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ABSTRACT 
 

 The field of early care and education of young children is changing rapidly and 

responding to forces from the national, state and local levels.  Teachers of young children are 

being required to pursue higher education for employment in the field, and community colleges 

have stepped to the forefront to provide educational opportunities for teachers of young children.  

This work investigates the changes in the early care and education of young children teacher 

preparation programs at three community colleges in Alabama from 2000-2010.   

Case studies of each institution include a demographical snapshot of the institution, an 

analysis of the early care and education of young children teacher preparation programs, and 

interviews with persons at the institutions with direct knowledge of the programs.  The three case 

studies were cross-analyzed, providing insight into the commonalities and differences in external 

and internal forces that have initiated changes in the teacher preparation programs and the 

changes that occurred during the ten year focus of the study.   

 The study investigates institutional change in the three institutions.  Indicators identified 

were the urgency for change created by external and internal forces to the institution, the vision 

of the institution, obstacles to be overcome, responses to the urgency and the obstacles, and 

building on the change.  The cross-analysis revealed the commonalities and differences in the 

responses of the three institutions.   

 The research questions identified the external and internal forces pushing for changes in 

the early care and education programs at the institutions.  The study revealed the changes that
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occurred in the programs and offered insight into the future of the early care and education 

teacher preparation programs at the three institutions.  
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CHAPTER 1 

INTRODUCTION 

The field of early care and education is undergoing a metamorphosis from babysitting to 

purposeful education of young children.  Early care and education of young children has evolved 

from nurturing and providing safe, healthy care for young children into a profession requiring 

college degrees or national credentialing (Bowman, 2010; Neilson, 2002; Ostos, 2011).  Current 

research has focused on the importance of the early years on the future cognitive development of 

young children and has linked the quality of teacher preparation programs to the quality of the 

care and education young children receive (Belsky et al., 2007; Caruso, Dunn, & File, 2010; 

Vandell, & Wolfe, 2000).  This new emphasis upon quality and effectiveness has given rise to 

questions concerning standards, compensatory and equitable pay, teacher preparation, and an 

increase in pre-K programs (Bowman, 2010; Neuman, 2007). 

As an instructor and director of a child development program in a community college, I 

have witnessed the transformation of the program from training teachers of young children to 

educating teachers of young children (Caruso et al., 2010).  I have been witness to an evolving 

profession that is working to establish a foundation on which to build a new era of teachers in the 

field of early care and education of young children.  Students in my program have scrambled to 

obtain credentialing and degrees in an effort to retain jobs in which they are already employed.  

Schools establishing new pre-K programs are searching for qualified teachers for their programs.  

I receive requests on a regular basis from churches wishing to employ educated persons to work 

in and supervise their nursery and educational programs.  On a recent trip to the northwest
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section of the state, I noticed a billboard advertising a local childcare facility.  The phrase on the 

billboard read “We teach not just babysit” (LittleAngelsPreschool.com, 2010). 

The increased demands from federal, state, and local entities, along with parents and 

professional organizations, have revealed a void in teacher preparation programs, and my 

institution, along with community colleges nationwide, is restructuring the early care and 

education program to meet the current demands and requirements (Neuman, 2003).  For 

example, the emphasis on education beginning earlier for young children has created a need for 

more structured early care programs which focus more intently on standards and curriculum 

(Smith, 1996).  States across the nation have implemented state-funded pre-K programs in 

addition to existing federal Head Start and Early Start programs (see Figure 1; Clifford, Bryant, 

& Early, 2005). 

The speed with which changes are occurring in the field of early care and education of 

young children has created issues that cannot be resolved quickly.  Discrepancies in teaching 

requirements, compensatory and equitable pay, and the lack of consistency in employment 

requirements have complicated the issue (see Figure 1; Magnuson, Meyers, Ruhm, & Waldfogel, 

2004).  Each state seems to be struggling with the direction in which to go with early care and 

education programs while critics are pushing for national standardization in the field (Egertson, 

2010).  Because of a lack of consistency and guidance on a national level, state educational and 

training institutions are charged with the task of improving their individual programs to meet 

current demands in advance of possible future national standards (Edelman & Grace, 2010).  

Alabama has stepped to the forefront of the nation in its exemplary pre-K programs by 

establishing high standards for pre-K teachers (refer to Figure 1), as well as creating the Alabama 
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Department of Children’s Affairs, which includes the Office of School Readiness and the First 

Class initiative (Alabama Department of Children’s Affairs, 2011; Hobson, 2010). 

 Community colleges, as the traditional providers of an avenue through which teachers 

could be trained and prepared for teaching in the field of early care and education of young 

children, have faced the challenge of meeting these new demands from both public and private 

sectors (McMullen & Alat, 2002; Nakanishi, 2007; Niikko, 2004).  In response to this challenge, 

best characterized as raising the quality of teacher preparation in early care and education 

programs, community colleges have adapted and changed their curricular requirements, 

certificates, and degree plans to accommodate the push toward higher standards and teacher 

quality (Caruso et al., 2010; Roueche, Richardson, Neal, & Roueche, 2008).  In addition to these 

internal pressures to improve the quality of the teacher preparation programs is the economic 

need to expand the service area of the individual community college as a means of competing for 

student enrollment.  This has prompted a change in course delivery methods by the introduction 

of blended and online classes.
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State Kindergarten Pre-Kindergarten Child Care 
Alabama Bachelor’s degree Bachelor’s degree None 
Alaska Bachelor’s degree CDA None 
Arizona Bachelor’s degree CDA None 
Arkansas Bachelor’s degree Bachelor’s degree None 
California Bachelor’s degree 40 credits 6 credits 
Colorado Bachelor’s degree CDA None 
Connecticut Bachelor’s degree CDA None 
Delaware Bachelor’s degree CDA CDA 
District of Columbia Bachelor’s degree Bachelor’s degree CDA 
Florida Bachelor’s degree None None 
Georgia Bachelor’s degree Associate’s degree None 
Hawaii Bachelor’s degree CDA CDA 
Idaho Bachelor’s degree N/A None 
Illinois Bachelor’s degree Bachelor’s degree CDA or CCP 
Indiana Bachelor’s degree N/A None 
Iowa Bachelor’s degree None None 
Kansas Bachelor’s degree Bachelor’s degree CDA 
Kentucky Bachelor’s degree CDA None 
Louisiana Bachelor’s degree Bachelor’s degree None 
Maine Bachelor’s degree Bachelor’s degree None 
Maryland Bachelor’s degree Bachelor’s degree None 
Massachusetts Bachelor’s degree 3 credits 3 credits 
Michigan Bachelor’s degree Associate’s degree None 
Minnesota Bachelor’s degree CDA CDA 
Mississippi Bachelor’s degree N/A None 
Missouri Bachelor’s degree CDA None 
Montana Bachelor’s degree N/A None 
Nebraska Bachelor’s degree Bachelor’s degree None 
Nevada Bachelor’s degree Bachelor’s degree None 
New Hampshire Bachelor’s degree CDA 12 credits 
New Jersey Bachelor’s degree Bachelor’s degree CDA 
New Mexico Bachelor’s degree None None 
New York Bachelor’s degree Bachelor’s degree None 
North Carolina Bachelor’s degree Associate’s degree None 
North Dakota Bachelor’s degree N/A None 
Ohio Bachelor’s degree Associate’s degree None 
Oklahoma Bachelor’s degree Bachelor’s degree None 
Oregon Bachelor’s degree CDA None 
Pennsylvania Bachelor’s degree Bachelor’s degree None 
Rhode Island Bachelor’s degree Bachelor’s degree Bachelor’s Degree 
South Carolina Bachelor’s degree Bachelor’s degree None 
South Dakota Bachelor’s degree N/A None 
Tennessee Bachelor’s degree Bachelor’s degree None 
Texas Bachelor’s degree Bachelor’s degree None 
Utah Bachelor’s degree N/A None 
Vermont Bachelor’s degree Bachelor’s degree 12 credits 
Virginia Bachelor’s degree CDA None 
Washington Bachelor’s degree Associate’s degree None 
West Virginia Bachelor’s degree Bachelor’s degree None 
Wisconsin Bachelor’s degree Bachelor’s degree None 
Wyoming Bachelor’s degree N/A None 
 
Figure 1. Minimum postsecondary degree requirements for preschool teachers by state (Saracho & 
Spodek, 2007, pp. 85-86).
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Statement of the Problem 

Community colleges have become the focus for meeting increased demands from 

governmental, economic, and social forces for more knowledgeable, better educated teachers of 

young children in response to the rapid changes in the field.  The coming together of external and 

internal forces from various directions demanding higher quality in the care and education of 

young children, coupled with the traditional role of the community college as the service 

provider for early care and education teacher preparation, has presented community colleges 

with the problem of how to structure teacher preparation programs.  Examining how Alabama’s 

community colleges have responded to these pressures, while retaining their traditional role 

within their communities, offers a unique opportunity to investigate institutional change, 

especially in the areas of curricular and programmatic transformation.  The purpose of this 

research is to examine how three community colleges in Alabama have adapted their teacher 

preparation programs for early care and education of young children teacher preparation 

programs in response to internal and external forces.  Internal forces come from within the 

organization itself and may be experienced by the director or instructor of the early care and 

education curriculum in the form of pressure to provide more contemporary courses that address 

the needs of the current job market.  Pressure to remain competitive in their service area adds to 

the need for changes in course delivery that best appeals to the student population. 

External forces come from outside of the organization and may be in the form of 

legislation, and social pressure from parents demanding changes in early care and education may 

be experienced by administrators in the community college influencing curricular and 

administrative changes in the teacher preparation programs.  Legislative pressure may be 

experienced through federal or state legislation.  State agencies, such as ACHE (Alabama 
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Commission on Higher Education), ACCS (Alabama Community College System), and the 

Department of Postsecondary Education for the state of Alabama, have control over various 

aspects of the community college curriculum and thus create external pressures that impact 

teacher preparation programs at the community college level.  Teacher preparation programs in 

the community college are also influenced by the changes in teacher preparation programs of 

four-year schools.  Curriculum changes made in four-year programs influence curricular changes 

made in community college programs as a result of external pressure from the four-year 

institutions. 

An investigation of the response of the three community colleges will reveal insights into 

their programs and how the colleges have implemented changes in their teacher preparation 

programs.  In turn, these findings can inform decisions faced by other community colleges and 

early care and education instructors committed to the task of educating young children and 

meeting the demands of a rapidly changing nation.  The responses of the community colleges 

included in the study shape the following questions as foundations for the study.  To this end, the 

following questions were addressed to study the responses made in the teacher preparation 

programs of the three community colleges. 

 

Research Questions 

As stated, the purpose of this research was to investigate the changes that have been made 

in teacher preparation programs in three community colleges in the state of Alabama in response 

to internal and external forces impacting these programs.  Questions to be answered are the 

following: 
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1.  What internal and external forces have contributed to the changes in teacher 

preparation programs in the field of early care and education of young children? 

2.  How have the curricula, programs of study, and degrees and certificates specifically 

changed in the last 10 years? 

3.  In view of the changes that have occurred, what are the implications for the future of 

early care and education or early childhood teacher preparation programs at Alabama’s 

community colleges? 

Case studies have often been utilized to study institutions and programs as a means of 

comparison and contrast.  To effectively answer the three questions, the researcher has chosen 

the case study approach as the most appropriate means of studying this phenomenon.  A case 

study approach allows the researcher to take an in-depth look at each institution and then by 

cross-analysis to look for commonalities and differences experienced by persons involved in 

each institution and the changes made as a result.  The completed study will provide an in-depth 

look into three teacher preparation programs as well as provide comparisons and contrasts in the 

programs. 

 

Case Study 

 The changes in teacher preparation programs in the field of early care and education at 

community colleges were investigated through a case study approach.  As a researcher, I think 

that by investigating the changes that have occurred within the last 10 years in teacher 

preparation programs for educating young children at these community colleges in Alabama, I 

gained an understanding of the current state of early childhood education and implications for the 

future of these programs.  Knowledge gained through the study may inform other community 
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colleges as to the direction of the field of early care and education of young children and provide 

contemporary research information (Creswell, 1998; Merriam, 1998). 

 

Design of the Study 

 The study focused on the teacher preparation programs in the field of early care and 

education of young children in three community colleges in the state of Alabama.  The study 

began with historical and demographical information from the three institutions, providing the 

researcher with background information as to the culture and heritage of each community college 

included in the study.  Institutional and demographic information were obtained through various 

resources, including but not limited to, public domain reports (Integrated Postsecondary 

Education Data System), college publications and documents (college catalogs and web sites), 

and other pertinent documents.  Each institution was identified and a composite, demographic 

view of the institutions was provided.  This information provided a snapshot of each institution. 

The next part of the study focused on data collection in the form of statistical and 

institutional information concerning the evolution of the early care and education programs in 

the three selected community colleges.  The information was collected from campus documents 

including, but not limited to, course catalogs and other institutional documents.  Charts and 

tables were used to organize the information for comparisons of course requirements, credit 

hours, and types of certificates and degrees offered at each institution. 

The third part of the study included interviews with persons who have been directly 

involved in the curricular decision-making process, as a means of identifying the forces that have 

contributed to changes in the programs, the changes that have been made, and exploring the 

experiences of these individuals during the changes.  Interviews were analyzed using a grounded 
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theory approach informed by basic concepts suggested by Kotter’s 8-step change model.  

Indicators from Kotter’s model were used as a tool for coding and analyzing.  Information 

gleaned from the transcriptions were coded, organized, and categorized as a means of 

understanding and comparing the information. 

The information from each part of the study was triangulated for each institution, 

providing the researcher with a case study of each institution.  After the case studies from each 

college were completed, the researcher cross-analyzed the information into a discussion of 

results noting similarities and differences in the case studies from each institution. 

 

Background for the Study 

 The United States is competing in a global economy for status and leadership in 

education.  Educational outcomes are perceived to be linked to global economic status.  New and 

higher expectations for the educational system have given rise to increased demands for quality 

and effectiveness in education (Barnett, 2000).  Several factors contribute to the demands and 

can be identified as social, political, and global pressures. 

 Socially, it has become more acceptable to enroll young children in formal educational 

childcare facilities.  Parents with high expectations for their children and who want to gain an 

academic edge for their children in later educational experiences are seeking out facilities that 

offer academically-based, structured programs (Bowman, 2010).  The rise in state-funded pre-K 

programs and a push for pre-3 programs are indicative of the social pressure to provide quality 

early academic programs for children (Barnett, 2010; Belsky et al., 2007; Bowman, 2010; 

Burchinal et al., 1996).  Studies have revealed that quality and early intervention during the 

formative years translate into less remediation in the future.  Given such intervention, the 
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expectation is that children will not face failures and repetition of grades in later academic years 

(Washington & Andrews, 2010). 

 Early care and education has become an active topic in the political arena.  Young 

children are viewed as social capital (Adelabu, Durand, & Jenkins-Scott, 2010) and as such, the 

early care and education of this precious commodity has become a focus of state and federal 

funding issues (Greenberg, 2007). The belief that all children have the ability to learn and should 

equally be granted access to a quality education is the basis of the No Child Left Behind 

legislation (Adelabu et al., 2010).  Because quality education is positively related to quality care 

and education, teacher preparation programs must rise to the demands of producing competent 

and capable educators of young children (Vandall & Wolfe, 2000).  Adelabu et al. (2010) 

suggest that improved quality in the preparation of teachers is one of the most significant 

challenges to the educational system in the United States. 

 On a global scale, Washington and Andrews (2010) support the idea that quality of the 

education of young children is the key to achieving the American dream of success and insuring 

the future of democracy in America.  The United States is a symbol of democracy in the global 

community.  Democracy depends on acceptance of various cultures and ethnicities coexisting in 

collaboration with one another.  School environments are the first social environments where 

children experience a variety of cultures and ethnicities.  It is in the school environment that 

children begin to understand the foundations of democracy through sharing, conflict resolution, 

the establishment of common rules and constructive dialogues (Washington & Andrews, 2010).   

National and global goals for improving the academic success of America’s children 

focus on the basics of the educational experience.  Research conducted by the National Institute 

of Child Health and Human Development (NICHD) strongly indicates a correlation between the 
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quality of early care and education to children’s future academic success.  Curby, Rimm-

Kaufman, and Ponitz (2009) offer research into a connection between lessening the achievement 

gap for lower-income, underprivileged children through participation in a high quality early care 

and education program for young children.  Improving early success in academic achievement 

and closing the achievement gap are long-range goals for the overall improvement of the 

performance of American students on the global front.   

Because of the national and global emphasis on academic achievement and the 

importance of early intervention, providing quality early care and education programs has 

become a growing industry in the United States.  Public and private childcare centers, as well as 

state-funded pre-K programs, are responding to the increased demands for accessibility and 

affordability in exemplary childcare environments (Bowman, Donovan, & Burns, 2000; 

Brazelton &Greenspan, 2000; Marotz, 2012).  As facilities compete for enrollment, the ability to 

prove that one program is superior to another has prompted facilities (public and private) to seek 

accreditation from national organizations such as the National Association for the Education of 

Young Children and the National Association of Community College Teacher Education 

Programs (Ostos, 2010).  Success of the childcare program is assessed through the academic 

achievement and educational advancement of the children in these programs.  Evidence of 

success is often validated through standardized testing scores. 

 The federal government has become an important influence in the field of early care and 

education of young children (Greenberg, 2007) by increasing funds for Head Start, Early Start, 

and other similar early intervention programs.  Head Start programs have been heavily criticized 

for a lack of quality in their early intervention programs (Belsky et al., 2007; Domitrovich, Gest, 

Gill, Bierman, Welsh, & Jones, 2009).  The result has been a demand for better trained and 
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educated teachers employed by Head Start (GovTrack, 2007).  Head Start requires teacher aides 

and assistants to have a two-year associate’s degree.  By the year 2012, half of all teachers 

employed by Head Start must have a four-year bachelor’s degree (Bradley, 2010). 

 While all states require a four-year bachelor’s degree for kindergarten teachers, no 

national standard exists for teachers of state-funded four-year-old prekindergarten programs (see 

Figure 1).  As illustrated in Figure 1, there is a wide variance between requirements and 

expectations in the state-run programs.  Idaho, Indiana, Mississippi, Montana, North Dakota, 

South Dakota, Utah, and Wyoming currently do not have state-funded prekindergarten programs.  

Florida, Iowa, and New Mexico do not require any advanced education beyond high school for 

prekindergarten teachers.  California and Massachusetts require additional credits but no degree 

or recognized national credentialing.  Twelve states require a CDA (Child Development 

Associate), which is a national credential obtained through completing three college courses and 

submitting a prescribed portfolio.  Georgia, Michigan, North Carolina, Ohio, and Washington 

require a two-year associate’s degree.  Alabama and 20 other states require a four-year 

bachelor’s degree.  Consequently, Alabama has emerged as a leader in quality pre-K programs 

(Hobson, 2010) and is striving to maintain that ranking through the development of statewide 

initiatives through the Office of School Readiness. 

 To more fully understand the implications of these new demands, one must understand 

the changes that have occurred in the structure of families that contribute to the increased 

demand for high-quality early care and education of young children (Birckmayer, Cohen, Jensen, 

& Variano, 2005; Edelman & Grace, 2010; Marotz, 2012).  The past definition of “family” is not 

adequate for the families of today’s society.  Instead of one universal definition for family, the 

term “family” is ever-changing. 
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A New Definition of Family 

Working families in today’s society need quality daycare facilities with teachers and 

workers trained in child development and the early care and education of young children.  The 

definition of the family has changed significantly over the last decade (Christian, 2006).  The 

traditional two-parent family with a working father and stay-at-home mother is now only one 

kind of family among a myriad of family units (Footlick, 1990).  A family is “those persons who 

inhabit the same living area” (Charlesworth, 2008 p. 678).  De Melendez and Ostertag (1997) 

define a family as “a basic social and human unit instrumental for individual and social survival” 

(p. 121).  Single-parent families with only a father or a mother are becoming much more 

prominent.  Families outside of the dominant culture often include several generations living 

together in a single dwelling.  Grandparents assume the role of primary caretaker for 

grandchildren (Birckmayer, Cohen, Jensen, & Variano, 2005).  Families of this century include 

blended families, “step” families, single-parent families, unmarried families, same-sex families, 

foster care families, and families where a sibling is the primary caretaker (Footlick, 1990). 

Two-parent families in today’s society rely heavily on the income of both parents, 

whereas in the past, most often the father worked outside the home and the mother stayed home 

with the children.  In the case of a single parent, the parent must have a viable means of 

employment to meet the needs of the family (Charlesworth, 2011; De Melendez & Ostertag, 

1997).  In view of these trends, providing quality early care and education for young children has 

become a growing industry in the United States (Barnett, 2010; Marotz, 2012).  As the demand 

for quality early care and education has increased, the availability of quality facilities must 
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likewise increase to meet these demands.  Increased facilities mean an increase in the need for 

teacher preparation programs to provide the necessary personnel to operate the facilities. 

Brian Williams (1999) of NBC Nightly News reported that in 1978 39.5 million mothers 

of children birth to three years of age worked outside the home.  By 1998 60.7 million mothers 

of young children worked outside the home.  Many children of these working mothers are being 

cared for in environments outside the traditional home.  Charlesworth (2008) suggests that 

approximately three out of five children below school age (under the age of five) are cared for by 

someone other than their parents.  This includes grandparents, uncles and aunts, neighbors, and 

acquaintances.  Of mothers with under-school-aged children (below five years of age), 64% 

work outside the home, while 78% of the mothers of school-aged children (children five and 

older) work outside the home.  Approximately 13 million preschool children (four year olds) and 

an additional 6 million children below school age (below four years of age) are in a childcare 

facility each day.  These figures, coupled with a push toward producing and employing better 

educated, more professional teachers of young children, prompt a nationwide urgency to increase 

the availability and quality of childcare facilities (Barnett, 2010; Marotz, 2012). 

 Further research has linked the lack of quality early care and education for young 

children, supported by qualified teachers of young children, as a contributing factor to the poor 

achievement of children and particularly achievement of marginalized children and children of 

poverty (Chard et al., 2008; Drotar, Robinson, Jeavons, & Kirchner, 2008; Magnuson, Meyers, 

Ruhm, & Waldfogel, 2004).  Lyman and Villani (2002) stress the importance of daily interaction 

for young children as a precursor for later success in school:  “Whereas poor daycare hinders the 

brain’s activity and impedes development due to limited interaction and poor environmental 

stimulations, studies show that high quality daycare enhances the intellectual development of 
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poor children” (p. 251).  NAICS (North American Industry Classification System) reports that 

45% of persons working in daycare facilities have a high school diploma or less.  This striking 

statistic reveals the urgent need to provide training and opportunities for education through 

certificate and degree programs for teacher preparation for those employed in the early care and 

education of young children. 

 As early education of children has become more accepted (Bowman, 2010), states are 

providing for funding of pre-K classrooms that are part of the public school systems (see Figure 

1).  Clifford, Bryant, and Early (2005) supported pre-K initiatives and validated the success of 

these programs.  Alabama has become a national leader in exemplary pre-K initiatives (Hobson, 

2010) by responding through the creation of the Alabama Department of Children’s Affairs.  The 

Office of School Readiness and the First Class pre-K initiatives are under the direction of the 

department (Alabama Department of Children’s Affairs, 2010). 

In addition to providing quality pre-K programs, Alabama has established minimum 

standards for state licensed daycare facilities throughout the state.  The Department of Human 

Resources (DHR) for the state has issued Minimum Standards for licensed daycare centers.  A 

childcare worker or teacher is defined as “a person having primary responsibility for the care of a 

group of children and meeting the specified qualifications, who may be counted in the required 

staff-child ratio while he or she is giving direct care to the children” (Department of Human 

Resources, 2001, p. 7).  DHR also dictates requirements for all workers involved in the care of 

children from the director of a center to the aides and support personnel employed at the facility.  

A person can obtain the necessary training to fulfill one of these childcare positions through 

several avenues.  A person may acquire certification through clock hours served within a daycare 

setting with additional clock hours in quality instruction in childcare.  Achieving credentials for a 
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CDA (Child Development Associate) involves the compilation of a portfolio addressing 

competency goal areas and nine credit hours in child development attained through college 

courses.  Teachers and workers may pursue an associate’s degree or a bachelor’s degree in child 

development or early childhood education.  In the past, a large portion of these workers have 

looked to community colleges to meet the need for training and programs for those interested in 

a career in the area of educating young children (Department of Human Resources, 2001). 

 

The Changing Field of Early Care and Education 

 George Morrison’s (2012) textbook for an early childhood education course offers a more 

contemporary definition for early childhood education.  He states: “Early childhood education, 

which includes children from birth to age eight, has changed more in the last ten years than in the 

previous 50 years, and more changes are in store” (p. 4).  This statement is charged with 

concepts contrary to traditional viewpoints of early childhood education.  In the past, early 

childhood referenced only children from five years of age through the third grade, approximately 

an eight-year span.  Students enrolled in early childhood were not concerned with children below 

the age of five as public education for children began with five-year-old kindergarten classes.  

This shift to focusing on the developing child from birth through eight years old is in response to 

the push for more structure and more educational programs for young children.  Morrison (2012) 

describes the shift as “a new era of early childhood education” (p. 4).  This new era demands 

teachers of young children to be professionals, have increased knowledge of the latest trends and 

brain research, and be willing to adapt to the changing field of education for young children. 

 Jalongo and Isenberg (2012) note a misconception in the field of education. Public belief 

is that teachers of young children do not need as broad a knowledgebase as teachers in middle or 
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high school.  However, current research validates that “teachers need expansive knowledge in 

order to produce quality outcomes for young children” (p. 5).  Pedagogy, professionalism, 

reflective practice and national standards, once foreign to early childhood education, are areas of 

strong emphasis. 

 The front page story in a recent edition of Community College Week places community 

colleges at the forefront of the “push for higher standards in early childhood education” 

(Bradley, 2011, p. 6).  The New American Foundation demands that teachers of young children 

must have increased education.  Rebecca Gorton states, “People have to understand that this is 

not babysitting” (Bradley, p. 7). 

Community colleges in America have traditionally provided an avenue through which 

teachers of young children acquired the necessary training or degrees to secure employment in 

the field.  With higher demands for excellence and quality, community colleges are scrambling 

to develop more rigorous teacher preparation programs for teachers of young children through 

revised courses and curriculum.  As a means of understanding the role of community colleges 

and the importance of this role, a brief look at the history of American community colleges is 

helpful (Bradley, 2011; Nakanishi, 2007). 

 

A Move toward Professionalism 

A major shift in the last decade in the early care and education of young children has 

been the shift toward recognizing the field as a profession.  Regardless of the debate as to 

whether the field has evolved into a profession, this shift has been a driving force upon teacher 

education programs at community colleges (Beaty, 2008).  As a result, professionalism in 

education is as debated a topic as school reform and education in the United States.  John 
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Goodlad, as referenced by Tozer, Senese, and Violas (2009), considers the teaching profession as 

a weak profession and one that has not quite achieved full professional status.  His view is shared 

by others who tend to recognize the lack of autonomy and administrative control of the teaching 

profession as negatively impacting teaching as a profession.  Others view teaching as a unique 

profession with qualifiers specifically related to the uniqueness of the teaching environment.  

