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Abstract 

High quality early childhood programs lead to positive effects on children's 

development in physical, cognitive, social and emotional domains (Copple & 

Bredekamp, 2009).  As an important component of quality child care programs, the 

classroom learning environment sets a platform for children’s optimal development and 

learning.  Early childhood teachers are pivotal in creating the quality of the learning 

environment for children.   

This study used mixed methods research to examine the relationship between 

teacher qualifications, teacher stability, and the quality of classroom learning 

environments at child care centers.  Included in the study were eleven child care centers 

from the United Way Bright Beginnings (UWBB) program in the greater Houston areas 

of Texas.  A total of two hundred fourteen (214) classroom observations from these child 

care centers were included in this study.  Annual data were collected for five consecutive 

years from 2006 to 2010 on teacher qualifications, teacher stability, and the quality of the 

learning environment as measured by nationally recognized Infant/Toddler Environment 

Rating Scale-Revised Edition (ITERS-R) (Harms, Cryer, & Clifford, 2003) and Early 

Childhood Environmental Rating Scale, Revised Edition (ECERS-R) (Harms, Clifford, & 

Cryer, 1998).   

Non-parametric Spearman’s Rho correlational analyses were employed to 

examine the strength of the relationships between variables (teacher qualifications, 
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teacher stability, and the quality of classroom learning environments).  The data indicated 

that teacher professional training in early childhood education was significantly and 

positively correlated with ECERS-R Total scores (r = 0.759, p<0.01).  Early childhood 

training was also positively correlated with the ECERS-R subscale Interaction (r = 0.596, 

p<0.05).  Additionally, early childhood teachers’ years of experience in child care was 

significantly and positively correlated with Total ECERS-R scores (r=0.283, p<0.05), 

ECERS-R subscale Space and Furnishing (r=0.254, p<0.05), and Activities (r=0.255, 

p<0.05).  Teacher experience in child care was significantly and positively correlated 

with scores of Physical environment (r=0.289, p<0.01) and Interpersonal environment 

(r=0.240, p<0.05).  Teacher stability was significantly negatively correlated with 

Personal Care Routines in early childhood classroom (r=-0.706, p<0.05), but positively 

correlated in infant/toddler classroom (r=0.216, p<0.05); experienced teachers paid close 

attention to hygiene with infants and toddlers (birth to 2½ years old) but were not as 

concerned with this issue among early childhood age children (2 ½ through 5 years of 

age). 

The findings from interviews of child care center directors also suggest that well-

trained and skilled experienced teachers are the key to improving and sustaining the 

quality of classroom learning environment at child care centers.  This study provides a 

comprehensive understanding of the relationships between specific teacher characteristics 

to the quality of learning environments from both quantitative and qualitative 

perspectives.   
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Chapter I  

Introduction 

A quality learning environment lays a critical foundation for children’s 

development, learning, and later success in life.  Neuroscience research on early brain 

development in infants and young children in the first five years has increased public 

recognition on the importance of quality early experiences for young children.  The 

experiences in the first five years of children’s lives establish the foundation for learning 

and achievement later on.  According to Shonkoff and Phillips (2000), from birth to age 

five, children rapidly develop foundational capabilities in linguistic and cognitive 

dimensions, as well as emotional, social, and moral capacities.  All of these critical 

dimensions are intertwined, and each requires focused attention.  Similarly, the report 

from the National Scientific Council on the Developing Child (2007) stated that early 

learning environments provide key windows of opportunities for children to grow healthy 

brain structures and develop important fundamental skills.  This report acknowledges that 

children who master important fundamental skills have the ability to build complex brain 

circuits over time.   

The benefits to all children having access to positive early development and 

learning experiences extend beyond the individual child and to society as a whole 

(Reynolds, Temple, Robertson, & Mann, 2002).  High-quality early childhood education 

narrows the achievement gap, reduces crime rates, and results in adults with higher 

earning potential (Harrison, 2008; Schweinhart, Barnes, & Weikhart, 1993).  In the past 

decade, increased awareness of the significance of early child development and learning 

has resulted in an increase in the number of child care centers that offer preschool 
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programs.  The reauthorization of the Elementary and Secondary Education Act, that 

resulted in No Child Left Behind (NCLB) in 2001, not only raised accountability 

measures for K-12 programs, but also increased the responsibility of child care centers 

for preparing young children for formal school learning (Akiba & LeTendre, 2009).  

High-quality childcare benefits children’s development, with the strongest effects 

realized in children from disadvantaged backgrounds (Ramey, Campbell, & Blair, 1998).   

High-quality early childhood programs provide a nurturing learning environment 

for children that profoundly impacts their later success.  Children who attend high-quality 

early childhood programs are more likely to do better in kindergarten than those who do 

not (Gormley, Phillips, & Gayer, 2008).  Moreover, the benefits of high-quality, early 

childhood programs extend well beyond kindergarten.  Children who attend high-quality 

programs are less likely to repeat grades, require special education services, or drop out 

of schools (Barnett, 2008).  Other benefits of high-quality programs include increased 

rate of high school graduation and a higher rate of a college attendance (Barnett & Masse, 

2007; Reynolds et al., 2002). 

The reality is that many children do not have access to high-quality early 

childhood programs.  Current research indicates that the overall quality of child-care 

programs in the United States is insufficient to promote children’s learning and 

development (Karoly, Ghosh-Dastidar, Zellman, Perlman, & Fernyhough, 2008; Pianta, 

Barnett, Burchinal, & Thornburg, 2009).  As stated in the Child Care in American 2012 

report by Child Care Aware of America (formerly NACCRRA, National Association of 

Child Care Resource & Referral Agencies), “Child care is likely to be of mediocre 

quality in every state,” (p.6).  By five-years of age, many children lack fundamental 
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competencies to meet their school success rate in spoken language and literacy (Duncan 

et al., 2007), self-regulation (Raver et al., 2008), social skills (Fantuzzo et al., 2005), and 

early math (Cross, Woods, & Schweingruber, 2009).   

It is important to identify and understand the factors that influence the quality of 

child care programs.  The reports from National Association for Regulatory 

Administration, the National Child Care Information and Technical Assistance Center 

(2008), and Child Care Aware of America (2012) suggest that the inconsistency in 

teacher qualification requirements and high teacher turnover (Cassidy, Lower, Kintner-

Duffy, Hegde, & Shim, 2011; Harms, Cryer, & Clifford, 1990; Whitebook, Howes, & 

Phillips, 1990) in child-care programs create serious barriers to providing high-quality 

care for young children.   

Early childhood teachers play an important role in creating quality learning 

environments for children.  Designing the learning environment is a process that requires 

teachers to comprehend a systematic analysis of children’s interests, their developmental 

levels, learning styles, and participation levels in various activities (Shipley, 2008).  

Therefore, teachers need to be not only knowledgeable about how children develop and 

learn, but also be capable of setting up, improving, and maintaining the quality of the 

learning environment.  However, research on the extent that the teachers affect the 

learning environment is less documented.  Furthermore, studies on classroom learning 

environments in child care center settings have been less emphasized compared to state-

funded preschool and federal-funded head start programs.   

Early care and education in the United States are classified as three categories: 

federally funded Head Start and Early Head Start programs, publicly operated school-
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based pre-kindergarten programs, and child care centers.  These programs vary greatly in 

governing, financing, and teaching workforce.  Therefore, understanding the variations of 

each type of child care setting is important in comprehending the impact of contexts in 

the quality of early childhood programs and its learning environment. 

Early Care and Education in the United States 

According to the Child Care Aware of America (2012), more than 11 million 

children under age five in the United States attend some type of early care and education 

programs.  On average, children of working mothers spend significant amounts of time 

(35 hours per week) in some form of early childhood programs.  The Occupational 

Outlook Handbook from the U.S. Census Bureau (2010) pointed out that the need for 

childcare workers is predicted to increase faster than the average of all other occupations, 

since child care programs that serve young children and their families are in high demand 

and will continue to increase in number.   

The term “early care and education” in this study refers to young children’s 

experiences prior to entering to kindergarten through grade 12 formal school systems.  To 

be specific, it applies to education and child care experiences for children from birth to 

five years of age in different early childhood settings, including federally funded Head 

Start and Early Head Start programs, publicly operated school-based pre-kindergarten 

programs, and child care centers.   

Federally funded Head Start and Early Head Start programs.  Federally 

funded Head Start programs include the Head Start Program and the Early Head Start 

Program.  According to the U.S. Department of Health & Human Services website, the 

Head Start Program, which was established in 1965, is a federally funded program for 
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low-income children ages of four to five years old and their families in all 50 states, the 

District of Columbia, and six territories.  The Early Head Start program was established 

in 1995 for children from birth to three years of age and pregnant women, in response to 

scientific evidence that a child’s earliest years are extremely important to healthy 

development later on.   

Children are eligible for Head Start if their families’ incomes are below the 

poverty line, or if they are eligible for public assistance.  The program provides 

comprehensive education, health, nutrition, and parent involvement services to families 

with low incomes.  Head Start is one of the longest-running programs providing early 

education opportunities to young children from disadvantaged families in the United 

States. 

 In the 2011-2012 school year, more than 800,000 children attended the federally 

funded Head Start Programs, with 10% of 4-year-olds and 14% of 3-year-olds served in 

the Head Start Program nationwide (Barnett, Carolan, Fitzgerald, & Squires, 2012).  The 

Head Start Fiscal Year Report (2012) indicates that since its inception, by 2012 more 

than 30 million children had participated in Head Start Programs.   

State-funded Pre-kindergarten programs.  State-funded Pre-kindergarten 

programs are publicly-operated preschool programs, providing public preschool 

programs for three- and four-year-old children.  The state-funded preschool programs 

were established because of concerns for meeting the early learning needs of young 

children, especially those considered at risk of being under-achievers in elementary 

school.   
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According to the 2012 State Preschool Yearbook (Barnett et al., 2012), 40 states 

offered state-funded preschool programs in the 2011-2012 school year.  Nationwide, 

more than 1.3 million children attended state-funded Pre-K programs, combining general 

and special education enrollments.  Twenty-eight percent (28%) of four-year-olds and 

four percent (4%) of three-year-olds enrolled in Pre-K programs participated in state-

funded, school-based programs in the 2011-2012 school year.     

The two types of state-funded preschool programs include targeted preschool 

programs and universal preschool programs.   Targeted preschool programs serve only 

children with particular characteristics or risk factors associated with school failure.  

States differ on what constitutes a risk factor.  According to the 2012 State Preschool 

Yearbook (Barnett et al., 2012), 32 out of the 40 states had an income eligibility 

requirement for enrollment.  Universal preschool programs provide preschool education 

to all the preschool-aged children regardless of family income or background.  Across the 

nation, only eight states (Florida, Georgia, Iowa, Oklahoma, Texas, Vermont, West 

Virginia, and Wisconsin) provide Pre-K to more than half of their four-year-olds. 

Pre-K programs based in public schools generally have been able to maintain 

stable and well-trained certified teachers.  These teachers are paid at a similar rate as 

public school elementary teachers.  However, because Pre-K programs are often half-day 

programs offered during the traditional school year, and many do not offer full-day, year-

round services that many working families need.   

Child care centers.  Child care centers are alternative preschool programs in 

private settings, serving children from birth to five years.  Two types of child care centers 

are center-based and family-based.  Center-based child care provides for 13 or more 

http://nieer.org/sites/nieer/files/2011yearbook_executive_summary.pdf#page=12
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children in an out-of-home setting.  Home-based child care is provided to no more than 

12 children in the caregiver's home. 

There are variations in child care centers.  Center-based child care facilities 

include for-profit, non-profit, and church-based centers and other organizations that offer 

subsidized preschool programs.  Child care centers in private settings are usually open 

longer hours and offer year-round child care services that are more convenient for 

working families.  Parents may choose a child care center close to their work or home.  

Some companies offer child care at their facilities.   

The results from the 2002 National Survey of America’s Families showed that 

seventy-three percent (73%) of children under 5 years old with employed mothers were 

enrolled regularly in child care centers.  Of the three- and four-year-old children with 

employed mothers, 82% were cared for by people other than their parents, and 43% were 

enrolled at child care centers (Capizzano & Adams, 2003). 

The number of child care centers has increased to meet the increased demand for 

preschool education.  Many child care centers now deliver preschool programs with the 

goal of providing educational enrichment for children up to five-years-old.  The primary 

role of child care centers has shifted from babysitting to early childhood education, with 

an emphasis on developmental and educational goals.  Consequently, child care centers 

not only function as traditional child care facilities, but also are expected to promote early 

learning gains for children.   

Requirements for Early Childhood Teacher Qualifications 

In the United States, different governing entities regulate and monitor the three 

types of early child care and education programs.  As a result, given the variations in 
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federally funded Head Start programs, publicly operated school-based preschool 

programs, and child care centers, teacher qualification requirements vary greatly.   

Federally funded Head Start teachers.  The federal government funds and 

regulates Head Start programs, which have national standards for program structure, 

operation, and teacher credentials.  Hart and Schumacher (2005) reported that, in 2004, 

thirty-six percent (36%) of all Head Start teachers nationwide had bachelors’ degrees or 

higher, and sixty-seven (67%) had associates’ degrees in early childhood education.   

Head Start is upgrading its teacher education standards.  The Head Start 

Reauthorization Act of 2007 requires that 50% of the lead Head Start teachers must have 

a minimum of a bachelor’s degree by 2013.   

State-funded Pre-kindergarten teachers.  Teacher qualifications are different 

among state-funded pre-kindergarten programs across the nation because each state 

governs their own Pre-K programs.  Minimum requirements range from a Child 

Development Associate (CDA) certificate to an associate’s degree to a bachelor’s degree.  

Some states require that the two- or four-year degree be in early childhood education or 

child development, whereas others do not specify a field of study.   

Child care center teachers.  In the United States, each state regulates its child 

care centers.  Thus, national standard requirements do not exist for teachers at child care 

centers.  The qualification requirements for child care teachers vary widely nationally.  In 

general, child care teachers can be hired with a high-school diploma and little or no 

experience.   
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Early Care and Education in Texas  

Using the State of Texas as an example, Table 1 illustrates a detailed comparison 

of three types of early care and education in Texas, in terms of governing entity, teacher 

education, curriculum, funding sources, average length of care, and teacher average 

salaries per year.   

In Texas, federally funded Head Start programs are governed by a regionally 

Head Start office in Dallas.  Further, the curriculum must meet Head Start Performance 

guidelines.  Head Start programs report to the office of Head Start, U.S. Department of 

Health and Human Services, and Administration for Children and Families.  State-funded 

Pre-K programs are run by the local independent school district (ISD).  The independent 

school districts report to the Texas Education Agency (TEA).  The curriculum for Pre-K 

must be approved by the State of Texas.  Additionally, child care centers in Texas are 

licensed by the Texas Department of Family and Protective Services.  
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Table 1 

Comparison of Three Types of Early Care and Education in Texas 

Requirement 
Head Start/ State-funded  

Child Care Centers Early Head Start Pre-K 

Governing 

Entity 

A regional Head Start office in 

Dallas. Report to the U.S. 

Department of Health and Human 

Services, Administration for 

Children and Families, Office of 

Head Start. 

Local Independent School 

District (ISD). Report to 

the Texas Education 

Agency. 

Texas Department 

of Family and 

Protective Services 

Teacher 

Education 

50% of lead teachers have a 

Bachelor's degree by 2013 

Bachelor's degree in 

Education 

High school 

diploma, GED, 24 

hours training. 

Curriculum Curriculum required. Must meet 

Head Start Performance 

Guidelines. 

Curriculum required. Must 

select one approved by the 

State of Texas. 

No curriculum 

required. Types of 

activities suggested 

in licensing 

regulations. 

Funding 

Source 

The federal government in the 

form of a grant to local 

contractors. Free to eligible 

families. Not all eligible families 

are served. 

State and local school 

districts. Free for eligible 

children. A few districts all 

non-eligible children by 

paying tuition. 

Families pay tuition. 

Child care subsidy 

for low-income 

families. Not all 

eligible families are 

served. 

Average 

Length of 

Care 

Nine-month school year. 

Hours/day varies, typically 5-6 

hours/day 

Nine-month school year. 

Half-day, 3-4 hours/day; 

Full school day. 

12 months.10-12 

hours/day. 

Teacher 

Average 

Salaries/year 
$30,000 $45,000 $20,000 

Note.  * Adapted from: We can achieve school readiness: Our regional approach.  A Report of the Texas 

Gulf Coast School Readiness Committee.  April 2013.  Collaborative for Children & Greater Houston 

Partnership.  

 

In terms of funding sources, Head Start programs are funded by the federal 

government in the form of grants to local contractors.  The program is free to eligible 

families, but not all eligible families are served.  State-funded Pre-K programs are funded 

by state and local school districts and are free for eligible children.  Some school districts 

enroll non-eligible children in Pre-K programs by paying tuition.  Like most of child care 

programs in the United States, the funding source for child care centers in Texas is 

primarily from tuition paid by families of enrolled children.  Low-income families may be 
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eligible for child care subsidy, but not all eligible families are served.  Up to now, there is 

no curriculum requirement for child care centers In Texas.   

Texas has two sets of educational requirements for early care and education 

teachers.  The requirements for early childhood teachers employed in public schools are 

substantially higher than for those employed in child care centers.  For preschool teachers 

in public schools, the educational requirements are equivalent to those for teachers in 

grades K-12.  Preschool teachers must complete a bachelor’s degree and obtain both a 

teaching certificate and an Early Childhood or Kindergarten Endorsement.  To obtain a 

teaching certificate, an applicant must have completed a bachelor’s degree and teacher 

training in a certified program and pass the state certification test.  A Kindergarten 

Endorsement requires satisfactory completion of a test related to working with this age 

group and/or early childhood education coursework.  In contrast, according to the 

minimum standards for child care centers established by the Texas Department of Family 

and Human Services (2010), teachers employed in child care centers licensed by the State 

of Texas only need to have a high school diploma, high school equivalent, or high school 

certificate of coursework completion, or 24 hours of early childhood training courses.  

Correspondingly, teacher salaries are at variance among Head Start, State-owned Pre-K, 

and child care centers.  Among them, preschool teachers who work in public Pre-K earn 

the highest income with starting salary of $45,000 per year plus benefits.  Average salary 

for Head Start teachers is $30,000 per year plus benefits.  In contrast to Head Start and 

public preschool teachers, the minimum wage for experienced child care center teachers 

is $20,000 per year with typically no benefits.   
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In summary, in comparison to the teacher requirements in Head Start and state-

funded public preschool programs, qualifications for teachers who work at child care 

centers are much lower.  Teachers in child care centers are not required to meet the same 

standards and qualifications of those in Head Start and public school districts.  

Correspondently, child care center teachers are paid much lower than those of Head Start 

and public Pre-K programs.   

Significance of the Study 

Children’s development is influenced by many factors.  Research has shown, that 

the quality of the learning environment is a strong indicator of children’s social, 

emotional, cognitive, and academic development (Dickinson & Sprague, 2003; Han, 

2008).   

Intrinsically, what does it mean to create a quality classroom learning 

environment for young children?  According to Gordon and Browne (2010), the 

classroom environment is the sum total of the physical and human qualities that combine 

to create a space in which children learn and growth.  Their notion of the classroom 

learning environment consists of three facets: physical, temporal, and interpersonal 

environment.  Gordon and Browne further defined each environment settings as follows.  

The physical environment refers to organizations around the classrooms’ physical space.  

The temporal environment constructs the schedule for how children will experience 

events and activities for a period of time.  The interpersonal environment creates social 

contexts in which children learn and develop.  A high quality learning environment is a 

combination of these three dimensions.   



13 

  

 

Gordon and Browne’s notion of classroom environment implies the complexity of 

learning environments.  Many factors determine the quality of classroom learning 

environments.  Bowman, Donovan, & Burns, (2000) stated that a defining feature of a 

supportive learning environment is a well-trained and skilled teacher.  Kontos and Fiene 

(1987) found that teacher’s experience and training have been linked positively to 

children’s language development.  In addition, they further indicated that the teacher who 

had longer length of service has been shown to have a positive effect on child language 

performance. 

Nevertheless, in the early childhood field, there are ongoing concerns regarding 

low teacher qualifications and high staff turnover rates in child care centers.  The reports 

from Bassok, Fitzpatrick, Loeb, and Paglayan (2013) found that the child care workforce 

remains in low-education, low-compensation, and high-turnover positions despite 

significant attention and investment in the field during the twenty year period from 1990 

to 2010.  These findings prompted researchers and practitioners in early childhood 

education to find solutions.   

Additionally, early childhood research places relatively greater attention to 

preschool teachers who worked in public school systems or Head Start programs (Bellm, 

Burton, Whitebook, Broatch, & Young, 2002; Hart & Schumacher, 2005; Puma et al., 

2010), but not heavily on the issues of early childhood teachers who work at child care 

centers.  Some studies focused on teachers who worked at child care centers but 

emphasized more job-related factors, such as benefits and job compensation (Barnett, 

2003b; Whitebook, Sakai, Gerber, & Howes, 2001).  Many studies focused on the 

qualitative evidence (teacher’s attitudes, motivations) of factors related to the child care 



14 

  

 

teachers (Lara-Cinisomo, Fuligni, Daugherty, Howes, & Karoly, 2009; Pech, 2010; 

Pianta, et al. 2005). However, given the general agreement on the importance of teacher 

qualifications and teacher stability as a predictor of quality learning environment, 

surprisingly little attention has focused on the complex dynamics among teacher 

qualifications and teacher stability to the quality of the learning environment.    

This study utilized a quantitative and qualitative mixed methods research to 

examine the relationships between teacher qualifications (teacher’s formal educational 

levels, attainment of the Child Development Associate credentials, teacher’s early 

childhood education training, and their years of experience in child care) and teacher 

stability to the quality of classroom learning environment in child care centers.  The study 

results extended the research on the quality of classroom learning environment in relation 

to teacher characteristics and stability both from quantitative and qualitative standpoints. 

