEs that offer early childhood coursework, 

system-wide improvement plans could be initiated.  A thorough examination of the 

formal articulation agreements that are currently in place would provide insight as to how 

a statewide approach may be developed.  

In addition to structural variables, such as articulation, macro variables also 

impact student decisions related to professional development. Recruitment and retention 

of early childhood professionals is a very large challenge for the early childhood 

workforce (Center for Childcare Workforce, 1998; Worthy Wage Campaign, 1998). High 

staff turnover affects child care negatively in all aspects, from monetary constraints to the 

quality of care (Worthy Wage Campaign, 1998).  Continuity is essential to the provision 

of quality care. Quality care depends on the ability of early childhood professionals to 

listen, observe, interact, and expand children’s learning over time (Dwyer, Chait, & 

McKee, 2000; National Institute of Child Health and Human Development, 1999; 

Zaslow, Calkins, & Halle, 2000). It is estimated that nearly one-third of the nation’s child 

care workers leave the job annually (Center for Childcare Workforce, 1998).  Early care 

and education programs also report difficulty in locating qualified teachers, contributing 

to the issues of inconsistent care, under-staffing, and potentially unsafe conditions for 

children (Center for Childcare Workforce, 1998; Worthy Wage Campaign, 1998).  

Research in this area might provide valuable insights for increasing retention and 

perceived professionalism for workers in the early care and education system, which 

would promote continuity of care and increase the quality of services for children and 

families. 

Representatives from 4-year institutions indicated that most graduates do not go 

on to work with children aged birth to four. These findings pose potential implications 

that warrant further investigation. Important unanswered questions that related to this 

issue include: Where are the graduates of 4-year institutions working? Have they left the 

early childhood workforce or are they in higher level positions within the field? Why are 

early childhood teachers leaving direct care services upon completion of a 4-year degree? 

Is it related to compensation? Preliminary analysis of the institution representative 
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responses through the current study indicated that some bachelor-level graduates are 

working with school-age populations. This could be due to the fact that public school 

systems generally compensate staff with higher salaries and more benefits than are 

available in many early care and education programs (Center for Childcare Workforce, 

1998; Vermont Department of Education, 1997; Worthy Wage Campaign, 1998). 

Because retention was reportedly high for graduates of CDA and associate’s degree 

programs, future research is necessary to determine where bachelor-level graduates are 

working and why they are not providing direct care services to children birth to four.  

Specific to recruitment and retention, future research should incorporate measures 

of support, guidance, and advising of early childhood students by faculty to determine the 

level of leadership provided for developing professionals and if there is a correlation to 

retention. This could be accomplished through identification of program graduates to 

assess student/faculty relationships, perceived support and guidance for career options, 

job satisfaction and retention. Also, faculty roles and responsibilities could be assessed to 

determine faculty priorities by institution type. More specifically, research would include 

an examination to determine if early childhood faculty are meeting the needs of students, 

or if time demands and constraints limit their capabilities to mentor students.  

Further analysis related to the early childhood workforce is merited. Institutions 

of higher education have the burden of meeting the needs of students and the workforce. 

Cross-analysis of trends in the workforce and existing early childhood curricula would 

provide valuable information on the content of coursework, program dynamics, and 

professional development needs of students. 

Summary 

 Chairs and directors of early childhood and child development programs in 

Florida institutions of higher education were surveyed to provide data about the number 

of programs in Florida offering early childhood degrees, the characteristics of faculty in 

those programs and the kinds of coursework and practica experiences provided to 

students. The findings of this study are discussed only in the context of these institutions 

of higher education. Many of the findings were consistent with the results of the Early 

and Winton 2001 national sample, such as challenges of student diversions and poor 

working conditions of the field. 
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 Limitations of this study included the small sample size and self-report method of 

data collection. Research addressing the roles of faculty, needs of students, and trends in 

the workforce is needed to gain more knowledge about the professional development 

needs in early childhood education. Findings were helpful in gaining a preliminary 

understanding of early childhood faculty characteristics, course and practica 

requirements, comparisons between institution type related to early childhood programs, 

and challenges facing programs. Future studies should focus on student knowledge and 

changes on classroom behavior, as well as macrosystem issues such as recruitment, 

retention, and compensation. 
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APPENDIX A 

 

PUBLIC AND PRIVATE UNIVERSITIES, COMMUNITY COLLEGES,  

JUNIOR COLLEGES, AND TECHNICAL INSTITUTES 

 IN FLORIDA 
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Private Institutions 