Traditional professions have been identified by certain characteristics such as autonomy and 

advanced knowledge in the field (Tozer et al., 2009).  Teachers possess content knowledge and 

skill in the art of teaching, but some question the movement toward “acquiring a specialized 

body of knowledge through prolonged study” (Tozer et al., 2009, p. 314). 

 Questions arise as to what professionalism means, especially in the field of early care and 

education of children.  In 2005, the National Association for the Education of Young Children 

(NAEYC) announced standards for professionalizing educational programs for teachers of young 

children.  By late 2006, these standards were widely operational and recognized as guidelines for 

certifying professional preparation of teachers in early care and education of young children.  

The standards adopted by NAEYC include the following: “promoting child development and 

learning; building family and community relationships; observing, documenting, and assessing to 

support young children and families; teaching and learning; and becoming a professional” 

(Beaty, 2008, p. 347).  NAEYC refers to these standards as “signposts that point the way to 

desired goals” (Beaty, 2008, p. 347).  The goals for professionals in the area of early care and 

education of young children consist of a move toward a profession that works to improve the 

educational outcomes for children through education, knowledge and skill (Beaty, 2008). 

 To achieve the goal of moving teachers of early care and education toward 

professionalism and away from babysitting and traditional nurturing, teacher preparation 
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programs must adjust curriculum to address the changes that will move the occupation to a 

profession.  Along with curriculum that is more reflective of an educational-based program, 

prospective teachers of young children must learn how to support families and build rapport 

between the families and the facility.  Teachers should be able to effectively communicate their 

knowledge of current educational methods and trends.  Parents should feel that their children are 

receiving the best in education through a teacher who is prepared and capable of not only 

educating their young children, but also of providing support and resources for the families 

(Beaty, 2008). 

 An additional consideration in anticipation of the study is the field of early care and 

education itself.  Contemporary issues and trends are reflecting a drastic shift in terminology and 

age inclusion for child development, early care and education, and early childhood education.  

Previously child development referenced children from birth through approximately five years of 

age.  Early childhood education dealt primarily with children five years old through the third 

grade.  Most recent publications in the field are making less distinction between these categories.  

Dividing lines are becoming fuzzy and more inclusive of larger age groups. 

 

Community Colleges 

The History of the American Community College 

 Vaughan (2000) characterizes a community college as “a regionally accredited institution 

of higher education that offers the associate degree as its highest degree” (p. 2).  According to 

Vaughan (2000), the concept of community colleges in the United States dates back to 1890.  In 

1862, the Morrill Act (also known as the Land Grant Act) was passed, which opened the door to 

public access to higher education through programs with an emphasis on agriculture and 
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mechanical career skills.  By 1870, the idea of developing a more comprehensive extension of 

high school as a means to achieve this goal was supported.  The Michigan Supreme Court 

rendered the Kalamazoo Decision, which sanctioned the initial model of extended education, 

which later developed into the more modern concept of a community college.  Joliet Junior 

College (1901), founded through the University of Chicago, was one of the first recognized two-

year institutions.  The idea of a more purposeful extended education was first conceived as only 

an extension of the high school; however, increased enrollment created a need for a separate 

facility dedicated to specifically advanced two-year instruction beyond high school.  The 

American Association of Junior Colleges was established in 1920, and by 1944, (when the GI 

Bill was passed), the concept of junior colleges had grown and become well-entrenched in the 

educational system of the United States (Vaughn, 2000).  The Higher Education Act of 1965 

provided students with the opportunity to attend college on a financial needs basis (Vaughn, 

2000).  Later, additional national legislation increased the ability of students to obtain 

government-funded financial assistance. 

Accessible education for all citizens is a foundation upon which community colleges are 

established.  Before World War II, two-year institutions were predominately private institutions 

and not open to public access.  Three historical events changed the role of community colleges in 

America.  The first event was the birth of baby boomers.  Many baby boomers realized that 

attending college would be an avenue through which they could increase their likelihood of 

desirable job opportunities.  Following quickly on the heels of this first event was the civil rights 

movement and women’s rights.  Marginalized groups became a focus for higher education along 

with a national goal of eliminating poverty and making education accessible to all Americans.  

An additional event of the 1970s was the commitment of the federal government to provide 
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increased financial aid for those pursuing higher education. Community colleges have 

traditionally operated on the premise of open access and low tuition rates while offering a choice 

of programs. 

The United States is home to approximately 1,100 community colleges of various types, 

including but not limited to technical colleges, independent junior colleges, two-year branch 

colleges, and tribal colleges.  Approximately 88% (970) of these schools are public institutions 

serving 10 million students each year.  About one-half of those students are in credit or degree 

programs while half are in noncredit programs.  Of first-time college students, 44% attend 

community colleges.  First-generation college students make up 51% of community college 

students.  Most community colleges do not house students on campus, they primarily serve 

commuter students.  Community colleges are founded on the principle of accessible education 

for all: “Every community college has its own culture and serves a unique geographic area and 

clientele” (Vaughn, 2000, p. 2).   

The role of community colleges includes a commitment to their surrounding 

communities.  The local community college provides opportunities for transfer programs as well 

as workforce development through training and skills instruction.  Technical and career track 

programs focus on the demands of the surrounding community as a basis for which programs are 

offered.  Community colleges are dedicated to promoting lifelong learning opportunities for the 

communities surrounding the institution.  In addition to the role of serving the community, 

community colleges offer remediation and support services as a means of bolstering student 

success and transitions into transfer programs at more traditional four-year institutions (Vaughn, 

2000).  Community colleges of today have continued to grow and embody Thomas Jefferson’s 
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belief that education should be “practical as well as liberal and should serve the public good as 

well as individual needs” (Vaughn, 2000, p. 1).  

Community colleges in Alabama experienced unprecedented growth during the 

governorship of George C. Wallace during the 1960s.  Providing accessibility to higher 

education opportunities through community colleges became an integral legacy of Governor 

Wallace (Katsinas, 1994).  Alabama currently boasts a total of 26 institutions in the statewide 

community college system. 

 

Alabama’s Community Colleges 

 Of the 26 institutions comprising the Alabama Community College System, 21 of these 

institutions are traditional community colleges and 4 are career-oriented technical colleges.  

Athens State University is included in the Alabama Community College system but falls under 

unique circumstances.  Athens State University is a two-year institution but does not award 

associate’s degrees.  Athens State University provides the junior and senior years as 

supplementary to the freshman and sophomore years offered by traditional community colleges.  

Students may transfer to Athens State University from any institution, but many students 

complete the freshman and sophomore years at local community colleges and then transfer to 

Athens State University to complete their four-year bachelor’s degree.  Although Athens State 

University awards four-year bachelor degrees, the institution falls into the two-year college 

system by virtue of its offering only two years of instruction. 

 Figure 2 references the institutions in the Alabama two-year college system with the 

degrees and certificates which are offered at the school.  Of the 26 two-year institutions in the 

state of Alabama, Athens State is the only institution with a four-year bachelor degree program 
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in the field of early childhood development.  Fifteen institutions offer an associate’s degree in 

child development or the early care and education of young children.  Two technical colleges 

offer an Associate in Applied Technology (a non-transfer degree) in Child Development.  Nine 

of the 26 colleges have long certificates in Child Development, which consist of 30 or more 

credit hours.  Sixteen community colleges in Alabama offer a short-term certificate (STC) in 

Child Development.  Short-term certificates are limited to 29 or less credit hours.  Six 

institutions in the two-year college system have neither a child development program nor an 

early care and education program (see Figure 2). 

 Each institution independently designs the curriculum for its program and determines the 

number of credit hours required for each degree or certificate.  Requirements and specifications 

are submitted to the Alabama Commission on Higher Education through the Department of 

Postsecondary Education for approval.  ACHE (Alabama Commission on Higher Education) 

determines which community colleges will have which programs and which degrees and 

certificates may be included in the programs.   

As indicated by the chart (Figure 2), there is a variance in programs from institution to 

institution; however, the chart does not indicate the detailed differences in each program.  As a 

means of understanding the changes in the programs and the uniqueness of each program, I wish 

to take an in-depth look, through a case study, at the program specifics to determine the changes 

that have occurred and the reasoning for why the changes were made. 
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 AWARDS2 

ALABAMA COMMUNITY COLLEGE SYSTEM INSTITUTIONS BSED AAS AAT CER STC 
Alabama Southern Community College NO PROGRAMS3 

Athens State University4 x     
Bevill State Community College  x  x x 
Bishop State Community College   x  x  
Calhoun Community College  x   x 
Central Alabama Community College     x 
Chattahoochee Valley Community College     x 
Drake State Technical College NO PROGRAM 
Enterprise-Ozark Community College  x  x  
Faulkner State Community College NO PROGRAM 
Gadsden State Community College  x  x x 
Ingram State Technical College NO PROGRAM 
Jefferson Davis Community College NO PROGRAM 
Jefferson State Community College  x   x 
Lawson State Community College  x   x 
Northeast Alabama Community College  x   x   
Northwest-Shoals Community College   x   x 
Reid State Technical College   x x x 
Shelton State Community College  x  x  
Snead State Community College   x   x 
Southern Union State Community College   x  x x 
Trenholm State Technical College   x x x 
Wallace Community College - Dothan   x  x x 
Wallace State Community College - Hanceville  x   x 
Wallace State Community College - Selma NO PROGRAM 
Lurleen B. Wallace Community College   x   x 
 
Figure 2. The Alabama Department of Postsecondary Education (DPE) Child 
Development/Early Care and Education Program1 Leadership in Child Care Scholarship 
(LICCS). (Source: Alabama Community College System Academic Inventory.) 
 
1Department Codes: CHD; CGM 
  Standard Name: Child Development 
  Program Marketing Name: Early Care and Education: Early Child Care Education 
                                              Early Child Development/Administration; Early Childhood 
                                             Education 

Early Child Development/Administration; Early Childhood Education   
2Award Levels: 

STC  - Short-Term Certificate (< or = 29 semester hours) 
 CER - Certificate 
 AAS - Associate in Applied Science          

AAT - Associate in Applied Technology 
BSE - Bachelor of Science in Education 

 
3 Child Development Program not Offered at College 
 
4DPE Upper Division Baccalaureate Institution 
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Three community colleges in Alabama have been chosen as case studies to provide an in-

depth understanding of the responses these schools have made in response to the push for quality 

teacher preparation programs in the field of early care and education of young children.  For the 

purpose of this study, pseudonyms will be used for each institution.   

Institution A is a small, rural community college noted for its strong transfer program in 

the field of education.  Institution B, Large, Rural is an innovative community college in a 

growing part of the state.  Institution B, Large, Rural competes with Institution A, Small, Rural, 

for students and is similar in demographics to Institution A.  The early care and education 

program at Institution B, Large, Rural is quite similar to the program at Institution A, Small, 

Rural and would serve well as a means of comparison and contrast for understanding the changes 

at both institutions.  Institution B is more focused on career and technical programs in contrast to 

the strong transfer emphasis at Institution A.  A third community college chosen for the study is 

Institution C, Urban, Multicampus.  Institution C is a larger community college with two 

campuses located in adjoining counties.  The study focused on the main campus.  Institution C 

represents a more urban setting and a more varied early care and education program.  This 

particular program is a good contrast to the other two programs and offer insights into 

alternatives within the programs. 

Because political, economic, demographic, and educational forces are moving early care 

and education of young children toward a more rigorous plan of study with increased 

requirements and expectations, it is wise to acknowledge the implications of moving toward 

what might be considered professionalism or professionalization of the field.  It is important to 

recognize this push as a force that is strongly influencing the direction in which teacher 
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preparation programs in the area of early care and education of young children might be headed 

at the current time (Tozer, Senese, & Violas, 2009). 

 

Conceptual Framework and Methodology 

 Degrees, certificates and programs of study in teacher preparation programs for the early 

care and education of young children have changed significantly in the last 10 years (Bradley, 

2010).  Demands for more educational opportunities coupled with increased expectations have 

forced institutions to change programs to become more contemporary and focus on new and 

more current issues in the field such as new methods of instruction and advanced knowledge in 

the cognitive development of children (Washington & Andrews, 2010).  The result has been a 

change in both the organizations and the institutions. 

 

Institutional Change 

 According to North (2005), there is a difference between institutions and organizations.  

Institutions are considered to be the “rules of the game” (p. 1), while organizations are 

considered more to be the players in the game.  Organizations are the agents through which 

institutional change happens as a result of the interactions between the organization (players) and 

the institution (rules).  For the purposes of this research, the institution represents the conceptual 

meaning of the community college in terms of its traditional roles and purposes and the meaning 

of its relationship in the community.  The organization represents the relationships among the 

agents of change at the three institutions.   

North (2005) advocates that, the changes that occur within the organizations and the 

institutions are related to the interactions between the institution and the organization; therefore, 
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the changes in the institution occur as a result of the interaction between the players, identified as 

those persons who determine programs, policies, and curriculum.  The study examined the 

relationship between the institution and the organization by determining forces, both internal and 

external, pressing in on the institution and the organization and by studying the changes that have 

occurred in both entities. 

 According to Kingston and Caballero (2006), the three basic issues of institutional 

change are the forces creating the change, the process of the change and how the change actually 

occurs, and the outcome of the changes.  This study investigated these three factors to attempt to 

understand what forces served as the catalysts for change, how the changes have been initiated 

and implemented, and what the future implications of the changes will mean to early care and 

education teacher preparation programs at community colleges. 

 

Significance of the Study 

Findings from the study provided insight into the forces that have initiated changes in the 

past 10 years in the teacher preparation programs of community colleges.  Current changes help 

one to understand trends and movements within the field of early care and education of young 

children and reveal the direction in which the field is moving.  By studying the changes which 

have occurred in three community colleges in Alabama, the researcher sought to understand the 

reason for the changes and possible implications for the future of teacher preparation programs in 

the field of early care and education of young children.  The researcher identified internal and 

external forces that have been catalysts for the changes in these programs.  Statistical 

information revealed the actual changes that have occurred in the teacher preparation program 

for the field of early care and education.  Interviews provided insight into the lived experiences 
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of persons directly involved in the decision-making process for the teacher preparation programs 

at the institutions.  The results of the study provided a foundation for understanding institutional 

changes in similar institutions across the region and possible projections for future changes in the 

program.
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CHAPTER 2 
 

LITERATURE REVIEW 

 Education is perhaps one of the most hotly debated topics in the United States (Bradley, 

2011).  Disagreements about effectiveness and reforms are fueled by research, which produces 

conflicting results.  Both educational experts and lay-persons are confused and constantly argue 

for and against the latest educational trend (Goldstein, 2008).  Legislation is passed and enforced 

without regard to the consequences or burdens imposed upon students, teachers, administrators, 

parents, and school systems.  Programs and initiatives are implemented without training, without 

adequate materials and resources, and without documented effects on curriculum and student 

learning outcomes.  No Child Left Behind is one example of federal legislation that has been 

enforced without adequate financial support for complete implementation of the legislative 

requirements (Bradley, 2010, 2011).  Local school districts are constantly bombarded with new 

initiatives but lack sufficient support for them both in finances and personnel (Barnett, 2010; 

Moltz, 2010). 

 One focus of educational debate is on the education of young children, including infants, 

toddlers, and preschoolers (Bradley, 2011).  Prekindergarten programs focusing on four-year-old 

children are on the rise, and both state and federal funding for early intervention programs is 

steadily increasing (Bowman, 2010; French, 2010).  As these programs increase, requirements 

for teachers of young children have changed and have added to debates on the type of education, 

the extent of the education, and the various credentialing programs required by the unending 

variety of employers and employees involved in these programs.  Criteria, courses of study, and 



30 
 

 

standards are issues being addressed on local, state, and national levels (Brown, 2009; Newman, 

2003; Wesson, 2001). 

 In addition to curriculum and training, the debate concerns standards (Wesson, 2001).  

Organizations in all curricular areas are establishing standards imposed upon academic programs 

across the curriculum.  The National Council of Teachers of Mathematics (NCTM), the National 

Association for the Education of Young Children (NAEYC), and the National Board for 

Professional Teaching Standards (NBPTS) push for uniform, national standards in curriculum 

areas (Bradley, 2011; NAEYC, 2010; NCTM National Standards).  Benchmarks have been 

established for science curriculum, and strands have been established for social studies for 

kindergarten through 12th grade.  Researchers are exploring the possibility of standards for the 

curriculum and courses of study for teachers of young children.  The response from schools of 

education has been a curriculum shift to more professional courses of study where the focus is on 

education, pedagogy, and content knowledge rather than teacher training for physical care of 

children (Council for Professional Recognition, 2006; Takanishi, 2010). 

 As requirements for teachers of young children increase and become more intensely 

focused on educational requirements, many teachers of young children are being forced to pursue 

higher education in the form of advanced degrees, certificates, and credentials (Bradley, 2010, 

2011; Howes, 1992; Lieber et. al., 2009; Ostos, 2011).  Community colleges have taken a 

leading role in providing teachers of young children with an opportunity to pursue higher 

education (Ostos, 2011).  A large number of teachers of young children are women who must 

manage a full-time job of teaching young children or work in an unrelated field while pursuing 

additional educational degrees or certifications (Bradley, 2011; Charlesworth, 2008; Ostos, 

2011).  Community colleges appeal to nontraditional, working students and help provide the 
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necessary educational resources which allow them to remain in the workforce while pursuing 

their degrees (Bradley, 2011; Ostos, 2011).  Community colleges offer a variety of programs as 

well as course delivery methods which better fit the schedules and individual needs of 

nontraditional students (Bradley, 2011; Roueche, Richardson, Neal, & Roueche, 2008; Vaughn, 

2000). 

As the face of early childcare and education is changing rapidly (Bradley, 2010, 2011; 

Freeman & Feeney, 2006), teacher preparation programs and instruction methods have 

subsequently changed.  A closer look must be taken at the changing trends in approaches to 

educating young children, the changing environments of early childcare, the research that 

supports and rejects the impact of early intervention programs, and the educational requirements 

for teachers of young children (Clifford, Bryant, & Early, 2005).  More modern approaches to 

understanding the developing child and how children learn have served as catalysts for changes 

in required teacher knowledge and teaching methods (Ball, Thames, & Phelps, 2008; 

Bredekamp, 2010; Caruso, Dunn, & File, 2010).  A brief history of childcare in the United States 

provides an understanding of how early childcare and education of young children has evolved 

and establishes a basis for understanding how we, as a nation, move forward in the education of 

young children. 

 

The Changing Face of Early Childhood Education 

A Short History 

 Jackman (2009) gives a comprehensive view of the development and transition of 

childcare in the United States (see Figure 3).  In the 1900s, a laboratory school was established at 

Columbia University Teachers College by Patty Smith Hill for the purpose of training teachers in 
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the field of early childhood education.  The curriculum developed at Columbia University 

became the basis for kindergartens in the United States.  Following quickly behind the efforts of 

Patty Smith Hill were sisters Margaret and Rachel McMillan and their idea of “nurture schools” 

(Jackman, 2009, p. 4).  By 1920, nursery schools were being associated with traditional concepts 

of child development and child psychology.  A distinction was made between nursery schools 

and day nurseries.  Nursery schools focused on the developing child while day nurseries were 

associated with meeting the demands and needs of immigrant families, which were then a 

growing part of American society.  The National Committee on Nursery Schools was established 

in 1929 (Jackman, 2009). 

 The challenges of the Great Depression (1930s) prompted the development of the Works 

Progress Administration (WPA) nurseries.  The WPA facilities were specifically designed to 

meet the physical and mental demands of children from families of unemployed parents, 

underprivileged homes, or homes where the children were neglected.  The National Association 

for the Education of Young Children (2001) reports approximately 2,000 WPA nurseries were in 

operation by the year 1935. 

 World War II (1940s) brought about significant changes in the manner in which childcare 

was funded.  The Lanham Act (1946) passed by Congress was the first legislation to allow public 

monies to be used to finance childcare.  As women entered the workforce in response to the men 

leaving the factories to serve in the military, the need arose for children to be cared for in 

nurseries or day care facilities.  Care was available regardless of family income, and corporations 

began opening centers to meet the needs of their employees.  Kaiser Shipyards established 

facilities for their employees that operated 24 hours a day.  When the war ended and women 
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returned to a more traditional role within the family, the lack of need resulted in the closing of 

these industry-linked childcare facilities (Jackman, 2009). 

 The 1960s and 1970s brought changes to child development and early childhood 

education.  In an effort to address children who were identified as at risk, the High/Scope Perry 

Preschool Project was established.  The High/Scope Perry Preschool Project specifically targeted 

children living in high-poverty neighborhoods and continues to be a force in raising educational 

opportunities for marginalized children.  In 1964, the National Committee on Nursery Schools 

(established in 1929) became the National Association for the Education of Young Children 

(NAEYC), which remains a strong force in the field of early care and education of young 

children. 

 Head Start was funded in1965 as part of the “War on Poverty” (Jackman, 2009, p. 4) and 

directly targeted the negative effects of poverty on the development and education of children.  

In response to the Civil Rights movement, the National Black Child Development Institute 

(NBCDI) was created as a support for African American children and their families.  The 

institute continues to provide support through programs, workshops, and resources specifically 

designed for African American children, parents, and communities. 

 By 1971, childcare workers were required to have certification (earned through college 

credit) or credentials (through national organizations), and as a result the United States 

Department of Health, Education and Welfare created the Child Development Associate (CDA).  

NAEYC assumed the role of administrator for the CDA in 1985.  In 1989, a separate 

organization, the Council for Professional Recognition, assumed the role of administrator for the 

CDA and continues in this role (Bredekamp, 2000; Council for Professional Recognition, 2006; 

Jackman, 2009).
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Date Event 
1900s Patty Smith Hill created a curriculum that provided the foundation for kindergartens in the United States.  She also founded the laboratory school at Columbia 

University Teachers College, which became the model for training early childhood educators (Isbell & Raines, 2007). 
1910s The development of the nursery schools was conceived by two sisters, Margaret and Rachel McMillan, who first introduced their philosophy to America in 1910 and 

watched as their “nurture schools” grew.  (Gordon & Browne, 2007; Spodek & Saracho, 1994). 
1920s During the 1920s nursery schools linked to child development and psychology were available, while day nurseries focused on meeting the needs or poor and 

immigrant families (NAEYC, 2001). 
1930s The Depression of the 1930s produced an economic and social crisis in the United States.  Out of this came the Works Progress Administration (WPA) nurseries.  

These child care facilities were designed “to develop physical and mental well-being of preschool children in needy unemployed families or neglected or 
underprivileged homes. . . Almost two thousand WPA nursery schools were in operation by 1935” (NAEYC, 2001). 

1940s In response to World War II, the Lanham Act was passed by Congress to allow public funds to be used for child care.  Nursery schools and day care centers were 
opened as millions of women went to work for the war effort.  All families, regardless of income level were eligible.  Between 1943 and 1945, Kaiser Shipyards 
used Lanham Act funds to open child care centers for its employees.  These became the largest centers in the country and functioned twenty-four hours a day all year 
long, offering quality care and comprehensive service to families.  Once the war ended, however, the workers left and the center closed (Gordon & Browne, 2004; 
NAEYC, 2001; Spodek & Saracho, 1994). 

1960s The rest of the twentieth century represents an active time in the formation of early childhood education (Essa, 2007).  In the early 1960s the High/Scope Perry 
Preschool Project began.  This program was originally designed to serve at-risk children from impoverished neighborhoods.  It has developed into a landmark long-
term study of the effects of high quality early care and education on low-income three- and four-year olds (Wiekart & Schweinhart, 2007). 

1964 NANE, the National Committee on Nursery Schools (established in 1929), became the National Association for the Education of Young Children (NAEYC). 
1965 As part of the Economic Opportunity Act’s “War on Poverty,” project Head Start was funded to counteract the effects of poverty among children. 
1970 The National Black Child Development Institute (NBCDI) in Washington, D. C., was created.  This nonprofit organization has continued to provide and support 

programs, workshops, and resources for African-American children, their parents, and communities (NBCHI, 2002). 
1971 The Child Development Associate (CDA) was created as part of the U. S. Department of Health, Education, and Welfare.  In 1985 NAEYC became the 

administrator of the CDA Credential.  Then, in 1989, the Council for Professional Recognition, as a separate organization, assumed the responsibility for the CDA 
Credential (NAEYC, 2001). 

1973 The Children’s Defense Fund in Washington, D. C., was founded by Marian Wright Edelman.  (Children’s Defense Fund, 2007). 
1975 The Education for All Handicapped Children Act was passed by Congress.  In 1997, this Act was reauthorized and strengthened to include early childhood services.  

It is now known as the Individuals with Disabilities Education Act (IDEA). 
1982 The National Association for Family Day Care was established.  As the profession of family child care changed, so did the focus of this organization.  In 1994, it 

became the National Association of Family Child Care (NAFCC), with the goal of providing assistance for developing leadership, professionalism, and quality for 
family child care providers.  NAFCC has published Quality Standards for NAFCC Accreditation.  (NAFCC, 2007). 

1984 NAEYC publishes a report entitled “Developmentally Appropriate Practices: which outlines what is meant by “quality” work with young children, infancy through 
age eight (Gordon & Browne, 2007). 

1992 The Association of Childhood Education International (ACEI) celebrated its centennial, having begun as the International Kindergarten Union in 1892 in Saratoga 
Springs, N. Y.  ACEI is now the oldest professional association of its type in the United States (ACEI, 2007). 

2000s In the last part of the 20th century Reggio Emilia, an educational approach established in Italy in 1946, has influenced early childhood thinking around the world 
(Essa, 2007; Gordon & Browne, 2007). 

2001 The No Child Left Behind Act of 2001, signed into law on January 8, 2002, has placed far more emphasis than ever before on program accountability and 
assessment.  At the core of the NCLB Act are a number or measures designed to drive broad gains in student achievement and to hold states and schools more 
accountable for student progress in grades 3-8 (Essa, 2007; U. S. Department of Education, 2001). 

 
Figure 3. Timeline of historical highlights (Jackman, 2009, pp. 4-5). 
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 Several organizations concerned with children’s health and wellbeing were established 

during the 1970s and 1980s, including the Children’s Defense Fund (founded by Marian Wright 

Edelman) and the National Association for Family Day Care.  This organization later became the 

National Association for Family Childcare (NAFCC) in 1994.  The goal of the NAFCC is to 

provide assistance for the development of leadership, professionalism, and quality for providers 

of family childcare.  Both NAFCC and the NAEYC have established guidelines for 

accreditations for childcare facilities through their organizations (Jackman, 2009).  NAEYC 

annually publishes a report entitled “Developmentally Appropriate Practices” (Jackman, 2009, p. 

5), which defines “quality” in working with young children from birth through eight years of 

age. 