Statement of the Problem 

High-quality child care programs promote the development of young children in 

all domains (Campbell & Ramey, 1995; Ramey et al., 1998; Ramey et al., 2002; 

Schweinhart et al., 2005).  According to standards for early childhood professional 

preparation (National Association for the Education of Young Children, 2009), there are 

two major elements in the first standard (Standard 1: Promoting child development and 

learning).  The first element requires that early childhood teachers need to understand the 

multiple influences on children’s development and learning.  The second key element 

suggests that teachers should use developmental knowledge to create learning 

environments that are healthy, respectful, supportive and challenging for children.  This 
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standard sets the tone for the importance of having qualified teachers in relation to the 

quality learning environment.      

Unfortunately, the teaching workforce in child care centers generally has low 

teacher qualifications and high teacher turnover rate.  The report from the National 

Association for Regulatory Administration & the National Child Care Information and 

Technical Assistance Center (2008) indicated that teacher qualifications in early 

childhood education especially for child care centers vary widely from state to state, 

ranging from less than a high school diploma, to a Child Development Associate (CDA) 

credential, or to an associate or more advanced degree in child development or early 

childhood education. 

High turnover of child care teachers has been of continued concern in the child 

care industry for almost a decade.  About ten years ago, the national average teacher 

turnover rate in childcare was 30% annually (Whitebook & Bellm, 1999).  This rate is 

consistent with the report by the Center for the Child Care Workforce (2004) that 

indicated that an annual turnover rate in the child care workforce was between 25% and 

40% nationwide.  A more recent report on the early childhood care and education 

workforce in the United States by Bassok et al.  (2013) found that the turnover rate 

among center-based child care teachers was 24% from 2009 to 2010; while turnover rate 

for school-based early childhood teachers was 13.6% during the same period.  According 

to Balfour and Neff (1993), a 20% turnover rate could make a direct threat to overall 

operational effectiveness of an organization.  The figure shows that, for a period of ten 

years, the turnover rate among child care teachers remained above 20%.  Clearly, high 

teacher turnover has hindered the improvement of the quality in child care centers. 

http://cepa.stanford.edu/content/early-childhood-care-and-education-workforce-united-states-understanding-changes-1990
http://cepa.stanford.edu/content/early-childhood-care-and-education-workforce-united-states-understanding-changes-1990
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In this study, variables covering the well-trained child care teachers refer to 

teacher’s qualifications, such as formal education level, credential and certification, early 

childhood education training, and years of experience in child care.  The stability of child 

care teachers refers teacher’s average length of time at their child care center.   

Purpose of the Study 

Multiple factors predict the quality of the classroom learning environment.  The 

purpose of this study was to investigate if there is a link between teacher qualifications, 

teacher stability, and the quality of the learning environments in child care centers.  

Quantitative data on teacher’s qualifications and teacher stability provided information on 

the associations between teacher qualifications (teacher’s formal educational level, 

teacher’s Child Development Associate (CDA) credential, their early childhood 

education training, and their years of experience in child care) and teacher stability to the 

quality of learning environments as measured by the Infant/Toddler Environment Rating 

Scale-Revised (ITERS-R)(Harms et al., 2003) and Early Childhood Environment Rating 

Scale - Revised Edition (ECERS-R)(Harms, Clifford, & Cryer, 1998). 

Furthermore, the perspectives of child care center directors on the quality of 

classroom learning environment were probed using interview protocols.  The results of 

the interviews with child care directors were used to gain a better understanding of the 

complex implications of teacher characteristics in creating a quality of classroom learning 

environment.  
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Research Questions 

 

           To give focus on this study, the following research questions were pursued: 

1.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Infant/Toddler 

Environment Rating Scale-Revised (ITERS-R)? 

2.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Early Childhood 

Environment Rating Scale - Revised Edition (ECERS-R)? 

3.  What teacher characteristics do child care center directors perceive as important in 

creating a quality classroom learning environment? 

Research question one examined the relationships between teacher characteristics 

and the quality of learning environment in the infant/toddler classrooms.  Research 

question two looked at the relationships between teacher characteristic and the quality of 

learning environment in the early childhood classrooms. Question three probed the 

perspectives of child care center directors on the quality of classroom learning 

environment using interview protocols. 

Classroom Learning Environment Conceptual Framework 

A  Classroom Learning Environment Framework (CLEF) is proposed for this 

study based on the original conception drawn from the work of two sources.  The 

conceptual framework illustrates the three parts as shown in Figure 1.The first part is 

from the Gordon and Browne (2010) concept of classroom environment and its three 

facets (physical, temporal, and interpersonal environment) served as the model.  The 

second part is based on environment rating scales developed by Harms et al.  (2003) 
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served as the quality measurement.  The scales (ITERS-R and ECERS-R) are composed 

of seven important areas that are valued in the infant/toddler classroom and early 

childhood classroom.  The third part of the diagram of the research structure contains the 

key variables for this study (teacher qualifications and teacher stability) as they affect the 

quality of classroom learning environments.   

This diagram shows how the specific elements of ITERS-R and ECERS-R fit with 

the more general concepts that compose the classroom environment: physical, temporal, 

and interpersonal environment.   See Figure 1 for the details of the Classroom Learning 

Environment Framework (CLEF). 

 

Figure 1.  Classroom Learning Environment Framework (CLEF) 

Three facets of classroom learning environment.  According to Gordon and 

Browne (2010), the classroom learning environments consists of physical, temporal, and 
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interpersonal environment.  A quality learning environment is a combination of these 

three facets.   

Physical environment.  A well-designed physical environment is fundamental to 

high quality child care, both indoors and outdoors.  While child care teachers create the 

physical environment, it should reflect the program’s goals and the developmental needs 

of the children (Bredekamp, 2011).  The classroom should include a variety of areas and 

centers for learning and play.  The physical setting of classroom needs to have child-sized 

furniture and equipment.  The arrangement of the classroom and the playground should 

encourage children’s play activities and interactions.  Children should have access to a 

supply of materials that can be used in a variety of ways.   

Temporal environment.  The learning environment should incorporate the 

temporal setting/ timing for transitions between routines and activities (Gordon & 

Browne, 2010).  When teachers plan the daily schedule, they should consider the needs of 

all children in the classroom.   For example, a well-planned schedule includes balanced 

indoor activities and outdoor time.  Also, the balance of small group activities and big 

group time allow for children explore at their own developmental levels.   While planning 

the schedules, transactions between different activities should be clear so children can 

understand them well and be able to make them smoothly.   

Interpersonal environment.  The interpersonal environment refers to the number 

and nature of teachers, ages and numbers of children, and the types of teacher-child 

interactions (Gordon & Browne, 2010).  Positive interactions between teachers and 

children are an important part of quality learning environment.  The National Association 

for the Education of Young Children (NAEYC) states that the group size and ratio of 
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teachers to children should be limited to allow individualized and age-appropriate 

activities (Copple & Bredekamp, 2009).   

Measuring the quality of classroom environment.  In this study, Environmental 

Rating Scales that include Infant/Toddler Environment Rating Scale-Revised Edition 

(ITERS-R) (Harms et al., 2003) and Early Childhood Environmental Rating Scale, 

Revised Edition (ECERS-R) (Harms et al., 1998), were used to measure the quality of the 

classroom learning environments.   

The ITERS-R observational instrument includes the important items that are 

valued in the infant/toddler classrooms that enroll children from birth to 2½ years old.  

For this study, infant/toddler classrooms were assessed based on 32 specific items that 

composed the six subscales of ITERS-R.  These subscales include: 1) Space and 

Furnishings, 2) Personal Care Routines, 3) Listening and Talking, 4) Activities, 5) 

Interaction, 6) Program Structure.  The ITERS-R Total score is calculated by averaging 

all 32 items.   

The ECERS-R as an observational instrument assesses the important items valued 

in early childhood classrooms that enroll children from 2½ to 5 years of age.  In this 

study, early childhood classrooms were assessed based on 37 specific items that 

composing six subscales of ECERS-R (Space and Furnishings, Personal Care Routines, 

Language and Reasoning, Activities, Interactions, and Program Structure).  The ECERS-

R Total score is calculated by averaging all 37 items.   

Correspondently, Gordon and Browne’s definition of environment is consistent 

with the Environmental Rating Scales (ITERS-R and ECERS-R) used in this study to 

assess the quality of the classroom learning environment.   As exhibited in Figure 1, each 
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facet of the classroom environment from Gordon and Browne (2010) corresponds with 

the subscales of Environmental Rating Scales.  The physical environment is matched 

with two subscales (Space and Furnishing, Activities).  Activity primarily measures the 

availability of materials for a variety of activities.  These include the materials for various 

learning centers, i.e., art center, math center, and block center, etc.  The temporal 

environment is related to subscale of Personal Care Routines.  The interpersonal 

environment is consistent with the four subscales of Listening and Talking, Interaction, 

and Program Structure. 

Key predictors of classroom learning environment.  Gordon and Browne’s 

notion of classroom environment implies the complexity of learning environments.  The 

learning environment as an important indicator of program quality needs to be studied to 

identify the variables that affect its quality.  Many factors determine the quality of 

classroom learning environments.  Among the variables, teacher qualifications and 

teacher stability are key indicators of the quality of classroom learning environment in 

this study. 

Teacher qualifications.  Teacher qualifications in this study refer to teacher’s 

formal educational level, teacher’s Child Development Associate (CDA) credential, their 

early childhood education training, and their years of experience in child care.  Teachers’ 

educational level have been identified as one of the important but debatable predictors in 

young children’s learning (Barnett, 2003a; Dwyer, Chait, & McKee, 2000.  High-quality 

teachers who acquire knowledge of early childhood education and development will 

provide children with a nurturing environment and developmentally appropriate learning 

experiences (Espinosa, 2002; Phillipsen, Burchinal, Howes, & Cryer, 1997).  Teachers 
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with a bachelor's degree (BA) in early childhood education or a related field tend to have 

higher-quality classrooms (Burchinal, Howes, & Kontos, 2002).  Bowman (2011) 

questioned the value of additional education beyond a two-year associate degree.  She 

argued that Bachelor's degrees are necessary but not sufficient for preparing early 

childhood teachers.   

Teacher stability.  Teacher stability in this study is defined as the length of 

teacher employment at their current child care center.  Equally important, stability of the 

early childhood teaching workforce has been found positively related to child outcomes 

(Loeb, Fuller, Kagan, & Carrol, 2004).  Specifically, stability among skilled teachers is 

widely agreed upon as an essential component of quality child care services (Helburn, 

1995; Whitebook et al., 1990). 

Terminology 

Brain Development: refers to the cellular and physiological processes (genetically 

controlled maturation and the chemical and experiential environments).  Brain 

development is the result of the complex interaction of nature and nurture, that is, 

between the unique genetic code an individual inherits and his/her experiences before and 

after birth. 

Child Development Associate (CDA) Credential: CDA is a nationally recognized entry 

level credential in the field of Early Childhood Education.  It is issued by the Council for 

Professional Recognition.   

Classroom Physical Environment: includes the equipment and materials, the room 

arrangement, the playground and facilities availability, and the way the space is 

organized and used.   
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Classroom Interpersonal Environment: Number and nature of teachers, ages and 

numbers of children, types and style of interactions among them.   

Classroom Temporal Environment: The daily routines, structure of the day, timing, 

and the transitions from one activity to another. 

Early Childhood Environment Rating Scale-Revised (ECERS-R): The ECERS-R is 

used to assess the classrooms for children from 2 ½ years through 5 years of age.  The six 

ECERS-R subscales include Space and Furnishings, Personal Care Routines, Language 

and Reasoning, Activities, Interactions, and Program Structure.  The ECERS-R Total 

score is calculated by averaging all ECERS-R items.   

Early Childhood Educational Training: Child care teachers’ professional training in 

child development and early childhood education. 

Infant/Toddler Environment Rating Scale-Revised (ITERS-R): The ITERS-R is used 

to assess the classroom for children from birth to 2½ years old.  The six ITERS-R 

subscales include Space and Furnishings, Personal Care Routines, Listening and 

Talking, Activities, Interactions, and Program Structure.  The ITERS-R Total score is 

calculated by averaging all ITERS-R items.   

Learning Environment: Gordon and Browne (2010) define the classroom learning 

environment as the sum total of the physical and human qualities that combine to create a 

space in which children and teachers work together. 

Teacher Qualifications: Teacher’s formal educational level, attainment of the Child 

Development Associate credential, teacher’s early childhood education training, and their 

years of experience in child care. 
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Teacher’s Education Level: The highest degree attained, may include high school 

graduate, Associate, Bachelor’s, or Master’s and higher college degrees. 

Teacher Stability: Is defined as the length of teacher employment at their current child 

care center. 

Teacher’s Years of Experience in Child Care: Is defined as the length of experience in 

working with young children.   

 



 

 

 

Chapter II  

Literature Review 

Introduction 

The quality of classroom environments in children’s everyday lives that they 

spend at the early care and education programs has both an immediate and long-term 

impact on children’s optimal growth and development.   With all the efforts of state and 

federal government agencies continue to fund early childhood programs with the 

intention of assuring that all children enter school ready to learn, enrollment into these 

programs continues to grow.  However, progress to reduce the achievement gap continues 

to be slow (Kober, Chudowsky, & Chudowsky, 2010).  As such, increasing attention has 

been paid to three issues in the current early childhood education literature: 1) quality of 

the early learning environment, 2) qualification of early childhood teachers, and 3) 

stability of the early childhood teacher workforce.   

Vygotsky’s social learning theory implies that it is important to that the learning 

environment serves as a platform for children’s growth and development.  In Vygotsky’s 

viewpoint, children learn to construct their own knowledge through meaningful 

interactions with the environment.  Interactions with adults or peers in a social 

environment are important to facilitate cognitive growth and knowledge acquisition.   

Similarly, the Reggio Emilia approach views the classroom environment as “the third 

teacher” (Malaguzzi, 1996).  According to Copple and Bredekamp (2009), in a 

developmentally appropriate classroom, teachers play an important role in creating an age 

appropriate, individually appropriate, and socially and culturally appropriate classroom 

learning environment for children. 

http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm
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Specifically, Gordon and Browne (2010) define the environment as the sum total 

of the physical and human qualities that combine to create a space in which children and 

teachers work together.  In other words, the environment includes not only the physical 

space and materials but also aspects of time and interpersonal relationships.  In particular, 

Gordon and Williams-Browne’s notion of environment consists of essentially three facets 

of learning environment: the physical environment, the temporal environment, and the 

interpersonal environment.  The physical environment includes the equipment, facilities, 

and materials availability as well as the room arrangement.  The temporal availability 

contains timing for transitions, routines, and activities.  The interpersonal facet is made 

up of the number and natures of teachers, the ages, and numbers of children, and 

interactions among the teachers, children, and their families.   

This study examined the relationships of teacher qualifications (teachers’ formal 

educational levels, teachers’ Child Development Associate (CDA) credentials, their early 

childhood education training, and their years of experience in child care), and teacher 

stability to the quality of classroom learning environments in child care centers.  This 

review of the literature is organized into five sections.  The literature review begins with 

an introduction of the theoretical background on the importance of the learning 

environment and the teachers’ roles in children’s growth and development.  The second 

section covers the early learning environments, including the features of quality learning 

environments, their impact on children’s development, and the teachers’ role in creating a 

quality learning environment.  Section three discusses the qualifications of child care 

teachers.  This is followed by a review of the issues and challenges of teacher stability in 

the child care workforce.  The literature review ends with a discussion of possible 
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solutions to improve the quality of child care teachers through high quality professional 

training. 

Theoretical Background 

The classroom learning environment provides physical and social settings in 

which children interact with their peers and teachers.  Within this social context, the 

learning environment is viewed as the third teacher and a significant indicator of quality 

for early childhood programs (Malaguzzi, 1996). 

 In this section, neuroscience supports quality learning environment for children, 

vygotsky and social learning theory, Reggio Emilia Approach, and developmentally 

appropriate practice are discussed respectively.  With the purpose of providing the 

theoretical background to explicit the importance of learning environments in children’s 

optimal growth and development. 

Neuroscience supports quality learning environment.  Neuroscience (the 

scientific study of the nervous system) has provided significant scientific evidence to 

support the quality of learning environment for young children.  The convergence of 

research from neurosciences and developmental psychology showed that early 

experiences determine whether a child’s developing brain architecture provides a strong 

or weak foundation for his or her future learning, behavior, and health development 

(National Scientific Council on the Developing Child, 2007). 

The most significant message from neuroscience advocates that the first five years 

of children’s life matters and last a lifetime (Shonkoff &Phillips, 2000).  According to the 

report from the National Research Council and Institute of Medicine (2000), brains are 

built over time and a substantial proportion is constructed during the early years of life; 
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the human brain develops more rapidly between birth and age five than during any other 

subsequent period.  The report further conclude that as a consequence, children cultivate 

85 percent of their intellect, personality and skills by age five.   

Scientists and researcher have provided compelling evidence that starting early in 

life, the foundations of brain architecture are established through interactions between 

genetic influences and environmental conditions and experiences (Friederici, 2006; 

Grossman, et al., 2003; Horn, 2004).  According to Lexmond and Reeves (2009), at birth, 

babies have approximately the same number of neurons (nerve cells) as an adult but 

approximately 10 times fewer connections (synapses); as a result of experience, from 

birth to age three, the number of neural connections multiplies by 20 times.  However, the 

brain operates on a “use it or lose it” principle.  A process of pruning selectively 

eliminates those connections that are not used (Perry, 2002; Bruer, 2006).  Perry and 

Bruer further stated that the pruning process helps to structure the brain’s architecture 

into organized networks depending on that child’s experiences.  According to Perry 

(2002), the determination of which synaptic connections will persist is environmentally 

regulated and dependent on information received by the brain.  Perry further stated that 

synaptic connections begin prior to birth and are created at a rapid rate through age three. 

Another important message from neuroscience suggests that the best learning 

happens when children are engaged in an environment that is caring, stable, and 

supportive.  According to Shonkoff and Phillips (2000), the development of the human 

brain is the result of complex, dynamic interaction between nature (genes) and nurture 

(environment).  They agreed that a large proportion of human brain development took 

place as a result of interactions with the environment.  Children’s healthy brain relies on 
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caring, stable, and supportive relationships with their caregivers.  Responsiveness and 

sensitivity of care of very young children has been found to be an important predictor of 

effective brain development and social emotional functioning (National Scientific 

Council on the Developing Child, 2007; Perry, 2002).  Children are more willing to reach 

out and explore when they are in a nurturing and predictable environment.  Halfon, 

Schulman, & Hochstein (2001) indicated that nurturing relationships and attachment 

between children and their caregiver have been found to be critical for optimal brain 

development.  Similarly, Cacioppo, Berntson, Lorig, Norris, Rickett, & Nusbaum (2003) 

stated that a significant part of a nurturing environment is determined by the 

established secure attachments with others.  As a result, a stable and secure attachment 

optimizes children’ social and emotional development.  Conversely, a negative 

relationship and environment adverse the children’s development in a long run. 

In particular, children’s optimal brain development is dependent on a positive 

environment.  While the brain is developing at the early years of children’s lives, it is 

more sensitive to the stimulation from the environmental conditions and experiences 

(Friederici, 2006; Horn, 2004).  Therefore, the implications of the findings from 

neuroscience emphasize the critical role of the quality early learning environment in 

children’s development and learning.  Through increased understanding of brain 

development, it is clear that quality environments where children are supported by highly 

skilled child care teachers, are crucial to the optimal development of children’s brain 

architecture at early years and beyond.   

Vygotsky and social learning theory.  The theoretical perspective of teachers’ 

roles in children’s learning within the context of classroom environment can be 
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contributed to Russian psychologist Lev Vygotsky.  In his social learning theory, 

Vygotsky (1978) espoused that children construct their own knowledge through 

meaningful interactions with the environment.  Vygotsky highlighted the importance of 

the social and cultural environment on the child’s cognitive development.  In Vygotsky’s 

view of cognitive development, children are born with the basic cognitive capacities of 

perception, attention, and memory.  During the first years of the child’s life, these 

cognitive capacities grow and develop as the child interacts with the environment. 

In Vygotsky’s view, interactions with the social environment, including adults or 

peers, are important to facilitate individual cognitive growth and knowledge acquisition.  

The two significant concepts of Vygotsky’s social learning theory include the Zone of 

Proximal Development (ZPD) and the role of teachers in scaffolding children’s learning. 

Zone of proximal development (ZPD).  Vygotsky proposed the concept of the 

Zone of Proximal Development (ZPD) in children’s learning.  The ZPD refers to the gap 

between the “actual developmental level” that children can accomplish independently and 

the “potential developmental level” that children can accomplish when they are 

interacting with others who are more capable peers or adults (Vygotsky, 1978).  The ZPD 

implies that child development is a constant flow rather than determined by a singular 

point on a given scale.  Namely, independent performance and assisted performance are 

two levels of performance within the ZPD (Berk& Winsler, 1995; Bodrova & Leong, 

2007).  Independent level performance is the lower end of Zone of Proximal 

Development, which refers to a child who performs independently without adult 

guidance.  A child’s higher level of the ZPD depends on assisted performance, which 

requires assistance by skilled adults.  Tharp and Gallimore (1988) defined assisted 
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performance as sensitive scaffolding of children’s learning by teachers who assist 

children in accomplishing goals in their ZPD that take place in activity centers where 

collaborative interaction and assisted performance occur. 

Teachers’ role of scaffolding.   Vygotsky (1978) stated that learning will occur 

when the child is interacting with people in an environment and in cooperation with other 

capable adults and peers.  According to the concept of the Zone of Proximal 

Development (ZPD), children have a range in which they are able to perform tasks 

successfully on their own.  Children also have a range above this in which they can 

successfully perform more challenging tasks with the help of an adult or more advanced 

peer.  Both of these ranges are constantly shifting.  As the child is exposed to the more 

challenging activities with the help of an adult, the range of activities that the child can 

perform successfully without assistance expands. 

Teachers play an important role in providing a quality learning environment for 

children.  To apply Vygotsky’s theory into classroom practice, teachers as facilitators 

should assist children’s learning in advance to another level within their zone of proximal 

development.  The learning occurs when children are exposed to activities that are 

interesting and challenging to them.  A teacher’s responsibility is to provide such 

experiences and to support and guide children successfully though these activities.  