American InterContinental University 

American Intercontinental University 

Baptist College of Florida 

Barry University 

Beacon College 

Bethune-Cookman College 

Clearwater Christian College 

DeVry University 

Eckerd College 

Edward Waters College 

Embry Riddle Aeronautical University 

Everglades College 

Flagler College 

Florida Center for Theological Studies 

Florida Christian College 

Florida College 

Florida Hospital College of Health Sciences 

Florida Institute of Technology 

Florida Memorial College 

Florida Metropolitan University 

Florida Metropolitan University 

Florida Southern College 

Florida Technical College 

Herzing College 

Hobe Sound Bible College 

IMPAC University 

International Academy of Design & Technology 

International Academy of Design & Technology 

International College 

ITT Technical Institute 

Jacksonville University 

Keiser College 

Keller Graduate School of Management 

LaSalle Computer Learning Center 

Lynn University 

Northwood University 

Nova Southeastern University 

Palm Beach Atlantic University 

Pensacola Christian College 

Rollins College 

Saint Leo Universtiy 

Saint Thomas University 

Schiller International University 

Smith Chapel Bible College 

South Florida Bible College 

Southeastern College 

Spurgeon Baptist Bible College 

Stetson University 

TechSkills 

Trinity College 

University of Florida 

University of Miami 

University of Phoenix 

University of Phoenix 

University of Phoenix 

University of Phoenix 

University of Tampa 

Valencia Institute 

Warner Southern College 

Webber International University 

Webster University 

 

Public Institutions 

Argosy University 

Florida A&M University 

Florida Atlantic University 

Florida Gulf Coast University 

Florida International University 

Florida State University 

Florida State University Panama City 

New College of Florida 

University of Central Florida 

University of Florida 

University of North Florida 

University of South Florida 

University of West Florida 

 

Community Colleges 

Brevard Community College 

Broward Community College 

Central Florida Community College 

Chipola Junior College 

Daytona Beach Community College 

Edison Community College 

Florida Community College - Jacksonville 

Florida Keys Community College 

Florida Technical College 

Gulf Coast Community College 

Hillsborough Community College 

Indian River Community College 
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Keiser Career College 

Lake City Community College 

Lake-Sumter Community College 

Manatee Community College 

Miami-Dade Community College 

North Florida Community College 

Okaloosa-Walton Community College 

Palm Beach Community College 

Pasco-Hernando Community College 

Pensacola Junior College 

Polk Community College 

Saint Johns River Community College 

Saint Petersburg College 

Santa Fe Community College 

Seminole Community College 

South Florida Community College 

Southwest Florida College 

Tallahassee Community College 

Valencia Community College 
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APPENDIX B 

 

INTERVIEW QUESTIONNAIRE 
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EARLY CHILDHOOD TEACHER PREPARATION PROGRAMS 

IN  

POST-SECONDARY INSTITUTIONS 
1. We would like to permission to use your contact information, basic information about the type of 

programs you offer, and the articulation agreement information for future research and policy 

purposes. All other information is strictly confidential. Is it okay with you to publish this 

information?………. Yes No 

2. Your Name: 

3. Your Title: 

4. Department or unit: 

5. Name of institution: 

6. Address: 

7. City: 

8. State/Territory: 

9. Zip Code: 

10. Telephone number: 

11. Email address: 

12. Gender:…………………………………………………………………………Female  Male 
 

All questions in this interview are about your Early Childhood teacher preparation programs that 

prepare individuals to work with children any age from birth to 4. 
 

13. Aside from your department, are there any other departments at your institution that prepare 

students to educate or care for young children, any ages birth to 4? 

………………………………………Yes  No 

14. Are there any satellite or branch campuses affiliated with your institution where students can take 

courses, but still receive their degree or credential from your 

institution?….…..……………………… Yes  No 
 

If yes to question 14 or 15, for all questions in this survey, please think of all the departments or 

programs at your institution preparing early childhood educators and include all courses, students, 

and faculty at branch or satellite campuses. 
 