 The 2000s brought new ventures in the area of education for young children with the 

birth of the Reggio Emilia educational approach.  The Reggio Emilia approach began in Italy and 

focuses on the interests of the children to drive the curriculum.  According to Beaty (2008), time 

is less restricted in the Reggio Emilia approach, and children are allowed to work on projects of 

their own choosing for days, weeks, or even months at a time.  The projects are constructed 

around the interests of the children and have high levels of art and writing components built into 

the program.  This approach is a stark contrast to American time-restricted classrooms and 

provides a basis for continued debate on approaches for educating young children (Beaty, 2008; 

Bredekamp, 1993; Gandini, 1993).  A similar approach is evidenced through the Montessori 

Method based on the research of Maria Montessori (1870-1952).  The Montessori Method, like 

the Reggio Emilia approach, is based on self-directed learning dictated by the interests of the 

children (Jackman, 2009).  These approaches are paving the way for more modern approaches to 

educating young children. 
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 Perhaps the most recent factor influencing the direction of education for all children has 

been the No Child Left Behind Act of 2001 (United States Department of Education).  The 

emphasis of NCLB is on program accountability and assessment.  Although specifically 

designed to demand accountability for student progress in the primary through high school years, 

its effects are being felt on all levels of education.  States and schools are held to a higher 

standard, and federal funds are tied with assessments and average yearly progress of the schools 

(Fromberg, 2006; Jackman, 2009; Smith, 1996). 

 Movements such as Reggio Emilia, Montessori, and the No Child Left Behind Act have 

served as catalysts that have forced changes in methods and foundations for educating young 

children.  Traditional theories and past concepts are being questioned as to relevance and 

effectiveness in the education of young children (Bredekamp & Copple, 1997; Charlesworth, 

2008). 

An important change in the field of early care and education has been in the foundations 

of child development and the content knowledge required of early childhood teachers.  A 

misconception is that teachers of young children are not required to understand the philosophies 

and traditional foundations upon which education of young children is based.  Learning theories 

and philosophies provide the foundational core for teacher preparation programs in institutions of 

higher education (Charlesworth, 2011; Dodge, Colker, & Heroman, 2008; Morrison, 2012; 

McMullen, & Alat, 2002; Peisner-Feinberg et al., 2001). 

 

Knowledge of Child Development Theorists as a Foundation for Curriculum 

 Teachers in the field of early care and education are required to study and have 

knowledge of developmental theories.  The purpose of this foundational knowledge is to equip 
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the teacher in understanding where a child should be on a developmental continuum and provide 

relevant, appropriate curriculum.  This knowledge also equips the teacher to recognize deviations 

from the “norm” and perhaps identify potential developmental problems early (Dodge et al., 

2008).  This knowledge provides the backbone for the teacher-preparation course of study. 

 Jean Piaget, perhaps the most referenced child development theorist of the century, is 

perhaps best known for establishing well-defined developmental stages of human development.  

Piaget advocates that children (humans) pass through various stages in which the ability to learn 

is strongly determined by the abilities and aptitudes of each defined stage of development.  Lev 

Vygotsky focused on the sociocultural aspect of a child’s life, determining that the social 

environment contributes greatly to the development of the child.  The interactions between the 

child and his or her surroundings and with other humans (parents, siblings, extended families, 

and acquaintances) largely determine the development of the child (Dodge et al., 2008). 

 Other theorists have added to the body of knowledge in the area of child development by 

focusing on specific areas of childhood development, such as social and emotional (affective), 

cognitive (mental), physical (the body), and motor (use of the body).  The research of Sigmund 

Freud (1895), Erik Erikson (1950), Arnold Gesell (1943), Abraham Maslow (1940-1950), Sara 

Smilansky (1990), and B. F. Skinner (1953) has contributed to an expanding body of knowledge 

for understanding the development of the child.  Skinner deviated from the basic concepts of the 

other theorists and focused on behavior, specifically learned behavior.  His approach of 

rewarding desired behavior is more often used in the education of children with special needs.  

Most of these theorists believe the physical growth of a child and the mental (cognitive) growth 

of a child are interrelated and progress in an orderly fashion throughout the chronological growth 

of the child (Charlesworth, 2008, 2011; Dodge et al., 2008).  Piaget (1920s) and Vygotsky 
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(1962) focused more directly on the cognitive area of development.  Piaget clearly defined two 

distinct stages of development a child progresses through from birth until around the age of 

seven.  His two stages are the sensorimotor stage (birth to 16 months) and the pre-operational 

stage (18 months to six years old).  Vygotsky separates the approximate same chronological time 

spans into infancy (two months to one year), early childhood (one to three years), and preschool 

(three to seven years old).  Freud (1895) and Erikson (1950s) focused on the social and 

emotional (affective) area of child development.  Freud’s stages consist of an oral stage (birth to 

16 months), anal stage (18 months to two years), and phallic stage (two to three years).  Erikson 

is known for his areas of crisis through which a child progresses.  Trust versus mistrust (birth to 

16 months) is the first critical period; the relationship between the child and the caregiver is 

manifested during the feeding time.  Autonomy versus shame and doubt (18 months to two 

years) is the second critical period when a child struggles for a state of relative independence.  In 

initiative versus guilt (three to six years), the third critical period, the child is engaged in various 

activities and explores the limits imposed by society (Charlesworth, 2008, 2011; Dodge et al., 

2008). 

In response to the theories of Erikson (1950s), education and care of young children 

focuses on a positive relationship between the caretaker and teacher.  Erikson stresses the 

importance of developing trust between the child and the caretaker or teacher from birth 

throughout the educational experience.  Children should develop a sense of safety and security as 

they develop a relationship of trust with their caretakers or teachers.  A sense of trust allows a 

child to explore his or her surroundings with confidence and assurance.  Children who learn 

mistrust by being ignored or by not having their needs met are restricted in their exploration of 

their environment.  These children develop a fearful relationship with their caretaker or teacher.  
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A trustworthy relationship with the caretaker or teacher allows a child to move toward autonomy 

to become an independent, confident individual.  Erikson stresses that the most important aspect 

of the role of the caretakers or teachers is to provide a child with an environment of safety and 

trust whereby a child can develop to full potential (Dodge et al., 2006). 

The theories of Piaget and Vygotsky have been widely used as a basis in developing 

curriculum for early childhood education.  Their theories create the foundation for 

constructivism, based on the premise that children construct their own knowledge from their 

experiences (Charlesworth, 2008, 2011; DeVries & Kohlberg, 1990; Dodge et al., 2008; Dodge 

et al., 2006). 

Piaget was known for investigating how thinking logically evolves as a child grows from 

birth to adulthood.  The most important aspect of Piagetian thought is the concept of play, the 

avenue through which children explore their world.  Through exploration, children perceive their 

surroundings and events around them and construct logical thinking for each unique situation.  

Stegelin (2005) supports the viewpoint that play-based environments foster increased cognitive 

development in young children. 

As the child grows and matures, the way the child thinks and processes the information 

changes.  The two main concepts of Piagetian thought as to how a child processes these 

experiences are accommodation and assimilation.  Accommodation is a process by which a child 

deals with a new situation not related to prior knowledge.  The child must change his way of 

thinking to make sense of the situation.  This often occurs as a child encounters additional 

information concerning a certain situation he or she has previously encountered.  The second 

process for logical thinking is assimilation.  Assimilation occurs when a child is able to take a 
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new situation and associate it with a previous situation.  Some prior experience provides a basis 

for understanding the new experience (Charlesworth, 2008, 2011; DeVries, 1997).   

Piaget identified four stages through which he believed a child progressed from birth into 

adulthood: the sensorimotor stage, the preoperational stage, the concrete operational stage, and 

the formal operational stage (Dodge et al., 2006).  Supporters of Piagetian concepts believe 

teachers of young children should have a firm grasp on Piaget’s developmental stages so they 

can better understand the learning process of children in their care or in their classes.  

Curriculum and planning should be correlated to the stage where the child is functioning.  The 

importance of play should be a foundational concept for constructing appropriate curriculum for 

young children (Trawick-Smith, 1998).  Teachers who adhere to the Piagetian concept construct 

a curriculum focused on cognitive development through dramatic play and experiences with 

concrete objects (DeVries, 1997; Jackman, 2012). 

Piaget focused on the relationship between the physical development of a child and the 

cognitive development of the child.  Lew Vygotsky focused on the social relationships between 

children and those persons around them (both adults and peers) (Winsler, 2003). 

Vygotsky said the interaction between humans in the environment is as important as the 

physical development of the child.  Vygotsky refers to a “zone of proximal development (ZPD)” 

(Dodge et al., 2006, p. 14), which is a range of learning capacity.  The lower end of the zone 

refers to things a child can do independently.  The middle of the zone refers to the ability of the 

child to master a task with limited assistance from the teacher or from a peer.  The upper limit of 

the zone is the ability of the child to function at a level beyond his ability to learn independently, 

the highest level of learning for the child.  The child is guided through the experience with 

support from the teacher or another individual.  The term for assisting a child in learning through 



41 
 

 

support is “scaffolding,” whereby a child is given support as he or she investigates and explores 

verbal concepts (Charlesworth, 2008).  The theories of Vygotsky guide a teacher to construct a 

curriculum focused on play and learning the rules of social interaction (Anderson & Robinson, 

200; Berk & Winsler, 1995; DeVries & Kohlberg, 1990). 

Harold Gardner (1980s-1990s) developed a theory of multiple intelligences, which 

deviates from the traditional Piagetian and Vygotsky approach to the development of the child.  

The approach of Piaget and Vygotsky is a cognitive developmental approach based primarily on 

the identified stages of their theories.  A child’s ability to reason and think logically is directly 

linked to the developmental stages.  Gardner subdivides intelligence into eight intelligences and 

supports the theory that children can be “smart” in different ways.  Originally, Gardner identified 

seven areas of intelligence.  Five areas focused on language, music, mathematics, spatial 

concepts, and physical ability.  Two areas focused directly on personal intelligences.  Personal 

intelligences were intrapersonal intelligence (internal feelings) and interpersonal (the recognition 

of the feelings of others).  In 1999, Gardner extended the seven intelligences to include a view of 

naturalist intelligence, which focused on the ability to make distinctions in nature, specifically 

among plants and animals (Jackman, 2012).  The eight intelligences, as purported by Gardner 

through 1999, are linguistic, logical-mathematical, bodily-kinesthetic, interpersonal, 

intrapersonal, musical, spatial, and natural world.  His beliefs suggest that a child can be gifted in 

one or more of these areas and reach varying levels of achievement in each area.  The 

combination of these separate intelligences forms the total intelligence of the child (Carlisle, 

2001; Charlesworth, 2008; Jackman, 2012).  The theory of multiply intelligences has been used 

to design curriculum more developmentally appropriate for children (Gardner & Hatch, 1989). 
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The Importance of Play 

The issue of play and the education of young children has been the focus of recent 

research into the developing child.  Dodge et al. (2002) outline the importance of play in early 

care and education curriculum.  Sara Smilansky defines four distinct types of play.  Teachers of 

young children must recognize the various types of play in which children are involved and 

design curriculum that allows for experiences in each area.  Play, according to Smilanksy (Dodge 

et al., 2008), is defined as functional play, constructive play, dramatic or pretend play, and games 

with rules.  In functional play, children are actively involved with their senses and muscles 

(motor control) through which they experiment with play materials.  Constructive play moves to 

a more advanced level of play where the children use the play materials in new, creative ways, 

often ways contrary to the traditional use of the materials.  Children plan and engage in more 

complex play with the materials (Jones, 2003). 

Dramatic or pretend play involves make-believe situations in which the children either 

play alone (dramatic play) or with other children (sociodramatic play).  Smilansky’s research 

shows “a connection between high levels of sociodramtic play in preschool and cognitive, 

verbal, and social ability measure in the early elementary grades” (Dodge et al., 2008, p. 12).  

Games with rules involve even more planning on the part of children and indicates the highest 

level of play.  This stage of play requires that children develop a sense of self-control in their 

behavior and in their thinking.  Jones (2003) acknowledges the importance of play in cognitive 

development of children. 

 The importance of understanding these theories and foundations provide the core of 

teacher preparation programs (Stott & Bowman, 1996).  Traditional child development theories 

and modern trends (which are more current in the area of how children develop and learn) aid in 
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the understanding of the current debate over traditional learning theories, standards-based 

curriculum, and developmentally appropriate curriculum (Bredekamp & Copple, 1997; Jackman, 

2012).  Curriculum for the education of young children is not as well-defined as curriculum in 

public schools.  Teachers of young children have more autonomy in developing appropriate 

curriculum and therefore must have a substantial base of knowledge upon which to build the 

curriculum (Ball, Thames, & Phelps, 2008; Fromberg, 2006; Jackman, 2012). 

 

Developmentally Appropriate Practice 

Developmentally appropriate practice is an emerging concept widely supported by the 

National Association for the Education of Young Children (NAEYC).  Developmentally 

appropriate practice (DAP) challenges the philosophies of traditional thought concerning child 

development and learning theories (Walgreen 1990).  Current DAP research criticizes traditional 

theories as pressuring children to conform to ideas established by biased theorists who imposed 

universal standards to a global society comprised of a myriad of cultures and heritages.  

Proponents of developmentally appropriate practice (DAP) support a curriculum founded on the 

culture of the community, which is an outgrowth of the beliefs and traditions of the community 

(Wilt & Monroe, 1998).  Supporters of DAP view traditional theories as ancient research and not 

relevant to the issues and situations faced by children and their families in today’s society 

(Goldstein, 2008).  The principles and ideas of John Dewey (1916) have been used as a pivotal 

point from which the idea of developmentally appropriate practice has emerged.  Dewey 

concentrated on the interaction between the child and the environment.  Dewey believed the 

curriculum should change in response to the interests of the child, which should guide the 

direction of the curriculum, in an effort to make the curriculum more meaningful and relevant to 
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the child rather than following a predetermined curriculum based on standards (Nakanishi, 

2007). 

Guidelines for developmentally appropriate practice, established in the 1980s, focused on 

learning environments and curriculum both age appropriate and individually appropriate for the 

child.  The first implications of DAP did not acknowledge the influence of culture or the 

environment as contributing factors for determination of the curriculum; however, supporters of 

DAP have now paired DAP to the microsystem of the child as noted by Bronfenbrenner’s (1979) 

framework.  Bronfenbrenner’s (1979) framework suggests the development of children is 

dependent upon the interactions between them and every aspect of their lives, along with the 

people, organizations and communities that surround them (Niikko, 2004).  The interconnected 

circles of Bronfenbrenner’s (1979) framework illustrate the importance of the interaction of the 

ecosystems.  Emphasis is placed on both the factors with an immediate, direct correlation to the 

child as well as the secondary and tertiary factors that filter down to impact the child.  Children 

are products of both familial and global communities, which intertwine to form their immediate 

social environment (Goldstein, 2008).  Developmentally appropriate practice builds on the basic 

foundational principles of past researchers and stretches these limitations to encompass new 

ideas concerning the development of curriculum for the education of young children using the 

concepts of Dewey (Bredekamp & Copple, 1997; Jackman, 2012).  When designing curriculum 

that is developmentally appropriate for the child, one must understand the dynamics of the 

immediate and global environment and its influences on the child and the family.  Designing 

appropriate curriculum requires a complete understanding of the child. 
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Bronfenbrenner’s Framework as Related to Developmentally Appropriate Practice 

Swick and Williams (2006) recognize the importance of Bronfenbrenner’s perspective on 

educators, children, parents, and their families.  The microsystem is the immediate environment 

which surrounds the child and is the determining factor for much of the child’s initial 

understanding of the world.  This level corresponds with Erkison’s stage of developing trust 

versus mistrust (Charlesworth, 2008, 2011; Dodge et al., 2008).  Relationships develop between 

the child and his or her environment and are built on trust.  The family is the most influential 

force within the microsystem (Swick, & Williams, 2006). 

The mesosystem is the environment that surrounds the more intimate microsystem.  

Perhaps the word “community” (Swick & Williams, 2006, p. 372) is best used to describe the 

mesosystem.  The relationships between the more closely established environment of the home 

and family interact with the community, which directly influences the child and the family.  

Relationships between the child and other significant adults and peers are developed within the 

mesosystem. 

Although one might tend to center around the direct effects of the microsystem and the 

mesosystem, the layers of the exosystem and macrosystem still have an impact on children and, 

consequently, their learning environments.  High quality daycare centers and facilities are found 

in the exosystem (Swick & Williams, 2006) and have a direct influence on the child and the 

family.  Swick and Williams (2006) recognize the influence of the centers: “They can be 

empowering (as a high quality child-care program is for the entire family) or they can be 

degrading (as excessive stress at work is on the total family ecology)” (p. 372). 

The outer circle, the macrosystem, embraces the larger global environment and programs 

that may either directly or indirectly influence the child and the family.  Government programs 
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such as WIC (Women, Infants, and Children), welfare, and aid to dependent children are 

couched in this layer of the concentric circles (Swick & Williams, 2006).  Educational resources 

available to the family through the community and governmental agencies would also reside in 

the macrosystem. 

The relationship between children and external forces directly and indirectly affecting 

them may best be illustrated thought the following graphic (see Figure 4): 

 

 

Figure 4. A framework of the young child’s environment. 

 

As illustrated, the young child is directly influenced by those entities that closely surround the 

child on a daily basis.  The home, the family, extended family, and, possibly, a church or daycare 

are forces that reflect upon the child on a regular basis.  Children are indirectly influenced by 

communities and governments (local, state, and national) largely by the control from these 
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entities that regulate policies and procedures both in the home and in the childcare facilities.  

Issues dealt with by local, state, national, and global entities indirectly influence the child and the 

opportunities that are offered to the child and to his or her family.  The relevance and extent to 

which the issues affect the child is dependent upon the action taken by society in dealing with the 

issues (Jackman, 2012). 

NAEYC is a strong advocate of developmentally appropriate practice.  Brown (2009, as 

cited in Copple & Bredekamp, 2009) defined DAP in this manner: 

Paradigmatically, developmentally appropriate practice employs developmental theory to 
promote instructional practices that focus on the growth and development of individual 
children across all of their developmental domains.  These child-centered practices are 
“informed by what we know from theory and literature about how children develop and 
learn.” (p. 10) 
 

Brown (2009) further states “there is a lack of empirical evidence that supports the effectiveness 

of developmentally appropriate practice (DAP) in improving the academic achievement of 

children” (p. 204). 

According to Caruso, Dunn, and File (2010), “Relatively little empirical information is 

available on how preschool teachers make curriculum decisions, their rationale for the activities 

they provide, or their conceptualizations of young children’s cognitive development” (p. 27).  

Research into the effectiveness of traditional instructional methods, developmentally appropriate 

practice, and standards-based curriculum is incomplete at this time, and evidence to support or 

reject developmentally appropriate practice as opposed to more traditional approaches to 

learning is inconclusive.  

Sue Bredekamp, a noted specialist in the area of early childhood education, has 

conducted extensive research into developmentally appropriate practice.  The National 

Association for the Education of Young Children (NAEYC) encourages the use of 
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developmentally appropriate practice as a foundation of curriculum for educating young 

children.  Bredekamp (2010) acknowledges the vast increase in research in the area of how 

children develop and how they learn, but she quickly points out that the research has not yet 

made its way into the mainstream of thought or preparation of educational standards for young 

children. 

 

Contemporary Context Shaping Early Care and Education of Children 

The field of early care and education has changed profoundly in the last decade.  In some 

ways many longtime early childhood educators find it nearly unrecognizable.  Standards and 

guidelines abound.  Increasing numbers of early childhood programs are required to address state 

early learning standards (or guidelines) that will soon include three-year-olds and next, perhaps, 

even infants and toddlers (Jackman, 2009, p. 3). 

 

The Context of Changes in Early Care and Education of Young Children 

 Several factors contribute to changes in early childcare and education of young children 

(Christian, 2006; Freeman & Feeney, 2006).  Women have entered the workforce in large 

numbers, leaving young children to be cared for by persons other than the parent (Bradley, 2011; 

Brooks-Gunn, Han, & Waldfogel, 2002).  The majority of these children are kept by individuals 

who are not related to the children.  Single-parent families are more prevalent, and childcare is 

not a debatable issue for many families (Footlick, 1990).  The single parent must obtain childcare 

to work and provide financially for the family.  According to research by Vandell and Wolfe 

(2000), “nearly 60 percent of children 5 years old or younger are in childcare on a regular basis, 

and 44 percent of infants are in childcare for more than 30 hours a week” (p. i).  Parents have 
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been influenced by the media, which portrays early child education through child development 

programs as providing children with an educational advantage in later more formal educational 

settings, such as kindergarten, primary, and elementary school (Bradley, 2011).  Research 

validates that viewpoint by providing significant evidence that structured, formal educational 

curriculum for younger children enhances and enriches their educational experiences.  These 

children appear to have an educational “edge” in later school programs.  Higher income families 

therefore feel a need to expose their children to structured educational environments to give them 

a competitive advantage upon entering the traditional school environment (Vandell & Wolfe, 

2000). 

 In an article entitled “Early Learning More Accepted,” Bowman (2010) suggests the face 

of early child education and care has changed drastically in the last decade:  “A generation ago, 

compulsory kindergarten and universal preschool weren’t even considered, and today, they’re 

accepted in thousands of communities throughout the country” (p.19).  Bowman (2010) 

attributes four factors to the acceptance of early formal education for children.  A major 

consideration is the role of the press and media in communicating research in the area of 

neurobiology, which stresses the importance of developing the brain at an early age.  Research 

documents the benefits in socialization for children who attend exemplary early programs 

(Bracey & Stellar, 2003).  Children with an early start tend to require less special educational 

services in the later school years, and the presence of women in the workforce has demanded an 

increase in affordable quality childcare.  According to Bowman (2010), approximately 40% of a 

sample group thinks children will learn more in school if they attend a preschool.  In a report by 

Clifford, Bryant, and Early (2005) on the status of prekindergarten programs the authors state, 
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“If the purpose of state-initiated pre-K programs is to increase school-related academic and 

social skills for children entering kindergarten, they appear to be successful” (p. 53). 

 Research as to the success and validity of these early intervention programs has been 

published, but the conclusions are conflicting and riddled with intervening and moderating 

variables that perhaps skew the research.  Noted researchers are on each side of the debate, and 

the literature is equally divided between those who strongly support early intervention childhood 

education and those who vehemently oppose early intervention programs.  A key factor seems to 

be the nature and quality of the childcare (Bracey & Stellar, 2003).  Research reveals that the 

quality of the care and education of young children is directly correlated to the education of the 

teachers of young children (Belsky et al., 2007; Campbell & Ramey, 1994).  Teacher preparation 

programs are being forced to respond to the shift in paradigm to provide a more professional 

curriculum for the education of teachers of young children. 

 

Brain Research 

Recent scientific studies have indicated the importance of the early years in the education 

of a child.  Brain research (Thompson & Nelson, 2001) validates that babies are learning from 

birth and that early experiences have a significant effect on the future learning ability of the 

child.  Bredekamp (2010) emphasizes early intervention programs should be a matter of national 

concern as a means for educating children to their fullest potential.  The first three to five years 

of life are often referred to as a “window of opportunity” (Bredekamp, 2010, p. 48), especially in 

the area of language development.  Missed opportunities for language experiences during the 

early years can be detrimental to the development of the child.  Further brain research indicates 

the importance of loving relationships for a child to develop fully during the early years (Curby, 
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Rimm-Kaufman, & Ponitz, 2009).  Children enrolled in high quality early intervention programs 

benefit from the close relationships between the teacher and the child, whereby the child is free 

to explore, play, and learn about his world in a safe environment (Stegelin, 2005).  Child 

development specialists recognize the influence of appropriately trained and educated teachers in 

providing young children with opportunities to develop and grow through developmentally 

appropriate programs and curriculums (Smith, 1996).  In the past, brain capacity was thought to 

be predetermined by heredity.  Current brain research contradicts the old school of thought and 

supports the theory that children’s brains are changing as they change physically.  New learning 

and enrichment activities serve to change how the child approaches and processes new situations.  

Specific processes, including self-regulation and symbolic representation, are greatly affected by 

experiences in the early life of a child (Bowman, 2010; Bredekamp, 2010). 

Bowman (2010) also recognizes that brain research shows that the capacity for a child to 

learn is not fixed at birth as previously thought.  Changes in the child’s environment that evoke 

responses from the child, can change the capacity to learn in a positive or negative way.  

Preschool attendance positively correlates to later social and academic benefits for the young 

child.  As a result, early intervention and early learning has been shown to be critical for the 

development of cognitive understanding as well as social skills and knowledge.  Bowman’s 

conclusion is that “early learning benefits both the individuals and society” (p. 105). 

 

Benefits and Concerns of Early Intervention Childcare and Education Programs 

Support for Early Intervention 

 The belief that the first three years in the life of children is a critical period in the 

development of a child is widely accepted.  Even Aristotle and Plato argued that the period of 
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childhood was essential for preparing children for their future roles in society.  The education of 

children should focus on learning and providing experiences necessary for shaping the character 

of future citizens (Thomas-Cary, 2009).  Research by Drotar, Robinson, Jeavons, and Kirchner 

(2008) supports the assumption that the first three years in the life of a child is a critical period 

with a tremendous opportunity to influence the development of young children.  The contribution 

of early childcare programs to the growth and development of young children is supported by 

research into the effectiveness of these programs.  Several studies have been conducted to 

evaluate the effectiveness of early education and child development programs.  The National 

Institute of Child Health and Human Development (NICHD) was established early in 1990, in an 

attempt to understand and investigate claims of success and failure.  A central purpose was to 

overcome previous limitations in research pertaining to issues such as the quality of the care 

given to the children, the amount of time children spent in the childcare environment, and the 

type of care offered to the children.  Past research often dealt with one of the issues but seldom 

with a combination of these three main factors (NICHD study).  Research by NICHD indicates 

that early childhood programs, considered high quality, produced students who were better 

adjusted and who achieved more academically in later school programs (Domitrovich, 2009).  

 Research by Burchinal, Roberts, Nabors, and Bryant (1996) shows a strong positive 

correlation between the quality of childcare and later standardized scores.  Higher quality 

childcare was an indicator of later academic success.  Burchinal and his associates suggest that 

programs should focus on the quality of the care in an effort to enhance, not impair, the 

development of infants.  The research of Burchinal et al. (1996) implies that the current quality 

of infant care is inadequate and that sufficient investigation of the quality of infant care is 

lacking. 
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 Calderon (NCLR, 2005) has contributed to the body of knowledge with research focused 

on the quality of preschool education, particularly for Latino families in California:  “Throughout 

the nation, and particularly in California, the quality of preschool programs is related to the 

availability of well-prepared teachers who have the skills and training to effectively serve a 

linguistically- and culturally-diverse child population” (p. #).  In conjunction with the research of 

Burchinal et al. (1996), Calderon focused on the quality of the program as an indicator of 

success. 

 Other supporting research identifies the quality of childcare and preschool programs as a 

strategy for decreasing the achievement gap between lower-income, underprivileged children 

and children exposed to high quality programs (Campbell & Ramey, 1994).  Children from 

lower-income families, who did not have access to a high quality experience of early care and 

preschool, were more likely to enter kindergarten or first grade without the performance skills of 

children from better quality programs (Curby, Rimm-Kaufman, & Ponitz, 2009).  High-quality 

instruction and trained teachers were found to produce students better equipped for instruction 

and socialization in formal school environments (Domitrovich et al., 2009).  Head Start and other 

federal programs were initiated to address the problem of poor quality childcare and early 

education for disadvantaged children.  Still, “the results of the Family and Children Experiences 

Survey evaluation suggest that while children attending Head Start gain some specific social and 

cognitive skills, the majority of participants enter school below the national norms in terms of 

overall achievement levels.  These findings underscore the pressing need to enhance teaching 

quality in Head Start programs in ways that promote children’s readiness for school” 

(Domitrovich et al., 2009 p. 568). 
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 The federal government has become an important influence in the establishment and 

maintenance of early intervention childcare and educational programs.  Greenberg (2007) 

suggests that a national strategy for childcare should be developed and proposes that the strategy 

deal specifically with critical areas.  The first critical point is that any parent who needs childcare 

provided so they can work should have the opportunity for affordable, quality care, reducing the 

chance of their child being left in an inferior and perhaps dangerous situation.  Available 

programs should focus on education and the development of the child in a healthy environment.  