Additionally, teachers can scaffold children’s learning by providing models, asking open-

ended questions, and extending children’s play. 

Environment as a third teacher.  The Reggio Emilia Approach is an educational 

philosophy based on the image of the child and of adults possessing strong potentials for 

development and as subjects of rights who learn and grow in relationships with others.  In 
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the 1940s, Italian teacher and psychologist Loris Malaguzzi founded the Reggio Emilia 

Approach that emphasizes that children learn and develop through interactions within the 

environment, first with the adults (parents and teachers), then with peers, and then their 

environment itself.  The fundamental values of Reggio Emilia include the image of the 

child, the role of the teacher, and the role of environment.   

The Reggio Emilia Approach sees a child as a competent protagonist and initiator 

who interact with his or her environment.  In Reggio classrooms, each child is viewed as 

capable, independent, curious, and full of imagination.  Children have interest in 

relationships, in constructing their own learning, and in negotiating with what the 

environment offers them. 

In Malaguzzi’s theory, teachers are viewed as partners in learning along with the 

children.  By listening, observing, and documenting children’s work, the teacher is 

equipped to guide children’s learning experiences and co-construct knowledge with them 

(Gandini, 2008).  In the Reggio Emilia classrooms, teachers are viewed as partners in 

learning along with the children.  Additionally, teachers observe children in action and 

ask them questions to expand their learning outcomes.   

The Reggio Emilia Approach places significant value on the role of the 

environment.  The learning environment is viewed as the third teacher (Malaguzzi, 1996), 

after the parent and the teacher.  The environment serves an advocacy role on behalf of 

young children, inspiring parents and teachers to work together to realize the potential of 

children.  In other words, the environment not only reflects what children are learning, 

but also plays an active role in nurturing and stimulating children’s learning and 

development.  In this approach, the classrooms are places where teachers have thought 

http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm
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about the quality and instructive power of space.  Their design of classroom space 

encourages children’s exploration, engagement, communications, and relationships. 

The Reggio Emilia Approach sees teachers as researchers.  Teachers observe and 

document children’s learning activities through writing learning stories, making 

photographs, and documenting representations of children’s works.  The Reggio teachers 

use documentation as a primary tool to help them understand and evaluate the children.  

Furthermore, teachers use the documentation to communicate children’s progress with 

parents and families. 

Developmentally Appropriate Practice.  Developmentally Appropriate Practice 

(DAP) is an approach to teaching grounded in research on how young children develop 

and learn, as well as what is known about effective early education.  Its framework is 

designed to promote young children’s optimal learning and development. 

DAP suggests teachers meeting young children where they are (by stage of 

development), both as individuals and as part of a group.  Furthermore, DAP provides the 

foundation to answer the questions on what classroom learning contexts should be 

provided to children who at various developmental stages.  More importantly, DAP is 

concerned with how early childhood teachers create quality learning environments that 

support and promote children’s growth development in all domains.   

In the mid- 1980s, the National Association for the Education of Young Children 

(NAEYC) announced its position statement on Developmentally Appropriate Practice 

(DAP) (Bredekamp, 1987).  DAP was designed to provide the framework for the purpose 

of ensuring teaching that engages young children’s ages, experience, and ability to 

promote young children’s optimal growth and development.  In the mid-1990s, NAEYC 

http://zerosei.comune.re.it/inter/index.htm


34 

  

 

revised its position statement on DAP.   According to NAEYC (2009), DAP provides the 

guideline for early childhood programs to ensure that teacher’s instruction and practice is 

appropriate and in tune with children who are at various developmental levels and from 

diversity cultural backgrounds. 

According to Copple and Bredekamp (2009), in a developmentally appropriate 

classroom, teachers play an important role in creating an age appropriate, individually 

appropriate, and socially and culturally appropriate classroom learning environment for 

children.  First, age appropriate practice allows teachers to make broad predictions about 

what children at a particular age are like and what experiences likely will promote growth 

and development.  Second, individually appropriate practice requires teachers to 

understand the pattern and timing of each individual child’s growth, personality, and 

learning styles.  Lastly, socially and culturally appropriate suggests that teachers should 

look at children and their families within the context of their community and culture to 

provide a meaningful and supportive learning environment. 

Furthermore, Copple and Bredekamp (2009) stated that early childhood teachers 

should have knowledge in three core areas to make decisions about each child’s optimal 

growth and development.  The three core areas include: 1) teachers’ knowledge of child 

development and learning of children at a given age; 2) what is individually appropriate 

to the child; and 3) the social and cultural environment where the child lives.  Copple and 

Bredekamp further describe these three core knowledge areas considered to be essential 

to early childhood teachers.  The first core area requires that early childhood teachers 

should have a full grasp of knowledge on child development and learning of children 

within a given age.  Understanding how children grow and develop in multiple domains 
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is essential for teachers of young children.  This understanding helps teachers’ decision 

making in organizing the classroom environment and providing age-appropriate activities 

and materials.  The second core area suggests that early childhood teachers should 

acquire knowledge of what is individually appropriate.  This core area enables teachers to 

know each child’s strengths and needs as an individual.  Therefore, teachers are capable 

of adapting an activity and be responsive to individual children who are at different 

developmental levels.  The third core area emphasizes that need for early childhood 

teachers to have knowledge of the social and cultural environment in which the child 

lives.  Social and cultural environment includes the values, beliefs, rules, and 

expectations that are passed on to children from members of the groups and families.  

This knowledge helps teachers to create learning environments and experiences that are 

meaningful and relevant to children’s daily lives.   

In summary, in a developmentally appropriate classroom, teachers are able to 

provide a supportive learning environment when they make decisions based on 

knowledge of child development and learning, knowledge about children as individuals, 

and knowledge of the social and cultural contexts in which children live.  According to 

Fraser (2012), a classroom that is functioning successfully as a third teacher is responsive 

to the children’s interests, provides opportunities for children to make their thinking 

visible, and fosters children’s learning and engagement.  By utilizing the implications of 

ZPD, the teacher’s role as a facilitator is to create an environment and opportunities for 

children’s learning and to interact with children to support their learning. 
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Quality Early Learning Environment 

 The classroom learning environment includes all the influences that affect 

children and adults in early childhood classroom (Bullard, 2010).  It refers to the 

organization of classroom physical environment and social relationships between and 

among children and adults.  In the Reggio Emilia Approach, Malaguzzi (1996) 

acknowledges the learning environment is a key factor that creating space for 

relationships, emotional, and cognitive development that produce a sense of well-being 

and security for the children.   

The position statement of National Association for the Education of Young 

Children (2009) further suggests that learning environments should provide the three 

basic needs for all children.  These three needs are: 1) protecting health and safety of 

children; 2) developing positive relationships; and 3) creating opportunities for 

stimulation and learning from experiences.  All three elements must occur to maintain a 

high-quality environment.   

Features of quality classroom environment.  Early care and education programs 

vary widely in their educational philosophy, program focus, and organizational 

differences.  However, the following four common features are shared in a quality 

learning environment. 

First of all, quality learning environments are developmentally appropriate 

(Copple & Bredekamp, 2009).  A developmentally appropriate learning environment is 

designed based on the teacher knowledge of child development and young children’s 

learning at a given age.  This environment not only reflects individual differences and 
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learning styles of children, but also embraces the cultures in which children come from 

and live.    

Second, well-designed environments create a caring community of learners 

(National Association for the Education of Young Children, 2009).  Being part of this 

community contributes to interrelated areas of children’s development in all domains 

(physical, cognitive, social, and emotional).  Within this community, children gain a 

sense of acceptance and belonging, which are two critical elements for developing and 

learning.   

Third, classroom learning environments reflect early childhood program goals 

(Mott, Wasow, Mitchell, & David, 1992).  The arrangement of classroom physical space 

and selected materials reflect the learning goals.  For instance, how classroom space is 

used can significantly impact children’s learning and development.  A high-quality 

classroom learning environment should include opportunities for children to engage in 

individual, small-group, and large group activities and teacher-directed and child-initiated 

activities that reflect multiple ways of learning.  Finally, a high-quality learning 

environment provides children an opportunity to engage in hands-on learning experiences 

(Stuber, 2007).   

Finally, the quality learning environment is an important and powerful teaching 

tool.  If the environment is set up with the knowledge of how children learn and develop, 

it will positively support children’s learning and development.  Well-designed learning 

environments that are inviting to children with interesting materials and a range of 

activities supports children’s growth in all areas of development.  Classroom centers may 

provide children with a wide range of materials and opportunities to engage in hands-on 
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learning.  By doing this, children are given chances to make choices and progress at their 

own pace.  Learning centers also promote the development of children’s social skills 

while working on their own and while working with peers and teachers.   

Learning environment and children’s development.  There has been a growing 

emphasis on the quality of early learning environment and its impact on young children.  

The quality of child care has a lasting impact on children’s lives.  Neuroscience research 

in brain development has determined that young children are learning from the earliest 

moments of life, with especially rapid growth in their first five years (Shonkoff & 

Phillips, 2000).  It has been shown that nurturing environments and brain stimulation 

during early years profoundly impacts children’s success in life.   

The quality of the classroom learning environment is recognized as an important 

component in predicting children’s cognitive and social outcomes (Pianta et al., 2005).  

Children who experience higher-quality learning environments do much better than those 

in lower-quality early learning environments (Burchinal et al., 2002).  Over the past 

decade, in the research of American early childhood education, several studies have 

shown a link between classroom quality and children’s cognitive and social development 

(Barnett, 1995; Belsky et al., 2007; Helburn, 1995; Howes, 1997; Loeb et al., 2004).   

Studies of early child care found that higher classroom quality had a significant 

positive effect on children’s academic and language skills (National Institute of Child 

Health and Human Development [NICHD], 2005).  NICHD began a study in 1991 to 

collect information on different non-maternal child care arrangements.  The NICHD 

studies followed more than 1,300 children at 10 different sites across the country from 

birth into the school-age years.  The studies included the children and families who use 
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child care as well as those who do not.  Information on more than 500 variables thought 

to affect children's development was collected.  The study looked at the environment and 

child-care settings to help explain how the children developed over time.  The major goal 

of the NICHD Study was to examine how differences in child care experiences relate to 

children’s social, emotional, language development, and to their physical growth and 

health. 

The results of the NICHD Study indicated that children in child care centers that 

met accreditation standards had slightly better school readiness and language 

comprehension outcomes and fewer behavior problems at age three than did children in 

centers that did not meet the standards (NICHD, 1997, 1998).  Children who experienced 

higher quality child care consistently showed somewhat better cognitive function and 

language development across the first three years of life (NICHD, 1999, 2000a, 

2000b).Higher quality child care also predicted greater school readiness at four and a half 

years old, as reflected in standardized tests of literacy and number skills (NICHD, 

2002).Children who experienced higher quality child care were somewhat more 

cooperative and compliant and slightly less aggressive and disobedient at two years and 

three years of age (NICHD, 1997). 

Similarly, the results of the Cost, Quality, and Outcomes study (Helburn, 1995) 

indicated significant positive relationships between classroom quality and children’s 

cognitive and social skills.  Herburn’s research (1995) suggested that preschool 

classroom quality had a modest but significant positive relationship to children’s 

receptive language, early math skills, and sociability through kindergarten.  In addition, 
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Helburn found that the association between the quality of preschool classrooms and 

children’s math skills remained significant through second grade. 

The Cost, Quality, and Child Outcomes (Helburn, 1995) in Child Care Centers 

study conducted by researchers from four universities beginning in 1993, analyzed the 

influence of center-based child care on children's development during their preschool 

years and into elementary school.  The centers were represented by a random sample of 

401 full-day child care centers in regions of four States: California, Colorado, 

Connecticut, and North Carolina.  Half of these child care centers were for-profit, and 

half were nonprofit.  Samples of children were followed through two years of child care 

and the first three years of formal schooling (kindergarten through second grade).  

Children were assessed for receptive language skills, reading ability, and math skills.  

The teachers from child care centers and schools assessed the children’s cognitive, 

sociability, and problem behaviors each year.  Children enrolled in higher-quality child 

care classrooms as preschoolers were found to have better receptive language skills. 

Peisner-Feinberg & Burchinal, (1997) analyzed the data from the Cost Quality 

and Outcomes study, they found that teacher-child relationship as an aspect of the quality 

in preschool programs predicted children’s language, social, and emotional development.  

In another report, Peisner‐Feinberg et al.  (2001) reiterated the above finding then 

focused on classroom practices as another aspect of quality to predict children’s language 

development.  Peisner-Feinberg et al.  (2001) concluded that the quality of child care was 

related to children’s math skills.  Children who were enrolled in higher-quality child care 

had better math skills before entering school and during kindergarten and second grade.  
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In further analyses that controlled for the quality of the elementary school classroom, the 

relations between child care quality and children’s math skills were maintained. 

Teacher and quality learning environment.  Grounded in Gordon and Browne 

(2010)’s notion of learning environment, the roles of teacher in creating quality learning 

environment can be deferred as: 1) designing the classroom physical environment; 2) 

managing the temporal environment; and 3) supporting the interpersonal environment.   

The ultimate goal of creating quality learning environment is to meet the needs of 

children’s growth and development in all domains.  Figure 2 demonstrates the roles of 

teachers in creating quality learning environment.   

 

 

 

 

 

 

 

 

 

Figure 2.  Teachers’ Role in Creating Classroom Learning Environments 

Designing physical environment.  Classroom physical environments include the 

equipment, materials, the room arrangement, facilities availability, and the way the space 

is organized and used (Gordon &Browne, 2010).  A well-designed classroom physical 

environment is an important element of quality learning environment.    
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When designing the classroom physical setting, teachers should arrange the space 

to reflect the learning goals.  The classroom physical arrangement serves as a powerful 

tool for providing students effective instruction and facilitates positive interactions.  The 

physical arrangement of the classroom should be reflective of the diverse cultural and 

linguistic characteristics of the students and be consistent with specific learner needs 

(Copple & Bredekamp, 2009). 

Child care teachers are responsible for the arrangement of the classroom physical 

setting that includes all the equipment and materials for children to manipulate and 

explore during the day.  When designing classroom indoor space, teachers should 

consider the basic health and safety standards.  Children need equipment that is safe and 

accessible on a daily basis.  Bredekamp (2011) suggested that teachers should monitor 

children’s play behavior and to ensure classroom settings are maintained at a safe level.   

Child care teachers spend a lot of time working on classroom display.  Well-

designed learning centers where materials are accessible for children encourage them to 

participate and explore in a wide variety of age appropriate activities (Bredekamp, 2011).  

For example, children benefit from creative art activities.  Therefore, materials that 

engage children to art projects at a beginning and advanced level should be available at 

learning centers.  Likewise, children need a supportive environment that includes a 

variety of blocks and accessories to explore spatial and mathematical concepts.  

Activities that involve sand and water help children to learn concepts with their senses.  

Similarly, science and nature activities foster children’s curiosity and learning through 

direct experience and applications.   
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Managing temporal environment.  Temporal environments involve the daily 

routines, structure of the day, timing, and the transitions from one activity to another 

(Gordon & Browne, 2010).  In general, the schedule needs to reflect the structure of the 

child care program.  The brains of young children work better when there are 

organization and consistency (Shonkoff & Phillips, 2000).  Therefore, it is essential to 

understand that schedules and routines for preschool children need to be established and 

adhered to in the classroom environment.  For instance, while dealing with scheduling, 

teachers need to pay special attention on a balance between teacher directed large-group 

activities, small-group activities, and free play activities.  As a result, children can 

anticipate what comes next when the schedule is consistent and have a smooth 

transitions.   

Supporting interpersonal environment.  Interpersonal environments incorporate 

the interactions among teachers, children, and their families (Gordon & Browne, 2010).  

Kontos and Wilcox-Herzog (1997) stated that children who have more positive 

interaction and more secure relationships with their caregivers tend to have more positive 

engagement with their peers.  Gordon and Browne (2010) stated that positive 

interpersonal relationships help to meet children’s emotional needs; further, to develop 

their sense of self-worth and self-esteem.   

Children learn through interaction with peers and adults.  It is essential that child 

care teachers provide a supportive classroom environment in which children’s language 

development are promoted (Bredekamp, 2011).  For example, in a language-rich 

environment, children are encouraged to participate in conversations to help them 

develop their language skills.  Children learn best when they are able to explore and 
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experience things by themselves.  To support this, teachers need to consider the interests 

of children while planning the activities.  According to Vygotsky’s concept of the Zone 

of Proximal Development (ZPD), children need someone available to support and 

encourage them to overcome the challenges they encountered.   

Evidence shows the importance of teachers’ role in creating high-quality 

classroom learning environment to optimize children’s development and learning.  

However, there is a serious disconnection between teacher preparation and their ability to 

provide a quality learning environment for young children (Whitebook & Sakai, 2003).  

This disconnect draws a special attention to the topics on teacher qualifications.  The 

following section reviews the current literature on teacher qualifications and their impact 

on the quality of child care. 

Teacher Qualifications in Child Care Centers 

Child care teacher qualifications refer to their educational level, early childhood 

certification and credentials, early childhood training, and the years of experience in child 

care.  Shonkoff and Phillips (2000) stated that specialized knowledge of how children 

develop and learn is critical to the quality of interactions between teachers and children.  

Teacher qualifications are one of the most important elements of a quality early 

childhood program (Barnett, 2011; Fuller, 2011).   

The qualification requirements for child care teachers are significantly lower than 

that for teachers who work at school-based preschool and Head Start programs.  In some 

states, a high school diploma is all that is required to work in a licensed child care center.  

Most states do not require a teacher to have training or education in child development 

prior to working in a child care center.  By contrast, preschool teachers in public schools 
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and kindergarten teachers are required to hold teacher certification and a bachelor’s 

degree.   

Inconsistency of child care teacher qualifications.  In the United States, each 

state regulates child centers.  The qualification requirements for child care teachers vary 

widely.  The professional standards and requirements differs considerably based on their 

funding sources or program type.   

The final report of 2008 Child Care Licensing Study prepared by the National 

Association for Regulatory Administration (NARA) and the National Child Care 

Information and Technical Assistance Center (NCCIC) is one of the more recent and 

comprehensive studies of the child care workforce.  Data gathered from 49 states and the 

District of Columbia showed that, for individuals considered as teachers in licensed child 

care centers, 40 states required some combination of a high school degree and 

experience.  Only 10 states required some vocational program, certificate, or CDA, and 

13 states had no requisite educational qualification for child care teachers.  None of the 

states set an Associate Degree as a minimum requirement for teachers in child care 

centers. 

According to Child Care Aware of America (2012), four states had significant 

increases in annual training hours required for child care center teachers.  Arkansas 

increased teacher’s annual training from 10 to 15 hours.  Louisiana increased teacher’s 

annual training from 4 to 12 hours.  New Hampshire increased teacher’s annual training 

from 9 to 18 hours.  Texas increased center teacher’s annual training from 15 to 24 hours.  

The changes indicate the wide range of training hour requirements for child care center 

teachers in different states.  By and large, the majority of children in child care centers do 



46 

  

 

not have access to highly qualified teachers to prepare them for kindergarten.  For 

children to acquire the necessary skills for future academic success, preschools need to 

employ highly qualified teachers. 

Teacher qualifications and child care quality.  Researchers of child care 

generally agree that a child care teacher who works with young children should meet 

high-quality standards (Early et al., 2006; Early et al., 2007; Hsueh & Barton, 2005).  The 

most important predictor of high-quality early education programs is the education and 

training of teachers (Barnett, 2011; Fuller, 2011; Whitebook, et al., 1990).  Child care 

teacher education and experiences are related to child performance later on in their 

formal school education.  Children are more likely to engage in language activities, 

complex play with objects, and creative activities in their classrooms when teachers have 

bachelor’s degrees in child-related fields (Howes, 1997). Additionally, Howes and Smith 

(1995) stated that children displayed closer and more secure attachment relationships 

with their caregivers when the caregivers are more positive and responsive to the 

children’s needs.   

An early study by the National Child Care Staffing Study (NCCSS) (Howes, 

Whitebook, & Phillips, 1992; Whitebook et al., 1990) examined the quality of care in 227 

child care centers.  Samples were randomly selected from five diverse U.S.  metropolitan 

areas.  In each center, infant, toddler, and preschool classroom observations were 

conducted using the ECERS, ITERS, and Caregiver Interaction Scale.  Background 

information on teacher education and training was collected from 865 teachers and 444 

assistant teachers.  Teacher’s training and education were categorized into five levels: 1) 

a Bachelor degree and college level early childhood education coursework; 2) a Bachelor 
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degree with no specialized early childhood education training; 3) no Bachelor degree but 

college level early childhood education training; 4) no Bachelor degree but specialized 

early childhood education training at the high school or vocational school level, and 5) no 

Bachelor degree and no specialized training.  The findings suggested that more formal 

education was important, in that it was the strongest predictor of both appropriate 

caregiving at the classroom level.  Formal education is stronger predictor of quality of 

child care and specialized training is important (Howes, 1995; Whitebook & Sakai, 

2003).  The NCCSS study links the relationship between formal education and 

specialized training.   

Several years later, Helburn (1995) conducted the Cost, Quality and Child 

Outcomes Study (CQCO) and examined the impact of teacher wages, teacher education, 

and specialized training on the quality of child care programs that serve low-income 

families.  The CQCO study examined the quality of child care in 370 preschool 

classrooms and 122 infant/toddler classrooms. These classrooms were selected from a 

random sample of full-day centers in four states.  The CQCO study examined the 

correlations between child care characteristics and quality and the extent to which 

individual predictors were associated with child care quality.  Specifically, researchers 

examined the impact of the lead teachers’ education and training on the program quality.   

As with the National Child Care Staffing Study (NCCSS), the CQCO study 

examined the role of teacher education in predicting classroom interactions as measured 

by the ECERS and individual teacher behavior as measured by the Caregiver Interaction 

Scale.  The CQCO study found that in preschool classrooms, higher ECERS scores were 

associated with the lead teacher having a BA degree or at least some college; likewise, 
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classroom quality was higher when teachers had completed more education, had a 

moderate amount of experience, and earned higher wages.   