15. Does your institution offer a Bachelor’s Degree program in Early Childhood Education or Care, 

including any ages from birth to 

4………………….……………………………………………………Yes  No 

16. If yes to question 15, what age range does your Bachelor’s program cover? 

_________________________  

17. Does your institution offer an Associate’s Degree program in Early Childhood Education or Care, 

including any age from birth to 

4…………………...……………………………………………………Yes  No 

18. If yes to question 17, what age range does your Associate’s program cover? 

_________________________  

19. Does your institution offer Child Development Associate training, also known as CDA 

training?……………………………………………..…..…………………………. Yes  No 

20. If yes to question 19, do you provide special support for students who want to complete the CDA 

assessment, for example provide a mentor or assistance with the professional resource 

file?....….....…….…………………………………………………………………... Yes  No 

21. If yes to question 19, does your institution offer college credit for the CDA 

coursework?……...…………….….........…………….........………………………… Yes  No 

22. Does your institution offer an Early Childhood teacher preparation program, other than the CDA, 

that includes any ages from birth to 4 and has fewer requirements than an Associate’s 

Degree?….Yes  No 

23. Do you offer any coursework or practicum experiences in the following areas? 

a. infant or toddler care or education?……………………………….…….…………..Yes  No 

b. preschool care or education?.……………………………………………………...Yes  No 
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c. school-age care or education?………………………………………………………Yes  No 

d. home-visiting?………………………………...….……………….………………Yes  No 

e. working in a family childcare home?………………………………………………..Yes No 

f. working with children with disabilities?…..………………………………………...Yes  No 

24. Roughly how many students are in all your Early Childhood Teacher Preparation Programs 

combined? ________________________ 

25. Does your institution have a distance learning option for your Early Childhood Teacher 

Preparation Programs?….………………………………………………….. ………..Yes  No 

YOUR BACHELOR’S PROGRAM 

This section is to be completed if your institution offers a Bachelor’s Program in Early Childhood 

Education or Care that includes any ages from birth to 4. If your institution does not offer this type 

of Bachelor’s degree, please skip to item 42. 

 

26. Is part of the mission of your Bachelor’s program to prepare educators or care providers to work 

with young children, any age from birth to 4?…….…..…………………………….. Yes  No 

27. Is part of the mission of your Bachelor’s program to prepare early interventionists or early 

childhood special 

educators?……….…..……….………………………………………………………. Yes  No 

28. Is part of the mission of your Bachelor’s program to train existing educators or care providers 

working with young children, any age from birth to 

4?.……….…..……….……….…..………….…..……Yes  No 

29. Do students in your Bachelor’s program have the opportunity to obtain any kind of state issued 

Early Childhood certification or licensure?……..………………………………………………….. 

Yes  No 

30. Of students graduating from your Bachelor’s program in Early Childhood Education, about what 

percent 

a. go on to teach or work with children ages birth to 4? _____________ 

b. go on to teach or work in a kindergarten or elementary setting? _____________ 

c. do not go on to teach or work with children? _____________ 

 

If answers to questions 26-29 are all ‘no’ please skip to item 36. 

 

31. Does your Bachelor’s program have articulation agreements with any other institutions that affect 

students wishing to enter your degree 

program?……………………………………………………….. Yes  No 

 

If the answer to question 31 is ‘no’ please skip to item 36. 

 

32. If yes, are the articulation agreements formal or informal?………………………..Formal  Informal 

33. Please list the institutions that you currently hold formal or informal articulation agreements 

with________________________________________________________________________ 

34. How many credit hours currently transfer as part of the articulation 

agreement?_____________________ 

35. What are the topics of acceptable coursework that articulate between the involved 

institutions?__________________________________________________________________ 

 

We define early childhood practicum as supervised work in a care or educational setting with 

children, any ages birth to 4. Using our definition, practicum is the same as field placement or 

student teaching. However, practicum must include more than observation. 

 

36. Do your Bachelor’s students have an early childhood practicum requirement, working with 

children any ages birth to 

4?..………………………………………………………………………………..Yes  No 
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37. If yes to question 36, is it possible for a student who is employed in an early childhood setting to 

complete practicum requirements at their place of employment? 

…………………….………………… Yes  No 

38. If yes to question 37, can they complete all required practicum hours at their place of 

employment?………………………………….……………….………………… Yes  No 

39. Is it possible for a student in your program to complete all Bachelor’s degree requirements 

(including practicum) as a part-time 

student?.……………………………………………………………. Yes  No 

40. Please estimate the percent of the Bachelor’s students currently enrolled in your program who are 

working full-time while attending school. 

None   A Few   Less than Half   Most   Almost All 

                                         (1%-25%)  (25%-50%)            (50%-75%)          (more than 75%) 
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Bachelor’s Coursework and Practicum Coverage 

41. For each content area listed below, please indicate how much coverage students have received by 

the time they complete their Bachelor’s program and indicate if exposure to these areas is required 

as part of the Bachelor’s program. 