Parents should be able to choose from a variety of available programs instead of being locked 

into a particular program because of their income level.  Greenberg (2007) criticizes the current 

role of the federal government for providing only two options.  The first option is tax-based 

assistance made available to both middle- and upper-income families.  The second option is 

grant funding to individual states, which assists lower-income families with the financial burden 

of childcare costs.  Financial assistance is necessary, but Greenberg (2007) accuses the 

government of not guaranteeing the quality of care available for the lower-income families.  

Historically, lower-income families have less financial resources, and although they spend less 

on childcare, the percentage of their income spent on childcare is greater than the percentage of 

total income for higher income families.  As a result, these children are often denied the quality 

of care that higher-income families often enjoy.  According to Greenberg (2007), “Although 

higher cost does not ensure higher-quality care, it is often at least a prerequisite as many 

characteristics of higher-quality care, including better-trained teachers, smaller class sizes, and 

lower adult-child ratios, are more costly” (p. 76). 
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Concerns about Early Intervention 

 Howes (1990) has conducted extensive research into the area of early childcare and its 

effects on the later entry of these children into public kindergarten.  Howes’ research provides 

insight into both the benefits and detriments of early childcare and education.  She was quick to 

acknowledge concerns about the effects of poor quality care on the behavior and attitudes of 

children in later school environments.  Children exposed to poor quality childcare environments 

exhibited signs of distractibility and tended to be inconsiderate of their fellow classmates.  

Children exposed to higher quality programs exhibited positive signs of socialization and on-task 

behaviors.  The disagreement concerning behavioral and socialization issues of children in early 

childcare and education programs is one that is not likely to be settled quickly as the research is 

inconclusive.  A problem with the research is the wide variance of methods and variables which 

makes it difficult to compare equal studies.  An issue more widely agreed upon is the quality of 

the care and instruction.  As reflected in the findings of other prominent researchers, the quality 

of the care seems to be the pivotal differential that defines later success both in the area of 

socialization and academics.  Although researchers are quick to point out mediating variables, 

such as the age of the child when entering childcare or educational programs, home situations, 

family characteristics, and basic personality traits, which also determine behavior and 

socialization, most tend to agree that the higher the quality of the care, the more socially adjusted 

and task-oriented the children were in later school environments (Howes, 1990). 

 Quality of the care that a child receives has emerged as a definitive issue in the research 

concerning childcare and early intervention programs (Perez & Dagen, 2009).  Research in this 

area identifies particular factors that appear to be significant to the quality of early care and 

education programs.  The number of years a teacher spends involved with children appears not to 
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be an indicator of the quality or expertise of the teacher (McMullen & Alat, 2002).  According to 

the research of Howes (1992), formal education and teacher training are indicators of quality 

care and instruction.  In the past, a teacher of young children was kind, patient, understanding 

and, most importantly, a lover of children.  Today’s requirements for teachers of young children 

include those attributes, but of more significance is the training and education of the teacher 

(Palardy & Rumberger, 2008).  Teachers with specific training in the area of child development 

and early childhood education were found to be more responsive to the children and to exhibit 

more professional behaviors both in the classroom and with parents (Howes, 1992).  Howes’s 

(1992) research reveals conflicting evidence concerning the type of education and the quality of 

the childcare and instruction.  Some studies indicate a college education was a definitive factor in 

the quality of care and reveal that whether it is specific training in the area of child development 

and early childhood education is not a factor (McMullen & Alat, 2002).  Other research pointed 

directly to area-specific education as resulting in better quality care.  Another significant study 

revealed debatable evidence that teachers involved with infants and toddlers needed less formal 

education than teachers of prekindergarten and or kindergarten children.  Conflicting research 

indicated that teachers of infants and toddlers needed to have basic knowledge of child 

development to provide experiences for the children that were age-appropriate and specifically 

designed to enhance their development (Howes, 1992). 

 Research by Lieber et al. (2009) validates the research by Howes (1990, 1992) by 

reinforcing the need for trained and formally educated teachers for young children.  The passage 

of the No Child Left Behind legislation has increased the pressure upon school systems and early 

care and education programs to provide for the educational needs of all children.  School 

readiness is a determining factor for the later success of children in primary and elementary 
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grades (Perez & Dagen, 2009).  Lieber et al. (2009) addresses the issue of inconsistent 

requirements for teachers of young children and reports on conflicting research in regard to the 

educational requirements for teachers of young children.  Research shows “there is substantial 

variability in requirements for education and professional preparation of early childhood 

teachers.  There have been recommendations to increase educational requirements to a 

bachelor’s degree for early childhood teachers” (Bowman et al., 2001, p. 105). 

State-supported prekindergarten programs (Barnett, Hustedt, Robin, & Schulman, 2005), 

as well as federally funded Head Start programs (GovTrack, 2007), “have moved toward 

implementing more stringent education requirements” (Lieber et al., 2009, p. 458).  Vandell and 

Wolfe (2000) support the research of Howes (1990, 1992) and Lieber et al. (2009) by presenting 

evidence that higher quality childcare and instruction correlates with better developmental 

outcomes, while lower quality childcare and instruction correlates with poorer developmental 

outcomes.  The research of Vandell also supports the influence of the quality of childcare on 

behavioral issues of children in later formal educational environments.  Vandell (2000) points 

out additional issues in quality of care by reporting on the difficulties of providing higher quality 

childcare.  Factors noted in his research dealt with not only the educational backgrounds and 

training of teachers but also with the lack of stability in childcare.  Because programs are so 

diverse, requirements are inconsistent, and pay and support are low, teacher retention suffers.  

Failure to deal with these issues complicates the quest for high quality, consistent care, and 

education of young children (Vandell, & Wolfe, 2000). 

 Magnuson, Meyers, Ruhm, and Waldfogel (2004) report that the number of children 

attending school-based preschool programs has risen 23% in recent years and that 66% of four-

year-old children in the United States are now enrolled in these programs.  School readiness and 
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the pressure to send children to school “ready to learn” has accounted for much of this increase.  

Magnuson noted that children from lower socioeconomic environments were more likely to enter 

school with fewer academic skills than children from higher socioeconomic environments.  He 

says “Prekindergarten has emerged into an arena that already includes several types of early 

childhood education and care programs such as Head Start, preschools, nursery schools and 

center-based day care centers” (Magnuson et al., 2004, p. 118).  Research into educational 

requirements for prekindergarten teachers reveals a significant difference between requirements 

for state-funded programs as opposed to teacher requirements for home- or church-based 

programs and federally funded programs such as Head Start (Magnuson et al., 2004).  Neuman 

(2003) states, “High-quality prekindergarten has been documented to be the single best 

investment for improving achievement” (p. 288).  Neuman (2003) defines four conditions for a 

high-quality prekindergarten program:  sufficient time for the program (more than three and a 

half hours daily), programs specifically targeted at children deemed at risk, a curriculum that is 

carefully thought out and specifically designed to meet the needs of the children, and 

accountability for the quality of the programs. 

 The impact of child development and early intervention programs upon the future 

educational potential of children is debatable, but most researchers agree that the quality of the 

childcare and educational experiences is definitely a factor that determines performance in later 

formal academic environments (Bracey & Stellar, 2003).  Quality of care was positively linked 

to the education of the teachers whether via formal, child development-specific training and 

certifications or degrees from colleges or universities (McMullen, & Alat, 2002).  The 

implementation of state and federal programs designed to give children, particularly children of 

low income families, an early start on school readiness has contributed to the availability of 
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childcare and early academic intervention (Campbell, & Ramey, 1994), but the quality of these 

programs is suspect.  Each state has varying requirements for teachers in day care facilities, state 

and federal funded programs, and preschool or prekindergarten units connected to public 

schools.  No national standards or process for acquiring certification exists for teachers of young 

children (Saracho, & Spodek, 2007).   

Research from the Cost, Quality and Outcomes Study Team, the National Institute of 

Child Health and Human Development (NICHD), and the Early Childcare Research Network 

strongly indicates that the quality of early childcare and educational programs is directly related 

to the educational level of the early childhood teachers (Saracho, & Spodek, 2007).  A disturbing 

statistic was the fact that only “10% of those teachers serving low-income families had a two-

year college degree, 28% of those teachers who were serving low-income to moderate-income 

families and 62% of those who were serving moderate-income to high-income families had a 

higher education degree” (Saracho, & Spodek, 2007, p. 77).  Statistics also indicated that “less 

than 50% of lead teachers of three- and four-year-olds in early childhood programs (including 

childcare, school-based prekindergarten and Head Start programs) do not have a four-year 

college degree” (Saracho, & Spodek, 2007, p. 84).  This research from Saracho and Spodek 

(2007) validates and confirms research by Howes (1990, 1992) that the quality of childcare a 

child receives is directly linked to the educational level of the teacher and contributes to the 

outcome of the early instruction as beneficial or not beneficial.   

In support of concerns voiced by these researchers, a more recent report from Alison 

Gopnik (2011) seems to emphasize the lack of conceived benefits of formal early education of 

young children.  Alison Gopnik (2011) reports that pressure, from parents to teach their own 

children, from kindergartens and pre-Ks that are more like regular school and from legislation 
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(as in NCLB, 2001), has influenced the trend toward formal, structured education for young 

children.  The issue seems to be the focus on formal instruction from teachers as opposed to 

fostering creativity and discovery.  Spontaneous learning is thought to be more fundamental than 

directed teacher instruction.  Gopnik (2011) suggests that “while learning from a teacher may 

help children get to a specific answer more quickly, it also makes them less likely to discover 

new information about a problem and to create a new and unexpected solution” (p. 1).  A 

problem, as noted in previous research and again by Gopnik, is the difficultly in comparing 

various schools and programs.  The problem is too many uncontrollable variables and too many 

extenuating circumstances to validate the research and comparisons.  As noted by Gopnik, 

“almost any new program with enthusiastic teachers will have good effects, at least to begin 

with, regardless of content” (p. 1), making comparisons difficult.  Direct teacher instruction can 

produce desired results but may also limit the ability of children to “discover unexpected 

information and to draw unexpected conclusions” (Gopnik, 2011, p. 2).   

As shown by research from both sides of the educational debate, the early care and 

education of young children is a contemporary issue and charged with both experts and critics on 

both sides.  Researchers have indicated that the issues are so complex and intertwined that 

studies reveal both benefits and concerns of early intervention programs.  The difficulty in 

isolating criteria makes the research difficult (Gopnick, 2011; Howes, 1990; Lieber et al., 2009; 

Perez & Dagen, 2009; Saracho & Spodek, 2007).  The main areas of concern seem to be with the 

quality and strategies of the early instruction rather than whether to offer early intervention 

programs.  Regardless of the stance taken by experts and researchers in the field, community 

colleges have found themselves at the center of the debate and charged with responding through 

teacher-preparation programs that meet the needs of young children. 
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The Influence of Community Colleges 

The American Community College 

The United States has approximately 1,100 community colleges of various types, 

including but not limited to technical colleges, independent junior colleges, two-year branch 

colleges, and tribal colleges.  Approximately 88% (970) of these schools are public institutions 

serving 10 million students each year.  About half of those students are in for-credit or degreed 

programs while half are in noncredit programs.  Of first-time college students, 45% attend 

community colleges.  First-generation college students make up 51% of community college 

students.  Most community colleges do not house students on campus and serve primarily 

commuter students; however, many rural community colleges have student housing available 

(Moeck, Katsinas, Hardy, & Bush, 2008).  Community colleges are founded on the principle of 

accessible education for all; therefore, “every community college has its own culture and serves 

a unique geographic area and clientele” (Vaughan, 2000, p. 2).   

 Accessible education for all citizens is a premise for the influence of community colleges 

on higher education.  Before World War II, two-year institutions were predominately private 

institutions, not open to public access.  Three historical events changed the role of community 

colleges in America.  The first event was baby boomers reaching college.  Many baby boomers 

realized that attending college was closely related to their future success and job opportunities.  

Following quickly on the heels of this first event was the civil rights and women’s rights 

movements.  Marginalized groups became a focus for higher education along with a national 

goal of eliminating poverty and making education accessible to all Americans, “through open 

admissions, affordable cost, and delivery of programs designed to meet the needs of local 

communities” (Kasper, 2003, p. 20). 



62 
 

 

 John Roueche, a nationally recognized authority in education in community colleges, is 

currently the director of the Community College Leadership program at the University of Texas 

in Austin.  Roueche and George Boggs (President and CEO of the American Association of 

Community Colleges) have collaborated for many years in the study of community colleges and 

their impact on education in America.  Boggs believes community colleges have historically 

been the most flexible and most resourceful in responding to the changing needs in educational 

communities (Roueche, Richardson, Neal, & Roueche, 2008).  Community colleges are forced to 

use creativity in responding to the increasing demands of an ever evolving global society with 

major shifts in demographics.  Technology has catapulted the communities of the world into 

global societies with a constantly changing, fast-paced paradigm of thought.  Increased quality 

research, substantiated by documentation and the demand for accountability, has produced global 

knowledge and insight into the success and failure of education and educational programs.  

Community colleges are being called upon to respond to this increased pressure and produce 

well-educated students equipped for service in the new global society.  Henry Kasper (2003) 

supports the viewpoint of John Roueche that community colleges have been the most flexible of 

higher education institutions.  He asserts, “A constant for community colleges has been their 

ability to quickly adapt to demands of the times . . . community colleges continue to test their 

flexibility as they strive to address changing educational and training needs” (Kasper, 2003, p. 

21).  Research by Hoover (2010) indicates that student interest in community colleges increases 

significantly during the senior year, especially as students near graduation.   

 Recently, community colleges have been more definitively classified into categories 

based on size (enrollment), curriculum (technical or transfer), and demographic area (rural, 

suburban, urban).  Katsinas and Lacey (1996) made an effort to define and clarify classifications 
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for two-year colleges.  Previously, the disaggregation of data was difficult.  The availability of 

new technology and software has made it more feasible to disaggregate the large amounts of data 

from community colleges.  This technological advancement made it possible to effectively 

separate and categorize two-year institutions (Hardy & Katsinas, 2007).  The Carnegie 

Foundation for the Advancement of Teaching produced the 2005 Basic Classifications for 

Community Colleges.  Previously, all community colleges had been in a single category.  The 

Carnegie classification system for institutes of higher education was originally developed by 

Clark Kerr in conjunction with The Carnegie Foundation for the Advancement of Teaching’s 

Commission on Higher Education.  The first edition of the classification system of institutes of 

higher education focused mainly on four-year institutions along with colleges and universities 

offering graduate-level courses.  This original classification classified only four-year and 

graduate institutions into separate, distinct categories while leaving two-year institutions in one 

category defined as Two-Year Colleges and Institutions (Hardy, 2005).  Minor changes in the 

classification system during the 1990s reflected a change in the designation from Two-Year 

Colleges and Institutions to Associate of Arts Colleges, but the institutions were still basically 

grouped into an all-inclusive category.  It was not until 1996, through the work of Katsinas and 

Lacey that subcategories and designations for two-year institutions were established (Hardy, 

2005). 

The new classification system of Katsinas and Lacey separated community colleges 

which granted associate degrees into three broad categories: publicly controlled institutions, 

privately controlled institutions, and special-use institutions.  Privately governed institutions 

were broken down into private institutions, nonprofit junior institutions, and proprietary 

institutions.  Special-use institutions included specialized two-year institutions such as those 
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focusing on nursing-type programs and radiography in hospitals.  Some of these institutions 

could be publicly controlled as well as privately controlled.  Public institutions were subdivided 

into rural, suburban, and urban institutions.  Suburban and urban institutions were further 

separated into single campus and multi-campus categories, and rural institutions were subdivided 

by size (small, medium, large).  Although most community college campuses were designated to 

serve a particular community or demographic area, some attracted a more regional student 

population by offering particular programs and certificates or degrees in specific programs 

(Hardy, & Katsinas, 2007). 

Community colleges are increasing in popularity as reflected in the record number of 

students attending community colleges.  According to research by Hardy and Katsinas, by 2000-

2001, approximately 3,213,977 students were attending rural community colleges (Hardy & 

Katsinas, 2007, p. 8).  However, America’s community colleges share a common goal and 

commitment to accessibility to students.  Hardy and Katsinas (2001) reported 

similarities among all types of community colleges, particularly in relation to the 
traditional community college commitment to access and open door admissions [and] all 
community colleges show a commitment to social mobility by offering educational 
programs such as ABE, GED preparation, academic and career counseling, employment 
placement, and remedial and tutoring services. (Hardy, & Katsinas, 2007, p. 14) 
 
 
 

A Shift in the Focus of Community Colleges 

In the past, community colleges have focused on accessibility and affordability.  Katsinas 

(2007) quotes Florence B. Brawer (research director of the Center for the Study of Community 

Colleges) as stating that for many students “the choice is not between a community college and 

another institution, ‘it’s between a community college and nothing’” (p. 1).  Enrollment in 

community colleges has increased significantly as referenced by research into the success of 



65 
 

 

community colleges; however, community colleges have now refocused on retention and success 

of students due to a low percentage of degree completion.  President Barack Obama said at the 

White House Community College Summit that “half of those who enter community colleges fail 

to either earn a two-year degree or transfer to earn a four-year degree” (Oldham, 2010, p. A20).  

Oldham (2010) suggests that the lack of student success in degree completion is partly due to the 

placement of students in remedial courses.  Research from the Community College Research 

Center at Teachers College at Columbia University provides statistical information concerning 

retention and degree completion for students placed in remedial courses.  

Tom Bailey, director of the Community College Research Center, reports “Only 31 

percent of students placed into remedial math ever get to college-level work, and half of students 

referred to remediation of any kind complete the entire sequence” (Oldham, 2010, p. 20).  The 

research from the Center suggests that the reason for the lack of retention and degree completion 

from students placed in remediation lies in the ineffectiveness of remedial courses and lack of 

preparation for poorly designed college placement exams.  Student complaints accused the 

content of the tests as not being relevant to where they were in their academic program, 

especially in the area of mathematics.  Students were required to remember basic arithmetic facts 

from middle school curriculum, which had not been revisited in their high school algebra classes.  

Students were not prepared to take the placement tests and often were put into the testing 

situation when completing admissions paperwork.  The students had no time for preparation for 

the test(s) and no indication of the contents and objectives of the test(s).  Issues surrounding 

degree or certificate completion rates are surfacing as a catalyst for community colleges to 

address retention and completion rates.  The Bill & Melinda Gates Foundation has committed 
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$35 million over a period of 5 years to investigate the issue of graduation and completion rates in 

community colleges and offer support for boosting those rates (Oldham, 2010). 

 Concerns about the lack of success and degree completion for students who are placed in 

remedial courses are echoed by other recent articles.  Adams (2010) reports students who take 

college placement tests while unprepared are likely to be placed in remedial courses.  Students in 

remedial courses often become frustrated and discouraged and fail to complete their degree.  A 

difference in the manner in which prospective students are processed at the community colleges 

versus the admission process at four-year institutions seems to be partially a factor in the 

students’ poor placement scores.  Four-year institutions process students over a longer period of 

time in which students receive instructions concerning placement tests and procedures.  

Community colleges often process students in a few days or even as short as one day.  Students 

show up at the campus with their appropriate paperwork and are processed immediately.  During 

this processing period, the students are instructed to take the placements test(s) while on the 

campus.  The result of immediate processing is the student takes a definitive placement test for 

mathematics and English placement while significantly underprepared for the test.  Suggestions 

for correcting this negative factor include better communication processes between the college, 

the future student, and high school counselors advising students on college entrance procedures 

(Adams, 2010). 

 National Institute for Staff and Organizational Development (NISOD) recently 

spearheaded an effort to call community colleges to action in the area of retention, success, and 

degree completion.  Five community college organizations partnered with NISOD and pledged 

to promote policies and procedures that would focus on student success.  The five organizations 

were the Association of Community College Trustees, the League for Innovation in the 
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Community College, the Center for Community College Student Engagement, and the Phi Theta 

Kappa honor society (NISOD, 2010).  The call to action (Democracy’s Colleges: Call to Action) 

is to increase student success and completion rates by 50% by the year 2020.  A challenge was 

issued to community colleges throughout the United States to develop and implement policies, 

procedures and committees dedicated to student retention, success, and degree or certificate 

completion. 

Rod Risley of Phi Theta Kappa Honor Society was quoted by David Moltz (2010) as 

stating, “Our objective in this initiative is to do everything possible to create a culture of 

completion at our institutions, whether it be administrators, faculty, trustees or students” (Moltz, 

p. 1).  The national attention on community colleges through the White House Summit on 

Community Colleges has sparked the initiative.  Although the call to action is a major step in a 

change in focus of community colleges, there is little financial support from the federal 

government to assist in the initiative.  Funding in the amount of $12 billion initially intended for 

community colleges was reduced to approximately $2 billion (Community College Week, 2010).  

Community colleges are committed to increasing the success rate of students, but many criticize 

the mandate for its lack of financial support.  Presidents of community colleges are concerned 

about the implementation of such an auspicious campaign without financial support; however, 

most administrators are committed to increasing the success rate with or without additional 

financial support (Moltz, 2010).   

Community colleges have become the focus of an initiative generated by President 

Barack Obama.  The President conducted the first ever White House Summit on Community 

Colleges in which community colleges were recognized as “the unsung heroes of America’s 

education system” (Bradley, 2010, p. 6).  Jill Biden, wife of Vice-President Joe Biden, an 
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instructor in a community college for a long time, was instrumental as the organizer of the 

summit.  She is quoted as stating, “For years I have said that community colleges are one of 

America’s best-kept secrets.  Well, with the President of the United States shining a light on us, I 

think that secret is out” (Bradley, 2010, p. 6).  Community colleges have long been viewed as an 

avenue by which Americans who could not obtain higher education from traditional colleges and 

universities could achieve an academic goal of a college degree.  Community colleges have 

emerged not only as transfer institutions for millions of American students, but also as a major 

influence upon workforce development in areas of skilled labor.  Three initiatives have been 

established through the private sector rather than the educational arena focusing on programs 

specific to the community college.  Those initiatives are Skills for America’s Future, Completion 

by Design, and the Aspen Prize for Community College Excellence.  Administrators and 

supporters of community colleges are hopeful that the recent attention on community colleges 

will implement increased and more equitable funding for community colleges (Bradley, 2010). 

The United States is ever conscious of our comparisons with other countries, and the 

focus on education as a top priority seems to be shifting.  According to research by Business 

Champions, a non-profit organization consisting of business and educational leaders, older 

adults, between the ages of 55 and 64, value education.  The United States holds the number one 

position in the world for education in the form of postsecondary degrees for this age group 

(adults 55 to 64); however, the United States ranks a distant 12th for postsecondary degrees for 

adults between the ages of 24 to 35 (Bradley, 2010).  Community colleges are seen as a solution 

to the lack of education for younger Americans.  President of the American Association of 

Community Colleges, George R. Boggs, states community colleges “are seen by many as the 

solution for economic recovery and as an affordable route to a higher education degree or 
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certificate” (Bradley, 2010, p. 7).  Community colleges are reaching students from historically 

marginalized, minority groups that have, in the past, not been successful in higher education 

arenas.  Approximately half of Hispanic, African American, Asian/Pacific Islander, and Native 

American undergraduate students are currently being serviced by community colleges.  

Community colleges have become critical to equal educational opportunities for these groups 

(Bradley, 2010).   

In a poll conducted by The Associated Press and Stanford University, and funded in part 

by the Bill and Melinda Gates Foundation, community colleges were rated at approximately the 

same satisfaction as traditional four-year colleges and universities.  The poll was conducted 

September 23 through September 30 and consisted of telephone interviews of approximately 

1,000 adults across the nation with a sampling error of plus or minus 3.9 percentage points 

(Turner, 2010).  The poll revealed that a large portion of Americans believe that the option of 

attending a community college rather than a four-year institution is a better choice for many 

American students.  In response to the decline of Americans with higher education degrees, 

President Barack Obama is pressing for the United States to become the leader in the percentage 

of college graduates in the world by 2020.  Community colleges are believed to have the 

potential of making a large contribution to that initiative.  Many students are unable to attend 

four-year institutions due to financial restrictions and lack of accessibility to a four-year institute 

of higher education.  Community colleges provide an alternative to traditional four-year colleges 

and universities for many American students both traditional and nontraditional.  The quality of 

the education received at community colleges compares favorably with the education received at 

four-year institutions.  A poll, which was funded partially by The Bill & Melinda Gates 
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Foundation, reported that “nearly 70 percent of respondents said the quality of education at 

community colleges is excellent or good” (Turner, 2010, p. 7). 

 

Alabama’s Community Colleges 

 Private-owned and operated two-year colleges in the state of Alabama date back to the 

1800s.  The first two-year public college in the state of Alabama, established in 1925, was a trade 

school operated by the state.  Eventually, two-year colleges focusing on both technical and 

academic programs of study were established.  By 1947, with the return of veterans from World 

War II who needed educational training, President Truman identified a need for institutions of 

higher learning to bridge a gap between high school and more traditional four-year institutions of 

higher learning.  The majority of the American population was unable to attend the more 

traditional universities, so community colleges were developed to address the needs of these 

thousands of Americans.  Community colleges were established in neighborhoods to focus on 

general academics as a gateway to the upper level institutions.  Technical and academic degree 

paths made it possible for a larger number of the rural and working class to attain more advanced 

education and increase skills for the booming economic surge that was occurring (ACCS 

history). 

Governor George C. Wallace is credited with being the “father of the state’s publicly 

controlled two-year colleges” (Katsinas, 1994, p. 447).  Under his direction and with the 

development of a powerful political machine, the state-funded and operated junior college and 

trade school system debuted in Alabama history.  Previously developed trade schools and private 

two-year institutions were united into a single system of junior colleges dedicated to providing 

affordable, accessible education to all the citizens of Alabama.  Governor Wallace’s father is 
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credited with initial legislation which created a postsecondary school in Gadsden as a trade 

school, a precursor to technical schools in Alabama.  George C. Wallace used his father’s 

foundation of trade schools as an incentive to establish trade schools and junior colleges 

throughout Alabama.  In 1963, during George Wallace’s first term as governor, the state 

legislature organized all of the state’s two-year institutions into a single postsecondary system 

and placed them under the direction of the State Board of Education.  By 1982, the Alabama 

Department of Postsecondary Education was established to allow for a separation from the State 

Department of Education, and a chancellor’s position was created to govern the two-year college 

system in Alabama (Katsinas, 1994). 

Currently there are 26 community colleges in Alabama, which includes 22 community 

colleges with a focus on academics, transfer programs, and technical programs.  Four technical 

colleges concentrate on technical programs and workforce development.  Athens State 

University, a unique part of the Alabama two-year college system, is an upper-level university 

providing the junior and senior year extensions to the freshman and sophomore years provided at 

the 22 community colleges (see Figure 3). 