The CQCO study also examined the combined impact of teacher training and 

education on the effective of their practices (Howes, 1997).  Lead teachers were 

categorized into five groups: 1) high school plus a few workshops in early childhood 

education; 2) a CDA certificate; 3) some college courses in early childhood education; 4) 

a two-year degree in early childhood education; 5) or a BA or more advanced degree in 

early childhood education.  The findings suggested that teachers with the most advanced 

education were the most effective.  Children in classrooms with teachers who had at least 

an Associates’ degree in early childhood education had higher scores on the Peabody 

Picture Vocabulary Test (Dunn, Beach, & Kontos, 1994) than did children in classrooms 

with teachers having only high school backgrounds.  Teachers with Associates’ degrees 

were more effective than teachers with some college or high school plus workshops.   

Furthermore, Howes (1997) analyzed data from the Florida Quality Improvement 

Study.  He used the same categories of combined education and training as the CQCO 

study.  The sample of Florida study included 150 child care centers from four counties.  

The centers were divided into two groups: low-income centers (more than 50% children 

on subsidies) and high-income centers (less than 50% children on subsidies).  Howes 

(1997) included 410 of the 466 classrooms in the Florida study serving infants, toddlers, 

or preschoolers.  The same procedures were used in the Florida Study as in the CQCO.  

Howes (1997) found that teachers with the most advanced education and training appear 

to be the most effective.  The Florida study suggests that teachers who have a Bachelor’s 

degree in early childhood education are the most effective in terms of program quality 
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and child learning outcomes.  The blends of training and formal education also can 

produce effective teacher behavior.  For instance, teachers with associate of arts degrees 

and CDA certificates were more effective than teachers with some college or high school 

plus workshops. 

Research validates a commonly held belief that the reality of the teaching 

workforce in child care centers often is characterized by a lack of education and training 

and extremely low stability.  With all the benefits that children can get from the quality 

learning environment, child care centers continuously face the challenges to be equipped 

with qualified teachers; and more importantly, to be able to retain qualified and well-

trained teachers.  The following section reviews relevant the current literature on teacher 

stability and its impact on the quality of child care. 

Teacher Stability in Child Care Centers 

Teacher Stability is defined as the length of teacher employment at their child 

care center.  Quality of early childhood programs is determined by multiple factors.  

Among the variables, teacher stability seems to be a strong indicator of the quality of 

child care center (Cassidy et al., 2011; Mims, Scott-Little, Lower, Cassidy, & Hestenes, 

2008).  Harms et al.  (1990) indicated that teacher stability is another important 

dimension to consider in children’s learning in addition to qualified teachers.   

Child care center teacher instability hinders the development and maintenance of 

consistent relationships between children and their caregivers.  Extensive studies have 

confirmed the effects of high turnover on child care quality and children’s developmental 

outcomes.  Loeb et al., (2004) found that stability of child care teacher was positively 

related to child outcomes.  Children with more stable relationships with their providers 
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engage in more competent interactions with adults and their peers (Howes,1995; Howes, 

Rodning, Galluzzo, & Myers, 1988).  Further, Helburn (1995) stated that the effects of 

program quality were evident for children from all backgrounds, but children of low-

income families particularly were influenced by the quality of their child care 

arrangements.   

Teacher turnover influences the quality of child care.  The results of the National 

Child Care Staffing Study (Whitebook et al., 1990) indicated that centers with higher 

turnover were characterized by classrooms with less developmentally appropriate 

activities.  Children in these programs spent less time engaged in social activities and less 

engaged in age-appropriate activities with peers.  The findings also indicated that 

children in a center with high teacher turnover build vocabulary at slower rates than those 

in a center with lower teacher turnover.   

Similarly, in the Cost, Quality and Child Outcomes study, Helburn (1995) 

indicated that centers with teacher turnover rates of ten percent (10%) or less were rated 

significantly higher in a combined measure of quality than those centers with higher 

turnover.  Classroom environments were assessed using the Early Childhood 

Environment Rating Scale (ECERS).  In four hundred (400) child care centers across four 

states, more than seventy-five (75%) of these centers did not meet high standards.  

Helburn (1995) also found that children attending higher quality child care, which were 

associated with low turnover rates, had more advanced language and pre-math skills.   

As a whole, high teacher turnover negatively affects children’s learning and 

development.  If the center has high teacher turnover, children have to constantly adapt to 

new caregivers.  Also, the administrators face the challenges of constantly orienting and 
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training new teachers.  High turnover makes it difficult for children and teachers to have 

stable and consistent relationships, which are important for children’s cognitive 

development, as well as social and emotional development.  The reasons for low teacher 

stability in child care centers are examined in the following section.   

Reasons for teacher instability.  Reasons for teachers leave their jobs are often 

caused by a combination of personal dissatisfaction and unsupportive work conditions.  

Teacher turnover rates are often linked to poor salaries (Phillips, Howes, &Whitebook, 

1991), better job alternatives, and job-related stress (Todd & Deery-Schmidt, 1996).  

Whitebook et al. (1991) found that child care programs with the lowest pay have the 

highest teacher turnover.  

 Early childhood teachers are one of the most poorly paid professionals (Center 

for Child Care Workforce, 2002).  Preschool teacher salaries are low compared to salaries 

in other occupations and industries.  On average, child care teachers who work with 

preschool-aged children earn less than those at public Pre-K programs (Fuller & Strath, 

2001).  Average earnings of child care teachers were $10.15 per hour in 2009, and few 

had access to health benefits (The U.S. Department of Labor, 2011).  As a result, 

inadequate compensation influences the quality of child care centers in general.   

The results from a longitudinal study of the California child care workforce 

concluded that highly trained teachers were more likely to leave their jobs if they earned 

lower wages or worked with a greater percentage of co-workers with a low educational 

background (Whitebook & Sakai, 2003).  The study tracked 149 teachers over a four-year 

period from 1996 to 2000.  The participants were selected from a population of 260 

teachers in 92 child care centers.  The teachers were observed in their classrooms and 
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interviewed in 1996.  Then, the same classrooms were observed in 2000.  The teachers 

were interviewed again in 2000 if they still worked at the same center.  In the study, 

teachers who had 6 to 24 credits of college-level early childhood training were 

categorized as low educational background levels.  Teachers who had a bachelor’s degree 

and at least 24 credit hours of early childhood training or early childhood certification 

were considered to have a high educational background.  The findings indicated that 81 

(54%) of all teachers in 1996 were no longer at their jobs in 2000.  Of those, only half of 

the teachers, 41 out of 81, remained in the child care industry after changing jobs.  The 

other 40 who accounted for 50% had left the child care industry by 2000.  Whitebook and 

Sakai (2003) reported that teachers with more years of experience are more likely to 

remain in their jobs and become committed than those with less experience.  Further, they 

found that highly trained teachers who had a Bachelors or higher degree or with 

specialized training were more likely to leave their jobs if they earned lower wages, 

worked with fewer highly trained teachers, or worked in a less stable environment.  In 

other words, experienced teachers were more likely to remain in their jobs when they 

worked with a higher percentage of well-trained teachers and earned higher-than-average 

wages.   

The impact of high turnover on professional development.  High turnover not 

only has been a barrier of program quality, but also raised the costs of child care 

professional training.  If the center has high teacher turnover, for basic teacher 

preparation, such as orientation and on-site training, must be provided frequently.  

Importantly, children have to constantly adapt to new caregivers as well.  Moreover, the 

administrators have to face the challenges of consistently hiring, orienting, and training 
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new teachers.  Thus, high teacher turnover hinders the continuity of child care that 

children receive and results in more experienced teachers being replaced by less 

experienced teachers.   

According to Whitebook et al.  (2001), the benefits from investing in teacher 

professional training are limited because a substantial percentage of those teachers leave 

the field after a short term.  The teacher stability rate in child care centers is extremely 

unhinged, even among those groups of teachers in high-quality programs.  Concerns 

about the high rate of teacher turnover in child care centers and its effect on the quality of 

classroom early learning environment gave impetus for further studies. 

Specialized Professional Training Programs 

The quality of classroom learning environments improves when teachers engage 

in professional training and attain more education (Whitebook, Gomby, Bellm, Sakai, & 

Kipnis, 2009).  Zaslow, Tout, Halle, Whittaker, and Lavelle (2010) stated that specialized 

professional training in early childhood education and child development is a strong 

predicts of high-quality interactions and children’s development in child care centers.   

Whitebook and Bellm (2005) inidcated that increased professional training, 

education, and compensation initiative programs have positively affected teacher stability 

levels at the child care centers; as a result, child care teachers who participated in these 

initiative programs were more than two times as likely to remain in their same center 

over a two-year period. 

At both the national and state level, early childhood educator qualifications have 

been an increasingly central issue.  Texas is fully aware of the high demand for qualified 

early childhood educators to increase school readiness for young learners.  The Texas 
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Department of Family and Protective Services (DFPS, 2010) increased mandated annual 

training required for early childhood educators to 24 clock hours.  The aim of increasing 

teacher training hours intended to improve the quality of early childhood educators.  The 

more professional training teacher participated in, the better they understand child 

development and best practices in early childhood education.   

States and local organizations have initiated some early childhood education and 

compensation programs.  The goal is to address teacher qualifications and teacher 

stability problems in child care centers by providing scholarships for early childhood 

teachers’ education and ongoing professional training.  In Texas, the Teacher Education 

and Compensation Helps (T.E.A.C.H.) early childhood project and the United Way 

Bright Beginnings are two programs that provide support for child care teachers. They 

both provide an access to early childhood teachers targeted and focused professional 

training and the attainment of higher level of education.   

T.E.A.C.H. Early Childhood Project.  In 1990, the North Carolina Child Care 

Services Association created the Teacher Education and Compensation Helps 

(T.E.A.C.H.) early childhood project to address the issues of low education, poor 

compensation, and high teacher turnover within the early childhood workforce.  It 

provides an opportunity for child care teachers to attain credentials and degrees in early 

childhood education.  In July 2000, the T.E.A.C.H. Early Childhood National Technical 

Assistance and Quality Assurance Center, later renamed the T.E.A.C.H. Early Childhood 

National Center was created in response to the growth of T.E.A.C.H. early childhood 

project. 
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According to T.E.A.C.H.  Early Childhood National Center (2014), twenty-four 

(24) states and the District of Columbia have participated in T.E.A.C.H. early childhood 

project.  For the past 20 years, the T.E.A.C.H. Early Childhood Project has been 

successful in improving the education, compensation, and retention of the early 

childhood workforce.  For example, 15,622 teachers received T.E.A.C.H. scholarships.  

As a result of participating in the T.E.A.C.H. project, average turnover rate for recipients 

of Associate degree and Bachelor’s degree scholarships is six percent (6%) and four 

percent (4%) respectively. 

In 2010, Texas became the 23rd state to offer T.E.A.C.H. scholarships to those in 

the child care industry.  T.E.A.C.H.  Early Childhood Texas offers scholarships for child 

care teachers who work in licensed child care centers or family child care homes in Texas 

to help them obtain educational degree and training in early childhood education. 

According to the 2011-2012 report of the North Carolina T.E.A.C.H. program, 

more than 3,800 child care teachers in North Carolina increased their education.  Eighty-

one percent (81%) of recipients completed coursework toward an associate degree.  One 

hundred sixty-three (163) entry-level professionals obtained the early childhood 

credentials required for employment in North Carolina.  T.E.A.C.H. recipients attended 

one of the 58 different community colleges or 17 universities offering early childhood 

degrees in North Carolina.  Twenty-three percent (23%) of all licensed child care 

programs had at least one T.E.A.C.H. recipient. 

United Way Bright Beginnings Program.  Recognizing the benefits of early 

preschool education, the United Way Bright beginnings program was conceptualized to 

make a difference in the lives of children.  For more than a decade, United Way Bright 



56 

  

 

Beginnings program has facilitated thousands of children from disadvantaged family 

backgrounds to have a quality early learning environment.  The focus on high-quality 

child care for children of diverse ethnic backgrounds has led to major physical 

improvements of the child care centers and intensive professional training for their 

teacher and directors.  When selecting centers, United Way Bright Beginnings gives 

preference to centers serving low-income families. 

 Since 2002, UWBB child care centers teachers have been supported with 

opportunities to engage in strong and continuing professional training.  The three most 

important components for teacher support are focused and regular professional training; 

wage supplementation and educational scholarships for teachers to gain educational 

experiences and Child Development Associates (CDA) credentials; and one-on-one on-

site consultation to individual teachers to guide them with more effective classroom 

instruction and practices for the children. 

For more than 10 years, the United Way Bright Beginnings (UWBB) program has 

focused on providing intensive professional training to increase teacher knowledge and 

best practices to improve classroom learning environments (Houston, Tobe, Zhang, 

Francis, & Stallings, 2012).  For example, according to 2012 United Way Bright 

Beginnings evaluation report, teacher training continued to use of collaborate in cohorts, 

received side-by-side support and feedback in classrooms, and follow-up support from 

United Way Bright Beginnings consultants.  Additionally, United Way Bright Beginnings 

continues to provide support through financial incentives for early childhood educators 

working toward and receiving their CDA, and for those meeting their annual continuing 

education requirements.  UWBB teachers participated in 24 training hours specific to 
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their teaching assignments and also received on-site coaching.  UWBB provided four 

different professional training tracks to the teachers:  new teacher track, infant cohort, 

toddler cohort, and preschool cohort.   Teachers from the various UWBB centers met 

during professional training sessions with teachers from other centers who shared the 

same teaching assignment.    

Nearly a decade of focused improvements have resulted in major changes in the 

way UWBB centers, teachers, and directors care for and educate young children.  UWBB 

programs have been devoted to the improvement of teacher retention rates and the 

increased quality of classroom learning environments at child care centers.   

In summary, Gordon and Browne (2010) define the environment as the sum total 

of the physical and human qualities that combine to create a space in which children and 

teachers work together.  In other words, the environment includes not only the physical 

space and materials but also aspects of time and interpersonal relationships.  Vygotsky’s 

social learning theory implied that it is important to that the learning environment serves 

as a platform for children’s growth and development.  In Vygotsky’s viewpoint, children 

learn to construct their own knowledge through meaningful interactions with the 

environment.  Interactions with adults or peers in a social environment are important 

factor to facilitate an individual’s cognitive growth and knowledge acquisition.   

Similarly, the Reggio Emilia approach views the classroom environment as “the third 

teacher” (Malaguzzi, 1996).  According to Copple and Bredekamp (2009), in a 

developmentally appropriate classroom, teachers have a knowledge of child development 

and learning.  In addition, while planning activities and routines, teachers understand that 

learning and development are most likely to occur when new experiences build on 

http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm
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children’s prior knowledge.  Moreover, after children master the new skills and 

knowledge, teachers reflect on how to advance the children’s learning to the next level in 

a developmentally appropriate way.    



 

 

 

Chapter III 

Methodology 

This chapter begins with a rationale for employing mixed methods in this study.   

An explanation of the mixed-methods research design of the study follows.  The sample 

selection is described and the collection procedures are detailed.   Following this, the 

ITERS-R and ECERS-R instruments used to assess the quality of classroom learning 

environments are discussed.  The chapter concludes with an explanation of how data 

analysis was conducted. 

This was a mixed-methods study utilizing both quantitative and qualitative 

methodologies to investigate the relationship between teacher qualifications (teachers’ 

formal educational levels, teachers’ Child Development Associate (CDA) credentials, 

their early childhood education training, and their years of experience in child care), 

teacher stability and the quality of classroom learning environments at child care centers. 

Three research questions guided this study: 

1.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Infant/Toddler 

Environment Rating Scale-Revised (ITERS-R)? 

2.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Early Childhood 

Environment Rating Scale - Revised Edition (ECERS-R)? 

3.  What teacher characteristics do child care center directors perceive as important in 

creating a quality classroom learning environment? 
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Rationale for Utilizing Mixed Methods 

Mixed methods research provides the opportunity for drawing on a greater 

diversity of research questions in a more comprehensive and systematic way.  Creswell 

(2007) defined a mixed-methods research as a procedure for collecting, analyzing, and 

mixing both quantitative and qualitative research methods in a single study to understand 

a research problem.  Similarly, according to Gall, Gall, and Borg (2003) quantitative and 

qualitative research can complement each other by playing the respective roles of 

confirmation and discovery. 

The rationale for using mixed methods research is to provide a better 

understanding of the research problem and questions than either method can accomplish 

alone (Creswell, 2007).  The quality of early childhood programs is determined by 

multiple factors.  Mixed methods research allows for the opportunity to compensate for 

method weaknesses, capitalize on method strengths, and offset method biases (Greene, 

2007).  In addition, mixed methods can provide more comprehensive answers to research 

questions and remove the limitations of a single approach (Gall, Gall, & Borg, 2003). 

The research design was structured to guarantee confidentiality for the child care 

centers and child care center directors that were included in this study.  Any identifiers 

from any resource were removed and replaced with codes.   

Research Design 

This study utilized quantitative and qualitative mixed research method.  The 

purpose was to examine the relations between teacher qualifications, teacher stability and 

the quality of classroom learning environments at child care centers.  The quality of 

classroom learning environments were measured by the Infant/Toddler Environment 
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Rating Scale-Revised Edition (ITERS-R) (Harms et al., 2003) and Early Childhood 

Environment Rating Scale - Revised Edition (ECERS-R) (Harms et al., 1998).  The 

figure 3 illustrated the quantitative and qualitative mixed research method design for this 

study. 

 

Figure 3. Quantitative and Qualitative Mixed Research Method Design  

Overview of the quantitative research approach.  Among the variables, teacher 

qualifications (teachers’ formal educational levels, teachers’ Child Development 

Associate (CDA) credentials, their early childhood education training, and their years of 

experience in child care) and teacher stability are the key indicators of the quality of 

classroom learning environment.  To examine the relationships between teacher 

qualifications and teacher stability to the quality of the classroom learning environment, 

longitudinal data on these variables from eleven child care centers were used to provide 

the quantitative information.  These eleven child care centers participated in the United 

Way Bright Beginnings Program from 2006 to 2010.  The classroom observation data on 

the ITERS-R and ECERS-R were used as a measure of quality for classroom learning 

environments at these eleven child care centers. 
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Overview of the qualitative research approach.  The inclusion of interview data 

in this study brought the child care center director’s voice into research pertaining to the 

quality of classroom learning environments in child care centers.  Child care center 

directors are influential in dealing with issues of teacher stability.  In addition, center 

directors’ perception and beliefs impact their decisions on selecting child care center 

teachers.     

Interviews.  One-on-one interviews were conducted with four child care center 

directors using a half-structured interview protocol which included questions pertaining 

to teacher qualifications, teacher stability, teacher professional training, and 

characteristics of quality classroom environments.  Interview data were used to gather 

information on factors that influence the quality of child care classroom learning 

environment from the child care center directors’ viewpoint. 

According to Carspecken (1996), interviews are an important approach in a 

qualitative research, which help generate dialogical data through interactions between the 

researcher and participants.  In an interview, the researcher acts as a facilitator, constructs 

a supportive and safe normative environment with participants, and encourages them to 

talk about issues and experiences using their own words and ideas.  Further, Carspecken 

(1996) suggested that interviews seek to understand occurrences using a communicative 

approach that involves discussions of perceptions from the individual’s experience.  

Carspecken (1996) classified three types of claims to create a perception of an object, 

event, or a person.  These claims are subjective, objective, and normative-evaluative in 

nature.  Based on Carspecken, subjective claims represent an individual’s state of mind 

and are only accessible to that individual unless explained to another with the assumption 

http://www.nova.edu/ssss/QR/QR5-1/colon.html#carspecken
http://www.nova.edu/ssss/QR/QR5-1/colon.html#carspecken
http://www.nova.edu/ssss/QR/QR5-1/colon.html#carspecken
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of sincerity.  He proposed that objective claims are available to all individuals.  

Therefore, anyone presents in the same situation could verify the existence of an object, 

event, or person.  Carspecken described that normative-evaluative claims as those which 

represent what an individual should believe about what is right or appropriate in a given 

situation.  This type of claims is grounded in an individual’s personal experience.   

Interview protocol.  An interview protocol was used as a guide in the interviews. 

It was consisted of a list of questions on topics to be covered in the interviews.  The 

interview protocol simply provided a framework for research to elicit more detail about 

an idea from a participant.  The development of the interview protocol items used in this 

study was based on the literature reviews related to factors that impact the quality of 

classroom learning environment in early childhood programs.   

The interview protocol included ten questions: 

Lead-off questions: 

1. What do you see as your biggest challenge in working with your center teachers? 

2. What do you think is important to consider when recruiting a new teacher? 

Follow-up questions: 

3. In hiring new teachers, how do the years of experience and education of the 

candidate influence your decision-making? 

4. How would you describe a quality teacher? What important characteristics should 

teachers possess? 

5. How would you describe a quality classroom learning environment for children?  

6. What do you see as the biggest problem in retaining your teacher? Any examples? 
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7. What part do teachers’ education, credentials, and certifications play in the 

relation to his or her ability to provide a quality learning environment? 

8. How important are teachers’ years of experiences related to the quality of learning 

environment they provided to the children? 

9. United Way Bright Beginnings has provided professional training activities for 

your teachers.  Has this aided or supported your teachers? Why or why not? 

10. What would you recommend to other child care directors to help them employ 

good teachers? More importantly, to keep them? 

Sample Selection 

Eleven child care centers examined in this study were from the United Way 

Bright Beginnings (UWBB) programs.  They serve the children and their family in a 

large metropolitan city of the southwest United States.  These eleven child care centers 

were categorized into four groups based on the type of organizational affiliation: 

community-based child care centers (church and community center, YMCA); stand-alone 

centers; school-based centers; and transitional living centers.  UWBB community-based 

child care centers were affiliated with community multi-purpose centers and church 

communities.  Transitional living centers included child care centers located in facilities 

serving homeless families or victims of domestic violence.  School-based child care 

centers were hosted by schools (public elementary school, high school, community 

college).  Stand-alone child care centers were formed and operated independently of any 

other agencies or organizations.   

The UWBB child care centers were categorized into five tiers based on the year of 

entrance to the UWBB program.  Tier I had six centers that had been in the program since 
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2002.  Tier II consisted of five centers participating in the program since 2005.  Two 

centers that had been in the UWBB program since 2007 were Tier III.  Five Tier IV 

centers entered the program in 2009, and two Tier V centers joined the program in 2010. 