 

 (1) 

Amount of Coverage 

(2) 

Required 

Practicum 

Exposure 

  

None 

 

One class 

session of 

one 

required 

course 

 

Multiple 

class 

sessions 

 

Entire 

Course 

Required 

Entire 

required 

course, 

plus 

coverage in 

other 

courses 

 

a) Infant/toddler 

education and 

care 

 

1 

 

2 

 

3 

 

4 

 

5 

     

  Yes          No 

b) Education and 

care of preschool -

aged children 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

  Yes          No 
c) Education and 

care of young 

children with 

disabilities 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

  Yes          No 

d) Working with 

children and 

families from 

diverse ethnic & 

cultural 

backgrounds 

 

 

 

 

 

1 

 

 

 

 

 

2 

 

 

 

 

 

3 

 

 

 

 

 

4 

 

 

 

 

 

5 

 

 

 

 

 

  Yes          No 
e) Working with 

bilingual children 

or children with 

limited English 

proficiency 

 

 

 

 

1 

 

 

 

 

2 

 

 

 

 

3 

 

 

 

 

4 

 

 

 

 

5 

 

 

 

 

 Yes          No 
f) Working with 

families 

 

1 

 

2 

 

3 

 

4 

 

5 

 

  Yes          No 
g) Home-visiting  

1 

 

2 

 

3 

 

4 

 

5 

 

  Yes          No 
h) Working in a 

family child care 

home 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

  Yes          No 
i) Early childhood 

program 

administration 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

  Yes          No 
j) Collaborating 

with professionals 

in other 

disciplines 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

  Yes          No 

k) Promoting 

successful 

transitions to 

kindergarten 

 

 

 

1 

 

 

 

2 

 

 

 

3 

 

 

 

4 

 

 

 

5 

 

 

 

  Yes          No 
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YOUR ASSOCIATE’S DEGREE PROGRAM 

 

This section is to be completed if your institution offers an Associate’s Program in Early 

Childhood Education or Care that includes any ages from birth to 4. If your institution does not 

offer this type of Associate’s degree, please skip to item 56. 
 

42. Is part of the mission of your Associate’s program to prepare educators or care providers to work 

with young children, any age from birth to 

4?…….…..……………………………………………Yes  No 

43. Is part of the mission of your Associate’s program to prepare early interventionists or early 

childhood special 

educators?……….…..………..……………………………………………………… Yes  No 

44. Is part of the mission of your Associate’s program to train existing educators or care providers 

who work with young children, any age from birth to 

4?……………………………………………….. Yes  No 

45. Do students in your Associate’s program have the opportunity to obtain any kind of state issued 

Early Childhood certification or licensure?……..………………………………………………….. 

Yes  No 

46. Of students graduating from your Associate’s program in Early Childhood Education, about what 

percent 

a. go on to teach or work with children ages birth to 4? _____________ 

b. go on to teach or work in a kindergarten or elementary setting? _____________ 

c. do not go on to teach or work with children? _____________ 

 

If answers to questions 42-45 are all ‘no,’ please skip to item 54. 

 

47. Is this an A. A., an A. S., or an A.A.S. program?..….................……………………. A.A.     A.S. 

 A.A.S. 

48. Does your Associate’s program have articulation agreements with any other institutions that affect 

students wishing to go on for a Bachelor’s 

degree?............................................................…............……Yes  No 

49. Does your Associate’s program have articulation agreements with any other institutions that affect 

students wishing to enter your Associate’s 

program?........................................................................…….Yes  No 

 

If the answer to question 49 is ‘no’ please skip to item 54. 

 

50. If yes, are the articulation agreements formal or informal?……………………..Formal  Informal 

51. Please list the institutions that you currently hold formal or informal articulation agreements 

with___________________________________________________________________________

______ 

52. How many credit hours currently transfer as part of the articulation 

agreement?_____________________ 

53. What are the topics of acceptable coursework that articulate between the involved 

institutions?_________________________________________________________________ 

 

We define early childhood practicum as supervised work in a care or educational setting with 

children, any ages birth to 4. Using our definition, practicum is the same as field placement or 

student teaching. However, practicum must include more than observation. 
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54. Do your Associate’s students have an early childhood practicum requirement working with 

children any ages birth to 

4?................…………….………………………………………………………….Yes  No 

55. If yes to question 54, is it possible for a student who is employed in an early childhood setting to 

complete practicum requirements at their place of 

employment?...….…......……………………….…… Yes  No 

56. If yes to question 55, can they complete all required practicum hours at their place of 

employment? .….............................…………….......……………………………… Yes  No 

57. Is it possible for a student in your program to complete all Associate’s degree requirements 

(including practicum) as a part-time 

student?.........……………………………………………………….. Yes  No 

58. Please estimate the percent of the Associate’s students enrolled in your program who are working 

full-time while attending school. 