 

The Role of Community Colleges in Early Childcare and Education 

 Programs that focus on early care and education are popular courses of study for students 

in the field of education who attend two-year community colleges.  Long- and short-term 

certificates in child development are currently being offered by community colleges nationwide.  

Traditionally, community colleges provide general education courses for transfer students in 

early childhood education.  Freshman and sophomore level courses prepare students either for a 

two-year associate’s degree or for transfer into a higher level four-year institution. 
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Extensive research has been conducted by Lobman (Lobman, Ryan, McLaughlin, & 

Ackerman, 2004) into the education of preschool teachers in the state of New Jersey.  The 

purpose of his research was to determine whether the system was meeting the demand for 

preschool teachers, to determine the nature of teacher preparation programs along with 

professional development training, and to identify gaps evident between recommended standards 

and programs available within the state.  In the state of New Jersey, approximately 3,200 

students were enrolled in community colleges in early childhood education.  Eight of the state’s 

17 community colleges offered not-for-credit workshops and professional development training 

for preschool teachers.  The research from Lobman (Lobman, Ryan, McLaughlin, & Ackerman, 

2004) validated and supported other research that exhibited a positive correlation between 

teacher education and the quality of childcare and early intervention programs.   

As the need for better educated preschool teachers has increased, the need for community 

colleges to offer teacher preparation classes in the area of child development and early childhood 

education has also increased (McMullen, & Alat, 2002).  Because of “an identified teacher 

shortage. . .community colleges are beginning to be identified as a ‘part of the solution’ in 

preparing qualified teachers, and are therefore exploring new and different roles in the teacher 

education” (Lobman, Ryan, McLaughlin, & Ackerman, 2004, p. 24).  McMullen and Alat (2002) 

support the need for more extensive education for preschool teachers, preferably a four-year 

bachelor’s degree.  They advocate teachers of young children should be exposed to a fuller, more 

complete educational experience, which translates into higher quality care and education for 

young children.  Teachers trained in this kind of program exhibit better skills in the area of 

communication and in the ability to express and relay their knowledge. 
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 Nakanishi (2007) researched the effects of the early childhood education program of a 

community college through the perspective of preschool teachers.  Ten preschool teachers who 

had graduated from the community college’s early childhood education program were surveyed 

as to the effectiveness of the program.  Nakanishi noted that preschool teachers brought skills, 

knowledge and beliefs to their classrooms that extended beyond their college experiences.  

Experiences from their families, communities, previous education, and past life experiences 

combined to form the base of knowledge they brought to their classrooms.  Research suggests 

that teachers are likely to put into practice the knowledge gleaned from their college courses 

when entering the classroom; however, evidence of a “wash out” effect (Nakanishi, p. 25) 

revealed that over time teachers gradually moved away from what they learned in teacher 

education programs and began to embrace the attitudes and behaviors of those with whom they 

worked.  Nakanishi’s research validated early research, which acknowledges that teachers are 

viewed as perhaps the single most important factor in determining the quality of early childhood 

education for young children and that the quality of instruction and the learning experiences of 

the children are directly related to the quality of the teacher.  Studies reveal “[w]hile teachers’ 

own background knowledge, experience and attitudes strongly determined what happened in the 

preschool classroom, what the teacher learned and experienced in teacher preparation programs 

was also an important factor” (Nakanishi, 2007, p. 4).  However, Nakanishi pointed out the 

danger of teachers moving away from their professional education and reverting to methods of 

instruction that more reflect how they were taught as children rather than utilizing the methods 

they were taught through higher education.  The findings of Nakanishi emphasize the importance 

of quality teacher preparation programs supported by continued professional development once 
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the teachers are out in the field to encourage teachers of young children to implement effective 

methods of educating young children rather than falling back on past life experiences. 

 Because the influence of the teachers is so important to the children in their classrooms, 

care must be taken to insure that public institutions of higher learning provide potential teachers 

of young children with appropriate educational experience (McMullen, & Alat, 2002).  Quality 

programs of study should be offered in an effort to guarantee that teachers are well trained and 

qualified to teach young children.  Research into the early care and education programs in 

community colleges is desired to determine whether the educational needs of teachers of young 

children are being met.  The demand for increased professionalism has forced community 

colleges to respond by changing the curriculum for teachers of young children to meet 

contemporary standards. 

Alabama requires that teachers obtain a four-year bachelor’s degree to teach in either a 

public school kindergarten or a state-funded prekindergarten, a high standard compared to other 

states which require a two-year degree, area specific certification, or no formal education to 

teach prekindergarten (refer to previous chart of requirements by state).  However, the state of 

Alabama does not require any formal training or education for childcare center workers.  The 

Department of Human Resources publishes Minimum Standards for Day Care Centers and 

Nighttime Centers Regulations and Procedures for state certified centers with qualifications for 

directors and workers within the centers.  Procedures for licensing, requirements for facilities, 

the nature of the childcare program, transportation of children, staff, administration, meals and 

snacks, required equipment, and legal proceedings and actions are included in the manual.  Part-

day private centers as well as church-funded centers are not required to adhere to the minimum 

standards dictated by the State of Alabama Department of Human Resources (DHR).  Some 
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centers are bound only by fire and safety codes for the demographical area in which they exist.  

This accounts for the wide variation in early childcare programs in quality and instruction.   

The Alabama Department of Human Resources (DHR) published a document entitled 

Alabama Pathways (2009) for the purpose of outlining a process of professional development 

specifically designed for training and educating caregivers and early childhood teachers, 

including school-age care providers.  Alabama’s community colleges play an important role in 

the professional growth lattice by providing a source for higher education for teacher of young 

children.  Figure 5 illustrates the role of the community colleges in accomplishing Levels 2, 3, 4, 

and 5 (Athens State University is a part of the Alabama 2-year system of colleges).
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 Training and Education Training and Education Resources 

Level 
1 

Minimum Standards training requirements 
and/or Alabama Early Learning guidelines 

(AELG) Credential 

Alabama Department of Human Resources (DHR) 
Child Care Services Division; DHR 

Quality Enhancement Contractors; Local, Statewide, 
Regional and National Professional Child Care 

Organizations 

Level 
2 

Child Development Associate (CDA) 
Credential or other national credential in child 

care/early care and education 

Council for Professional Recognition; DHR Regional 
Quality Enhancement Contractors; Alabama Community 

College System (ACCS) Institutions 

Level 
3 

Short Certificate and/or Certificate in Child 
Development/Early Care & Education 

Alabama Community College System (ACCS) 
2-year Institutions 

Level 
4 

Associate in Applied Science/Technology 
(AAS or AAT) Degree in Child 

Development/Early Care & Education, and/or 
Associate in Arts/Science (AA or AS) Degree 

in Child Development/Early Childhood 
Education including 18 child 

development/early childhood specific credits 

Alabama Community College System (ACCS) 
2-year Institutions 

Level 
5 

Bachelor’s Degree in Child Development, 
Early Childhood Education, or Elementary 

Education including 30 child 
development/early childhood specific credits 

Athens State University; Public and Private 4-year 
Colleges and Universities 

Level 
6 

Master’s Degree in Child Development, Early 
Childhood Education, or Elementary 

Education including 15 child 
development/early childhood specific credits 

Public and Private 4-year Colleges and Universities 

Level 
7 

Education Specialist (Ed.S.) Degree in Child 
Development, Early Childhood Education, or 

Elementary Education including 15 child 
development/early childhood specific credits 

Public and Private 4-year Colleges and Universities 

Level 
8 

Doctor of Philosophy (Ph.D.) Degree or 
Doctor of Education (Ed.D.) in Child 

Development, Early Childhood Education, or 
Elementary Education including 15 child 

development/early childhood specific credits 

Public and Private 4-year Colleges and Universities 

Note:  This Professional Development Lattice does not reflect all of the resources available for obtaining child 
development and early childhood training and education. 
 
Figure 5.  Alabama pathways professional development lattice. 
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Implications for the Future 

As “enablers of the American Dream,” the contributions of early care and education 

professionals upon the lives of young children “are increasingly important to the future of 

democracy in the United States” (Washington & Andrews, 2010, p. 1).  The importance of the 

early care and education of young children has increased in the last 10 years as studies have 

revealed “[q]uality care and development during the early years is the base on which all 

subsequent education reform must rest” (Washington & Andrews, 2010, p. 1).  Since early 

childcare and education programs are often the first time a young child comes into contact with 

other cultures and races, the social environment of early care centers provides children with their 

first exposure to democracy and freedom as a part of a global society.  The global society is 

grounded in knowledge, and early care and education programs provide the foundation for the 

future education and knowledge of the child.  Early intervention programs expose children to 

opportunities to learn and create a firm foundation of being “ready to learn” in primary education 

programs.  By the year 2000, early intervention and “ready to learn” programs were recognized 

as providing children, especially marginalized and low-income children, an opportunity to begin 

the educational process at an earlier age.  By the year 2010, early intervention programs focused 

on early learning opportunities for children from birth through eight years of age.  

Developmental theorists have long recognized the importance of the early, formative 

years of children as critical to future learning abilities and opportunities since “[l]earning begins 

at birth, if not before, and the quality of the developmental environment matters greatly” 

(Washington & Andrews, 2010, p. 3).  A focus on the developing child and the learning 

opportunities provided for the young child is necessary because “[r]esearch has repeatedly 

revealed that it is more cost effective and less damaging to children to provide quality care and 



78 
 

 

learning during the early years rather than pay for remediation during later years” (Washington 

& Andrews, 2010, p. 3).  Educational spending is better spent providing quality programs for 

young children rather than spending large sums of money later on remedial programs and 

repetition of grades. 

 The field of early care and education has a clearer focus and is better defined than in 

previous years (Willer, & Bredekamp, 1990).  Early care and education programs include 

acknowledgement of cultural diversity and recognition of demographic changes within 

communities.  Research has produced a national awareness of the effects of early care and 

education on a child’s future academic success as a lifelong learner.  Public education has 

recognized the importance of early care and education as well as the need for education from 

birth (Young & Denkelberg, 2004).  Enrollment in high quality programs and state-funded 

prekindergarten and Head Start programs has increased.  Teachers of young children are being 

pushed to participate in advanced, specific professional development programs and pursue 

college degrees and certifications in the field of early care and education (McMullen & Alat, 

2002).  Prekindergarten programs for four-year-olds have been established in 38 states as well as 

Washington, DC.  The public has begun to recognize these programs as a wise investment of 

taxpayers’ money and associate higher quality opportunities with these programs (Bracey & 

Stellar, 2003; Clifford, Bryant, & Early, 2005).  A push is now being made to extend these 

programs to include three-year-old children (Washington & Andrews, 2010). 

 In an effort to meet the needs of young children and to extend early learning 

opportunities, schools are becoming “full-service community schools” (Adelabu, Durand, & 

Jenkins-Scott, 2010).  Young children and their potential are viewed as social capital, a social 

reinvestment focusing upon the early care and education of young children.  Recognition that 
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“Early care and education settings play a pivotal role in nurturing, socializing, and teaching 

many children the skills needed to succeed in formal schooling and become productive members 

of society” (Adelabu, Durand, & Jenkins-Scott, 2010, p. 13) has made education a focus of the 

community.  The belief that all children have the ability to learn and to achieve is the foundation 

of the No Child Left Behind legislation.  Adelabu et al. suggested that “early childhood curricula 

must be grounded in a solid understanding of children’s development” (p. 14), which requires 

formal training and education of teachers of young children, reinforcing the push toward 

professionalism in the field of early care and education.  “One of the most significant challenges 

the U. S. education system must face is the preparation of teachers” (Adelabu et al., 2010, p. 15), 

which means society must view teachers of young children as being competent and capable of 

educating the young children of America.  The current trend is not to view teachers of young 

children as professional educators. 

One reason for the lack of respect and professional recognition for teachers of young 

children is the lack of continuity and curricular standards for teacher preparation programs.  

Programs and requirements vary greatly from state to state, and “By varying our expectations 

and standards in teacher preparation programs, we create teachers who in turn pass on varied 

expectations of and standards for a quality education to America’s children” (Adelabu et al., 

2010, p. 16).  As supporters of communities and community schools, institutions of higher 

learning must also become part of the learning communities.  These institutions must provide 

engaging, professional curricula for teacher preparation of teachers of young children.  Some 

programs may need to be restructured, and mentoring and professional development programs 

may need to be offered to produce highly qualified and effective teachers of young children: 

“technologically literate educators who can effectively integrate technology in ways that help 
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students gain a deeper meaning of course content” (Adelabu et al., 2010, p. 17).  High standards 

and high expectations in teacher-preparation programs will translate into high standards and high 

expectations for students. 

 Ruby Takanishi (2010) suggests that within the next 10 years prekindergarten programs 

of high quality must become a regular part of the American educational system.  She supports 

the expansion of these programs to include children as young as three years of age.  Her goal is, 

“In the year 2020, all American children will be engaged with a new primary education system 

that provides a coherent and sequenced set of learning experiences that is the foundation for later 

educational success” (p. 28).  A new vision for early education requires a paradigm shift better 

aligned with current research about how children learn and develop.  Prekindergarten programs 

are being widely accepted as an avenue for narrowing the achievement gap for children entering 

kindergarten, becoming synonymous with greater student academic achievement and lesser 

needs for later remediation.  PreK-3 initiatives are becoming more widespread, and suggestions 

are that they become more closely connected with current four-year-old pre-K programs.  States 

are being encouraged to adopt a “birth-to-postgraduate-education” philosophy (Takanishi, 2010, 

p. 29) to meet the demands for early learning and educational reform.  The movement toward a 

PreK-3 educational system is the foundation for later academic achievement. 

Takanishi (2010) further recommends a move toward aligning standards, curricula, and 

assessments for preK children through the third grade to improve the quality of early care and 

education.  She supports higher teaching credentials for both teachers and teaching assistants.  

Takanishi (2010) asserts teaching assistants have to obtain a minimum of an associate’s degree 

(two-year program) or be working toward a four-year educational degree while employed as a 

teacher assistant for young children because, “Teacher quality should be as highly demanded as 
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it is for the K-12 education system” (p. 30).  In the past, early care and education and K-12 

education have been separate entities with separate standards and requirements.  Funding, 

education, requirements, assessments, etc., have all been characterized by separate criteria and 

separate accountability systems.  With the exception of a few states, “information about preK 

children is not part of state longitudinal education data systems,” and Takanishi (2010) warns, 

“All of this must change, and change is not easy” (p. 30). 

 According to Edelman and Grace (2010), the dream for American children to have an 

education that will raise them above a poverty level cannot be realized not because of “a money 

problem” but because of “a values and priorities problem” (Edelman & Grace, 2010, p. 37).  To 

significantly reduce the poverty level of children, the United States must have a paradigm shift in 

birth-through-college educational opportunities.  The initial step in quality birth-through-college 

education begins with quality early care and education programs.  Although the debate still rages 

over what exactly defines “quality,” research has shown that quality of early care determines 

later academic success, especially for marginalized children.  For these children, “consistent 

attendance in a high-quality early care and education program provides greater gains in cognitive 

development than those of their peers from higher income families” (Edelman & Grace, 2010, p. 

38).  Families in poverty cannot afford high quality early childcare and education programs.  

Programs provide for low-income children to attend early intervention programs, but the quality 

of the programs into which these children are placed is questioned. 

The desire to adequately fund early intervention, home-visitation high-quality programs 

is lacking.  Edelman and Grace (2010) encourage the use of federal funding for programs such as 

Head Start, Early Head Start, and various other childcare and developmental programs to provide 

lower income families an equivalent opportunity for high quality care regardless of income.  In 
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addition to increasing funding for adequate programs offered to low income families, Edelman 

and Grace (2010) recognize the need for equitable pay for teachers of young children in 

proportion to that of public school teachers.  Better pay addresses the issue of high turnover in 

teachers of young children, which greatly influences the quality of their care and education.   

 Barbara Bowman (2010) suggests that a negative response to the state-funded programs 

may be due to the failure of past programs to produce the desired positive results.  She supports 

state-funded early intervention programs as a deterrent for later remediation and intervention.  

Economically, an investment in early intervention through preschool education, particularly for 

marginalized, low-income, at-risk children, is a wiser, more efficient use of public funds. 

 Programs that excel are programs with “distinctly educational curricula” (Bowman, 2010, 

p. 105).  Teachers are well-trained and well-educated.  Curriculum for the children is based on a 

foundation of cognitive skills, language and literacy, and a traditional focus on social skills and 

support for the family.  Funding for programs of high quality has increased.  Thirty-eight states 

now fund prekindergarten programs.  Approximately 1.2 million children are now enrolled in 

these programs (Bowman, 2010).  A particular concern about state-funded programs is the lack 

of consistency across the country and the variations from state to state.  Issues such as the age of 

enrollment for children, the length of the daily program in hours, curricula, activities, teacher 

education and training, and quality continue to point out deficiencies in the programs.  Currently, 

North Carolina and Alabama are tied after 4 years of implementation for the top rating of pre-K 

programs as reported by the National Institute for Early Education Research (Hobson, 2010).  

First Class is a state-funded prekindergarten program in the state of Alabama.  “Even while 

facing difficult budget challenges, we’ve been able to greatly increase enrollment in First Class 
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and maintain the highest quality pre-K program in the nation,” reported Alabama Governor Bob 

Riley (Hobson, 2010). 

 

A Call to Action 

 Issues for the future of prekindergarten programs include the variation in programs, the 

responsibility for the financial burden, the long-term and short-term costs, pedagogy and 

curricula, assessment of the programs, funding, collaboration, and the use of research to inform 

policymakers.  Bowman (2010) suggests five strategies for individual states to consider and to 

provide a means of collaboration for the future of quality prekindergarten programs.  First, each 

state must make a commitment to the early education program and provide an appropriate system 

of delivery for all children regardless of income level.  Second, appropriate learning standards 

should be established for the education of children from birth through eight years of age.  Third, 

curriculum should be aligned extending from prekindergarten through the third grade.  Fourth, 

expectations for kindergarten learning should be appropriately disseminated; and fifth, a data 

system for early childhood data aligned with public schools and health and social services should 

be created (Bowman, 2010, p. 109). 

 The impact of early intervention programs for the future of early care and education relies 

on the commitments of individual states to provide quality programs.  Funding for 

prekindergarten programs in the United States has risen from just under $1 billion in 1992 to 

more than $4 billion (Egertson, 2010).  Although many states have implemented prekindergarten 

programs, lower to middle income families are limited in their access to a high quality program.  

The majority of state prekindergarten programs are offered through public schools mainly for 

four-year-old children.  However, programs designed to meet the needs of three year olds are 
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growing in conjunction with four-year-old programs.  States, especially Alabama and North 

Carolina, have been noted for their quality programs designed to improve the quality of early 

intervention programs as well as working conditions for caregivers and teachers of young 

children.  At the current time, the wages of many employed in the early care and education of 

young children fall within the national guidelines for poverty level income.  To improve the 

quality of early care and instruction, compensatory pay equal to that of their peers in the higher 

grade levels must be made available to the teachers of young children.  Higher wages should 

accompany the push for higher education and training for teachers of young children.  These 

teachers now “earn considerably less than their similarly educated and credentialed colleagues” 

(Egertson, 2010, p. 124).  Accompanying benefit packages, including insurance and retirement, 

are often not available to teachers in the prekindergarten programs, unlike the benefits provided 

for teachers in public schools.  Egertson (2010) comments: 

The trend is for qualifications for early childhood staff to increase across the decade, 
influenced by higher qualifications for teachers in state preK programs and Head Start.  
While salaries for teachers in state preK do not always reflect parity with K-12 teachers, 
they are significantly better than in childcare or Head Start. (p. 127) 
 

In the future, states are encouraged to develop a more systematic approach to learning for 

teachers of young children through pre-service, in-service, and educational programs.  NAEYC 

supports a system of professional development that focuses on development and support for 

teachers of young children, especially for those involved with the care and education of children 

from birth through five years of age.  States are being encouraged to develop a “Quality Rating 

Improvement System” (Egertson, 2010, p. 127).  Further emphasis is on training teachers of 

young children to work more effectively with children with special needs and disabilities.  As 

these children are mainstreamed into more and more programs, both public and private, teachers 

of these children must be educated to meet the individual needs of special children.  Egertson 
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suggests the careful development of Quality Rating Improvement Systems will better ensure that 

early intervention programs meet the standards of a quality environment for young children, and 

Well-designed and implemented QRISs hold the potential to improve the effectiveness of 
programs, the status and remuneration of early childhood staff, the coherence of 
mechanisms for monitoring and the establishment of definitions of program quality that 
could help erase the real and perceived differences between childcare and education 
programs. (Egertson, 2010, p. 128) 
 

 Steven Barnett (2010) states that the United States is failing to meet the challenge of 

effectively educating teachers of young children.  In comparison with other countries throughout 

the world, the United States pales miserably in providing the quality care and education for 

young children afforded children in other countries.  He suggests, “Developed countries differ 

markedly in the way they care for and educate young children, and in the extent of government 

support.  These national policies have a significant impact on children’s later success in school,” 

(Barnett, 2010, p. 35).  Research by TIMMS (Trends in International Math and Science Study) 

produced results validating the correlation between government spending for public pre-schools 

and later academic success in the form of higher test scores in math and science by the fourth 

grade.  Additional research suggests that middle school test scores are positively affected by 

high-quality care and education of young children.  Cognitive development of young children 

seems to improve in the long-term when they are exposed to high-quality care and education at a 

young age.   

 Barnett is quick to criticize the condition of Head Start in the United States as failing to 

provide children with high-quality care and education.  Head Start was established to address the 

lack of high-quality care and education for young children deemed “at risk” or unable to attend 

high-quality facilities due to a lack of family financial resources.  Barnett (2010) states, “One 

year in a part-time program staffed by inadequately paid teachers with widely varying 
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qualifications has little permanent impact on children’s learning” (p. 35).  Pre-school programs 

in other developed countries around the world offer to every child the availability of a high-

quality early educational program staffed by well-prepared and educated teachers.  Because the 

United States has no federal guidelines for such education, individual states are responsible for 

the availability of quality early care and education.  The federal funded Head Start program does 

not compare to the programs of other developed countries.  France, Belgium, Germany, and the 

Netherlands are among many countries that provide nationwide early care and education for 

children as young as three years old.  Some developed countries provide for children under the 

age of three. 

 A major consideration for the failure of Head Start to make an impact on the early care 

and education of young children is underprepared teachers and inferior pay (which on the 

average is about half the salary of public school teachers).  As previously mentioned and 

reflected in the table of teacher requirements by states, the inconsistency of requirements from 

state to state has proven to be a factor in the variance of quality care in pre-school programs.  

Barnett (2010) suggests that four-year-old pre-schools being offered in most states in conjunction 

with public education is a step in the right direction.  He further suggests that Head Start should 

be attached to public education so the quality of instruction and care in Head Start programs 

might be improved. 
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A Push toward Professionalism 

 The push toward professionalism has become a major force for changes in the field of 

teacher preparation for the education of young children.  National organizations as well as early 

childhood textbooks are calling for a level of professionalism on the part of teachers of young 

children.  The content of college courses are focusing on more formal instruction that 

emphasizes teachers of young children conducting themselves in a professional manner by 

following ethical codes (Ball, Thames, & Phelps, 2008; Beaty, 2008; Bradley, 2011).  Bradley 

asserts, “The word is out that the field of early childhood education is heading toward requiring 

more professionalism and education” (Bradley, 2011, p. 7).   

According to The Merriam-Webster Dictionary, professionalism is defined as “the 

conduct, aims, or qualities that characterize or mark a profession or a professional person; the 

following of a profession for gain or livelihood” (http://www.merriam-webster.com/dictionary/ 

professionalism).  A profession is defined as “a calling requiring specialized knowledge and 

often long and intensive academic preparation” (http://www.merriam-webster.com/dictionary/ 

profession).  The definition, which links qualifications of extensive knowledge and long-term 

academic preparation, provides the foundation upon which John Goodlad, as referenced by 

Tozer, Senese, and Violas (2009), bases his argument that teaching is not a profession.  He, 

along with reports from the Holmes and Carnegie commissions, supports the viewpoint that the 

teaching profession is “not quite” a profession yet but may become a profession if certain 

reforms are made in education.  As previously stated in the review of current literature, factors 

negatively influencing the consideration of teaching as a profession are the issues of academic 

preparation, low status, and low wages of individuals in the teaching field.  The predominance of 
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females in the profession has also negatively influenced the prospective of teaching as a 

profession (Tozer, Senese, & Violas, 2009).   

Tozer, Senese, and Violas (2009) suggest two definitions for professionalism:  academic 

professionalism, which addresses teachers as a member “of a public profession that works to 

elevate the quality of teaching and teacher’s lives from within the ‘guild’ of teachers and 

scholars” (pp. 315-316) and administrative professionalism, which is used to describe “efforts to 

improve teaching from outside or on the tangent of the academy” (p. 316).  An argument can be 

made for teachers in early care and education that there is a lack of administrative “top-down” 

control.  Prekindergarten teachers (four year old programs), who are bound by the regulations of 

public education, would be subject to this type of control, but individual directors and programs 

have complete autonomy in designing and implementing curriculum for their programs.  Public 

school teachers may lack autonomy and thus fall under the assumptions of Goodlad (as 

referenced by Tozer, Senese, & Violas, 2009) and others, but teachers (excluding pre-k) involved 

in the early care and education of young children are not regulated by principals, school boards, 

local, state, federal educational agencies, etc., which are indicative of public education.  The 

argument concerning academic professionalism through the acquiring of knowledge validates the 

stance that teachers in the field of early care and education of young children are “moving 

toward” professionalism in that education through credentials, certificates, and degrees is now 

being required.  The push for professionalism in the field brings the urgency for increased 

educational training and public awareness for improved wages and status, which are often 

indicators of a profession (Bradley, 2011; Morrison, 2012). 

 The National Association for the Education of Young Children, in 2005, advocated a 

move toward professionalism for teachers of young children.  Teachers and future teachers were 
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challenged at that time to make a conscious commitment to the early care and education of 

children as a profession rather than a job of babysitting (Bradley, 2011).  Becoming a 

professional involves a change in attitude for both the professional and the public.  Committing 

to behaving in a professional manner directly challenges teachers to fully embrace their role in 

the profession.  Education has evolved, and formal, deliberate instruction for young children has 

changed drastically over the past decade.  Broad areas of research and instruction include 

specific training in the area of infants, comprehensive childcare, methods of teaching young 

children, appropriate training and education of teachers, health care and services for children and 

their families, accommodations or modifications for special needs children, involvement of 

families, and knowledge of proper administration of quality childcare programs.  Childcare is 

provided through homes, businesses, churches, federal programs, universities, military bases, and 

a myriad of variations.  Programs, which include Head Start, Even Start, nursery schools, 

preschools, prekindergarten, kindergarten, etc., may be controlled by both public and private 

entities.  Various organizations, individuals, private and public companies, private and public 

schools, religious organizations, health care facilities, and an endless list of local, state, and 

federal agencies are involved in the early care and education of children (Beaty, 2008; Nielsen, 

2002).   