Child care center selection.  The eleven child care centers were selected in this 

study based on a sample of convenience.  The selection was also based on two criteria.  

The purpose of establishing these criteria was to include participating centers that each 

recorded established longevity in participation of the UWBB and high enrollment of 

children.  Based on the above described criteria, eleven of the twenty UWBB centers 

were selected and included in this study.   

One criterion was the length of time the center had been in the United Way Bright 

Beginnings (UWBB) program.  Six Tier 1 centers became part of the UWBB program in 

2002, while five Tier II centers began participating in the UWBB program in 2005.  As a 

result of the established longevity, these eleven child care centers were all in the United 

Way Bright Beginnings’ program between 2006 and 2010. 

Another criteria of selection was based on the number of children these centers 

served.  From 2006 to 2010, the UWBB program supported child care centers served 

3771 children from low-income families, homeless families, single-parent families, and 

teen-parent families.  The eleven child care centers in this study served a total of 2936 

children from birth to five years old from 2006 to 2010.  They accounted for seventy-

eight (78%) percent of the children who were served in the United Way Bright 

Beginnings (UWBB) program child care centers.  The six Tier I centers served 1654 

(44%) out of 3771 children, and the five Tier II centers enrolled 1282 (34%) children.   
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Child care center director selection for interview.  The eleven UWBB child 

care centers in this study, four directors were interviewed at their respective child care 

center.  Two directors were from centers with high teacher turnover; one a Tier One 

center and the other a Tier II center.  Two directors were from centers with low teacher 

turnover, both representing Tier I centers.  Based on the type of organizational affiliation, 

one director was from a community-based child care center (community center); one 

director was from a stand-alone center; and two directors were from transitional living 

centers.  The varieties of program setting where the directors came from ensure the 

different viewpoints from interviewees to reduce the potential bias of perceptions.   

Data Collection Procedures 

This study collected data from two resources.  One was archival data collected 

from 2006 to 2010 by the Institute for Urban Education at the University of Houston.  

This study had been permitted to use archival data collected from 2006 to 2010 by the 

Institute for Urban Education.  Another was the interview data of child care center 

directors.  The researcher had been granted permission to interview four child care 

directors who work at the United Way Bright Beginnings child care centers.   

Teacher qualifications.  Teacher qualifications in this study refer to teacher’s 

formal educational levels or teacher’s Child Development Associate (CDA) credential.  

Qualifications are further augmented by teacher’s early childhood training experiences 

and teacher’s years of experience in child care.   

Education level.  Teacher’s education level (the highest degree attained) was 

collected through the UWBB program annual teacher survey from 2006 to 2010.  These 

include Child Development Associates (CDA), high school graduate, Associate, 
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Bachelor’s, or Master’s degree and higher.  Teacher’s level of education from these child 

care centers were recorded from 2006 to 2010. 

Early childhood educational training.  The information on child care teachers 

early childhood educational training was collected from the annual teacher survey data 

2006 through 2010.  Training included professional training provided by the individual 

centers and teacher self-selected training obtained through other sources.   

Teaching experience.  Teacher years of experiences in child care industry from 

eleven child care centers were collected from 2006 to 2010 through the United Way 

Bright Beginnings program annual teacher survey.   

Teacher stability.  Teacher stability is defined as the length of teacher 

employment at their child care center.  Thus, teacher stability and years of experience in 

their child care center are used synonymously.   

Teacher stability information for the eleven child care centers were collected and 

computed based on teacher employment records maintained by the Institute for Urban 

Education at the University of Houston from 2006 through 2010.  The information on 

teacher employment from these 11 child care centers was recorded on a quarterly basis 

from 2006 to 2010.  Each quarter, the teacher employment information were updated in 

an excel file, including such information as teacher employment dates, exit dates, and the 

reasons for leaving. 

Quality of classroom learning environment.  The data from two hundred 

fourteen (214) classroom observations in the eleven child care centers were collected 

between five consecutive years from 2006 to 2010.  An external evaluator observed and 
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evaluated each center's classrooms annually.  Each observation required up to three hours 

to conduct a comprehensive analysis of the classroom. 

The nationally established rating systems, Infant/Toddler Environment Rating 

Scale-Revised (ITERS-R) and Early Childhood Environment Rating Scale - Revised 

Edition (ECERS-R) were used to assess the quality of classroom learning environments.  

The ITERS-R was used to assess the classroom for children from birth to 2½ years old.  

The ECERS-R was used to assess the classrooms for children from 2 ½ years old through 

5 years of age.   

Six subscales of ITERS-R and a Total score of the ITERS-R were used to 

measure the infant/toddler classroom environments.  The six ITERS-R subscales (Space 

and Furnishings, Personal Care Routines, Listening and Talking, Activities, Interactions, 

Program Structure) and Total ITERS-R score were collected from 2006 to 2010. 

Six subscales of ECERS-R and a Total score of the ECERS-R were used to 

measure the early childhood classroom environments.  Six subscales of ECERS-R (Space 

and Furnishings, Personal Care Routines, Language and Reasoning, Activities, 

Interactions, Program Structure) and Total ECERS-R were collected from 2006 to 2010. 

Interviews of child care directors.  The interview data from four child care 

directors were collected at their respective child care centers.  In this study, the interview 

protocol included ten questions.  These include two lead-off questions and eight follow-

up questions.  Lead-off questions initiated a discussion of the occurrence of child care 

center directors’ perspective regarding the quality of classroom learning environment at 

the child care centers.  Then, follow-up questions were used as probing questions to 

further clarify and elaborate on the ideas expressed.  These questions include directors’ 
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experiences in dealing with issues related to teacher characteristics and teacher stability.  

In addition, interview questions probed important factors to be considered when 

recruiting the new teachers and working with the child care teachers on a regular bases.  

The interviews were recorded and transcribed for use in data analysis.  During the 

interviews, notes were taken to direct and guide the subsequent questions.   

Instrumentation 

Measuring the quality of a classroom learning environment is challenging due to 

the multitude of constructs that can be examined in a classroom.  The Infant/Toddler 

Environment Rating Scale-Revised Edition (ITERS-R) (Harms et al., 2003) and Early 

Childhood Environmental Rating Scale-Revised Edition (ECERS-R) (Harms et al., 1998) 

were used to measure the quality of the classroom learning environment in this study.  

These instruments were chosen to measure the quality of classroom environment because 

of their extensive use in the early childhood education field.  The instruments produce a 

high reliability and validity output (Harms et al., 1998; 2003).  In general, the rating 

scores of ITERS-R and ECERS-R provide benchmarks that can support efforts to 

improve the quality of classroom learning environment. 

Furthermore, ITERS-R and ECERS-R have been used in research studies and 

program improvement efforts in many other countries, including Canada, Germany, 

Singapore, and Korea.  The ITERS-R and ECERS-R were used in major studies 

including the Early Head Start Study, Head Start Family and Child Experiences Survey 

(FACES), National Center for Early Development and Learning (NCEDL), and the 

Preschool Curriculum Evaluation Research Program (PCER).   
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The original ITERS and ECERS were developed in 1980 and were designed to 

obtain an adequate view of the quality of the early childhood classroom.  The ITERS-R 

and ECERS-R are revisions of the ITERS and ECERS.  Due to the widespread use of the 

ITERS and ECERS as a research and assessment tool, along with changes in thinking 

about the best practices for children, the revised ITERS-R (Harms et al., 2003) and 

ECERS-R (Harms et al., 1998) were published in 2003 and 1998 respectively, to reflect 

the developmentally appropriate practice guidelines of the National Association for the 

Education of Young Children (NAEYC, 1997).   

All evaluations are rated on a 7-point scale.  Each individual item is rated from a 

low of 1 to a high of 7.  The overall score is understood as a broad description of the 

quality of classroom learning environment.  According to Harms et al. (2003), Total 

ITERS-R/ECERS-R ratings from 1 to 2.99 means the classroom quality is Inadequate 

(not in place).  A rating of 3 to 4.99 indicates minimally acceptable quality.  A rating of 5 

to 7 means Good to Excellent quality. 

Environment Rating Scales are tools that evaluate and compare actual classroom 

practices with research-based best or developmentally appropriate practices.  Teachers 

have different ways of creating their classroom environments.  What is considered the 

best practice should be developmentally appropriate and should be geared toward the 

children’s developmental levels.   

Infant/Toddler Environment Rating Scale-Revised.  Infant/Toddler 

Environment Rating Scale-Revised (ITERS-R) was used to assess the classroom for 

children from birth to 2½ years old.  In this study, the six subscales and Total score of 

ITERS-R were used to assess the different elements of classroom quality in the 
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infant/toddler classrooms.  Six subscales of ITERS-R include Space and Furnishings, 

Personal Care Routines, Listening and Talking, Activities, Interaction, and Program 

Structure.  The ITERS-R Total score is calculated by averaging all 32 items.   

Table A1 in the Appendix A listed the ITERS-R six subscales and 32 items of 

ITERS-R used in this study.  As listed in Table A1, the Space and Furnishings subscale 

consists of five items (#1-5).   The Personal Care Routines subscale includes six items (#6-

11).   The Listening and Talking subscale is detailed into three items (#12-14).  The 

Activities subscale includes ten items (#15-24).  The Interaction subscale includes four 

items in detail (#25-28).  The Program Structure subscale assesses four items (#29-32). 

Early Childhood Environmental Rating Scale-Revised.  Early Childhood 

Environment Rating Scale-Revised (ECERS-R) was used to assess the classrooms for 

children from 2 ½ years through 5 years of age.  In this study, six subscales and Total 

score of ECERS-R were used to assess the different elements of classroom quality in the 

early childhood classrooms.  Six subscales of ECERS-R include Space and Furnishings, 

Personal Care Routines, Language and Reasoning, Activities, Interactions, and Program 

Structure.  The ECERS-R Total score is calculated by averaging all 37 items. 

Table A2 in the Appendix A listed the six ECERS-R subscales and 37 items of 

ECERS-R used in this study.  As listed in Table A2, the Space and Furnishings subscale 

consists of eight items (#1-8).  The Personal Care Routines subscale includes six items 

(#9-14).  The Language and Reasoning subscale is detailed into four items (#15-18).  The 

Activities subscale includes ten items (#19-28).  The Interaction subscale includes five 

items (#29-33).  The Program Structure subscale assesses four items (#34-37).   
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Reliability and validity of the ITERS-R and ECERS-R.  The developers of the 

Infant/Toddler Environment Rating Scale-Revised Edition (ITERS-R) (Harms et al., 

2003) and Early Childhood Environmental Rating Scale, Revised Edition (ECERS-R) 

(Harms et al., 1998) have reported the psychometric properties of the scales were within 

recommended levels.   ITERS-R and ECERS-R have good reliability and validity in 

measuring quality (Clifford, Reszka, & Rossbach, 2010).  In the ITERS-R and ECERS-R, 

each subscale measures a specific aspect of quality, while the total scale is an indicator of 

the global quality of an environment. 

The reliability of an instrument (ITERS-R, ECERS-R) refers to the consistency of 

scores over time and among different raters when assessing the early childhood learning 

environment (Kubiszyn & Borich, 2003).  Three types of reliability were examined: test-

retest reliability, internal consistency, and inter-rater reliability.  Test-retest reliability 

indicates the stability of scores on an instrument over time.  Inter-rater reliability refers to 

the agreement among independent raters when assigning scores.  Internal consistency 

measures the extent to which the full scale and the subscales appear to be measuring a 

common concept. 

The validity of an instrument (ITERS-R, ECERS-R) refers to whether the 

instrument measures what it is intended to measure (Kubiszyn & Borich, 2003).  Validity 

can be estimated with predictive validity and content validity.  Content validity is the 

degree how well the items of the instrument represent the overall domain of interest.  

Predictive validity is a subset of criterion-related scores that are predictive of future 

scores or events. 
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For ITERS-R, Harms et al. (2003) reported that at the indicator level, the inter-

rater reliability of ITERS-R has agreement of 92% across all indicators.  At the item 

level, the raters reached agreement of 85%.  The test-retest reliability with a three to four 

week interval was reported as a Spearman correlation coefficient of 0.79 for the overall 

scale.   For the subscales, test-retest reliability ranged from 0.58 to 0.76.  The ITERS-R 

has a high level of internal consistency with a Cronbach’s alpha of 0.93 for the total 

score.   

For ECERS-R, Harms et al.  (1998) reported that at the indicator level, the 

percentage agreement was 86% across all indicators.  At the item level, the percentage 

agreement was 71% agreement.  For the total score, the correlations between the two 

observers were 0.921 product moment correlation (Pearson) and 0.865 rank order 

correlation (Spearman), indicating high agreement among independent raters.  The 

internal consistency for the ECERS-R subscales ranged from 0.71 to 0.88 and for total 

score is 0.92.  Clifford and Rossbach (2010) indicated that the assessment of the global 

quality of an early childhood care and education setting as measured by the ECERS-R is 

stable over moderately long periods of time during a given school year where the teacher 

is stable in the classroom. 

Overall, the Infant/Toddler Environment Rating Scale-Revised Edition (ITERS-

R) (Harms et al., 2003) and Early Childhood Environmental Rating Scale, Revised 

Edition (ECERS-R) (Harms et al., 1998) have proven to be useful in a wide range of 

studies and evaluations that involving the quality of environments for young children.   
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Data Analysis 

Three research questions included in this study. 

1.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Infant/Toddler 

Environment Rating Scale-Revised (ITERS-R)? 

2.  What are the relationships between teacher qualifications, teacher stability, and the 

quality of classroom learning environments as measured by the Early Childhood 

Environment Rating Scale - Revised Edition (ECERS-R)? 

3.  What teacher characteristics do child care center directors perceive as important in 

creating a quality classroom learning environment? 

To answer the questions of this study, descriptive analysis and correlational 

analysis were conducted using SPSS (IBM SPSS 22, Statistical Package for the Social 

Sciences). 

Descriptive analysis.  Due to the different dynamic between infant/toddler 

classrooms and early childhood classrooms, all descriptive analysis for infant/toddler 

classroom teachers and early childhood classroom teachers are separately computed.   

Teacher qualifications.  The percentages of teachers’ education at each level in 

selected child care centers were calculated based on The teacher’s educational level 

included High School /GED, Associate's Degree, Bachelor's Degree, Graduate 

Coursework, and Master's Degree and above.  The percentages of teachers who have 

Child Development Associate (CDA) credential were computed based on annual survey 

data collected from 2006 through 2010. 
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The percentages of teachers’ early childhood training experience were calculated 

based on annual survey data collected from 2006 through 2010.  Early childhood training 

were grouped based on the college credit hours in early childhood education and child 

development.  These included 0 college credits, 1 to 6 college credits, 7 to 12 college 

credits, and 13 or more college credits.  Also, early childhood training included the 

degree enrolled or obtained in early childhood education and child development, such as 

Associate’s Degree, Bachelor’s Degree, Graduate Work, and Master’s Degree and above. 

Teacher years of experience in child care were summarized based on the annual 

survey data collected by the Institute for Urban Education at the University of Houston 

from 2006 through 2010.   Teacher’s years of experience were categorized as five groups: 

less than two years, three to five years, six to eight years, nine to eleven years, and more 

than eleven years. 

Teacher stability.  Teacher stability was calculated based upon the monthly 

employment records from 2006 through 2010.  This study categorized teacher stability by 

the length of employment at their child care center into five groups: less than two years, 

three to five years, six to eight years, nine to eleven years, and more than eleven years.   

Quality of classroom learning environment.  To calculate the Infant/Toddler 

Environment Rating Scale-Revised (ITERS-R) subscales for each center from 2006 to 

2010, the means of six ITERS-R subscale (Space and Furnishings, Personal Care 

routines, Listening and Talking, Activities, Interaction, and Program structure) and 

ITERS-R Total average scores are computed from 2006 to 2010. 

To calculate the Early Childhood Environmental Rating Scale, Revised Edition 

(ECERS-R) subscales for each center from 2006 to 2010, descriptive statistics are used to 
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compute the means of six ECERS-R subscale (Space and Furnishings, Personal Care 

routines, Language and Reasoning, Activities, Interaction, and Program structure) and 

ECERS-R Total scores.  Additionally, the mean of three facets of learning environments 

(physical, temporal, and interpersonal environment) were computed from 2006 through 

2010.   

Correlational analysis.  Non-parametric Spearman’s Rho correlations were used 

to examine the strength of the relationships between classroom learning environments, 

teacher qualifications, and teacher stability.  In this study, teacher qualifications refer to 

teachers’ formal educational levels, teachers’ Child Development Associate (CDA) 

credentials, their early childhood professional training, and their years of experience in 

child care.  Spearman’s Rho Correlational Coefficient correlation matrices were formed 

with all variables included.  The inspection of these matrices can indicate how teacher 

qualifications and teacher stability are related to the quality of classroom learning 

environment in child care centers.  In this study, the ITERS-R and ECERS-R were used 

to measure the quality of the classroom learning environment.  Infant/Toddler classroom 

observations (ITERS-R) include the important items that are valued in classrooms 

enrolling children from birth to 2½ years old.  Childhood classroom observations 

(ECERS-R) that measure the important items that are valued in classrooms with children 

from 2½ to 5 years of age.   

Initially, in order to explore the relationship between the quality of classroom 

learning environment and teacher characteristics, the Non-parametric Spearman’s Rho 

correlations were conducted using all ITERS-R/ECERS-R subscales and Total scores.  

The results of coefficients for infant/toddler classroom teacher characteristics, ITERS-R 
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subscales, and Total Score are showed in Table A3, listed in Appendix A.  The results of 

coefficients for infant/toddler classroom teacher characteristics and physical 

environment, temporal environment, and interpersonal environment are showed in Table 

A4, listed in Appendix A.  Similarly, the results of coefficients for early childhood 

teacher characteristics, ECERS-R subscales, and Total Score are showed in Table A5 and 

Table A6, listed in Appendix A.  The results of coefficients for early childhood teacher 

characteristics and physical environment, temporal environment, and interpersonal 

environment are displayed in Table A6, listed in Appendix A.  Overall, the analysis of 

these results were inadequate to show the relationships between classroom learning 

environments and teacher characteristics in infant/toddler classrooms and early childhood 

classrooms. 

To further investigate the relationships between the quality of classroom learning 

environment and teacher characteristics, infant/toddler classrooms and early childhood 

classrooms were broken down further into two categories based on ITERS-R/ECERS-R 

Total score: low-quality classrooms and high-quality classrooms.  The rational to conduct 

the Non-parametric Spearman’s Rho correlations for low-quality and high-quality 

classrooms separately is explained as follows.  In the process of analyzing the data, it was 

noticed that, based on the Total score of classroom observations (ITERS-R/ECERS-R), in 

low-quality classrooms with ITERS-R/ECERS-R Total score of below 5, the quality of 

classroom learning environment progressed at a relatively faster rate.  On other hand, in 

high-quality classrooms with ITERS-R/ECERS-R Total rating score above 5, the quality 

of classroom learning environment improved at a slower rate, reached near to maximal 

scores, or reached a plateau over years.  This reflected that the progress of the quality of 
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classroom learning environment lacked a linear ordering and exhibited a ceiling effect.  

Therefore, for an in-depth investigation of the relationship between classroom learning 

environments and teacher characteristics, this study analyzed the low-quality classrooms 

and high-quality classrooms separately for both ITERS-R and ECERS-R.    

This study followed the quality classification level suggested by Harms et al.  

(2003) who are the ITERS-R and ECERS-R instrument creators.  Total ITERS-

R/ECERS-R ratings from 1 to 2.99 means the classroom quality is Inadequate (not in 

place).   A rating of 3 to 4.99 indicates minimally acceptable quality.  A rating of 5 to 7 

means Good to Excellent quality.  Therefore, in this study, the rating of 5 on a 7-point 

scale was used as a cut-off point for breaking down the low-quality classrooms and high-

quality classrooms.  A low-quality classroom had ITERS-R/ECERS-R Total rating score 

below 5 on a 7-point scale.  A high-quality classroom had ITERS-R/ECERS-R Total 

rating score above 5 on a 7-point scale.  By doing so, it allowed for in-depth examination 

of relationships between variables.   

Thus, Non-parametric Spearman’s Rho correlational analysis were used to 

examine the strength of the relationships in four different groups: low-quality 

infant/toddler classrooms, high-quality infant/toddler classrooms, low-quality early 

childhood classrooms, and high-quality early childhood classrooms.   

Correlational analysis in low-quality and high-quality classrooms.  The purpose 

of this study was to examine a comprehensive picture of the relationships among teacher 

qualifications, teacher stability, and the quality of learning environment at child care 

centers.  Non-parametric Spearman’s Rho correlation analysis were conducted separately 

in distinguishing the different stages of classroom quality. 
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The Total score of ITERS-R and ECERS-R reflect a broad distribution of the 

quality zone of classroom learning environment in child care centers.  In this study, a 

score of 5 on a 7-point scale for both ITERS-R Total and ECERS-R Total was used as a 

cut-off point for breaking down the classrooms to low-quality classrooms and high-

quality classrooms.   

Low-quality classrooms refers to those of Total score of ITERS-R/ECERS-R 

below 5 point on a 7-point scale.  The quality of the classroom learning environment may 

be rated as inadequate (a rating from 1 to 2.99) or minimally acceptable (a rating from 3 

to 4.99).   

High-quality classrooms refers to those of Total ITERS-R/ECERS-R rating above 

5 point on a 7-point scale.  The quality of the classroom learning environment achieved 

above good to excellent with a rating from 5 to 7. 

Three facets of learning environments in low-quality and high-quality 

Classrooms.  Based on the notion of classroom learning environment by Gordon and 

Browne (2010), a quality learning environment is a combination of three facets: physical, 

temporal, and interpersonal environment.  The quality of classroom learning environment 

is a complex, multi-dimensional construct.  Physical, temporal, and interpersonal 

environment were analyzed to examine the strength of the relationships between teacher 

qualifications and teacher stability.   