None  A Few   Less than Half   Most   Almost All 

 (1%-25%)     (25%-50%)            (50%-75%)           (more than 75%) 
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Associate’s Coursework and Practicum Coverage 

59. For each content area listed below, please indicate how much coverage students have received by 

the time they complete their Associate’s program and indicate if exposure to these areas is 

required as part of the Associate’s program. 

 

 (1) 

Amount of Coverage 

(2) 

Required 

Practicum 

Exposure 

  

None 

 

One class 

session of 

one 

required 

course 

 

Multiple 

class 

sessions 

 

Entire 

Course 

Required 

Entire 

required 

course, 

plus 

coverage in 

other 

courses 

 

a) Infant/toddler 

education and 

care 

 

1 

 

2 

 

3 

 

4 

 

5 

     

     Yes          No 

b) Education and 

care of preschool -

aged children 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

     Yes          No 
c) Education and 

care of young 

children with 

disabilities 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

     Yes          No 

d) Working with 

children and 

families from 

diverse ethnic & 

cultural 

backgrounds 

 

 

 

 

 

1 

 

 

 

 

 

2 

 

 

 

 

 

3 

 

 

 

 

 

4 

 

 

 

 

 

5 

 

 

 

 

 

     Yes          No 
e) Working with 

bilingual children 

or children with 

limited English 

proficiency 

 

 

 

 

1 

 

 

 

 

2 

 

 

 

 

3 

 

 

 

 

4 

 

 

 

 

5 

 

 

 

 

     Yes          No 
f) Working with 

families 

 

1 

 

2 

 

3 

 

4 

 

5 

 

     Yes          No 
g) Home-visiting  

1 

 

2 

 

3 

 

4 

 

5 

 

     Yes          No 
h) Working in a 

family child care 

home 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

     Yes          No 
i) Early childhood 

program 

administration 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

     Yes          No 
j) Collaborating 

with professionals 

in other 

disciplines 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

     Yes          No 

k) Promoting 

successful 

transitions to 

kindergarten 

 

 

 

1 

 

 

 

2 

 

 

 

3 

 

 

 

4 

 

 

 

5 

 

 

 

     Yes          No 
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YOUR CDA TRAINING OR 

OTHER PROGRAM HAVING FEWER REQUIREMENTS THAN AN 

ASSOCIATE’S 
 

This section is to be completed if your institution offers CDA training or another program having 

with fewer requirements than an Associate’s. If your institution does neither of these types of 

programs, please skip to item 63. 

 

We define early childhood practicum as supervised work in a care or educational setting with 

children, any ages birth to 4. Using our definition, practicum is the same as field placement or 

student teaching. However, practicum must include more than observation. 

 

60. Do the students in your CDA training or other program that has fewer requirements than an 

Associate’s have the opportunity to participate in a supervised practicum experience with children 

4 or under?………………………………………………………………………….. Yes  No 

61. Please estimate the percent of students in your CDA or other program having fewer requirements 

than an Associate’s who are working full-time while attending school? 

None   A Few   Less than Half   Most   Almost All 

                                         (1%-25%)                   (25%-50%)                (50%-75%)           (more than 75%) 

Coursework 

62. For each content area listed below, please indicate how much coverage students have received by 

the time they complete their CDA training or other program having fewer requirements than an 

Associate’s. 

 
 (1) 

Amount of Coverage 

(2) 

Required 

Practicum 

Exposure 

  

None 

 

One class 

session of 

one 

required 

course 

 

Multiple 

class 

sessions 

 

Entire 

Course 

Required 

Entire 

required 

course, 

plus 

coverage in 

other 

courses 

 

a) Infant/toddler 

education 

and care 

 

1 

 

2 

 

3 

 

4 

 

5 

     

   Yes          No 

b) Education 

and care of 

preschool -

aged 

children 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

   Yes          No 

c) Education 

and care of 

young 

children with 

disabilities 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

   Yes          No 



 

 