Standards are being adopted and guidelines established to bring continuity to the 

profession (Wesson, 2001).  Pressure from both private and public sectors is forcing individuals 

in the field and those responsible for the training of future teachers to approach the field in a 

more professional manner by providing education, support, and consistency in the area of early 

care and education of young children.  NAEYC has adopted standards for the “professional 

preparation of early childhood professionals” (Beaty, 2008, p. 347).  In addition to national 
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standards, NAEYC provides an accreditation process for teacher preparation programs for 

institutions granting associate degrees in early childhood and early care and education. 

The NAEYC Academy and Accreditation Program Support jointly provide accreditation 

information and support for over 7,500 programs that have received NAEYC accreditation for 

their programs for young children.  NAEYC boasts approximately 13,500 programs that are 

currently involved in some manner with the accreditation process.  Standards are set and 

monitored, and those programs meeting the mandated criteria receive NAEYC accreditation.  

Accreditation involves a site visit in addition to documentation of the program (NAEYC, 2010).   

NAEYC also accredits higher education programs for teacher preparation in the field of 

early childhood and early care and education of young children.  Standards established by 

NAEYC are based on current research into the development of young children.  Emphasis is 

placed upon what graduates of a high-quality program should know as well as what they should 

be able to accomplish as an effective teacher of young children.  The standards and the 

accreditation process “provide a common vision for quality early childhood teacher education in 

associate, baccalaureate, and graduate degree programs” (NAEYC, 2010).  NAEYC, in 2006, 

established the NAEYC Early Childhood Associate Degree Accreditation specifically aimed at 

evaluating teacher preparation programs at institutions granting two-year associate degrees in 

early childhood and early care and education (NAEYC, 2010). 

 In response to pressure from the public and from parents of young children to provide 

quality care and instruction for young children, the field of early care and education has 

expanded and changed significantly to meet the changing demands (Bradley, 2011).  The 

realization that early intervention and the opportunity to participate in a quality early care and 

education program contributes to children being better prepared for future academic 
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environments has increased the demand for appropriate services and precipitated a direct move 

toward the establishment of a profession.  Teacher preparation programs have changed to meet 

these demands by providing more extensive educational opportunities for teachers to receive the 

necessary training and education that will move their profession forward.  The commitment is to 

increased knowledge in the field of early care and education accompanied by certificates and 

degrees regulated by standards and guidelines such as the ones suggested by NAEYC. 

 To be considered a professional, one must be knowledgeable about the field and 

understand current trends and methods of instruction.  Knowledge must be firmly grounded in 

traditional foundations of child development and approaches to learning.  Teachers of young 

children should understand the basics of child development and be able to create appropriate 

curriculum for the children in their care.  They should have a broad concept of current brain 

research, methods of teaching, and local, state, and federal regulations which influence their 

programs.  Professional teachers of young children should be able to analyze past and current 

developmental theories and effectively apply principles to the real world of childcare.  As a 

professional, one must constantly stay abreast of trends and developments within the field.  

Opportunities for continued growth through professional development, workshop training, 

conferences, and seminars, etc., should be available to teachers of young children.  The quest for 

continued education is linked to professionalism in that professionalism leads to increased 

knowledge about the field. 

 An additional challenge in moving toward a profession is the call for ethical behavior by 

teachers of young children.  Teachers of young children are encouraged to abide by the 

NAEYC’s Code of Ethical Conduct (Feeney & Freeman, 1999).  The code provides guidelines 

“for responsible behavior in early education and sets forth a common basis for resolving the 
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principal ethical dilemmas encountered in early childhood care and education” (Beaty, 2008, p. 

358).  Ethical standards are indicators of a profession.  Additionally, the code offers four areas of 

professional responsibilities for teachers of young children:  “(1) children, (2) families, (3) 

colleagues, and (4) community and society” (Charlesworth, 2008, p. 36). 

Teachers must be versed in current laws and standards which affect the profession.  

Current and future teachers must be respectful to children and their families, must respect the 

privacy of the children and their families, and must conduct themselves in a manner which 

reflects genuine care, concern, and commitment to young children of all backgrounds, 

ethnicities, and disabilities.  Being ethical includes maintaining confidentiality of information 

pertaining to children and their families.  A childcare professional respects all children regardless 

of economic status, ethnicity, religion, or race.  Children have the right to be “accepted, 

respected, and cherished along with their families by true professionals” (Beaty, 2008, p. 358).   

 Finally, for teachers of young children to move toward a profession, one must embark on 

a quest for continued education and professional growth in the field.  Achieving certification or a 

degree does not guarantee professional status.  Professionals are expected to become members of 

professional organizations and participate in the organizations through reading current literature, 

attending conferences and seminars, etc. and networking with other professionals in the field.  A 

professional works hard to contribute to the field and add respectability to the profession. 

 The commitment to the early care and education of children brings with it a realization 

that teachers of young children are providing a service for children and their families.  As a 

professional, one must understand the demands and expectations of what it means to be a 

professional.  Professionals invest their time and energy into their jobs and rise above the 

minimal expectations.  The behavior of a professional moves beyond the behavior of a 
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nonprofessional and is reflected in his or her work ethic and attitude towards the profession.  

Professionals respond to the needs of children and their families and work to effectively meet the 

demands and challenges of working with young children and their families. 

 

A New Challenge 

 In a recent special report in Community College Week, Paul Bradley (2011) presents a 

challenge to community colleges as the driving force for increased standards in the field of early 

childhood education.  He acknowledges the increasing demand for quality daycare programs, as 

well as pre-school and pre-K programs, but also acknowledges the ambivalence toward reform 

efforts that positively influence the care and education of young children.  Research has 

validated the importance of the critical period between birth and three years of age, yet “early 

childhood education remains an after-thought for those at the forefront of the education reform 

movement” (Bradley, 2011, p. 6).   

 The movement toward increased quality care, increased education for teachers, and 

increased focus on the early years as critical has created a call to action.  Bradley states, “Calls 

are growing for a new emphasis on improving early childhood education as the bedrock for 

lifelong learning” (p. 6).  Bradley (2011) references the New American Foundation as saying that 

prekindergarten programs are “stepchildren of the public education system” (p. 6) and have 

received fewer resources than traditional K-12.  The push is for funding that would move pre-k 

programs to an equal level with K-12 by employing better educated teachers with four-year 

bachelor degrees and state teaching certificates.  As a step in the right direction, pressure from 

parents is creating a push toward a minimum requirement of an associate’s degree.  Head Start 

now requires lead teachers in the program to have an associate’s degree, and at least half of the 
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teachers employed by Head Start must have a four-year bachelor’s degree by the year 2012 

(Bradley, 2011). 

 Traditional bachelor degrees from four-year institutions focus on early childhood years of 

five years old to eight years old.  Teacher preparation programs at community colleges with child 

development programs concentrated on the development of the child from birth to five years of 

age.  Bradley (2011) quotes Connie Schatz, the director of an early childhood program at 

Edmonds Community College (Washington) as saying that finding a bachelor’s degree program 

with an emphasis on birth through five years of age is rare. 

 Community colleges have been called upon to increase the rigorousness of their programs 

and provide better educated teachers in the field of early care and education.  While the job 

market is declining in some areas, the demand for qualified workers in the field of early care and 

education is on the rise.  Workers in this area have a wide variety of options as they can work in 

childcare facilities or as teacher assistants in public schools, Head Start teachers and assistants, 

and as parent educators through parent training centers.  Bradley (2011) states that many students 

at Edmonds Community College are currently employed in an area of early care and education 

and are earning their advance credentials either to maintain a job or increase their current job 

status. 

 In response to the increased demand for availability, Northampton Community College in 

Pennsylvania now offers online classes for their students enrolled in the early childhood 

education two-year program.  The online method of course delivery grants access to the rural 

portion of their service area as well as women who are working during the day and may have 

families to care for in the evenings.  The college even sponsors daycare facilities at two of its 

campuses as placement centers for practicum courses.  The centers offer high quality care to 
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students and staff of the college as well as for the community (Bradley, 2011).  Other community 

colleges are following in the footsteps of Northampton Community College by assessing the 

needs of the students in their service area and meeting those needs through a variety of course 

offerings and support programs. 

 The increase in job requirements and the demand for higher education for teachers of 

young children has led to an increase in enrollment in teacher preparation programs, particularly 

in community colleges.  Ray Ostos (2011) reports statistics of staggering proportions in response 

to a survey sponsored by the National Association of Community College Teacher Education 

Programs (NACCTEP) in 2009-2010.  Of those answering the survey, 57% of the institutions 

with teacher education programs reported an increase in enrollment, 92% of students in early 

childhood were women, and 60% of early childhood students were between the ages of 20 to 40 

years old.  Twenty-nine states have statewide two-year associate programs designed to transfer to 

four-year institutions.  Ninety-eight percent of colleges that have membership in NACCTEP 

have collaborative programs with their surrounding communities through dual enrollment (high 

school), recruitment, on-site placement agreements, and teacher education programs (Ostos, 

2011). 

 

Institutional Change 

 Programmatic changes in curriculum call for institutional change.  According to North 

(1990), institutions and organizations are defined as the “rules of the game” and the “players” (p. 

3).  The players within the organization are the persons directly responsible for decisions 

concerning curriculum, course selection, and the types of degrees and certificates that will be 

made available through the early care and education programs at the selected community 
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colleges.  The institution is the department wherein the program is situated.  Institutional change 

has been the result of responding to the internal and external forces that are pressing in upon the 

early care and education programs in community colleges. 

 Theories of institutional change revolve around three key issues, as noted by Kingston 

and Caballero (2006).  The first consideration is the cause of institutional change.  This involves 

the internal and external forces acting upon the institution through the human interactions of the 

organization.  The second consideration is the process of institutional change and how change 

actually occurs.  The third consideration is the outcome of institutional changes and the 

consequences of the change.  Institutional change may occur quickly or slowly and is determined 

by the internal and external forces in relation to the organizational changes that occur (Roland, 

2010). 

 Harris, DaRosa, Liu, and Hash (2003) have conducted research into academic 

institutional change and suggest that “institutions of higher learning in particular have been noted 

to be resistant to change” (p. 187).  Their research was conducted on the campuses of five 

medical schools and utilized interviews with individuals from each institution who were 

considered leaders in “the change effort” (p. 187).  Five major areas of the study focused on the 

forces behind the institutional changes, the barriers to the implementation of the changes, efforts 

to gain faculty support for the change, necessary plans of action to sustain the change, and 

outside input for the consideration of the change (Harris, DaRosa, Liu, & Hash, 2003). 

 

Kotter’s Model and the Change in Early Care and Education of Young Children 

 Kotter (2011) offers an 8-step model for institutional change.   

 Step One is creating urgency. 
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 Step Two is to form a coalition. 

 Step Three is to create a vision for change. 

 Step Four is to communicate the vision 

 Step Five is removing obstacles. 

 Step Six is creating short-term win situations. 

 Step Seven is building on the change. 

 Step Eight is anchoring the change in the culture.   

 Kotter’s model (2010) can be applied to the changes evident in teacher preparation 

programs in community colleges.  Urgency has been created by internal and external forces 

demanding increased quality and standards in teacher preparation as teacher quality has been 

linked to the quality and care of the early care environment (Howes, 1992).  Organizations have 

created a coalition that has drawn national attention to the need for change in the field (Bradley, 

2011; NAEYC, 2005).  A new vision has emerged that embraces formal education of children, 

with prekindergarten units being consistently added by individual states across America (see 

Figure 1).  The vision is being communicated across the nation through publications and research 

documents and is reflected in the evident trend of educating young children instead of 

babysitting young children (Washington & Andrews, 2010; Willer & Bredekamp, 1990).  

Obstacles are being surmounted as community colleges are responding to the pressure to produce 

teachers of young children who are better prepared for the task of educating young children 

(Bradley, 2011; Vandell & Wolfe, 2000).  Short-term accomplishments have been the creation 

and addition of early childhood education programs on community college campuses (Kasper, 

2003; McMullen & Alat, 2002; Nakanishi, 2007; Saracho & Spodek, 2007).  Community college 

teacher-preparation programs are now poised to build on the changes that have been made and 
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continue toward improved quality in both teacher preparation programs and the quality of early 

care and education of young children as the changes become a part of the new culture of early 

childhood education (Ball, Thames, & Phelps, 2008; Belsky et al,. 2007; Bhavnagri & Gonzalez-

Mena, 1997; Bowman, 2010; Bowman, Donovan, & Burns, 2000). 

 Kingston and Caballero (2006) suggest key issues that are relevant to this pending study.  

First there are the causes of institutional change.  As previously discussed, the field of early care 

and education of young children is undergoing a transformation in response to internal and 

external forces.  Although some of these forces have been identified, each individual institution 

may have other forces acting upon the teacher preparation programs.  Secondly, one must 

investigate the process of the institutional change being studied.  This is achieved via the 

studying of the responses by the institutions and how the changes have taken place within the 

three selected community colleges’ teacher preparation programs.  Third is the outcome as a 

result of the changes that occurred within the institution.  In the case of this study, the outcome is 

the changes made to the teacher-preparation programs in the early care and education of young 

children in the three selected community colleges. 

 

Conclusion 

 The issue of early care and education is polarized as are most current educational issues.  

A problem exists in how the research is compared and evaluated.  Extenuating circumstances, 

variables within programs, and methods of reporting success and failure make it difficult to 

compare programs.  In the past, children who were involved in childcare were engaged in 

unstructured play activities in an essentially “babysitting” environment (Bradley, 2011).  

Caretakers simply reared children in their care as they had reared their own children.  The needs 
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of the children were met, but there were no concentrated efforts to “teach” children.  Childcare of 

the 21st century is not “your mother’s babysitting.”  Caretakers are expected to nurture and 

instruct the children in their care by providing purposeful, structured learning activities, 

accompanied by goals, objectives, and rationale (Bradley, 2011).  Home childcare centers, 

church day care facilities, Head Start, Even Start, Early Start, prekindergarten, and an endless list 

of other programs focus on providing an approved program of study for even the youngest 

children.  Teachers are being required to obtain credentials, certificates, and college degrees to 

continue in their jobs as teachers of young children.  This is especially true of federally 

subsidized and sponsored programs.  Standards for teachers and teachers’ aides are being raised 

higher and higher as the demand for “quality” increases.  Churches and private daycare facilities 

are seeking better qualified individuals to provide the educational foundation parents are 

demanding from their programs (Bradley, 2011).  Individual states have succumbed to pressure 

to provide prekindergarten programs within the public school environment.  These programs are 

experiencing significant growth, and employment opportunities in this area are on the rise 

(Marotz, 2012).   

As the need and demand for higher quality childcare and early education rises, so does 

the demand for well-trained quality teachers, accordingly.  The majority of those persons 

entering the workforce as teachers of young children are women with families of their own and 

full-time jobs.  These nontraditional students are turning to the community colleges for the 

education and training they need to be employed in this growing field of early childcare and 

education.  Community colleges in all states are initiating and redesigning programs to provide 

certification, degreed programs, and transfer programs to meet the increasing demand for trained 

and educated childcare workers and teachers.  The need exists to examine the various early care 
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and education programs offered by community colleges as they respond to the push for 

professionalism in early care and education curriculum.  A correlation of the certificates, 

degrees, and programs can provide a foundation for the future of these programs.  The 

understanding of the current programs and issues as they relate to the care and education of 

young children may guide educators by providing insight into the push for professionalism in the 

teacher preparation programs for teachers of young children.   
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CHAPTER 3 

METHODOLOGY 

Early care and education of young children has changed significantly over the past 

decade (Freeman & Feeney, 2006).  The current job market requires that teachers of young 

children have a more extensive education than past training requirements (Clifford, Bryant, & 

Early; 2005; Marotz, 2012).  Community colleges have traditionally been an avenue through 

which teachers in the field of early care and education obtained credentials, certificates, and 

degrees in the field (Bradley, 2011; Kasper, 2003).  In response to the internal and external 

forces driving the reform and changes in teacher preparation programs, community colleges are 

challenged with providing adequate certificates and degrees that meet the demands of employers 

of teachers of young children (Howes, 1992; McMullen & Alat, 2002).  The researcher will 

provide an understanding of the process of organizational, institutional, and programmatic 

changes and their implications for the future of teacher preparation programs in community 

colleges.  Community colleges face the problem of shaping early care and education teacher-

preparation programs for a fast-changing field and increased demands for quality teacher-

preparation programs from governmental, economic, and social forces.  This project investigates 

the responses of the institutions and the personal experiences of the people involved in the 

decision-making process for teacher-preparation programs in three community colleges in 

Alabama over the past 10 years.
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Rationale for the Study 

 Traditional programs in the field of early care and education have evolved during the last 

decade in response to forces, both internal and external, which have precipitated changes in the 

curriculum and in the type of certificates and degrees offered to students in this field (Lieber et 

al., 2009).  Demands from the private, business, and educational sectors have forced a 

reevaluation of early care and education programs in community colleges (Smith, 1996).  

Research into programmatic changes in degree plans and curriculum in community colleges is 

limited. 

Internal changes in educational programs may be evidenced through curricular changes 

and in delivery methods.  Traditional forms of course delivery through live classes have evolved 

into online classes, blended classes, and various other methods of course delivery.  Community 

colleges are prompted to develop, strengthen, and expand new and current programs as a means 

of revenue. External forces from government entities and research validating early intervention 

programs influence the community colleges to change their programs to meet the current 

demands.  Parents push for their young children to begin formal instruction sooner than required 

by legislation and are looking for quality programs that deliver structured, well-defined programs 

for the children (Bowman, 2010; Bracey & Stellar, 2003).   

Fast-changing expectations and demands have prompted changes that have not occurred 

systematically.  The changes have been made in haste and are the result of a haphazard effort to 

quickly embrace new research without carefully considering the counter-research or the 

consequences of the changes.  Community colleges have responded in a reactive manner.  

Studying how three community colleges in Alabama have responded and dealt with the problem 

will assist similar institutions in becoming proactive and dealing with the demands in a more 
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systematic, well-thought out manner.  Implications from the research will assist similar 

institutions with formulating a plan for future changes. 

 

Conceptual Framework 

 Chapter 2 provided a topical basis for this study by exploring the available literature on 

the subject of early care and education of young children.  Because of this research, programs in 

the early care and education of children, particularly in community colleges, are changing to 

meet the demands for increased knowledge in these programs.  Research into this phenomenon 

has been limited at best (Howes, 1990, 1992; Young, & Denkelberg, 2004).  Institutional change 

provides a theoretical framework for the changes in early care and education teacher-preparation 

programs in community colleges.  Because these changes have been rapid and unregulated, 

community colleges have responded in varying ways.  To understand the implications and 

consequences of this movement, it would be helpful to conduct case studies into the responses of 

community colleges to changes in these programs. 

Responses to increased demands for standardization and accountability must be carefully 

evaluated within a framework of lived experiences of those directly involved in decision-making 

roles in community college early care and education teacher preparation programs. The sharing 

of the experiences by those responsible for the courses of study and degree plans for certificates 

and degrees in the area of early care and education of young children will contribute to the body 

of knowledge concerning this phenomenon.  These case studies of three community colleges in 

Alabama and the cross analysis of the studies may have an impact on other community colleges 

in similar circumstances who face the same demands and challenges in their early care and 

education teacher preparation programs.  This research provides information for future study into 
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the consequences of the current trends in early care and education of young children.  The push 

is for more structured, formal education for children as young as three years of age in public 

school.  The question arises, which asks if this is really what is desired in early care and 

education of young children.  This research opens the door for continued dialogue about the 

implications of young children in formal learning situations and can provide insight into what is 

happening in the field of early care and education of young children. 

 

Research Questions 

As stated, the purpose of this research is to investigate the changes that have been made 

in teacher-preparation programs in three community colleges in the state of Alabama in response 

to internal external forces impacting these programs.  Questions to be answered are the 

following: 

1.  What internal and external forces have contributed to the changes in teacher 

preparation programs in the field of early care and education of young children? 

2.  How have the curricula, programs of study, and degrees and certificates specifically 

changed in the last 10 years? 

3.  In view of the changes that have occurred, what are the implications for the future of 

early care and education or early childhood teacher preparation programs at Alabama’s 

community colleges? 
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Methodology 

Case Study Approach 

 A case study approach for this qualitative study is the means to obtain an understanding 

of procedural changes in teacher preparation programs and the personal experiences of those 

involved to establish a reference point for future implications in the field of early care and 

education of young children at the community college level.  This study offered examples of how 

community colleges have responded to the demand for increased education for students enrolled 

in early child care and education programs by focusing on the interaction between the institutions 

and the individuals.  A case study approach made it possible to compare multiple data sources as 

a means of understanding how the institutions and individuals within the institutions have 

responded to legislative, social, and economic demands for changes in teacher-preparation 

programs in the field of early care and education. 

Case studies are often used to gather data in the area of educational research (Merriam, 

1998).  According to Stake (1995), case studies enable the researcher to establish a “need for 

general understanding, and feel that we may get insight into the question by studying a particular 

case” (p. 3).  Creswell (1998) refers to a case study as a “bounded system” (p. 61).  A bounded 

system has boundaries or limits, whereby there is an end to the extent of the research.  The study 

of the child development and early childhood education programs in the selected community 

colleges is unique within postsecondary education offered at the selected community colleges.  

This study is bounded in that the study was limited to the three selected colleges and the 

information obtained may or may not be representative of other similar institutions.  Various 

methods of data collection were necessary to effectively study the teacher preparation programs 

offered by community colleges and the changes that have occurred since 2001.  Multiple sources 
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included, but were not limited to, interviews, documents, surveys, archival records, and physical 

artifacts (Creswell, 1998).  

 Merriam (1998) states, “A qualitative case study is an intensive, holistic description and 

analysis of a single instance, phenomenon, or social unit” (p. 27).  This study utilized a case 

study approach in an attempt to develop a holistic view of curricular and programmatic changes 

in the area of early care and education of young children.  Merriam (1998) validates Creswell’s 

definition of a case study as a bounded study.  A case study is “a thing, a single entity, a unit 

around which there are boundaries. . . . The case then, could be a person such as a student, a 

teacher, a principal; a program” (p. 27), “selected for its very uniqueness, for what it can reveal 

about a phenomenon, knowledge we would not otherwise have access to” (Merriam, 1998, p. 

33).  The case study of the early care and education of young children programs in selected 

community colleges provided unique information and a conceptual understanding of the changes 

in the curriculum in response to the demands of higher education and increased teacher 

knowledge.  Research has validated the importance of the quality of early childcare and 

education and has linked the quality of the care and education to the effectiveness of the teacher.  

The framework of a case study allowed for analysis of current programs and insight into the 

changes in teacher-preparation programs for teachers of young children.  Data collected 

produced vital information as to the relevance of these programs by providing understanding of 

curricular changes.  Merriam (1998) states case studies are “useful . . . in presenting basic 

information about areas of education where little research has been conducted” (p. 38).  Little 

comprehensive information concerning changes in teacher preparation programs in early care 

and education of young children in community colleges in the last decade is available.  
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Research Design 

 The design of the study included three sections in each institutional case study.  The first 

section consisted of historical and demographic information for each institution generated from 

IPEDS (Integrated Postsecondary Education Data System) along with other internal documents 

from the Office of Institutional Research.  The second section consisted of statistical information 

obtained from institutional documents such as college catalogs, college publications, and various 

institutional documents.  The third section consisted of interviews with administrative personnel 

and faculty directly involved with the teacher preparation programs at the institution including 

curricular decision-making personnel. 

 Data for the case study were generated from the following sources: 

 IPEDS (Integrated Postsecondary Education Data System) 

 Institutional documents (which may include but not be limited to college catalogs, 

published degree and certificate courses of study, pamphlets and brochures, etc.) 

 Institutional web sites 

 Office of Institutional Research at each institution 

 On-site interviews and follow-up phone interviews (for clarification purposes only) 

The researcher provides a “snapshot” of each institution by describing the institution as a 

means of providing insight into the culture of the institution and revealed background, size 

(according to the Carnegie classification), demographics, and focus of the institution.  The 

teacher preparation programs at each institution were analyzed using available statistical 

information and changes within the teacher-preparation programs from 2000 to 2010.  Interviews 

were conducted with administrative personnel and faculty. 
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The information from each institution was triangulated in an effort to find related 

responses between the three areas (demographics, statistical information, interviews).  After 

extensive analysis of the information from each institution, the results were cross-analyzed to 

reveal commonalities and differences.  A discussion followed with compiled information from 

the three institutions and a conclusion was drawn concerning the comparisons and contrasts 

within the experiences of the individual institutions. 

 

Research Sites 

 The research design for this study provided a “snapshot” of the teacher preparation 

programs in early care and education at three different community colleges in the state of 

Alabama. 

 

Institution A, small, rural.  Institution A represents a community college in a rural area 

with approximately 2,500 students.  Two additional centers are located in surrounding areas, one 

within the same county as the main campus and one outside of the county.  The study focused on 

the main campus.  Institution A is a part of Alabama’s two-year college system, but is a unique 

two-year college.  Most two-year colleges in Alabama were established during the administration 

of George Wallace in the 1960s when he committed to making a college education more 

accessible to Alabamians by establishing two-year colleges throughout the state. 

A comprehensive history of Institution A was written as an unpublished thesis project in 

1948.  The author conducted interviews and researched college documents to piece together as 

accurate a history of the institution as possible.  Her research is a valuable source of the history 

of the college. Institution A was established in 1898 as a private institution and boasts a rich 
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heritage of more than 100 years in existence.  The institution was established through the 

Methodist Episcopal Church under the leadership of a family in the community.  Seventy 

students of various ages were enrolled and attended class in the home of the local couple. 

In 1906, a local businessman donated land, money, and his time in leadership to expand 

the school.  Consequently, the name of the school was changed to include the name of the local 

businessman who had done so much for the institution.  During approximately 25 years, the 

school graduated over 1,200 students.  In 1935, the State of Alabama chartered Institution A as a 

junior college and the name was shortened to reflect the junior college title.  The college 

remained a private school under the direction of the North Alabama Conference of the Methodist 

Church.  When Governor Wallace began establishing state funded two-year colleges, Institution 

A was faced with a dilemma.  Three state junior colleges were located within a 50- to 75-mile 

radius of the campus.  The four schools were now competing for students, and tuition at the 

state-funded schools was significantly less.  Students were actually bussed to the various 

campuses because the competition was so great.  Through the leadership of a state senator, 

Institution A became a part of the state two-year college system and ceased to be a private 

school.  In 1992, the name was changed once more to reflect the status of the institution as a 

community college (Information taken from an unpublished Master’s thesis of 1948). 

 

Institution B, large, rural.  Institution B has one campus located in a rural area of 

Alabama.  Enrollment for 2004-2007 was approximately 5000 students with 40% male and 60% 

female (www.uscollegesearch.org).  The study focused on the one main campus.   

Institution B was established in 1966 during the period of rapid growth of community 

colleges during the term of George C. Wallace as governor of the state of Alabama.  The college 
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services approximately 6,000 students and offers approximately 50 various programs of study.  

Students have options of academic programs as well as health and technical programs.  Transfer 

options for students are limited as the institution focuses primarily on two-year degree and 

certificate programs concentrated in workforce development.  Institution B offers programs in a 

variety of formats from traditional live classes to distance learning education.  A partnership with 

an upper level two-year institution allows Institution B students an opportunity to complete a 

four-year degree through the two institutions while remaining on the campus of Institution B. 