Analytical method of interview data.  The third question was: “What teacher 

characteristics do child care center directors perceive as important to creating the quality 

of classroom learning environment?” 
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The interview data of four child care center directors were utilized.  The interview 

transcripts were coded and analyzed.  Carspecken (1996)’s coding technique were used to 

identify recurring patterns within each interview transcript and to distinguish common 

themes across all interviews.  Common themes were identified to reveal the directors’ 

perspectives on the quality of classroom learning environment regarding teacher 

characteristics.   

 



 

 

 

Chapter IV 

 Results 
 

The purpose of this study was to investigate if there were relationships between 

the quality of learning environment, teacher qualifications, and teacher stability.  

Quantitative data provided information on the strength of the relations among teachers’ 

qualifications (teachers’ formal educational levels, teachers’ Child Development 

Associate (CDA) credentials, their early childhood education training, and their years of 

experience in child care), teacher stability (referring  to the length of employment in their 

current child care) , and the quality of learning environment. 

All descriptive analysis for infant/toddler classrooms and early childhood 

classrooms were separately computed due to the different dynamics in the classrooms of 

the two age groups.  The infant/toddler classroom observations (ITERS-R) include the 

important items that are valued in classrooms enrolling children from birth to 2½ years 

old.  The early childhood classroom observations (ECERS-R) measures the important 

items that are valued in classrooms with children from 2½ to 5 years of age.   

Non-parametric Spearman’s Rho correlations were used to examine the strength 

of the relationships between classroom learning environments, teacher qualifications, and 

teacher stability.  Correlational analysis for low-quality classrooms and high-quality 

classrooms were conducted separately in both infant/toddler and early childhood age 

group.  Low-quality classrooms and high-quality classrooms were identified based upon 

their ITERS-R and ECERS-R Total score.  ITERS-R and ECERS-R Total score rating of 

5 on a 7-point scale were utilized as a cut-off point to divide the low-quality classroom 

and high-quality classroom.  This criteria was based on a quality classification level 
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suggested by Harms et al.  (2003) who are the ITERS-R and ECERS-R creators.  Low-

quality classrooms refer to those with ITERS-R/ECERS-R Total score below 5 on a 7-

point scale.  High-quality classrooms refer to those with ITERS-R/ECERS-R Total score 

above 5 on a 7-point scale.  Therefore, in this study, Non-parametric Spearman’s Rho 

correlational analysis were used to examine the strength of the relationships in four 

different groups: low-quality infant/toddler classrooms, high-quality infant/toddler 

classrooms, low-quality early childhood classrooms, and high-quality early childhood 

classrooms.   

In addition to the quantitative analysis, the perspectives of child care center 

directors on the quality of classroom learning environment were captured using interview 

data.  The results of interviews with child care directors were used to gain a better 

understanding of the complex implications of teacher characteristics in creating a quality 

classroom learning environment. 

This study was designed to provide a longitudinally analysis of the data from 

eleven child care centers that participated in the United Way Bright Beginnings’ 

program.  The following section presents a summary of the results that were obtained 

from the eleven child care centers.    

Descriptive Analysis Results 

The results of descriptive analysis for the infant/toddler classrooms (children from 

birth to 2½ years old) and early childhood classrooms (children from 2½ to 5 years of 

age) are listed separately.  The number of respondents to survey items vary because not 

everyone responded to all items.  As a result, the percentages were calculated based on 

the number of survey responses to that specific item. 
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Center demographics.  From 2006 to 2010, the UWBB program supported child 

care centers that served more than 3771 children.  The eleven child care centers in this 

study served a total of 2936 children from birth to five years old from 2006 to 2010.  

They accounted for seventy-eight (78%) percent of the children who were served in the 

United Way Bright Beginnings (UWBB) program child care centers.  The six Tier I 

centers served 1654 (44%) out of 3771 children, and the five Tier II centers enrolled 1282 

(34%) children.   

Additionally, these eleven centers represented wide ranges in characteristics of 

centers.  Among the eleven centers, two were community-based, two were stand-alone 

centers, four were school-based, and three were transitional living centers.  A total of two 

hundred fourteen (214) classroom observations in the eleven child care centers were 

collected over five consecutive years from 2006 to 2010.  These included 121 

infant/toddler classroom observations and 93 early childhood classroom observations. All 

teachers in these eleven child care centers were female.  Thirty-percent (30%) of teachers 

were African American, 40% Hispanic, 11% White, 9% Asian, and 7% classified their 

ethnicity as Other.   

Teacher qualifications.  The results of teacher qualifications were summarized 

by the teacher’s formal educational level, teacher’s Child Development Associate (CDA) 

credential, their early childhood training activities, and years of experience in working in 

the child care industry. 

Teacher formal educational level.  Table 2 summarizes the infant/toddler and 

early childhood teachers’ formal educational levels. 

 

 



84 

  

 

Table 2 

Teacher Formal Education Level 

    Teacher 

Highest Level of Education Achieved 

High 

School 

/GED 

Associate's 

Degree 

Bachelor's 

Degree 

Graduate 

Coursework 

Master's 

Degree 
Total 

Infant/Toddler 77% 13% 4% 5% 1% 100% 

Early Childhood      63% 23% 5% 4% 4% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
 

The results in Table 2 showed that in infant/toddler classrooms, more than three 

quarters (77%) of teachers had only a high school diploma or GED.  Only 10% percent of 

infant/toddler teachers held a bachelor’s degree or higher.  Detailed information on 

infant/toddler teachers’ formal educational levels by centers refer to Table A7 listed in 

Appendix A. 

In early childhood classrooms, more than half (63%) of the teachers had only a 

high school diploma or GED.  About 13% percent of early childhood teachers had a 

bachelor’s degree or higher. Detailed information on early childhood teachers’ formal 

educational levels by centers refer to Table A8 listed in Appendix A. 

Teacher child development associates (CDA) certificate.  Summarized in Table 3 

was the infant/toddler and early childhood teachers’ formal educational levels.  

The results in Table 3 shows that of the infant/toddler classroom teachers working 

at these eleven child care centers from 2006 to 2010, more than a half (58%) had 

obtained the Child Development Associates (CDA) certificate.  See Table A9 in the 

Appendix A for a display of detailed information on infant/toddler teachers’ attainment of 

the Child Development Associates (CDA) certificate by centers. 
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Similar to the infant/toddler teachers, more than half of early childhood classroom 

teachers (53%) employed from 2006 to 2010 had obtained the Child Development 

Associates (CDA) certificate.  See Table A10 in the Appendix A for a display of detailed 

information on early childhood teachers’ attainment of the Child Development Associates 

(CDA) certificate by centers. 

Table 3 

Teacher Credentials and Certificates 

Teacher 
Have CDA (Child Development Associates) 

 

Yes No 
 

Infant/Toddler  58% 42% 
 

Early Childhood 53% 47% 
 

Note.  Percentages are calculated based on number of survey responses to this item. 

Teacher early childhood education training.  Summarized in Table 4 are 

infant/toddler and early childhood teachers’ early childhood education training from 2006 

to 2010.   

Table 4 

Teacher Early Childhood Education Training 

Teacher 

College Credits in Early Childhood Education 

0 1 to 6 
7 to 

12 

13+ 

more 

Associate's 

Degree 

Level 

Bachelor’s 

Degree 

Level 

Graduate 

Work 

Level 

Master's 

Degree 

Level 

Total 

Infant/ 

Toddler 
48% 17% 5% 20% 8% 0% 2% 0% 100% 

Early 

Childhood      
30% 15% 7% 19% 22% 1% 2% 4% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 

The data in Table 4 exhibits that among infant/toddler classroom teachers, fewer 

than half (48%) of them had no college credits.  Seventeen (17%) percent had less than 6 
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college credit hours of training.  One-fourth (25%) had completed 7 to 13 college credits. 

See Table A11 in Appendix A for a display of detailed information on infant/toddler 

classroom teachers’ training by centers.      

Among early childhood teachers who teach the children from 2½ to 5 years of 

age, almost a third (30%) had no college credits.  Fifteen percent (15%) had less than 6 

college credits.  More than a quarter (26%) had 7 to 13 college credits.  See Table A12 in 

Appendix A for a display of detailed information on early childhood classroom teachers’ 

training by centers.      

Teacher years of experience in child care.  Table 5 demonstrates teachers’ years 

of experience in both infant/toddler classrooms and early childhood classrooms.   

Table 5 

Teacher Years of Experience in Childcare 

      Teacher 
Years of Experience in Childcare 

< 2yrs 3 -5yrs 6-8yrs 9-11yrs 11+yrs Total 

Infant/Toddler 8% 23% 21% 10% 37% 100% 

Early Childhood      22% 20% 20% 10% 28% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 

Data in Table 5 shows that eight percent (8%) of teachers in this study had fewer 

than two years of experience.  Infant/toddler teachers with less than five years of 

experience working in child care accounted thirty-one percent (31%).  See Table A13 in 

Appendix A for a display of detailed information on infant/toddler classroom teachers’ 

years of experience in child care by centers. 

Among early childhood teachers, less than a quarter (22%) of them had fewer 

than two years of experience and forty-two percent (42%) of early childhood classroom 

teachers had less than five years of experience.  See Table A14 in Appendix A for a 
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display of detailed information on early childhood classroom teachers’ years of 

experience in child care by centers. 

Teacher stability.  The teacher stability in this study was defined as the length of 

time the teacher was employed in the child care center.  Teacher stability in infant/toddler 

classrooms and early childhood classrooms are summarized in Table 6. 

Table 6 

Teacher Stability at the Child Care Center 

Teacher 
Teacher Stability at the Child Care Center 

< 2yrs 3 -5yrs 6-8yrs 9-11yrs 11+yrs Total 

Infant/    

Toddler 
48% 31% 9% 2% 11% 100% 

Early 

Childhood      
39% 31% 12% 5% 13% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 

As shown in Table 6, for teachers who work with the infants and toddlers, 48% 

had fewer than two years of experience at the center in which they were employed.  

Almost eighty percent (79%) of them had less than five years of experience working in 

their current center.   See Table A15 in Appendix A for a display of detailed information 

on infant/toddler classroom teacher stability by centers. 

In early childhood classrooms, nearly forty percent (39%) of early childhood 

classroom teachers had fewer than two years of experience working at the center they 

were currently employed.  Seventy percent (70%) of them had less than five years of 

experience in their current center.  See Table A16 in Appendix A for a display of detailed 

information on early childhood teacher stability by centers. 

Quality of learning environment.  The quality of classroom learning 

environment in eleven centers was evaluated each year using ITERS-R and ECERS-R.  
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Two hundred fourteen (214) classroom observations from 2006 to 2010 were included in 

this study.  These included 121 infant/toddler classroom observations and 93 early 

childhood classroom observations.  Overall, the results showed that quality of classroom 

learning environment in both infant/toddler classrooms and early childhood classrooms 

for all child care centers made a progressive improvement from 2006 to 2010.   

Infant/toddler classroom learning environment.  Table 7 summarizes the Total 

score of the infant/toddler classroom learning environment by the center from 2006 to 

2010.   

Table 7 

Infant/Toddler Classroom Learning Environment Total Score by Year by Center 

Center 2006 2007 2008 2009 2010 

C1 5.67 6.41 6.44 5.65 6.67 

C2 3.44 5.39 6.36 6.37 6.50 

C3 5.13 5.35 6.34 6.51 5.90 

C4 5.64 6.49 6.39 6.40 5.47 

C5 5.53 6.22 6.52 6.64 6.50 

C7 5.08 6.10 6.37 6.54 6.65 

C8 5.87 6.20 6.22 6.62 6.62 

C9 4.80 5.47 5.95 6.26 6.47 

C10 4.77 6.02 6.39 6.48 6.67 

C11 4.39 5.78 6.33 6.22 6.38 

Mean 5.07 5.93 6.29 6.28 6.43 

 

The results of ITERS-R showed that there was a progressive improvement in the 

quality of classroom learning environment from 2006 to 2010 for the infant/toddler 

classrooms in all eleven child care centers.  In 2010, for Total score of ITERS-R, more 

than seventy present (73%) of the centers were approaching to the maximum score on a 

7-point rating scale. 
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Early childhood classroom learning environment.  Table 8 illustrates the Total 

score of the early childhood classroom learning environment in each center from 2006 to 

2010.   

Table 8 

Early Childhood Classroom Learning Environment Total Score by Year by Center 

Center 2006 2007 2008 2009 2010 

C1 5.87 6.38 6.54 5.43 6.65 

C2 4.47 4.97 6.21 6.27 6.24 

C3 3.61 4.20 5.45 5.37 6.00 

C4 5.77 6.49 6.62 5.97 6.57 

C5 6.40 6.67 6.72 6.72 6.57 

C6 5.45 4.17 6.07 5.99 4.63 

C7 5.21 5.57 6.00 6.40 6.71 

C8 5.83 6.00 6.61 6.74 6.68 

C9 4.87 5.17 6.54 6.59 6.65 

C10 4.75 5.41 6.57 6.54 6.72 

C11 5.11 5.32 5.91 6.27 6.36 

Mean 5.19 5.58 6.30 6.21 6.32 

 

Similarly, the results of ECERS-R showed that there was a progressive 

improvement in the quality of classroom learning environment from 2006 to 2010 for the 

early childhood classrooms in all eleven child care centers.  In 2010, for Total score of 

ECERS-R, ten out of eleven centers were approaching to the maximum score on a 7-

point rating scale. 

Three facets of learning environment.  Based on the framework of this study, 

three facets of learning environments (physical, temporal, and interpersonal environment) 

were analyzed and listed in Table 9 and Table 10. 
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Table 9 illustrates the longitudinal comparisons of the infant/toddler classroom 

physical environment, temporal environment, and interpersonal environment scores by 

year.  The data showed a consistent improvement in all three facets of environment over 

five years from 2006 to 2010.   

Table 9 

Infant/Toddler Classroom Physical, Temporal, Interpersonal Environment Scores 

  2006 2007 2008 2009 2010 

Physical Environment  4.99 5.95 6.30 6.42 6.66 

Temporal Environment  5.18 6.05 6.59 6.47 6.39 

Interpersonal Environment   5.01 5.28 5.59 5.51 5.79 

Overall 5.07 5.93 6.29 6.28 6.43 

 

Table 10 shows the longitudinal comparisons of the early childhood classroom 

physical environment, temporal environment, and interpersonal environment scores from 

2006 to 2010.  The data showed a similar growth pattern of the quality of classroom 

environment in all three facets of environment over the five years from 2006 to 2010.   

Table 10 

Early Childhood Classroom Physical, Temporal, Interpersonal Environment Scores 

  2006 2007 2008 2009 2010 

Physical Environment  4.90 5.50 6.41 6.15 6.51 

Temporal Environment  5.85 5.97 6.55 6.69 6.59 

Interpersonal Environment   4.82 4.87 5.44 5.25 5.34 

Overall 5.19 5.58 6.30 6.21 6.32 

 

Overall, in both infant/toddler and early childhood classrooms, for each year from 

2006 to 2010, temporal environment score was rated highest and interpersonal 

environment rating was the lowest.   
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Correlational Analysis Results 

Research question one examined the associations between teacher characteristics 

and the quality of learning environment in the infant/toddler classrooms.  Research 

question two looked at the relationships between teacher characteristic and the quality of 

learning environment in the early childhood classrooms.   

In order to provide a comprehensive picture of the relationships among teacher 

qualifications, teacher stability, and the quality of learning environment at child care 

centers, the results of the Spearman’s Rho Correlational Coefficient for low-quality 

classroom and high-quality classroom were conducted separately based on a quality 

classification level suggested by the developers (Harms et al., 2003) of the ITERS-R and 

ECERS-R.  Total ITERS-R/ECERS-R ratings from 1 to 2.99 means the classroom quality 

is Inadequate (not in place).  A rating of 3 to 4.99 indicates minimally acceptable quality.  

A rating of 5 to 7 means Good to Excellent quality.  Therefore, in this study, the rating of 

5 on a 7-point scale was used as a cut-off point to categorize the low-quality classrooms 

and high-quality classrooms.  Low-quality classrooms had ITERS-R/ECERS/R Total 

scores below 5 on a 7-point scale.  High-quality classrooms had ITERS-R/ECERS-R 

Total ratings above 5 on a 7-point scale.   

To make the Spearman’s Correlational Coefficients tables concise and organized, 

the abbreviations were used for each subscale.  SF stands for Space and Furnishings.  

PCR is Personal Care Routines.  LR is Listening and Talking (for ITERS-R)/ Language 

and Reasoning (for ECERS-R).A is Activities.  I is Interaction.  PS is Program Structure.  

Total is Total scores for ITERS-R/ECERS-R.   
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Research question one.  What are the relationships between teacher 

qualifications, teacher stability, and the quality of classroom learning environments as 

measured by the Infant/Toddler Environment Rating Scale-Revised (ITERS-R)? 

Low-quality infant/toddler classroom.  In the Infant/Toddler Classrooms that 

enrolled children from birth to 2½ years old, when ITERS-R Total score was lower than 

5 on a 7-point scale, Spearman’s Rho Correlational coefficient showed that there was no 

evidence of statistically significant correlations between teacher characteristics and the 

quality of infant/toddler classroom learning environment.   

High-quality infant/toddler classroom.  In high-quality infant/toddler classrooms 

(ITERS-R Total score was above 5 on a 7-point scale), as indicated in Table 11, there 

were statistically significant positive correlations between infant/toddler teachers’ 

training and the Total ITERS-R Total score with a Spearman’s Rho correlational 

coefficient 0.196 at the p < 0.05 level.  In addition, teacher stability was significantly 

correlated with ITERS-R subscale, Personal Care Routine (r = 0.216, p <0.05). 

Table 11 

Spearman Correlation Coefficients between Infant/Toddler Classroom Teacher 

Characteristics and ITERS-R Subscales and Total Score in High-quality Classrooms 

Variable SF PCR LT A I PS 
Total 

ITERS-R 

Education level 0.005 0.023 0.038 -0.063 0.095 0.036 0.000 

Have CDA 0.013 -0.005 -0.007 0.139 -0.141 -0.048 0.027 

ECE training 0.104 0.169 0.118 0.137 0.078 0.111 0.196* 

Experience in 

Child Care 
0.071 0.109 -0.077 0.082 -0.054 0.128 0.070 

Teacher Stability 0.156 .216* 0.064 -0.002 -0.001 0.026 0.144 

Note.  * Correlation is significant at the p<0.05 level (2-tailed). 

SF stands for Space and Furnishings.  PCR is Personal Care Routines.  LT is Listening and 

Talking.  A is Activities.   I is Interaction.  PS is Program Structure.  Total ITERS-R is Total 

scores. 
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Table 12 presented that in high-quality infant/toddler classrooms (ITERS-R Total 

score was above 5 on a 7-point scale), teachers’ stability and Temporal environment were 

significantly positively related with a Spearman’s Rho correlational coefficient 0.216 at 

the p < 0.05 level. 

Table 12 

Spearman Correlation Coefficients between Infant/Toddler Classroom Teacher 

Characteristics and Physical, Temporal, and Interpersonal Environment in High-quality 

Classrooms 

    Variable 
Physical 

Environment 

Temporal 

Environment 

Interpersonal 

Environment 

Education level -0.098 0.023 0.083 

Have CDA 0.075 -0.005 -0.038 

ECE training 0.123 0.169 0.139 

Experience in Child Care 0.063 0.109 -0.028 

Teacher Stability 0.068 0.216* 0.05 

Note.* Correlation is significant at the p<0.05 level (2-tailed). 

Research question two.  What are the relationships between teacher 

qualifications, teacher stability, and the quality of classroom learning environments as 

measured by the Early Childhood Environment Rating Scale - Revised Edition (ECERS-

R)? 

Low-quality early childhood classroom.  In the early childhood classrooms that 

enrolled children from 2½ to 5 years of age, when ECERS-R Total score was below 5 on 

a 7-point scale, as exhibited in Table 13, four significant correlations were found between 

early childhood teacher characteristics and the quality of learning environment.   
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1.) Early childhood teachers’ training and the Total quality of classroom learning 

environment had a significant positive correlation with Spearman’s Rho 

correlational coefficient 0.759 at the p < 0.01 level.   

2.) Early childhood teachers’ training and the ECERS-R subscale Interaction showed 

a significant positive correlation (r=0.596, p < 0.05). 

3.) Early childhood teachers’ years of experience in child care had a significant 

correlation with the ECERS-R subscale Activities (r = 0.608, p< 0.05). 

4.) Teacher stability was significantly negatively correlated with ECERS-R subscale, 

Personal Care Routine (r = -0.706, p < 0.05).   

Table 13 

Spearman Correlation Coefficients between Early Childhood Classroom Teacher 

Characteristics and ECERS-R Subscales and Total Score in Low-quality Classrooms 

    Variable SF PCR LR A I PS 
Total 

ECERSR 

Education level 0.086 0.086 0.346 0.176 0.199 -0.150 0.305 

Have CDA 0.441 0.344 -0.074 0.223 0.197 -0.025 0.417 

ECE training 0.385 0.183 0.270 0.097 0.596* 0.405 0.759** 

Experience in 

Child Care 
-0.004 -0.361 0.073 .608* -0.078 -0.106 0.076 

Teacher Stability 0.009 -0.706* 0.217 0.545 -0.329 0.178 0.084 

Note.* Correlation is significant at the p<0.05 level (2-tailed). 

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

SF stands for Space and Furnishings.  PCR is Personal Care Routines.  LR is Language and 

Reasoning.  A is Activities.  I is Interaction.  PS is Program Structure.  Total ECERS-R is Total 

scores. 

Table 14 presents early childhood classroom teachers’ professional training and 

interpersonal environment score were significantly and positively related (r=0.630, 

p<0.05).  Early childhood classroom teacher stability and temporal environment score 
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were significantly negatively related (r=- 0.706, p<0.05).  This suggests that early 

childhood teacher stability had strong negative impact on the temporal environment. 