 85 

d) Working 

with children 

and families 

from diverse 

ethnic & 

cultural 

backgrounds 

 

 

 

 

 

1 

 

 

 

 

 

2 

 

 

 

 

 

3 

 

 

 

 

 

4 

 

 

 

 

 

5 

 

 

 

 

 

  Yes          No 

e) Working 

with 

bilingual 

children or 

children with 

limited 

English 

proficiency 

 

 

 

 

1 

 

 

 

 

2 

 

 

 

 

3 

 

 

 

 

4 

 

 

 

 

5 

 

 

 

 

   Yes          No 

f) Working 

with families 

 

1 

 

2 

 

3 

 

4 

 

5 

 

   Yes          No 
g) Home-

visiting 

 

1 

 

2 

 

3 

 

4 

 

5 

 

   Yes          No 
h) Working in a 

family child 

care home 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

   Yes          No 
i) Early 

childhood 

program 

administrati

on 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

  

   Yes          No 

j) Collaboratin

g with 

professionals 

in other 

disciplines 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

 

 

   Yes          No 

k) Promoting 

successful 

transitions to 

kindergarten 

 

 

 

1 

 

 

 

2 

 

 

 

3 

 

 

 

4 

 

 

 

5 

 

 

 

   Yes          No 
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FOR ALL PROGRAMS 
 

The remainder of the information gathered in this survey will be kept strictly confidential. 

Information will be reported in aggregate form only and individuals and programs will 

never be identified by name. 

 
Faculty Information 

The next few questions are about faculty in your Early Childhood program(s). We define faculty as all 

persons whose principle activities are instruction, research, and/or public service and who hold titles of 

professor, associate professor, assistant professor, instructor, lecturer, or the equivalent of any of these. 

Chairs and deans are included in this category if their principle activity is instruction or research. 

Please report your most current information. 

 

63. How many full-time faculty are in your Early Childhood program(s), including all teacher preparation 

programs you indicated at the beginning of the interview? __________ 

64. Does your institution offer tenure? …………………………………………………..Yes  No 

65. If yes to question 64, of the full-time faculty, how many are 

a. tenured? ________________ 

b. non-tenured, on tenure track? __________________ 

c. non-tenured, not on tenure track? __________________ 

 

The sum of 65 should equal the response to question 63. 

 

66. Are any of the full-time faculty non-resident aliens, that is, a person of any racial or ethnic group 

who is not a citizen or national of the 

USA?............………………………………………………………. Yes  No 

67. If yes to question 66, how many?___________ 

68. What are the racial or ethnic backgrounds of the other full-time faculty? 

a. Black, non-Hispanic__________ 

b. American Indian or Alaskan Native__________ 

c. Asian or Pacific Islander__________ 

d. Hispanic__________ 

e. White, non-Hispanic__________ 

f. Race/ethnicity unknown__________ 

g. Refuse__________ 

 

The sum of 67 and all of 68 should equal the response to question 63. 

 

69. How many part-time and adjunct faculty are in your Early Childhood program(s) this term, 

including all teacher preparation programs indicated at the beginning of the survey? ___________ 

70. Are any of the part-time or adjunct faculty non-resident aliens, that is, a person of any racial or 

ethnic group who is not a citizen or national of the 

USA?............……….......................................................................…………………..Yes  No 

71. If yes to 70, how many?___________ 

72. What are the racial or ethnic backgrounds of the other part-time and adjunct faculty? 

a Black, non-Hispanic__________ 

b. American Indian or Alaskan Native__________ 

c. Asian or Pacific Islander__________ 

d. Hispanic__________ 

e. White, non-Hispanic___________ 

f. Race/ethnicity unknown__________ 

g. Refuse__________ 

 

The sum of 71 and all of 72 should equal the response to question 69. 
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73. Of all the faculty members in your department, including full-time, part-time, and adjunct, how 

many have a 

a. Doctorate degree? __________ 

b. Master’s degree, but no doctorate? __________ 

c. Bachelor’s degree, but no master’s? __________ 

 

The sum of 73 should equal the sum of responses to questions 63 & 69. 

 

74. What is the highest degree you have earned? 

a. Doctor’s degree ____ 

b. Master’s degree, but no doctorate ____ 

c. Bachelor’s degree, but no master’s ____ 

d. other (Please specify: _____________________________________) 

75. Of all the faculty members, how many have a degree in Early Childhood Education or Child 

Development that specifically covers children younger than kindergarten age?___________ 

76. Of all the faculty members, how many have had direct employment 

experience working with children ages birth to 4? ___________ 

 
Program Challenges 

77. For the next set of questions, please think about the extent to which your Early Childhood 

  Education program(s) faces each of the challenges listed below. 