 Institution B emphasizes its strong commitment to the community by partnering with 

local businesses and industries.  A strong partnership with the medical community is 

instrumental in providing students with a wider range of opportunities in the medical field.  The 

mission of Institution B emphasizes a commitment to providing students with the best possible 

educational experience while at the institution.  Student success is based on innovations and 

supportive faculty and staff.  Expectations for students include becoming lifelong learners, 

developing strong partnerships with their community, and being held accountable for academic 

work through integrity. 

 

Institution C, urban, multicampus.  Institution C is centered in a metropolitan area with 

several campuses and centers in the local county and a surrounding county.  Enrollment at 

Institution C for 2004-2007 was approximately 5,600 students.  The percentage of male students 

was 40% and 60% for female students (www.uscollegesearch.org).  The study focused on the 

main campus site. 

Institution C was established in 1965 during the period of time when George C. Wallace 

was governor of Alabama.  As a two-year institution, Institution C serves to provide constituents 



111 
 

 

with both academic and workforce skills training.  The college offers approximately 120 transfer 

programs along with 20 career programs.  Institution C offers students a variety of options in 

both the degree and certificate programs. 

 Students enrolled in Institution C have the option of working through various programs 

for credit and non-credit programs (such as certificate programs).  The institution services 

approximately 11,000 students through several campuses and extension sites.  Currently, 

Institution C includes locations in adjoining counties, one small city in the surrounding area, and 

an additional county area. 

 The goal and vision of Institution C is to “be recognized as the most effective community 

college in the state of Alabama, by providing individuals with knowledge and skills needed to 

function in a technologically demanding society” (retrieved from the institution’s web site). 

 

Research Participants 

 Similar employees from each institution were asked to participate in the study.  Initial 

permission was obtained from the college presidents to conduct the study on their campuses.  

The presidents were mailed and also emailed a letter of consent for participation in the study.  

The letter asked the president for permission to contact administrative or faculty members who 

would have information pertinent to the study.  Letters of consent were mailed and emailed to all 

participants in the study and signatures were on file before interviews were conducted. 

Participation in the study was voluntary, and each participant had the right to refuse to 

participate.  Interviews were recorded, and tapes were destroyed at the conclusion of the study.  

Any reference to the interviewee was anonymous.  Participants’ jobs or positions were not in 

jeopardy as a consequence of participation in the study.  Follow-up interviews were utilized to 
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clarify information from the initial interview.  No new questions were asked in the follow-up 

interviews.  Some follow-up interviews were conducted by telephone or email.  The following 

table lists the purposeful sample from which participants were selected, with the understanding 

of a snowball sample if additional persons were identified who had information relevant to the 

study. 

 

Table 1 

Participants in the Study 

Institution A, Small, Rural 
Number Title or Position Importance to the Study 
1 President Permission was obtained from the president of the 

institution to conduct the study.   
 

1 Former Dean of Instruction The former Dean of Instruction was interviewed as he 
was responsible for implementation of the Child 
Development program.  Permission was obtained prior 
to the interview. 
 

1 Chief Academic Officer The Chief Academic Officer was interviewed as he was 
responsible for the newly revised Child Development 
program. Permission was obtained prior to the 
interview. 
 

Institution B, Large, Rural 
Number Title or Position Importance to the Study 
1 President Permission was obtained from the president of the 

institution to conduct the study.   
 

1-2 Director of the 
Program/Instructor 

Directors or instructors were interviewed.  Permission 
was obtained prior to the interview. 

Institution C, Urban, Multicampus 
Number Title or Position Importance to the Study 
1 President Permission was obtained from the president of the 

institution to conduct the study.   
 

1-2 Director of the 
Program/Instructor 

Directors or instructors were interviewed.  Permission 
was obtained prior to the interview. 

Follow-up interviews will be conducted if necessary for clarification or understanding. 
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Data Sources 

Documents 

Sources for data collection included, but were not limited to, physical documents in the 

form of past and current college catalogs, institutional documents, statistical information 

provided through IPEDS (Integrated Postsecondary Education Data System), individual college 

websites, related websites, and other documents containing information about the early care and 

education programs at each institution.  Pages from past and current college catalogs that contain 

information about certificates and degrees as well as course requirements were copied or saved 

in an electronic format.  The information was organized into charts and tables for comparison.  

The changes in the programs from 2000 to 2010 were noted. 

Programs were identified as certificate programs (career or technical) and two-year 

degree programs (technical, two-year or academic transfer).  Specific course requirements were 

examined to note changes in requirements for each program.  Courses for the certificates and 

degrees were cross-referenced for similarities and differences in program structure.  Supporting 

documents submitted to Alabama’s Department of Postsecondary Education and the Alabama 

Commission on Higher Education by Institution A were utilized as a source of background 

information into the early care and education program. 

Data and statistics from each institution were gathered to determine methods of 

instruction and changes that have occurred in methods of course delivery.  A focus was on the 

changes that have been made in the programs such as distance learning and curriculum or course 

offerings.  Various documents from each institution provided statistical information as well as 

demographic data.  Sources of statistical and curricular information included college catalogs 

from the past 10 years, which provided specific requirements for each certificate and degree.  
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College catalogs also provided information as to the type of delivery for courses in the program.  

Particular attention was paid to changes in methods of delivery that included changes from live 

classes to online or blended instruction.  Information was also gathered concerning faculty.  The 

number of faculty involved in the programs was noted as well as designations of full-time and 

adjunct faculty. 

 

Interviews 

The purpose of conducting an interview is to gather first-hand knowledge, descriptions, 

and experiences of those persons directly involved with the focus of the study.  Interviews were 

conducted on site when possible and recorded for accuracy.  Some interviews were conducted 

via telephone and some via email.  Results from the interviews provided a means of seeking both 

unique and common perspectives among interview participants.  The researcher noted patterns of 

actions in response to the push toward increased teacher knowledge and higher education in each 

individual institution. 

Interviews were conducted with individuals as previously identified on the chart of 

research participants who had first-hand knowledge of how the programs have changed at each 

institution.  The number of interviews depended on the number of individuals at each site with 

first-hand knowledge of the early care and education programs at the institution and included 

chief academic officers, directors, and instructors in the early care and education department.  

Follow-up interviews were conducted by telephone and email for clarification of information 

obtained through the initial interviews.  No new questions were asked during the follow-up 

interview.  Interviews were recorded and transcribed.  Results from the interviews were analyzed 

and coded in an attempt to reveal meaning and understanding of the transitions in the programs 
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of the three institutions during the last decade.  Similarities and differences in responses were 

noted.  Implications for the future of the programs were also compared and contrasted.  The 

researcher paid particular attention to the reasons for changes in the programs as noted by the 

interviewees.  In addition, the researcher attempted to identify external and internal forces that 

have contributed to changes in the early care and education curriculum.  Information gleaned 

from the interviews aided in identifying catalysts for change in the early care and education 

programs. 

 

Interview Protocol 

Appropriate university IRB requirements were met prior to the establishment of the 

interview protocol.  Introductions included identification of the person(s) being interviewed by 

their respective positions at the community college and how long they had been involved with 

the early care and education program at their school.  The researcher utilized probing and follow-

up questions as appropriate during the course of the interview process.  If during the course of 

interview transcription the researcher needed clarification from the interviewee, the interviewee 

was contacted and clarification requested.  The following questions were suggested for the 

interviews: 

1. In looking back over the past ten years in this program (or for the years you have been 
involved, if less than ten years), what changes have you noticed in the program? 
 

2. What do you think are the major issues affecting the changes in the field of early care 
and education of young children? 
 

3. What changes have been made in types of programs available, such as certificates or 
degrees, etc.?  What has prompted those changes? 
 

4. How has course delivery changed in the past ten years of the program?  (For example, 
live, online, blended, etc.)  What has precipitated the change? 
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5. Specifically, what curricular changes have been made in the courses?  Have there been 
additions or deletions to the curriculum? 
 

6. What course deletions and additions have been made in the past ten years?   What 
were the reasons for the additions or deletions? 
 

7. How have faculty needs changed in the past ten years?  Have there been additions or 
deletions in number or kind of faculty involved in the program?  What do you think 
accounts for the changes? 
 

8. What local, state and federal mandates, legislation, etc., have influenced this program 
at your institution?  (These influences can be legal issues, pressures from inside or 
outside the college community, etc.) 
 

9. Do you see these changes leading towards increased demands for higher education or 
increased teacher knowledge for your program graduates?  For this field? 
 

10. What factors, other than those I have asked about, do you see influencing these 
changes? 
 

11. What forces from within your institution have led to these changes?  What forces from 
outside your institution have contributed to these changes?  To what do you most 
attribute these changes? 
 

12. What are the future implications for this program at your institution? 
 

13. In reflection, in what direction do you see early care and education of young children 
continuing?  What is pushing the drive for changes in the field of early care and 
education? 
 

14. Are there any other comments you would like to make concerning this topic? 
 
 
 

Data Collection 

 Collection of data for the case study focused on information gleaned from the three 

community colleges involved in the study.  Locations were identified and background 

information provided for each individual institution.  Participants for the study were identified by 

role and contribution to the study with statements of relevance for each participant (see Table 1).  

Initial contact was made with the presidents of each institution requesting permission to obtain 
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statistical information and to make contact with directors and instructors directly involved with 

the early care and education programs at the institutions.  Interviews were conducted with 

individuals from each institution pertinent with the study, after IRB approval of the interview 

protocol.  Interviews of each individual were recorded and transcribed as a means of searching 

for commonalities and differences as perceived by those persons being interviewed. 

 Past and current documents, such as college catalogs, degree plans, and various other 

college references were utilized as a source of gathering information in the form of programs 

offered at each institution and certificates and degrees granted by the institution.  Past and 

current college catalogs provided curricular requirements and indicated changes in the required 

curriculum.  Statistical information was compiled in charts and spreadsheets as a means of 

organizing the information into useful data. 

 All collected data and transcribed interviews were organized into appropriate categories 

for comparisons and contrasts.  The researcher analyzed both statistical information and 

interview transcriptions in an attempt to understand the current early care and education 

programs at each institution.  The information was cross-referenced to provide common issues 

and possible implications for the future of early care and education programs in community 

colleges in Alabama. 

 Initial contact with the presidents of each institution was made through email requesting 

their cooperation in the study on behalf of the researcher.  The researcher immediately followed 

up with an official letter mailed to each president explaining the background of the researcher 

and the purpose of the study and requested permission to obtain data and statistical information 

from the institution.  The individual presidents of the selected institutions were provided a copy 

of the interview protocol. 
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Data Analysis 

 Statistical information from IPEDS (Integrated Postsecondary Education Data System) 

provided the Carnegie classification for each institution in relation to size and description of the 

institution.  Institutions were identified as rural or urban, small or large, etc.  Basic enrollment, 

average credit hours, and demographics for each institution provided evidence of the basic 

structure of each institution and were used to compare and contrast the various aspects of the 

institutions. 

 Types of programs, degrees, certificates, and requirements were organized into tables and 

spreadsheets for ease of comparison.  Charts were utilized as needed to organize the data and are 

included in Chapter 4.  The following charts were used to organize information concerning 

degrees and certificates: 

 Table of degrees and certificates per institution from 2000 to 2010 

 Table of required child development core and elective courses with descriptions per 

institution from 2000 to 2010 

 Hours per degree for the Child Development Associate, certificate, and two-year degree 

per institution from 2000 to 2010 

 Required child development courses for the Applied Associate of Science (AAS) degree 

per institution from 2000 to 2010 

 Required child development courses for the Child Development Certificates per 

institution from 2000 to 2010 

 Required child development courses for the Child Development Associate (CDA) per 

institution from 2000 to 2010 

 Additional charts and tables were added as needed 
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The information from each chart in each category was compared and contrasted with 

each institution to discover the similarities and differences with the requirements and structure of 

each certificate and degree.  The researcher noted differences in the number and types of courses 

required by each institution.  Credit hours were compared and contrasted, as well, in each 

category.  Changes that have occurred in the programs for each category (certificate or degree) 

were noted from the year 2000 to the year 2010.  The information gleaned from this section of 

research helped to identify the changes that have occurred in the requirements and course 

offerings at each institution. 

Interviews were conducted with the individuals listed in the chart of participants in the 

study.  Interviews were digitally recorded and transcribed for accuracy.  Transcripts were coded 

and information organized and categorized for comparison and study.  Kotter’s 8-step change 

model offers an initial basis for coding the transcriptions (see Chapter 2 for complete explanation 

of Kotter’s 8-step model).  The researcher looked for key elements such as change, urgency, 

obstacles, short- and long-term solutions, and responses.  The information from the three areas 

(statistical information, curricular information, interviews) was triangulated to search for 

overarching issues and the relationships between the three areas. 

After each case study was completed, the researcher cross-analyzed the three case studies 

for differences and similarities.  Findings informed the researcher as to how the information from 

the three case studies was related from institution to institution.  The researcher attempted to 

provide insight into the reactions and responses of the three institutions.  The study concluded 

with a discussion of the cross-analysis of the three case studies of the changes that have occurred 

in the early care and education of young children teacher-preparation programs of the three 

community colleges. 
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Limitations of the Study 

The findings of the study were limited by the fact that the study focused on only three 

community colleges in the state of Alabama.  Although the research was seeking an 

understanding of the responses of the three institutions with anticipation that the information 

may provide insight into the direction of the changes within early care and education teacher 

preparation programs, the researcher acknowledges that the information was restricted to the 

experiences of the three institutions.  The responses may or may not reflect the current trends 

across the state or across the nation in teacher preparation programs in community colleges. 

The study was also limited by the information available at the time of the study.  One 

institution sustained tornado damage and information from the college catalog for the year 2007-

2008 was unavailable.  Data available for the study was limited to information reported to 

IPEDS, and enrollments per program for the past ten years was unavailable. 

Kotter’s 8-step model for institutional change provided a framework for analyzing the 

changes that occurred in the teacher preparation programs at the three institutions.  Because the 

researcher specifically focused on the parallels between Kotter’s model and the changes within 

the institutions, the research was limited to these indicators.  The study revealed that Kotter’s 

model was an effective tool for analyzing institutional change in an academic setting; however, 

by using this instrument, the researcher did not consider other emerging themes that may have 

been evident in the interviews.   

 

Chapter Summary 

Internal and external forces are affecting early care and education programs in 

community colleges.  A case study approach was chosen to identify the responses to the external 
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and internal forces and investigate the changes to the early care and education programs in three 

community colleges in Alabama.  Initial contact was made and data collection followed, utilizing 

various methods of collecting information pertinent to the study.  Past and current college 

catalogs were used to access degree plan information and course requirements for certificates 

and degrees.  Course schedules and college catalogs provided information as to methods of 

delivery for required courses.  Statistical information was obtained through IPEDS (Integrated 

Postsecondary Education Data System).  College documents will be consulted for faculty 

information.  Interviews were conducted to gather information from those persons directly 

involved with the programs to ascertain internal and external forces that have driven the 

programs in the past 10 years affecting the curricular changes and adaptations.  Commonalities 

were investigated and compiled results revealed implications for the future of teacher preparation 

programs for teachers of young children.   
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CHAPTER 4 

FINDINGS 

 Chapter 4 presents the findings from the analysis of data collected from each of the 

Alabama community colleges included in the study.  The findings are presented as case studies, 

one for each institution.  Each case study consisted of three sections beginning with a 

demographical and statistical sketch of the institution followed by a narrative snapshot of the 

early care and education program at the institution.  The third part of the case study presented 

findings from an analysis of the interviews with individuals with information pertinent to the 

research, according to the steps suggested by Kotter’s model for institutional change. 

The research questions for the study focused on the factors that have initiated changes in 

teacher preparation programs for the early care and education of young children at the three 

institutions.  The study sought to identify those forces.  The programs were analyzed to 

determine the types of degrees and certificates that have been offered over the past 10 years at 

each institution, noting the changes that have occurred in the programs.  The analysis of the 

information from the first two research questions, along with interviews of persons directly 

involved with the early care and education programs, provided insight into the current trends in 

early care and education of young children teacher preparation programs at these three 

community colleges and suggested implications for the future of these programs as indicated in 

Research Question 3.  The research questions are as follows:
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1.  What internal and external forces have contributed to the changes in teacher 

preparation programs in the field of early care and education of young children? 

2.  How have the curricula, programs of study, and degrees and certificates specifically 

changed in the last 10 years? 

3.  In view of the changes that have occurred, what are the implications for the future of 

early care and education or early childhood teacher preparation programs at Alabama’s 

community colleges? 

The three institutions included in the study were identified as public, two-year institutions 

in the state of Alabama.  The time period for this particular study was from 2000 to 2010.  

Awards for the institutions were the same and identified as certificates requiring less than 1 year 

for completion (short), certificates requiring at least 1 year but less than 2 years for completion 

(long), and associate’s degrees (two-year).  Awards included two-year Associate in Science 

degrees, which are transferable degrees, and Associate in Applied Science degrees, which are 

non-transferable degrees.  Statistical information for each institution was obtained through 

IPEDS (Integrated Postsecondary Education Data System) Data Center through the U. S. 

Department of Education, Institute of Education Sciences (“Ipeds data center,” 2011).  All 

statistical information is publicly released institutional information available online through 

IPEDS.  Statistical information reflects data through 2009 as information for the year 2010 is not 

yet available from IPEDS.  

 Table 2 is a complete listing of course descriptions for CHD courses from the Department 

of Postsecondary Education, which governs two-year institutions in the state.  The common 

course guide specifies course requirements for consistency across the state.  Methods of course 
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delivery may vary but the course content must meet the descriptions provided in the plans of 

instruction.  Instructors have autonomy in textbook selection for the courses. 

 

Table 2 

Child Development Courses for the State of Alabama 

Course Number Course Description Credit Hours 

CHD 100 

Introduction to Early Care and Education of Children: 
   This course introduces the childcare profession including the six functional 
areas of the Child Development Associate (CDA) credential.  Emphasis is 
placed on using positive guidance techniques, setting up a classroom and 
planning a schedule.  Upon completion, students should be able to create and 
modify children’s environments to meet individual needs, use positive 
guidance to develop positive relationships with children, and promote 
children’s self-esteem, self-control and self-motivation. 
 

3 
 

CHD 201 

Child Growth and Development Principles: 
   This course is a systematic study of child growth and development from 
conception through early childhood.  Emphasis is place on principles 
underlying physical, mental, emotional and social development, and on 
methods of child study and practical implications.  Upon completion, 
students should be able to use knowledge of how young children differ in 
their development and approaches to learning to provide opportunities that 
support the physical, social, emotional, language, cognitive, and aesthetic 
development of children. 
 

3 

CHD 202 

Children’s Creative Experiences: 
   This course focuses on fostering creativity in preschool children and 
developing a creative attitude in teachers.  Topics include selecting and 
developing creative experiences in language arts, music, art, science, math, 
and movement with observation and participation with young children 
required.  Upon completion students should be able to select and implement 
creative and age-appropriate experiences for young children. 

3 

CHD 203 

Children’s Literature and Language Development: 
   This course surveys appropriate literature and language arts activities 
designed to enhance young children’s speaking, listening pre-reading, and 
writing skills.  Emphasis is placed on developmental appropriateness as 
related to language.  Upon completion, students should be able to create, 
evaluate and demonstrate activities which support a language-rich 
environment for young children. 
 

3 

(table continues) 
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Course Number Course Description Credit Hours 

CHD 204 

Methods and Materials for Teaching Children: 
   This course introduces basic methods and materials used in teaching young 
children.  Emphasis is placed on students’ compiling a professional resource 
file of activities used for teaching math, language arts, science and social 
studies concepts.  Upon completion students should be able to demonstrate 
basic methods of creating learning experiences using appropriate techniques, 
materials and realistic expectations. 
 

3 

CHD 205 

Program Planning for Educating Young Children: 
   This course is designed to give students practice in lesson and unit 
planning, writing behavioral objectives, and evaluating activities taught to 
young children.  Emphasis is placed on identifying basic aspects of cognitive 
development and how children learn.  Upon completion students should be 
able to plan and implement developmentally appropriate curriculum and 
instructional practices based on knowledge of individual differences and the 
curriculum goals and content. 

3 

CHD 206 

Children’s Health and Safety: 
   This course introduces basic health, nutrition and safety management 
practices for young children.  Emphasis is placed on setting up and 
maintaining a safe, healthy environment for young children including 
specific procedures for infants and toddlers and procedures regarding 
childhood illnesses and communicable diseases.  Upon completion, students 
should be able to prepare a healthy, safe environment, plan nutritious meals 
and snacks, and recommend referrals if necessary.   
 

3 

CHD208 

Administration of Child Development Programs: 
   This course includes appropriate administrative policies and procedures 
relevant to preschool programs.  Topics include local, state and federal 
regulations; budget planning; record keeping; personnel policies and parent 
involvement.  Upon completion, students should be able to identify elements 
of a sound business plan, develop familiarity with basic record keeping 
techniques, and identify elements of a developmentally appropriate program.   
 

3 

CHD 209 

Infant and Toddler Education Programs: 
   This course focuses on child development from infancy to thirty months of 
age with emphasis on planning programs using developmentally appropriate 
material.  Emphasis is placed on positive ways to support and infant’s social, 
emotional, physical and intellectual development.  Upon completion, 
students should be able to plan infant-toddler programs and environments 
which are appropriate and supportive of the families and the children. 
 

3 

CHD 210 

Educating Exceptional Young Children: 
   This course explores the many different types of exceptionalities found in 
young children.  Topics include speech, language, hearing and visual 
impairments; gifted and talented children; mental retardation; emotional 
behavioral and neurological handicaps.  Upon completion, students should 
be able to identify appropriate strategies for working with young exceptional 
children. 
 

3 

(table continues) 
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Course Number Course Description Credit Hours 

CHD 211 

Child Development Seminar: 
   A selection of topics relating to young children is addressed in this course.  
Subject matter will vary according to industry and student needs.  Upon 
completion, students should demonstrate competencies designed to assess 
course objectives. 
 

2 

CHD 214 

Families and Communities: 
   This course will provide students information about how to work with 
diverse families and communities.  Students will be introduced to family and 
community settings, their important relationship to children, and the pressing 
needs of today’s society.  Students will study techniques for developing 
these important relationships and effective communication skills. 
 

3 

CHD 215 

Supervised Practical Experience in Early Childhood: 
   This course provides a minimum of 90 hours of hands-on, supervised 
experience in an approved program for young children.  Emphasis is placed 
on performance of daily duties which are assessed by the college instructor 
and the cooperating teacher.  Upon completion, students should be able to 
demonstrate competency in a childcare setting. 
 

3 

CHD 217 

Math and Science for Young Children: 
   This course provides student with information on children’s conceptual 
development and the fundamental basic concepts of both math and science.  
Students learn various techniques for planning, implementing and evaluating 
developmentally activities.  Students will also learn about integrated 
curriculum. 
 

3 

CHD 219 

Supervised Practical Experience: 
   This course provides a minimum of 150 hours of hands-on, supervised 
experience in an approved program for young children.  Emphasis is placed 
on performance of daily duties which are assessed by the college instructor 
and the cooperating teacher.  Upon completion, students should be able to 
demonstrate competency in a childcare setting. 
 

2 

CHD 222 

Social Studies for Children: 
   This course takes a global approach to the theory and practice of teaching 
social studies to young children.  It includes methods and materials used for 
teaching, geography, history, the arts and multicultural education using an 
integrated curriculum approach.  The application of theoretical and 
philosophical concepts will be emphasized, as students are required to 
participate in both in-class demonstrations and laboratory experiences. 
 

3 

CHD 230 

Introduction to School-Age Programs: 
   This course will introduce and discuss the unique aspects of quality 
school-age programs and the roles of the adult staff.  Topics will include a 
brief view of child development, positive guidance techniques, 
administrative consideration, beginning program planning and adaptations 
for a variety of program settings.  Upon completion, students should be able 
to understand the staff’s role, create and modify unique program settings, use 
positive guidance, and implement a quality program. 
 

3 

(table continues) 
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Course Number Course Description Credit Hours 

CHD 231 

School-Age Programming: 
   This course focuses on the specialized variety of needs for a quality 
school-age program.  Topics will include program planning and material 
considerations for a variety of quiet/active, indoor/outdoor activities, 
health/safety/nutrition needs, parent and community information and 
involvement.  Upon completion, students should be able to select a variety of 
age-appropriate activities, implement a safe, healthy, quality program and 
effectively communicate with parents and the community.   
 
Alabama Department of Postsecondary Education 

3 

 
 
 

Institutional Change 

Kotter’s (2011) model for institutional change was used to analyze interviews from 

significant individuals from each institution with information pertinent to the study, in an attempt 

to understand the changes that have occurred in early care and education programs in the three 

institutions.   

 Step One is creating urgency. 

 Step Two is to form a coalition. 

 Step Three is to create a vision for change. 

 Step Four is to communicate the vision 

 Step Five is removing obstacles. 

 Step Six is creating short-term win situations. 

 Step Seven is building on the change. 

 Step Eight is anchoring the change in the culture.   

The steps of the Kotter model are mirrored in the change process observed at the three 

institutions.  Urgency was created by demands from parents, media, and governmental agencies 

to improve the quality of care for young children.  Coalitions were formed both formally and 

informally to achieve the desired results.  Visions were changed or expanded to embrace the 
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program changes and provide guidance for the programs.  Obstacles became apparent that had to 

be overcome by each institution.  Short- and long-term solutions became a part of the program, 

and each institution has built upon the changes in the programs, which have subsequently 

become a part of the culture of the institution.  Of the eight distinct steps of Kotter’s model, five 

indicators were found to translate into this study and were evident in the interviews conducted at 

the three institutions.  A more in-depth study may produce further knowledge relating to the 

remaining three steps.  For the purpose of this research, the five identified steps were the 

indicators most relevant to the research questions in this study. 

 

Institution A 

Current Demographics and Statistical Information 

The Carnegie classification for Institution A identifies the college as a small public 

institution in a rural service area that awards associate’s degrees.  The institution is further 

identified as a Title IV school that participates in Title IV federal financial aid programs (Pell 

grants).  On-campus housing is provided, with a dorm capacity of 84 units. 

 

Table 3 

Institution A Classification 

Carnegie Classification Title IV On-Campus Housing Endowment Base 
Public, rural-servicing 

Small 
Yes 84 units $1,982,896 

 
 
 

Institution A employs 96 instructors, which includes 35 full-time faculty members and 61 

part-time faculty members.  Of the 35 full-time faculty members, 28 have tenure and 7 are on a 
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tenure track.  Twelve persons are employed in executive, administrative, or managerial positions.  

Support and service personnel number 17 full-time and 13 part-time employees for a total of 30 

employees in that category.  Clerical and secretarial positions total 18 and include 17 full-time 

employees and 1 part-time employee.  Maintenance personnel number 15 full-time employees 

and 1 part-time employee, totaling 16.  The institution employs one full-time instructor for the 

early care and education program.  The instructor is also the director of the program. 