Table 14 

Spearman Correlation Coefficients between Early Childhood Classroom Teacher 

Characteristics and Temporal, Interpersonal Environment in Low-quality Classrooms 

    Variable 
Physical 

Environment 

Temporal 

Environment 

Interpersonal 

Environment 

Education level 0.149 0.059 0.187 

Have CDA 0.269 0.344 0.073 

ECE training 0.053 0.183 .630* 

Experience in Child Care 0.340 -0.361 0.018 

Teacher Stability 0.413 -.706* 0.069 

Note.  * Correlation is significant at the p<0.05 level (2-tailed). 

High-quality early childhood classroom.  In high-quality early childhood 

classrooms (ECERS-R Total score was above 5 on a 7-point scale), as shown in Table 15, 

five significant correlations were found between early childhood teacher characteristics 

and the quality of classroom learning environment. 

1.) Early childhood classroom teachers’ educational level was significantly and 

negatively correlated with the ECERS-R subscale Personal Care Routine with 

Spearman’s Rho correlational coefficient  value of -0.280 at the p < 0.05 level.   

2.) In addition, early childhood classroom teacher’s training and Program Structure 

were significantly and positively related (r=0.313, p <0.01).   

3.) Early Childhood teachers’ experience in child care was significantly and 

positively correlated with ECERS-R subscale Space and Furnishing (r=0.254, p < 

0.05), Activities (r=0.255, p < 0.05), and Total ECERS-R score (r=0.283, p < 

0.05).   
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Table 15 

Spearman Correlation Coefficients between Early Childhood Classroom Teacher 

Characteristics and ECERS-R Subscales and Total Score at High-quality classrooms 

Variable SF PCR LR A I PS 
Total 

ECERSR 

Education level -0.162 -.280* 0.138 0.148 -0.155 0.138 -0.083 

Have CDA -0.129 -0.056 -0.17 -0.133 -0.158 -0.093 -0.176 

ECE training 0.095 0.003 0.166 0.14 -0.014 .313** 0.173 

Experience in Child 

Care 
.254* 0.027 0.068 .255* 0.048 0.214 .283* 

Teacher Stability 0.217 -0.024 -0.052 0.144 0.04 0.189 0.189 

Note.* Correlation is significant at the p<0.05 level (2-tailed).   

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

SF stands for Space and Furnishings.  PCR is Personal Care Routines.  LR is Language and 

Reasoning.  A is Activities.  I is Interaction.PS is Program Structure.  Total ECERS-R is Total 

scores. 

Table 16 showed that early childhood classroom teachers’ educational level and 

temporal environment were significantly negatively related (r= -.280, p < 0.05).  Early 

childhood classroom teacher’s training and Interpersonal environment were significantly 

positively related (r=0.246, p < 0.05).  Early Childhood teachers’ experience in child care 

was significantly correlated with Physical environment (r=0.289, p < 0.01), Interpersonal 

environment (r=0.240, p < 0.05).   

Table 16 

Spearman Correlation Coefficients between Early Childhood Classroom Teacher 

Characteristics and Physical, Temporal, and Interpersonal in High-quality classrooms 

Variable 
Physical 

Environment 

Temporal 

Environment 

Interpersonal 

Environment 

Education level -0.019 -.280* 0.052 

Have CDA -0.156 -0.020 -0.127 

ECE training 0.110 0.003 .246* 

Experience in Child Care .289** 0.027 .240* 

Teacher Stability 0.190 -0.024 0.145 

Note.  * Correlation is significant at the p<0.05 level (2-tailed). 

**Correlation is significant at the p<0.01 level (2-tailed). 
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Research question three.  What teacher characteristics do child care center 

directors perceive as important in creating a quality classroom learning environment? 

Results of the Interview Data.  Results from the qualitative data analyses 

revealed common themes that child care directors believed to be important in creating a 

quality classroom learning environment.  Common themes were identified to reveal the 

directors’ perspectives on the quality of classroom learning environment regarding 

teacher characteristics and teacher stability.  Each theme is discussed in the following 

sections. 

The first theme that emerged from the directors’ interview data on child care 

teacher characteristics were knowledge alone is not adequate.  The quality teacher was 

“someone who has potential; someone who is motivated.  It is the number one quality” 

according to one director.  Another director commented that, “What I am looking for 

more is the quality of the person.  They may have a degree.  They may have the 

qualification… but [I am looking for] what type of actual application they have in the 

field and also what type of guidance and direction”.  This suggests that it is essential for 

early childhood teachers to be able to follow their education with experience in teaching. 

The second theme that appeared was that a good teacher should have a 

combination of education and years of experience, plus a passion for child care.  The 

directors all agreed that teachers must have the ability to interact with the children in the 

classroom.  This combination creates a whole package of the teacher, in which their 

experience, education, and their personality, are viewed all working together for a better 

quality of child care.  One director remarked that, “Education and years of experience do 

add something to the environment.  If you have someone with experiences like going 
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through school, they know more is expected from them”.   One director stated that she 

looked at “teacher’s commitment, passion, and their capability to actually do it”.   

Another director explained, “Lots of teachers have their own ideas of what early 

childhood looks like, but they have not actually gone through an experience like that, or 

even have the education to match it”.  A similar sentiment was expressed by another 

director who specified that “while teaching the young children, you have to socialize with 

children.  You have to interact with them.  It is not like a little checklist you go in and got 

to complete or some kinds of task”. 

In addition, interview data suggested that in a quality classroom learning 

environment, teachers are comfortable connecting with children and think of themselves 

as co-learners.  A director stated, “I often look for someone with potential; someone that 

is motivated” to make a difference in young children’s lives.  According to another 

director, “We go by the child’s interests.  We try to combine children’s interests.  We 

have a positive imagine of the child.  (We) follow the child’s interests.  The best learning 

happens when there is collaboration.” Along the same line, a director described “we do 

lots of projects.  We first start with the interests of the child.  We observe the child in the 

classroom and their natural environment.  Then teachers select their project, set up their 

goals.  These projects are long term investigations.  With that project, you can learn math, 

science, and languages, all incorporated.  They create activities that the children already 

interested in.” These comments from child care directors stress the importance of 

teachers possessing the capacity to understand and incorporate the children’s interests 

into a part of the learning process.     
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Moreover, directors all agreed that what really made a difference in terms of 

improving the learning environment was the quality of the training that teachers received.  

One director remarked, “We not only have the training on how to do things but we have 

the “top of the line” training.   We got training on here is why and how do you see the 

children.  Most of training are very hands-on.” Another director reiterated the importance 

of qualify training by saying, “Expertise in this field who comes for teacher training.  

Excellent training.  The quality of training is not only about the content and what is 

delivered, but also the people who delivered the training.  … Everything we are doing 

here now is all from the training we got.” A director also brought up that “Teacher 

training definitely helped to improve the quality of the teachers.  Training give them 

strong knowledge base.  You do not feel you have to create everything from the 

beginning.  It is good to have some guidance.  Something mapped out where we are 

going.  Most teachers are open.  They are willing to go back and show you what they 

learned and try it out.” In the view of another director, “Training helps a lot, like in 

setting up the environments.  How to speak to the children, how to have great interaction 

and engagement with children in positive ways.” These directors’ perspectives revealed 

that teacher professional training play an important role in providing a strong knowledge 

foundation for child care teachers in working with young children.  More importantly, 

quality teacher training improved teachers’ abilities to apply knowledge in their 

classroom practices. 

In summary, directors concurred that the professional training teachers had on a 

regular, ongoing basis was “transformational” to the quality of the learning environment.  

For example, the training teaches had on the Reggio Emilia Approach on setting the 

http://zerosei.comune.re.it/inter/index.htm
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foundation for creating the quality learning environment for young children.  In the 

Reggio Emilia Approach, the image of child determines everything that teachers do for 

the children.  One director commented that “Teachers are able to be patient with the 

children.  They provide age-appropriate activities and materials.  They challenge children 

but without frustrating them.  They really know the child where the children are in their 

development.” She added, “Everything goes and shifts into the quality of learning 

environment”.  Intense and ongoing professional training, in the views of the directors, 

are fast track and practical ways of preparing child care teachers.  Quality professional 

training help teachers to grow and to also stay updated in their knowledge and skills.  As 

a result, teachers were committed to their growth.  They applied in practice what they 

learned about how to help children learn best.  As one director explained, “Professional 

training gives teachers the tools they need.  Teachers feel valued when they see you 

investing in their growth….  They are being fed with all the information and knowledge 

they need.” 

http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm


 

 

 

 Chapter V 

 Discussion 
 

This study used mixed methods research to examine the relationships between 

teacher qualifications, teacher stability, and the quality of learning environments as 

measured by the Infant/Toddler Environment Rating Scale-Revised (ITERS-R) (Harms et 

al., 2003) and Early Childhood Environment Rating Scale - Revised Edition (ECERS-R) 

(Harms et al., 1998).  The use of quantitative and qualitative approaches in combination 

provided a deeper understanding of the research questions than either approach alone 

could have achieved.   

This study included eleven (11) child care centers from the United Way Bright 

Beginnings (UWBB) program in the greater Houston areas of Texas.  Data on the 

teachers’ formal educational level, teachers’ Child Development Associate (CDA) 

credential, their early childhood training activities, and years of experience in working for 

child care industry were collected from 2006 to 2010.  A total of 214 classroom 

observations from these child care centers were assessed annually from 2006 to 2010 

using the ITERS-R and the ECERS-R.   

The eleven United Way Bright Beginnings (UWBB) child care centers served a 

total of 543 children from birth to five years old in 2010.  These child care centers, like 

all centers in the child care industry, faced the challenge of minimizing overall teacher 

turnover and maximizing the stability among more skilled and experienced teachers to 

improve and maintain the quality of their child care center over time.   

Non-parametric Spearman’s Rho correlations were utilized to examine the 

strength of the relationships between classroom learning environments, teacher 
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qualifications, and teacher stability.  Correlational analysis for low-quality classrooms 

and high-quality classrooms were conducted separately in both infant/toddler and early 

childhood age group.  Low-quality classrooms refer to those with ITERS-R/ECERS-R 

Total score below 5 on a 7-point scale.  High-quality classrooms refer to those with 

ITERS-R/ECERS-R Total score above 5 on a 7-point scale.  Therefore, findings of this 

study discussed four different groups: low-quality infant/toddler classrooms, high-quality 

infant/toddler classrooms, low-quality early childhood classrooms, and high-quality early 

childhood classrooms.   

This chapter begins with a brief summary of the findings from this study.  Then, 

the limitations of this study in terms of generalization of the findings are introduced.  It is 

followed by the section on recommendations for the future studies.  This chapter ends 

with conclusions of this study. 

Findings from Research Question One 

Research question one was “What are the relationships between teacher 

qualifications, teacher stability, and the quality of classroom learning environments as 

measured by the Infant/Toddler Environment Rating Scale-Revised (ITERS-R)?” 

Low-quality infant/toddler classrooms.  In the classrooms that enrolled children 

from birth to 2½ years old, there was no evidence of statistically significant correlations 

among teacher characteristics and the quality of classroom learning environment in low-

quality infant/toddler classrooms (Total ITERS-R score below 5.00 on a 7-point scale).As 

shown in Table 2, the distribution of infant/toddler classroom teachers’ educational level 

was highly concentrated at the high school diploma or GED (78%) when compared to 

other educational levels.   
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High-quality infant/toddler classrooms.  In the classrooms that enrolled 

children from birth to 2½ years old, there were statistically significant correlations among 

teacher characteristics and the quality of classroom learning environment in high-quality 

infant/toddler classrooms (Total ITERS-R score above 5.00 on a 7-point scale). 

Finding 1.  The positive correlation was statistically significant between 

infant/toddler teachers’ training and the Total quality of ITERS-R score (r=0.196, 

p<0.05).   

This finding suggested that the quality of classroom learning environment 

improves when teachers engage in professional training (Whitebook et al., 2009; Zaslow 

et al., 2010).  Targeted and ongoing professional training in child development 

consistently has been found to predict high-quality interactions in child care centers 

(Zaslow et al., 2010).   

The findings from interviews of child care center directors also suggest that 

teacher professional training is the key to improving and sustaining the quality of 

classroom learning environment at child care centers.  A director commented that what 

really made a difference was the quality of the training that teachers received.  One 

director stated, “We are not just got the training on how to do things.  We got the top of 

the line training.  Most of training are very hands-on.” Another director commented that 

“Teachers are able to be patient with the children.  They provide age-appropriate 

activities and materials.  They challenge children but without frustrating them.  They 

really know the child where the children are in their development.” 

Finding 2.  Infant/toddler teacher stability was significantly correlated with 

ITERS-R subscale, Personal Care Routines (r = 0.216, p<0.05). 
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In high-quality infant/Toddler Classrooms (Total ITERS-R Rating is above 5 on a 

7-point rating scale), teacher’s stability was statistically positively related to the ITERS-R 

subscale Personal Care Routine (r=0.216, p< 0.05).  This suggests that teacher stability 

plays an important role in improving and sustaining the quality of classroom learning 

environment, especially for the infant/toddler classroom.  The longer the average teacher 

stability, the better the chance that centers will provide high quality classroom learning 

environment (Helburn, 1995).  Research has consistently found that stable and well-

trained teacher is the key to the quality of child care.  At the centers with higher teacher 

stability, children were more engaged in interactions with their peers and their teachers.  

As a result of this, the centers which retained teacher longer with increased teacher 

stability were more likely to receive better ratings on overall classroom quality 

(Whitebook et al., 2001). 

Findings from Research Question Two 

 Research question two was, “What are the relationships between teacher 

qualifications, teacher stability, and the quality of classroom learning environments as 

measured by Early Childhood Environment Rating Scale - Revised Edition (ECERS-R)?” 

Low-quality early childhood classrooms.  In the classrooms that enrolled 

children from 2½ to 5 years old, there were statistically significant correlations among 

teacher characteristics and the quality of classroom learning environment in low-quality 

early childhood classrooms (Total ECERS-R score below 5 on a 7-point scale). 

Finding 3.  Early childhood teachers’ training was significantly positively 

correlated with the Total ECERS-R score and the ECERS-R subscale Interaction.   
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Early childhood classrooms (enrolled children from 2½ to 5 years old) were 

classified as low-quality early childhood classrooms if their ECERS-R Total score was 

below 5 on a 7-point scale.  Spearman’s Rho correlation coefficient indicated that 

teachers’ training is significantly correlated to Total ECERS-R score (r= 0.759, p< 0.01) 

and ECERS-R subscale Interaction (r=0.596, p<0.05).         

These findings support the longstanding notion that classroom environment 

quality improves when teachers engage in professional training (Barnett, 2011; Fuler, 

2011).  Specialized professional training in child development and early childhood 

education consistently has been found to predict high-quality interactions and children’s 

development in child care centers (Whitebook et al., 2009; Zaslow et al., 2010).   

The teachers of eleven child care centers from this study participated in targeted 

and ongoing training using the philosophy of the Reggio Emilia Approach.  The  Reggio 

Emilia Approach emphasizes that children learn and develop through interactions within 

the environment - first interaction with adults (parents and teachers), then with peers, and 

then with their environment itself (Malaguzzi, 1996).  This means parents and teacher are 

the primary sources for interactions.  In this study, findings demonstrated there was a 

significant relationship between teachers’ years of experience in child care and their 

professional training in the early childhood education and child development with the 

quality of classroom learning environment.  The ability of teacher to create a quality 

interaction environment in a classroom is dependent on teacher experience and training in 

early childhood education. 

Finding 4.  Teacher stability was negatively significantly associated with the 

ECERS-R subscale Personal Care Routine. 

http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm
http://zerosei.comune.re.it/inter/index.htm
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Early childhood teachers’ stability was significantly negatively associated with 

the ECERS-R subscale Personal Care Routine (r=-0.706, p<0.05).  For each individual 

center, teacher stability fluctuated year to year from 2006 through 2010.  The fluctuation 

of teacher stability in centers meant the instability of classroom teachers.  If the center 

has to change teachers often, children have to constantly adapt to new teachers and new 

transition routines.   As a result, fluctuations in teacher stability could negatively impact 

the quality of the temporal environment (setting/ timing for transitions between routines 

and activities).    

High-quality early childhood classrooms.  In the classrooms that enrolled 

children from 2½ to 5 years old, there were statistically significant correlations among 

teacher characteristics and the quality of classroom learning environment in high-quality 

early childhood classrooms (Total ECERS-R score above 5.00 on a 7-point scale). 

Finding 5.  Early childhood classroom teachers’ training was also significantly 

positively related with the Program Structure (r=0.313, p<0.01).  Early childhood 

classroom teachers’ training and Interpersonal Environment were significantly positively 

correlated (r=0.246, p<0.05). 

In the view of one director, “Training helps a lot, like in setting up the 

environments.  How to speak to the children, how to have great interaction and 

engagement with children in positive ways.” As another director explained, “Professional 

training gives teachers the tools they need.  The teachers feel valued when they see you 

investing in their growth.” These directors’ perspectives revealed that ongoing teacher 

professional training provided a strong knowledge foundation for teachers in working 

with young children and classroom practices. 
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Finding 6.  Early childhood teachers’ years of experience in child care had a 

significant correlation with the ECERS-R subscale Activities (r = 0.608, p<0.05).    

As demonstrated by many studies, teachers’ length of experience in child care is 

important for planning activities that more enrichment for children’s learning (Whitebook 

& Sakai, 2003).  During interviews, directors commented that child care teachers who 

have more years of experience are better equipped to provide children with the activities 

that are interesting and challenging.  Additionally, teachers with more experience in child 

care tend to provide developmentally appropriate activities.   

Finding 7.  Early childhood teachers’ formal educational level was significantly 

negatively correlated with the ECERS-R subscale Personal Care Routine (r= -.280, 

p<0.05) in high-quality early childhood classrooms (Total ECERS-R Rating is above 5 

on a 7-point rating scale). 

A possible interpretation for the negative correlation might argue that the formal 

education of child care teachers was not related in the early childhood education and/or 

child development field.  In other words, among early childhood teachers who worked in 

the child care centers, their education levels, especially the types of education 

attainments, were not specialized in the early childhood education.  Also, during the 

interview, one director stated that “teacher’s commitment, passion, and their capability to 

actually do it”.  Another director commented that a good teacher should combine 

education and years of experience, plus their passion.   

Finding 8.  Early Childhood teachers’ experience in child care was significantly 

correlated with ECERS-R subscale Space and Furnishing (r=0.254, p<0.05), Activities 

(r=0.255, p<0.05), and Total ECERS-R score (r=0.283, p<0.05).   
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Early Childhood teachers’ experience in child care was significantly correlated 

with Physical environment (r=0.289, p<0.01), Interpersonal environment (r=0.240, 

p<0.05).   

This finding is aligned with the perception of child care directors regarding 

teachers’ years of experience.  A director stated, “Education and years of experience do 

add something to the environment.  If you have someone with that experiences, going 

through school, more is expected from them.  Teaching is so mixed; you have to socialize 

with children.  You have to interact with children.” 

Limitations of the Study 

Gordon and Browne (2010) defined the environment as the sum total of the 

physical and human qualities that combine to create a space in which children learn and 

grow.   Despite the strengths of the mixed method design used, this study faces several 

key limitations. 

First, this study examined teacher qualification and stability in relation to the 

quality of classroom learning environments at the child care centers.  Due to the sample 

size of the child care centers with a little over two hundred teachers, the results may not 

generalize to the larger population of child care settings. 

In addition, the interviews were conducted only with child care center directors, 

rather than with child care teachers as well.  Thus, the interviews only concerned what 

the director perceived.  Clearly, child care teachers might perceive the teacher 

characteristics and classroom learning environment differently.   

Finally, the quality of classroom learning environment was measured using the 

Infant/Toddler Environment Rating Scale-Revised Edition (ITERS-R) (Harms et al., 
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2003) and Early Childhood Environmental Rating Scale-Revised Edition (ECERS-R) 

(Harms et al., 1998).  It would be hard to assume that the results found could be 

generalized to preschool classrooms in the formal school setting because of  a different 

evaluation instrument may be utilized.  Furthermore, this study only examined 

characteristics of teachers, such as qualifications and length of tenure, and only teachers 

who were employed at child care centers.  Therefore, the results might not be consistent 

for preschool teachers who work in public school settings.        

Implications for Future Research 

The examination of characteristics of teachers in this study (educational level, 

certifications, early childhood professional training, experience in child care settings) still 

begs the question of what aspects are most important in predicting the quality of learning 

environments in the child care centers.  It is suggested that a future researcher use 

multiple regression to determine the amount of influence that various predictors have on 

the quality of classroom learning environment.   

The interviews with directors of child care centers suggest that a future study 

might look at how personal attributes of individual teachers, such as attitudes, beliefs, and 

commitment, affect the classroom learning environment.  Further study of the impact of 

professional training on the quality of classroom learning environment in child care 

centers is also highly recommended.  In this study, the interviews were only conducted 

with child care directors.  It is clear that child care teachers might perceive the teacher 

characteristics, teacher stability, and the quality of the learning environment from 

different perspective.  Therefore, it is suggested that interviews need to be considered 
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with focused group of infant/toddler classroom teachers and preschool classroom teachers 

respectively for further studies. 

The quality of child care centers is determined and affected by multiple factors.  

Teacher stability at child care centers is expected to be related to classroom learning 

environment.  The correlational of teacher stability to the classroom learning environment 

subscale Personal Care Routine was significantly negative in the early childhood 

classrooms, and conversely was found to be positively correlated with the infant/toddler 

classrooms.  In the low-quality early childhood classrooms, early childhood teacher 

stability was negatively significant associated with the ECERS-R subscale Personal Care 

Routine (r=-0.706, p<0.05).Conversely, in the high-quality infant/toddler classrooms, 

teacher stability was positively significantly correlated with ITERS-R subscale, Personal 

Care Routine (r = 0.216, p<0.05).  Teacher stability in and of itself is insufficient to 

produce high quality of classroom learning environment at child care centers.  For these 

reasons, going forward in this study, teacher turnover as well as director stability will be 

included as multiple variables to the relationship of quality of classroom learning 

environment. 