 

 Not a challenge                      Somewhat of a challenge                A large 

challenge 

Student-related  

a) Students’ competing 

work or family related 

responsibilities 

 

1 

 

2 

 

3 

 

4 

 

5 

b) Lack of student 

motivation 

1 2 3 4 5 

c) Students’ lack of 

academic preparation or 

skill 

 

1 

 

2 

 

3 

 

4 

 

5 

Faculty-related 1 2 3 4 5 

d) Lack of faculty in 

your department with 

expertise in early 

childhood education 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

e) Lack of full-time 

faculty in department 

 

1 

 

2 

 

3 

 

4 

 

5 

f) Poor faculty working 

conditions and wages 

 

1 

 

2 

 

3 

 

4 

 

5 

g) Difficulty attracting 

and retaining ethnically 

and linguistically diverse 

faculty 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

Institution-related 1 2 3 4 5 

h) Problems with 

transfer of credits and 

articulation 

 

1 

 

2 

 

3 

 

4 

 

5 

i) Lack of support from 

your college/ university 

for early childhood 

teacher preparation 

 

 

 

1 

 

 

 

2 

 

 

 

3 

 

 

 

4 

 

 

 

5 
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j) Inability to serve the 

number of students who 

want to enroll 

 

1 

 

2 

 

3 

 

4 

 

5 

Community-related 1 2 3 4 5 

k) Lack of quality early 

childhood practicum sites 

(any ages birth to 4) 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

l) Attracting and 

keeping students due to 

poor working conditions 

and wages in the field of 

early childhood 

 

 

 

1 

 

 

 

2 

 

 

 

3 

 

 

 

4 

 

 

 

5 

 

 
78. Does your program have any particular strengths that you would like to share……… Yes No 

 

79. If yes to question 78, what are some particular strengths of your program? 

 

 

 

 

 

 

 

 

 

 

 

80. Is there anything else you would like to tell us about your Early Childhood Program? Any 

additional comments? 

 

 

 

 

 

 

 

 

 

Thank you! 

Your contribution to this effort is greatly appreciated. 
 

 

 

 

 

This work was supported under the Child Care Research Scholars Program, PR/Award Number___________, as 

administered by the Child Care Bureau, Department of Health and Human Services. However, the contents do not 

necessarily represent the positions or policies of the Child Care Bureau or Department of Health and Human Services, 

and endorsement by the Federal government should not be assumed. 
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APPENDIX D 

 

INSTITUTIONS OF HIGHER EDUCATION  

THAT SELF-IDENTIFIED AS OFFERING  

EARLY CHILDHOOD PROGRAMS 



 

 

 92 

 

Institute Name Institute Type  

Barry University Private 

Florida Christian College Private 

Florida Southern College Private 

Lynn University Private 

Nova Southeastern University Private 

Palm Beach Atlantic University Private 

Pensacola Christian College Private 

Rollins College Private 

Southeastern College Private 

University of Miami Private 

University of Tampa Private  

Florida A&M University Public 

Florida Atlantic University Public 

Florida Gulf Coast University Public 

Florida International University Public 

Florida State University Public 

Florida State University Public 

Florida State University Panama 

City Public 

University of Central Florida Public 

University of Florida Public 

University of North Florida Public 

University of South Florida Public 

University of West Florida Public  

Brevard Community College 

Community 

College 

Broward Community College 

Community 

College 

Central Florida Community 

College 

Community 

College 

Chipola Community College 

Community 

College 

Daytona Beach Community 

College 

Community 

College 

Edison Community College 

Community 

College 

Florida Community College - 

Jacksonville 

Community 

College 

Gulf Coast Community College 

Community 

College 

  

 

 

Institute Name 

 

 

Institute Type  

 

Hillsborough Community College 

 

Indian River Community College 

Community 

College 

Manatee Community College 

Community 

College 

Miami-Dade Community College 

Community 

College 

Okaloosa-Walton Community 

College 

Community 

College 

Palm Beach Community College 

Community 

College 

Pensacola Junior College 

Community 

College 

Polk Community College 

Community 

College 

Saint Johns River Community 

College 

Community 

College 

Saint Petersburg College 

Community 

College 

Santa Fe Community College 

Community 

College 

Seminole Community College 

Community 

College 

South Florida Community College 

Community 

College 

Tallahassee Community College 

Community 

College  
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APPENDIX E 

MAP OF RESPONDENTS 
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APPENDIX F 

T-TEST TABLES 
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Table A   

Group Comparison of Means for Full-time Faculty of 2-year and 4-year Institutions 

  Institution Type N Mean 

Std. 