Specifically, in order to understand the full picture of classroom learning 

environment at child care centers, we need to consider the impact of the total length of 

child care center director’s experience and director stability.  This study showed that the 

relationship between teacher qualifications, teacher stability and the quality of classroom 

learning environment was tentative.  The extent of influence of director qualifications and 

director stability on the quality of the classroom learning environment need to be examined 

in a future study.  Research has demonstrated that the director’s role as a leader in child 
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care center has an impact on teacher stability (Whitebook & Sakai, 2003).  According to 

the Cost, Quality and Child Outcomes study, high quality child care programs were 

characterized by directors with long stability histories at the center (Helburn, 1995).  The 

directors as a group were more stable than teachers at centers; however, the change of 

directors potentially impacts the teacher stability.  Different directors have different 

preferences in hiring and retaining the teachers at their centers.  In the same way, teachers 

might make their decision to stay or leave the center based on the characteristics of 

directors and their working styles.     

Moreover, a quality learning environment is an important and powerful teaching 

tool.  Well-designed learning environments provide opportunities for children to 

construct their understanding about the world around them through exploring and 

interacting with peers and adults.  If the environment is set up with the knowledge of how 

children learn and develop, it will positively support children’s learning and development 

in all domains.  Future research on how the quality of learning environment predicts or 

impacts the outcomes of children or their school readiness should be pursued.    

Conclusions 

The purpose of this study was to investigate if there is a link between specific 

teacher characteristics (teacher qualifications and teacher stability) and the quality of the 

learning environments in child care centers.  The findings of this study supported the 

notion that a defining feature of a supportive learning environment are well-trained, 

skilled teachers (Bowman et al., 2000; Whitebook & Sakai, 2003).   

One major finding of this study was that teacher professional training in early 

childhood education and child development was closely related to high quality classroom 
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learning environments.  This held true for both age groups, the infant/toddlers classrooms 

and the early childhood classrooms.  Additionally, it applied to both low-quality 

classrooms and high-quality classrooms.  The results of the correlational analyses 

indicated that teacher training in child development and early childhood education is 

positively associated with the quality of classroom learning environment.  In the 

infant/toddler classrooms, the positive correlation was statistically significant between 

teachers’ training and the Total ITERS-R score (r=0.196, p<0.05).  In the early childhood 

classrooms, teachers’ training was significantly positively correlated with the Total 

ECERS-R score (r= 0.759, p< 0.01) and ECERS-R subscale Interaction (r=0.596, 

p<0.05).  Early childhood classroom teacher’s training was also significantly positively 

related with the Program Structure (r=0.313, p<0.01).  Teacher’s training and 

Interpersonal Environment were significantly positively correlated (r=0.246, p<0.05) in 

the early childhood classrooms.   

These findings support the United Way Bright Beginnings’ program focus on 

teacher professional training.  According to the 2012 annual evaluation report (Houston, 

Tobe, Zhang, Francis, & Stallings, 2012), intensive professional training increased child 

care teachers’ knowledge of child development and instructional skills for the early 

learning environment.  Interview findings indicated that child care center directors also 

endorsed the idea that intensive professional training contributed to a higher quality 

classroom learning environment.  Directors concluded that the United Way Bright 

Beginners’ program professional training is “transformational” in regards to the quality 

of the learning environment.  Teachers in the program have been participating in 

intensive and targeted professional training on a regular basis.  “Teachers are being fed 
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with all the information and knowledge they need.  They start to practice what they learn 

and help children learn.  Quality professional training helps teachers grow and to stay 

updated.” For instance, training that teachers have had on children’s literacy development 

helped them to understand the significance of interaction with children.  A director 

commented that “we have story times.  But also we talk and have conversations with the 

children to enhance that vocabulary.  Some training were on how to ask open-ended 

questions.  Teachers can be very intentional.  They really notice when the child needs 

more.  They are patient and nurturing”.  Teachers understand that it is important to help 

the children to be rationalized with problem solving and improve their critical thinking 

skills. 

Another major finding of this study was that teachers’ years of experience in child 

care is significantly correlated to the high quality of the classroom learning environment.  

In low-quality early childhood classrooms, the correlational analyses asserted that 

teacher’s length of time involved in child care had a significant correlation with the 

ECERS-R subscale Activities (r = 0.608, p<0.05).  Findings revealed that high-quality 

early childhood classrooms affirmed that teachers’ length of experience in child care was 

significantly correlated with ECERS-R subscale Space and Furnishing (r=0.254, 

p<0.05), Activities (r=0.255, p<0.05), and Total ECERS-R score (r=0.283, p<0.05).  

Particularly, teachers’ years of experience in child care was significantly correlated with 

Physical Environment (r=0.289, p<0.01) and Interpersonal Environment (r=0.240, 

p<0.05).  This finding is aligned with the results from a longitudinal study of the 

California child care workforce.  Whitebook and Sakai (2003) found that skilled teachers 

with more years of experience were more likely to remain in their jobs and become 
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committed than those with less experience; the more experienced teachers better 

understand how to set up the classroom’s physical environment to accomplish learning 

goals.   This involves space and facilities arrangements, the use of the equipment and 

materials, and how to arrange a classroom.  These elements are important for developing 

a quality learning environment for children.  Experienced teachers understand how to 

create activities that encourage children’s learning through their senses.  They learn over 

time how to set up the classroom and develop activities that are developmentally 

appropriate.    

In summary, the findings from this study suggest that well-trained teachers and 

skilled experienced teachers are the key to improving and sustaining the quality of 

classroom learning environment at child care centers.  The directors mentioned that 

“Teacher training definitely helped to improve the quality of the learning environment.  

Training give them a strong knowledge base.  They do not feel they have to create 

everything from the beginning ….  It is good to have some guidance.  Something mapped 

out where we are going.  Most teachers are open.  They are willing to go back and show 

you what they learned and try it out….  Training helps a lot, like setting up the 

environments, how to speak to the children, how to have great interaction and 

engagement with children in positive ways.” The professional training that teachers had 

on a regular, ongoing basis is “transformational” to the quality of the learning 

environment. 

Implications for Policy and Practice 

The classroom learning environment plays a crucial role in children’s optimal 

growth and development.  The implications of this study are discussed both from policy 
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perspective and practical implementation.  Improving the quality of learning environment 

in child care centers nationwide needs get more attention.  It will require tremendous 

efforts from federal, state, and local officials and organizations that working in the early 

childhood related fields.   

Understanding what influences the quality of classroom learning environment at 

child care centers can help policy makers strategically invest the funds and initiatives.  

The quality of the learning environment is viewed as a result of teacher related factors, 

such as teacher education, teacher professional training, and their years of experience in 

child care.  Among these factors, teacher training and their length of experiences in child 

care are malleable.  Thus, for the policy implication, a greater investment needs to be in 

place for child care teacher professional training.  Early childhood education field needs 

to advocate for more programs like (T.E.A.C.H.) early childhood project and the United 

Way Bright Beginnings program.  They both provide an access for early childhood 

teachers to have a targeted professional training and the attainment of higher level of 

education.  Over years, these two programs have been making a big difference in terms of 

improving the quality of child care. More importantly, this investment should be 

expanded, so that all child care teachers will have an opportunity to have a targeted and 

ongoing professional training.  Just like child care center director stated in an interview, 

“Teacher training definitely helped to improve the quality of the teachers.  Training give 

them strong knowledge base…. Professional training is a quick and practical way to 

prepare child care teachers, give the teachers tools they need.  The teachers feel valued 

when they see you are investing in their growth.  So teachers are committed to their 

growth”.  In addition, it is essential to provide additional resources to support child care 
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teachers with more benefits.  In turn, well-trained teachers would stay in the field if they 

feel valued and motivated.  As a result, experienced and skilled teachers would attribute 

to improving and maintaining the quality of learning environment.  During the interview, 

one director stated, “What kept the teachers is that they wanted to have an opportunity to 

grow.  This includes professional training.  Teachers need to have an opportunity to 

improve themselves.  Some teachers even surpass the expectations”.   

In addition, from practical perspective, the findings of this study endorsed the 

long-term benefits of the United Way Bright Beginnings’ professional training.  For 

almost a decade, the child care teachers have been supported with opportunities to engage 

in quality and continuing professional training on a regular basis.  The United Way 

Bright Beginnings program provided different professional training cohorts based on the 

age group of the teacher’s classroom.  As a result of ongoing intensive professional 

training that aimed at the developmental stage of the children being taught, teachers 

gained a better understanding of how children grow and develop in multiple domains.  

This helps teachers to make decisions in creating the quality classroom environment in 

which children’s development and learning are promoted appropriately and 

optimistically.  It is suggested that professional training provided to child care center 

teachers by the United Way of Bright Beginnings program could be used as a model for 

providing and extending training services to other early childhood programs. 

The ultimate goal of early childhood education is to support the healthy and 

optimal development of young children (NAEYC, 2009).  The quality of the learning 

environment is a multifaceted and important component in the quality of child care.  The 

learning environment includes not only arrangement and furnishing of the physical space 
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as well as organization of schedule and transition, but also how teachers support 

children’s growth and development (Bredekamp, 2011; Gordon & Browne, 2010).  All 

these require the well-trained and skilled experienced child care teachers.  The findings of 

this study contribute to closing the gap between what we know from systematic inquiry to 

what we do through both the public and private sector policies and practices to improve 

the quality of learning environments in child care settings.  
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Table A1 

Overview of the ITERS-R Six Subscales and Thirty-two Items Used in This Study 

          Subscale                                 Items 

Space and Furnishings 1 Indoor space 

 2 Furniture for routine care and play 

 3 Provision for relaxation and comfort 

 4 Room arrangement 

  5 Display for children 

Personal Care Routines 6 Greeting/departing 

 7 Meals/snacks 

 8 Nap 

 9 Diapering/toileting 

 10 Health practices 

  11 Safety practices 

Listening and Talking 12 Helping children understand language 

 13 Helping children use language 

  14 Using books 

Activities 15 Fine motor 

 16 Active physical play 

 17 Art 

 18 Music and movement 

 19 Blocks 

 20 Dramatic play 

 21 Sand and water play 

 22 Nature/science 

 23 Use of TV, video, and/or computers 

  24 Promoting acceptance of diversity 

Interaction 25 Supervision of play and learning 

 26 Peer interaction 

 27 Staff–child interaction 

  28 Discipline 

Program Structure 29 Schedule 

 30 Free play 

 31 Group play activities 

  32 Provisions for children with disabilities 
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Table A2  

Overview of the Six ECERS Subscales and Thirty-seven Items Used in This Study 

Subscale   Items 

Space and Furnishings 1 Indoor space 

 2 Furniture for routine care, play and learning 

 3 Furnishings for relaxation and comfort 

 4 Room arrangement for play 

 5 Space for privacy 

 6 Child-related display 

 7 Space for gross motor play 

  8 Gross motor equipment 

Personal Care Routines 9 Greeting/departing 

 10 Meals/snacks 

 11 Nap/rest 

 12 Toileting/diapering 

 13 Health practices 

  14 Safety practices 

Language-Reasoning 15 Books and pictures 

 16 Encouraging children to communicate 

 17 Using language to develop reasoning skills 

  18 Informal use of language 

Activities 19 Fine motor 

 20 Art 

 21 Music/movement 

 22 Blocks 

 23 Sand/water 

 24 Dramatic play 

 25 Nature/science 

 26 Math/number 

 27 Use of TV, video, and/or computers 

  28 Promoting acceptance of diversity 

Interaction 29 Supervision of gross motor activities 

 30 General supervision of children  

 31 Discipline 

 32 Staff-child interactions 

  33 Interactions among children 

Program Structure 34 Schedule 

 35 Free play 

 36 Group time 

  37 Provisions for children with disabilities 
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Table A3 

Spearman Correlation Coefficients between Infant/Toddler Classroom Teacher 

Characteristics and ITERS-R Subscales and Total Score  

   Variable SF PCR LT A I PS 
Total 

ECERSR 

Education level 0.016 0.048 0.058 -0.01 0.103 0.053 0.043 

Have CDA 0.028 0.002 -0.026 0.108 -0.144 -0.04 0.017 

ECE training 0.056 0.167 0.115 0.126 0.077 0.109 0.179 

Experience in 

Child Care 
0.091 0.114 -0.056 0.124 -0.051 0.108 0.083 

Teacher Stability 0.122 .200* 0.126 0.043 0.085 0.078 0.16 

Note.* Correlation is significant at the p<0.05 level (2-tailed). 

SF stands for Space and Furnishings.  PCR is Personal Care Routines.  LR is Listening 

and Talking.  A is Activities.   I is Interaction.  PS is Program Structure.  Total is ITERS-

R Total scores.   
 

 

Table A4 

Spearman Correlation Coefficients between Infant/Toddler Classroom Teacher 

Characteristics and Physical, Temporal, and Interpersonal Environment  

     Variable 
Physical 

Environment 

Temporal 

Environment 

Interpersonal 

Environment 

Education level -0.04 0.102 0.048 

Have CDA 0.059 -0.047 0.002 

ECE training 0.118 0.132 0.167 

Experience in Child Care 0.104 -0.019 0.114 

Teacher Stability 0.104 0.116 0.200* 

Note.* Correlation is significant at the p<0.05 level (2-tailed). 
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Table A5 

Spearman Correlational Coefficients between Early Childhood Classroom Teacher 

Characteristics and ECERS-R Subscales and Total Score  

Variable SF PCR LT A I PS 
Total 

ECERSR 

Education level -0.172 -.264* 0.088 0.096 -0.144 0.048 -0.112 

Have CDA -0.042 0.046 -0.052 -0.063 -0.014 0.035 -0.045 

ECE training 0.017 -0.042 0.079 0.053 -0.031 .216* 0.075 

Experience in 

Child Care 
.221* 0.018 0.051 .272** 0.041 0.159 .244* 

Teacher Stability 0.151 -0.072 -0.038 0.157 0.016 0.148 0.137 

Note.  * Correlation is significant at the p<0.05 level (2-tailed) 

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

SF stands for Space and Furnishings.  PCR is Personal Care Routines.  LR is Listening 

and Talking.  A is Activities.   I is Interaction.  PS is Program Structure.  Total is 

ECERS-R Total scores.   
 

Table A6 

Spearman Correlation Coefficients between Early Childhood Classroom Teacher 

Characteristics and Physical, Temporal, and Interpersonal Environment  

Variable 
Physical 

Environment 

Temporal 

Environment 

Interpersonal 

Environment 

Education level -0.048 0.005 -.264* 

Have CDA -0.057 -0.036 0.046 

ECE training 0.033 0.155 -0.042 

Experience in Child Care .273** 0.19 0.018 

Teacher Stability 0.157 0.114 -0.072 

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

         **Correlation is significant at the <0.01 level (2-tailed) 
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Table A7 

Infant/Toddler Classroom Teacher Formal Education Level 

Teacher 

Highest Level of Education Achieved 

High School 

/GED 

Associate's 

Degree 

Bachelor's 

Degree 

Graduate 

Coursework 

Master's 

Degree 
Total 

C1 17 0 0 0 0 17 

C2 2 1 1 2 0 6 

C3 4 1 1 1 0 7 

C4 1 2 0 0 0 3 

C5 3 3 1 1 0 8 

C6 0 1 1 0 0 2 

C7 13 0 0 0 0 13 

C8 9 4 0 0 0 13 

C9 23 0 0 0 0 23 

C10 6 3 1 0 1 11 

C11 14 0 0 2 0 16 

Total 92 15 5 6 1 119 

Percentage 

(%) 
77% 13% 4% 5% 1% 

100

% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A8 

Early Childhood Classroom Teacher Formal Education Level 

Teacher 

Highest Level of Education Achieved 

High School 

/GED 

Associate's 

Degree 

Bachelor's 

Degree 

Graduate 

Coursework 

Master's 

Degree 
Total 

C1 23 1 0 0 0 24 

C2 0 7 1 0 4 12 

C3 4 0 0 1 0 5 

C4 2 1 0 0 0 3 

C5 0 5 0 0 0 5 

C6 5 1 2 1 0 9 

C7 2 0 0 2 0 4 

C8 8 4 0 0 0 12 

C9 2 2 2 0 0 6 

C10 5 0 0 0 0 5 

C11 6 0 0 0 0 6 

Total 57 21 5 4 4 91 

Percentage 

(%) 
63% 23% 5% 4% 4% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A9 

Infant/Toddler Classroom Teacher Credentials and Certificates 

Center 
Have CDA (Child Development Associates) 

Yes No Total 

C1 9 9 18 

C2 4 2 6 

C3 4 3 7 

C4 3 0 3 

C5 5 3 8 

C6 1 1 2 

C7 5 8 13 

C8 2 11 13 

C9 15 8 23 

C10 4 7 11 

C11 10 6 16 

Total 62 58 120 

Percentage 

(%) 
58% 42% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A10 

Early Childhood Classroom Teacher Credentials and Certificates 

Center 
Have CDA (Child Development Associates) 

Yes No Total 

C1 14 10 24 

C2 7 5 12 

C3 0 5 5 

C4 1 2 3 

C5 5 0 5 

C6 5 4 9 

C7 3 1 4 

C8 2 10 12 

C9 3 3 6 

C10 4 1 5 

C11 4 2 6 

Total 48 43 91 

Percentage (%) 53% 47% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A11 

Infant/Toddler Classroom Teacher Early Childhood Education Training  

Teacher 

College Credits in Early Childhood Education 

0 1 to 6 7 to 12 
13+ 

more 

Associate's 

Degree 

Level 

Bachelor’s 

Degree 

Level 

Graduate 

Work 

Level 

Master's 

Degree 

Level 

Total 

C1 10 1 4 4 0 0 0 0 19 

C2 1 1 0 1 1 0 2 0 6 

C3 4 0 1 2 0 0 0 0 7 

C4 0 0 0 0 3 0 0 0 3 

C5 3 4 0 0 1 0 0 0 8 

C6 2 0 0 0 0 0 0 0 2 

C7 8 5 0 0 0 0 0 0 13 

C8 1 0 0 9 3 0 0 0 13 

C9 20 0 0 3 0 0 0 0 23 

C10 7 0 0 2 2 0 0 0 11 

C11 2 9 1 3 0 0 1 0 16 

Total 58 20 6 24 10 0 3 0 121 

Percentage 

(%) 
48% 17% 5% 20% 8% 0% 2% 0% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A12 

Early Childhood Classroom Teacher’s Early Childhood Education Training  

Teacher 

College Credits in Early Childhood Education 

0 
1 to 

6 

7 to 

12 

13+ 

more 

Associate's 

Degree 

Level 

Bachelor’s 

Degree 

Level 

Graduate 

Work 

Level 

Master's 

Degree 

Level 

Total 

C1 9 4 2 8 1 0 0 0 24 

C2 0 2 1 0 5 0 0 4 12 

C3 2 0 0 1 0 0 2 0 5 

C4 0 1 0 0 2 0 0 0 3 

C5 0 0 0 0 5 0 0 0 5 

C6 6 1 0 0 2 0 0 0 9 

C7 3 1 0 0 0 0 0 0 4 

C8 0 0 0 8 4 0 0 0 12 

C9 1 3 1 0 0 1 0 0 6 

C10 3 0 1 0 1 0 0 0 5 

C11 3 2 1 0 0 0 0 0 6 

Total 27 14 6 17 20 1 2 4 91 

Percentage 

(%) 
30% 15% 7% 19% 22% 1% 2% 4% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A13 

Infant/Toddler Classroom Teacher Years of Experience in Childcare 

Teacher 

Years of Experience in Childcare 

less than 

2yrs 
3 -5yrs 6-8yrs 9-11yrs 11+yrs Total 

C1 2 6 1 0 8 17 

C2 0 3 3 0 0 6 

C3 0 2 1 2 2 7 

C4 0 3 0 0 0 3 

C5 0 2 0 2 4 8 

C6 0 1 1 0 0 2 

C7 0 1 5 1 6 13 

C8 1 1 3 3 5 13 

C9 7 6 5 1 3 22 

C10 0 1 5 2 3 11 

C11 0 1 1 1 13 16 

Total 10 27 25 12 44 118 

Percentage 

(%) 
8% 23% 21% 10% 37% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A14 

Early Childhood Classroom Teacher Years of Experience in Childcare 

Teacher 

Years of Experience in Childcare 

less than 

2yrs 
3 -5yrs 6-8yrs 9-11yrs 11+yrs Total 

C1 8 4 7 3 2 24 

C2 4 6 2 0 3 15 

C3 2 2 1 0 0 5 

C4 2 0 1 0 0 3 

C5 0 0 0 0 5 5 

C6 1 1 5 1 1 9 

C7 0 0 2 1 1 4 

C8 0 0 0 1 11 12 

C9 2 2 0 0 1 5 

C10 1 1 0 3 0 5 

C11 0 3 1 0 2 6 

Total 20 19 19 9 26 93 

Percentage 

(%) 
22% 20% 20% 10% 28% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A15 

Infant/Toddler Classroom Teacher Stability at the Child Care Center 

Center < 2yrs 3-5yrs 6-8yrs 9-11yrs 11+yrs Total 

C1 6 7 1 0 3 17 

C2 3 1 2 0 0 6 

C3 3 3 1 0 0 7 

C4 2 1 0 0 0 3 

C5 3 5 0 0 0 8 

C6 1 1 0 0 0 2 

C7 8 1 3 1 0 13 

C8 4 5 1 1 2 13 

C9 14 5 2 0 0 21 

C10 7 4 0 0 0 11 

C11 5 3 0 0 8 16 

Total 56 36 10 2 13 117 

Percentage 

(%) 
48% 31% 9% 2% 11% 100% 

Note.  Percentages are calculated based on number of survey responses to this item. 
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Table A16 

Early Childhood Classroom Teacher Stability at the Child Care Center 

Center < 2yrs 3-5yrs 6-8yrs 9-11yrs 11+yrs Total 

C1 11 9 3 0 1 24 

C2 7 7 1 0 0 15 

C3 4 0 1 0 0 5 

C4 2 0 1 0 0 3 

C5 0 0 0 3 2 5 

C6 1 4 3 1 0 9 

C7 1 0 2 1 0 4 

C8 0 3 0 0 9 12 

C9 4 1 0 0 0 5 

C10 2 3 0 0 0 5 

C11 4 2 0 0 0 6 

Total 36 29 11 5 12 93 

Percentage 

(%) 
39% 31% 12% 5% 13% 100% 

 

Note.  Percentages are calculated based on number of survey responses to this item. 