Deviation 

Std. Error 

Mean 

2-year institutions 
14 1.64 1.336 .357 

How many full-time faculty in your 

program, including all teacher 

preparation programs? 

  
4-year institutions 

12 3.92 2.999 .866 

 

2-year institutions 
9 1.56 1.509 .503 

 

How many full-time faculty are 

tenured? 

  
4-year institutions 

7 2.86 3.078 1.164 

2-year institutions 8 .63 .518 .183 How many full-time faculty are 

non-tenured, on tenure track? 

  
4-year institutions 5 .80 .447 .200 

2-year institutions 6 .17 .408 .167 How many full-time faculty are 

non-tenured, not on tenure track? 

  
4-year institutions 6 1.50 1.378 .563 

 

Table B 

Comparison of Full-time Faculty Between 2-year and 4-year Institutions 

Levene's 

Test for 

Equality of 

Variances t-test for Equality of Means 

F Sig. t df 

Sig. 

(2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% 

Confidence 

Interval of the 

Difference 

 

  

  

  

  

                

Lowe

r Upper 

8.068 .009 -2.562 24 .017 -2.27 .887 
-

4.105 
-.442 

How many full-

time faculty in your 

teacher preparation 

programs? 

    -2.428 14.703 .029 -2.27 .936 
-

4.273 
-.274 

3.079 .101 -1.115 14 .284 -1.30 1.167 
-

3.805 
1.201 

 

How many full-

time faculty are 

tenured? 

  
    -1.027 8.237 .334 -1.30 1.268 

-

4.210 
1.607 

1.848 .201 -.622 11 .546 -.18 .281 -.794 .444 
How many full-

time faculty are 

non-tenured, on 

tenure track? 

  
    -.646 9.640 .534 -.18 .271 -.782 .432 

4.043 .072 -2.272 10 .046 -1.33 .587 
-

2.641 
-.026 

How many full-

time faculty are 

non-tenured, not on 

tenure track? 

  
    -2.272 5.870 .064 -1.33 .587 

-

2.777 
.110 
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Table C 

Group Comparison of Means for Part-time Faculty of 2-year and 4-year Institutions  

 Institution Type N Mean 

Std. 

Deviation 

Std. 

Error 

Mean 

2-year institutions 
14 11.14 11.441 3.058 

How many part-time and adjunct 

faculty are in your Early 

Childhood program(s) this term? 

  
4-year institutions 

13 4.85 4.337 1.203 

 

Table D 

Comparison of Part-time Faculty Between 2-year and 4-year Institutions 

Levene's 

Test for 

Equality of 

Variances t-test for Equality of Means 

F Sig. t df 

Sig. 

(2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% 

Confidence 

Interval of the 

Difference 

 

  

  

  

  

                Lower Upper 

4.473 .045 1.862 25 .074 6.30 3.382 -.668 
13.26

2 

How many part-

time and adjunct 

faculty are in your 

Early Childhood 

program(s) this 

term?  

    1.916 16.896 .072 6.30 3.286 -.639 
13.23

2 

 

Table E 

Group Comparisons of Means for Student Enrollment of 2-year and 4-year Institutions 

  Institution Type N Mean Std. Deviation 

Std. Error 

Mean 

2-year institutions 19 194.63 190.634 43.735 Student Enrollment 

  4-year institutions  15 65.33 79.406 20.502 

 

Table F 

Comparison of Student Enrollment Between 2-year and 4-year Institutions 

Levene's Test 

for Equality of 

Variances t-test for Equality of Means 

F Sig. t df 

Sig. 

(2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% Confidence 

Interval of the 

Difference 

 

  

  

  

  

                Lower Upper 

13.188 .001 2.458 32 .020 129.30 52.610 22.136 
236.46

1 

Student 

Enrollment 

  
    2.677 25.215 .013 129.30 48.302 29.862 

228.73

5 
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children. 
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five standing sections for the magazine. 
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State Administrator's Meeting in Washington, DC (by invitation to 

present).  

Birken, B. & Moore, M. (September, 2003). Of Primary 

Significance: Establishing Quality Primary Care Giving Systems. Co-
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