 

Table 4 

Institution A Personnel 

Personnel Full-Time Part-Time Total 
Instructors 35 61 96 
Tenure 28   
Executive, Administrative, Managerial 12  12 
Support/Service 17 13 30 
Clerical/Secretarial 17 1 18 
Maintenance 15 1 16 
 
 
 

According to the 2009 IPEDS report, 45% of students enrolled at Institution A receive 

federal grant aid, 3% receive state or local aid, and 36% receive institutional grant aid.  For the 

academic year 2008-2009, 0% of students at Institution A used student loans.  Enrollment in the 

2009 fall semester was 2,483 with 687 of those enrolled being first-time degree or certificate 

seeking students.  For the year 2009, Institution A enrolled 872 male students (35%) and 1,611 

female students (65%).  The overall graduation rate for Institution A is 27%. 
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Early Care and Education Programs 

 The early care and education teacher preparation program at Institution A has evolved 

from one that offered only one certificate to one offering three certificates and one degree.  The 

program meets DHR (Department of Human Resources) requirements for employment in the 

childcare industry, including Head Start employment and employment in the state’s pre-K 

program.  In the past, Institution A did not require criminal background checks for students 

entering the early care and education program.  Institutional policy was changed, requiring all 

students enrolled in the early care and education program to be cleared through a criminal 

background check prior to entrance into the program effective August 2011. 

Table 5 reflects the certificates and degrees available at Institution A from the year 2000 

to 2010.  Two degrees, Associate in Applied Science and Associate in Science, have been 

offered by Institution A during the 10 years of the study.  Two certificates have also been made 

available to students during this time period.  The short certificate has been offered for the 

duration of the 10-year study.  The CHD Associate (CDA) was offered as a certificate in 2008.  

Table 6 illustrates the hours required for each certificate and degree offered during this time 

period. 

 

Associate in applied science degree. The Child Development Associate in Applied 

Science Degree was added to the curriculum in 2002 (Table 5).  Originally the degree required 

63 credit hours for completion.  In 2003, the course requirements were changed from 63 to 62 

credit hours (Table 6).  The change was made by dropping a required four-hour lab science 

course (one of two required lab science courses) and replacing with a three-hour computer 

applications course.  Table 7 reflects the changes made in course offerings and electives in the 
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AAS degree during the 10 years of this study.  This program has remained stable with only a few 

changes to the requirements.  Electives were added in 2003 with a choice of CHD 205 or CHD 

208.  Two additional courses were added to the curriculum in 2009.  CHD 217 is a math and 

science course for young children.  CHD 222 is a social studies course and satisfies a history 

requirement. 

 
Table 5 
 
Certificates and Degrees 2000-2010: Institution A--Small, Rural 
 
Certificates & 
Degrees 

2000-
2001 

2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD Associate 
(CDA) 

        X X 

CHD Certificate X X X X X X X X X X 
CHD AAS   X X X X X X X X 
CHD AS*    X X      
*Degree ONLY for students transferring to upper level two-year institution in Early Childhood 
Education 
 
 
 
Table 6 
 
Required Hours per Degree/Certificate 2000-2010: Institution A--Small Rural 
 
Certificates & Degrees 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD Associate (CDA) 9 9 9 9 9 9 9 9 9 9 
CHD Certificate 30 27 27 28 25 25 25 25 24 24 

CHD AAS 63 62 62 62 62 62 62 65 
CHD AS* 72 72 

*Degree ONLY for students transferring to upper level two-year institution in Early Childhood Education 
 
 
 

Associate in science degree. During the years 2003-2005, a transfer degree to an upper 

level two-year institution was offered as a Child Development Associate in Science Degree and 

required 72 credit hours for completion.  This transfer degree was only offered for 2 years and 
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then modified by the institution.  The degree was renamed Early Childhood Education to better 

meet the needs of students transferring to a four-year institution.  Table 8 illustrates the course 

requirements for this AS degree which was only offered for 2 years under the title of Child 

Development Associate in Science degree.  The requirements remained the same for the 2 years.  

The degree was changed in 2005 to Early Childhood Education Associate in Science degree. 
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Table 7 
 
Child Development Associate in Applied Science Degree, Required Child Development Courses 2000-2010: Institution A--Small 
Rural 
 
 2000-2001 2001-2002 2002-2003 2003-2004 2004-2005 2005-2006 2006-2007 2007-2008 2008-2009 2009-2010
CHD 100   X X X X X X X X 
CHD 201   X X X X X X X X 
CHD 202   X X X X X X X X 
CHD 203   X X X X X X X X 
CHD 204   X X X X X X X X 
CHD 205    Elective* Elective* Elective* Elective* Elective Elective* Elective* 
CHD 206   X X X X X X X X 
CHD 208    Elective* Elective* Elective* Elective* Elective* Elective* Elective* 
CHD 209   X X X X X X X X 
CHD 210   X X X X X X X X 
CHD 211           
CHD 212           
CHD 215   X X X X X X X X 
CHD 217          X 
CHD 222          X 
*Three hours of electives required each year        
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Table 8 

Child Development Associate in Science Degree, Required Child Development Courses 2000-
2010: Institution A--Small Rural 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100    X X      
CHD 201           
CHD 202           
CHD 203    X X      
CHD 204    X X      
CHD 205    X X      
CHD 206    X X      
CHD 208           
CHD 209    X X      
CHD 210           
CHD 211           
CHD 212           
CHD 215    X X      
CHD 217           
CHD 222           
*Degree ONLY for students transferring to an upper level two-year institution in Early Childhood Education 

 
 
 

CHD short certificate. The Child Development Certificate is a short certificate and was 

the original program for the child development program (Table 9).  This certificate has changed 

over the past 10 years with program requirements.  During the 10-year period, the certificate has 

fluctuated between 30 hours and 24 hours.  The Child Development Certificate originally 

required 30 hours and consisted of 9 required courses and 1 elective (chosen between two CHD 

courses).  One of the required courses was dropped in 2001, resulting in a reduction of total 

credit hours required for the certificate (from 30 to 27 hours).  In 2003, a basic orientation to 

college course was added to the curriculum requiring 28 credit hours for completion.  The 

following year, 2004, one of the required courses was changed from required to elective status 

reducing the total credit hour requirements to 25 credit hours.  In 2008, the basic college 

orientation course was dropped, which reduced the total credit hours required to 24 (Table 6).  

The courses offered as electives have changed throughout the program as courses were added, 
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dropped, and modified.  Table 8 reflects the child development courses for the short certificate, 

which have been offered since the year 2000.  CHD 208, CHD 209, and CHD 210 have 

fluctuated between being required courses and offered as an elective.  Two elective courses, 

CHD 217 and CHD 222, were added in 2009, adding a math and science course and a social 

studies course to the curriculum.  The addition of these courses was in response to a national 

emphasis on better math and science instruction for children and a focus on the social studies 

curriculum.  CHD 212 was dropped from the curriculum in 2001.  No explanation was given for 

the reason the course was dropped.  CHD 212 is not currently included in Table 2 as an accepted 

course for child development. 

 

Child development assistant (CDA). By the year 2008, a Child Development Assistant 

Certificate was added that consisted of 9 credit hours (three 3-hour courses), which fulfilled 

requirements for the CDA (Child Development Associate) national certification from the 

Council for Professional Recognition (Table 10).  Students in this program complete a portfolio 

and must have a minimum of 9 hours of college credit to apply for the credentials.  This 

certificate is only for students pursuing the CDA credentialing.  The Child Development 

Associate (CDA) is technically not a postsecondary certificate.  This award is for documentation 

purposes for students obtaining a national credentialing that requires nine credit hours of college 

courses.  Previously, students were required by the Council for Professional Recognition to 

complete three designated courses in 2000-2001 and notification was through official transcripts 

issued through the institution.  In the year 2002 two of the required courses were changed, as 

shown in Table 10.  The required courses remained the same until the year 2009 when the 

Council for Professional Recognition changed their requirements to accept any three college 
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courses.  Students currently receive an official document of completion rather than relying on 

transcript confirmation. 
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Table 9 

Child Development Certificate, Required Child Development Courses 2000-2010: Institution A--Small Rural 
 
 2000-2001 2001-2002 2002-

2003 
2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100 X X X X X X X X X X 
CHD 201 X X X X X X X X X X 
CHD 202 X X X X X X X X X X 
CHD 203 X X X X X X X X X X 
CHD 204 X X X X X X X X X X 
CHD 205           
CHD 206 X X X X X X X X X X 
CHD 208 Elective* Elective* Elective* Elective*       
CHD 209 X Elective* Elective* Elective* Elective* Elective* Elective* Elective* Elective* Elective* 
CHD 210 X X X X Elective* Elective* Elective* Elective* Elective* Elective* 
CHD 211           
CHD 212 Elective*          
CHD 215 X X X X X X X X X X 
CHD 217          Elective* 
CHD 222          Elective* 
*Three hours of electives required each year         
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Table 10 
 
Child Development Associate CDA, Required Child Development Courses 2000-2010: Institution A--Small Rural 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010*** 

CHD 100 X X X X X X X X X  
CHD 101 X          
CHD 104 X          
CHD 201  X X X X X X X X  
CHD 204  X X X X X X X X  
CHD Elective          X 
CHD Elective          X 
CHD Elective          X 
*Courses required in the Child Development Associate (CDA).  Certification for employees currently employed within the industry. 
This program is designed for those employed in the Child Development field who want to attain a higher level of certification 
***CHD Electives: Any 3 CHD courses totaling 9 college credit hours
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Interviews with Former and Current Chief Academic Officers 

 The former Chief Academic Officer for Institution A retired from the Alabama system in 

2008 and now works out of state.  He preferred to answer the interview questions via email in 

lieu of the face-to-face or phone interview and agreed to respond via email to additional 

questions or clarifications.  Follow-up emails were utilized to clarify his responses and one face-

to-face follow-up meeting did occur. 

 The current Chief Academic Officer for Institution A was interviewed live in his office 

on the campus of the institution.  The current CAO of institution A has only been at the 

institution for approximately two years. 

 

Indicator 1:  Urgency for Change 

Forces external to the institution.  External forces identified by the former and current 

Chief Academic Officers for Institution A were state and federal mandates, the Alabama 

Commission of Higher Education, the push for online instruction, and pressure from parents 

concerning student learning. 

One of the issues identified by the former Chief Academic Officer and the current Chief 

Academic Officer of Institution A was the influence of state and federal legislations requiring 

increased education for employment in the field of early care and education of young children.  

The former CAO referred directly to the educational requirements.  The current CAO used the 

term “professionalism” in referring to the increased demand for education. 

The former Chief Academic Officer for Institution A identified rumors of impending 

increased demands from the state that would require some type of certification for daycare 
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workers as a catalyst for change in the early care and education program at Institution A.  He 

remarked, 

We also heard for years that the State was going to require childcare workers to have 
some type of certification or degree.  Though that had not happened at the time I retired, 
it seemed to be a logical step that would cause our program to overflow. 

 
This issue served as the initial force that prompted Institution A to move from offering only a 

certificate in the field to offering an AAS degree.  Federal regulations in Head Start employment 

requirements were changed during this time period, and Head Start teachers would be required to 

have four-year degrees for teaching and two-year degrees for aide positions.  The CAO 

mentioned this as a crucial factor influencing his decision to expand the early care and education 

program at Institution A. 

 The current CAO referred to the influence of the state and federal governments as a push 

toward professionalism manifested through increased educational requirements for teachers of 

young children.  The current CAO reflected, “I think the rising emphasis upon professionalism, 

which is manifested in state requirements for licensure at a higher level.  Bachelors level, even 

certificates being more rigorous, so that type of professionalism was there.”  He continued, 

I know there have been changes in the federal and state requirements for providers in 
child development care centers, particularly in Head Start, which is a huge program, 
federal program.  And basically those align with this concept of professionalism of 
having degrees, where the people that are at the aide level are going to have associate 
degrees in the certification that comes under those and the higher-level teachers are 
actually having bachelor’s degrees.  So that’s a big, big change. 

 
In response to the new federal and state guidelines for employment, Institution A applied for a 

new degree plan in the field of early care and education of young children.  This move was to 

add the two-year Applied Associate in Science degree to the program.  In order to initiate this 

new program, Institution A was required by the Alabama Commission on Higher Education 

(ACHE) to submit an application for program implementation.  The application submitted to 
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ACHE outlined the conditions for implementations and standards that would be met by the 

institution for successful implementation of the program.  The initial program implementation 

agreement specified benchmarks to be achieved by the program within the first 3 years of 

implementation.  The institution was responsible for submitting a viability report as proof that 

the program was meeting all the requirements set forth in the application for the programs as 

submitted to ACHE.  The institution had met all requirements of the program implementation 

with the exception of not generating enough graduates in the field.  The former CAO was 

concerned because, 

We were on the verge of losing the program at one point because we weren’t producing 
enough graduates.  The Alabama Commission on Higher Education thought we were not 
marketing the program well enough; however, rather than closing the program, they gave 
us time to grow it because they saw the need for quality daycare in the state. 

 
The former CAO retired before the viability report was due to ACHE. 

 The current Chief Academic Officer was faced with responding to the viability report to 

ACHE and identified this situation as an urgent, definitive external force on the changes in the 

child development program at Institution A.  The CAO and the director of the program were 

responsible for responding to ACHE and providing an explanation for failure to meet the 

requirements for the program implementation.  He remarked, 

Well, to be very honest, when I first came on board, the CHD program was like any 
others, the program I didn’t know anything about.  I had a little bit of familiarity with 
aspects of this from previous work at community colleges.  So initially I just had to 
become familiar with the program itself.  And one of the things that I learned was that we 
were on track to be turning in a viability report to the Alabama Commission on Higher 
Education, so that precipitated learning more about the program simply because that 
process was upon us.  So that was really what got me interested and paying attention to it. 

 
The CAO had to respond to the pressure to become familiar enough with the program to 

successfully defend the program implementation to ACHE.  He continued, 
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I didn’t know what to expect.  But I did know that we were at risk for losing the program 
because of the extraordinarily high numbers that had been set when the program was 
approved, and we knew that we had to overcome that. 

 
The former CAO identified students as being an external force that precipitated changes 

in the early care and education program at Institution A.  Nontraditional students, who had 

difficulty finding time to attend traditional daytime courses on campus, pressured the institution 

to provide alternative methods for course delivery.  He added, “Those interested in getting a 

degree had trouble finding the time to go to school.  Online seemed to be the best, most student-

friendly solution.”  As a means of meeting the demands of these nontraditional students, course 

delivery was significantly changed to include online course delivery. 

 Pressure from parents of young children demanding higher quality care for their children 

was an external force mentioned by the former CAO.  He commented, “I think the consumer’s 

demand for school-readiness skills for their young children will push daycare owners toward 

higher ed credentials.” 

The current CAO acknowledged the push from parents demanding higher quality through 

the emphasis on student learning or student achievement, specifically the learning of the 

children.  He responded, 

I think just because our society is moving quicker, and learning is really being forced 
down to earlier children, you know--obviously kids that are in the fifth grade today are 
learning very different things than when I was a fifth grader 50 years ago, so the two 
elements really would be the emphasis upon learning for the student and then the 
professionalism. 

 
This factor also ties in with the demands of the state and the federal government for increased 

accountability to ensure quality in the early care and education of young children.  He remarked, 

“I think the rising emphasis upon professionalism, which is manifested in state requirements for 
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licensure at a higher level, Bachelors level, even certificates being more rigorous, so that type of 

professionalism was there.” 

 

Forces internal to the institution.  Forces identified by the former and current Chief 

Academic Officers of Institution A were the initial program implementation, personnel 

problems, a departmental change, and the need for criminal background checks for students 

enrolled in the early care and education program. 

The initial move from a certificate only program to an expanded program offering the 

certificate and a two-year AAS degree was initiated by the former CAO.  According to the 

former CAO, “We developed the degree because of inclinations toward a degree being required 

for certification.”  It was his decision to apply for a new degree program (Applied Associate in 

Science in Child Development) to expand the certificate program that was offered at the 

institution.  The current CAO has expanded the program further by re-applying for a program 

which now includes a short certificate, a long certificate, and the two-year Applied Associate in 

Science degree.  Both individuals shared the vision for program expansion. 

Each Chief Academic Officer faced the problem of stability in the program.  The former 

CAO was responsible for the initial transition to online course delivery and changed faculty 

personnel in an effort to move in the direction of online instruction.  He made a personnel change 

from a part-time instructor to a full-time director who could move the program to the next level 

by offering online instruction through video capture capabilities.  The former CAO observed, 

“As the delivery method changed, we had to have instructors who were more tech savvy and 

comfortable being recorded as they lectured both to live students and to the virtual students.”  

The online platform of course delivery offered videos of live class interaction as well as 
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prerecorded lecture sessions by the instructor accompanied with chat rooms and discussion 

boards.  After trial and error, the courses were moved from live to only online instruction.  He 

reflected, “When I first became Dean, the program had a part-time instructor and very few 

students.  The program seemed to begin to grow when we took it online.”  However, the 

subsequent resignation of the director hired by the former CAO prior to his retirement created a 

period of uncertainty while the program was managed by the Social Science department head 

and adjunct instructors. 

The current CAO referred to the instability in the child development program at 

Institution A as an internal factor pushing for change.  The lack of a full-time director during the 

period of initiating the AAS degree program created internal stress to resolve the personnel 

problem.  The director hired at that time established the online course delivery of the program 

but left abruptly after one and a half years to take a teaching position at another institution.  The 

director was not immediately replaced.  Consequently, the program was managed by the Social 

Science department chair for approximately 2 years and instruction was provided via adjunct 

instructors.  This arrangement did not meet the requirements of the program implementation plan 

submitted to ACHE so the institution was forced to hire a full-time director and instructor for the 

program. 

I do know that there was some churn in the program director, and that there was actually 
a period of time where there was no program director for nearly two years, I believe.  
And that probably certainly did not help the program sustain and grow . . . so I believe 
the program director was officially appointed to that position approximately a year before 
I came on board.  So we have kind of picked up the pieces from there and moved 
forward. 

 
The current director, who is also the instructor, has managed the program for 4 years and has 

returned stability to the program. 
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The former CAO and the current CAO had differing opinions about the placement of the 

early care and education department within the structure of the institution.  During the tenure of 

the previous CAO, the child development program was shifted from the Social Science 

Department to the Technology Department.  The change was initiated to focus on marketing the 

certificate opportunity of the program.  When the current CAO came on board, he noticed that 

the program was too different from the traditional career and technical programs and fit much 

better with the Social Science Department and he made a decision to move the early care and 

education program from the Technology Department back to the Social Science Department of 

the institution where the program originated.  He noted, “One structural change that we did, 

though, that probably is significant, is that we actually relocated the program from the program 

that was called Technology, the Division of Technology, and put it actually in the Division of 

Social Science.”  The move to return the program to the Social Science Department was initiated 

internally in an attempt to produce an “informal” educational division within the Social Science 

Department. 

The current CAO was urged by the current director to require background checks for all 

students entering into the child development program.  Although the force directly initiating the 

change to requiring background checks was due to the insistence of the director, the director was 

responding to state laws, which require all persons working with young children, even 

volunteers, to submit to a background check.  The current CAO explained, 

Well, it’s definitely driven by state law, you know, that required anybody that is a 
volunteer, even at a licensed childcare center, has to go through the background check.  
So that particular sort of thing was driven by it, but the program director and I felt like it 
was a good thing anyway and we were initiating that before the law came into play.  We 
just made it mandatory. 
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The institution has changed the entrance policy for students enrolled in the early care and 

education program and now requires mandatory criminal background checks for all students 

enrolled in the early care and education program. 

 

Indicator 2:  Vision 

Understanding the vision of the institution as a basis for change in the early care and 

education teacher preparation program was a topic of disagreement between the former CAO and 

the current CAO at Institution A.  Both shared a vision for the expansion of online services for 

the students but were in disagreement on the placement of the department within the institution. 

 

Online course delivery.  In reflecting on the movement of early care and education of 

young children toward the future, the former CAO of Institution A felt that online courses would 

continue to be a large part of course delivery methods.  He predicted that online would better 

meet the increased demands of nontraditional students.  Under his tenure as CAO, Institution A 

moved to the forefront of online instruction by becoming the only institution in the state to offer 

the certificate and AAS degree completely online.  The result of this decision broadened the 

service area for the institution and contributed to increased enrollment in the program. 

 The current CAO agrees with this decision and looks to a future of expanded 

opportunities for online instruction.  He sees the program moving toward future live classes 

video-streamed to distance learning students and extensive use of the new Blackboard 9.1 

platform as an avenue of achieving this vision.  He noted, “I think if we can do that live 

synchronous learning aspect, and we can bring students to our campus for traditional classroom 

things, too, I think it’s a way we can grow the program.” 
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 Departmental realignment.  A major difference in visions between the two Chief 

Academic Officers was the placement of the early care and education department within the 

institution itself.  The former CAO moved the department from the Social Science Department to 

the Technology Department because of the career-technical emphasis of the certificates.  He was 

not concerned necessarily with the Early Childhood or Elementary Education majors as 

coordinating with the early care and education program.  The current CAO became a ward of the 

movement toward a blending of early care and education programs with early childhood and 

began the process of moving the early care and education department back to the Social Science 

Department.  He observed, 

You know, career technical fields tend to have more nontraditional students, older, 
working, families.  And their ability to go and do two years at a community college and 
transfer to a university and do two more years, they really have a hard time seeing that 
that path will work for them. 

 
The current CAO felt that moving the department into the Social Science Department and 

offering the “laddered” approach would offer a different mindset for the students as to the focus 

of their degree plan toward education and professionalism. 

 

Indicator 3:  Obstacles 

 Personnel.  The former and current Chief Academic Officers of Institution A faced 

obstacles to changes within the early care and education teacher preparation program at the 

institution.  The former CAO was faced with the dilemma of hiring a full-time director of the 

program, which would meet ACHE requirements and add stability to the program.  However, the 

abrupt resignation of the full-time director and a period of adjunct instructors brought instability 

to the program.  This issue was not resolved until late in the administration of the former CAO. 
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 Alabama Commission on Higher Education.  ACHE was an immediate obstacle faced by 

the current CAO.  The institution was in danger of losing the two-year degree program.  The 

current CAO and current director met with ACHE to determine a plan of action for the program.  

ACHE suggested deleting the old program and creating a new program, which would better meet 

the needs of the students in the teacher preparation program at Institution A.  This involved 

writing and submitting a new application for program implementation, which would be presented 

to the State Board of Education for approval. 

 

New online course delivery platform.  An additional obstacle for Institution A was the 

change in online course delivery platforms from WebCT to Blackboard 9.1.  All 13 of the early 

care and education courses had to be rebuilt in the new platform and available to students by the 

fall semester, 2011. 

 

Indicator 4:  Responses to Urgency and Obstacles 

Certificate and degree changes.  Specific changes to the program as identified by the 

former CAO were initiated.  The first major change was from a part-time instructor to a full-time 

employee.  “I hired the first full-time instructor, which was a requirement for accreditation.”  The 

program began as a certificate only program but changed to include a two-year Associate in 

Applied Science (AAS) degree and an Associate in Science (AS) degree.  The Associate in 

Science degree (AS, transferable degree) was offered for a period of 2 years but after reflection 

on the purpose of the degree, the AS degree was changed from AS in Child Development to AS 

in Early Childhood Education to better meet the requirements of a transfer degree.  This changed 

the focus of the degree from childcare workers to students pursuing a four-year teaching degree 
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in the field of early childhood education.  This degree was designed for students transferring to 

an upper level two-year institution.  He stated, 

I know we originally had the degree designed for the childcare worker, but we eventually 
articulated with [an upper level two-year institution] and tweaked the degree to make it 
accommodate a smooth transition into the Bachelor’s programs they offered in Early 
Childhood and Elementary Education. 
 
More recently, the previously approved early care and education program was deleted 

and a new program is now in place at the institution.  The approval from ACHE occurred in the 

fall of 2010 with the changes to be implemented in the fall of 2011.  The new program includes 

the short certificate, with a change in credit hours, a long certificate, and an AAS degree with a 

change in credit hours.  These changes are not reflected in the tables because the changes will go 

into effect after the 2010 date for this study.  The new program produces a “laddered” or 

“stackable” option for students.  Title IV funding in the form of Pell grants is not available for 

students pursuing certificates.  By using the laddered approach, a student can enroll in the two-

year program and receive the short certificate and the long certificate as they progress through 

the program.  As noted by the current CAO, “A stand-alone certificate is not eligible for Title IV 

funding.”  This offers the student the opportunity for financial assistance as well as possible pay 

increases due to acquisition of the certificates as they continue on the two-year degree track.  He 

explained, 

The term “stackable” is sometimes used.  “Ladder” is another term that is sometimes 
used.  But what it lets you do is, the student identifies their eventual outcome as an 
Associate in Applied Science . . . by declaring that, your programs then become eligible 
for Title IV funding, Pell grants.  Almost half of all students that we have here are on 
Title IV funding, so that’s critical. 

 
This approach is serving as a model for other career and technical programs at the institution. 
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 Course additions.  During the years 2000-2008, various courses were added and deleted 

to better meet the needs of the students and to meet the demands of postsecondary requirements.  

CHD 217, Math and Science for Young Children, and CHD 222, Social Studies for Children, 

were added in response to a national focus on math, science and social studies curriculum. 

 

Blackboard 9.1.  The change to online instruction initiated by the former CAO resulted in 

an expanded service area whereby students from all over the state could participate in the early 

care and education program at Institution A.  “Ultimately, we had students from all over the state 

graduating from our program, some making their first trip to our campus on the day of 

graduation,” he proudly stated.  

 One change mentioned by the current CAO of Institution A as a change in the early care 

and education program has been an institutional decision to upgrade the distance learning 

platform from WebCT to Blackboard.  “I think one of the big changes though has been a change 

in the learning management system or platform.”  WebCT was the online course delivery system 

used by the institution from the inception of online course delivery at the institution.  WebCT 

was bought by a competitor, Blackboard, and as a result the institution was forced to move to the 

new platform.  He further explained, “The CHD program has been involved in that migration.”  

The possibilities of the new platform provide expanded avenues for future course delivery for the 

program.  In the future, live classes may be streamed to students in real time and offer extended 

opportunities for tutoring sessions, chat activities and group discussions beyond the current 

capabilities. 
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 Departmental change.  Changing the early care and education department from the 

Technology Department to the Social Science Department has reflected a change in vision for 

the program at Institution A.  This is an attempt to address the professionalism and educational 

aspect of the early care and education teacher preparation program.  The current CAO feels 

strongly about this issue and commented, 

You are trying to transform that program into perhaps even being that bridge between the 
career-tech mentality and a more professional career-oriented track, where they may 
come into the program in one mindset, but as you are educating them in their field, you 
are also educating them in professionalism, in moving from a career tech to a more real 
career oriented situation. 

 
 
 
Indicator 5:  Building on the Change 

The former CAO of Institution A feels strongly that the early care and education teacher 

preparation program at Institution A is a vital part of the institution.  The program offers a viable 

solution for workers with young children to obtain the necessary education and credentials that 

are now being demanded of them.  As a closing comment, the former CAO remarked, 

I think early childhood education is an arena that offers more possibility and promise for 
altering the development of our society than any other single program.  I am hopeful that 
research and funding will be encouraged by education and governmental agencies over 
the next few years. 

 
The current CAO of Institution A is encouraged by the new program implementation with the 

laddered approach and feels that this will add to the strength of the program and afford students 

the opportunity to complete not only a certificate in the field but also the two-year degree while 

utilizing federal Title IV funds (Pell grant).  In his concluding remarks, the current CAO 

acknowledged the move of the program from a career-technical oriented type of mindset to an 

educational mindset on the part of the institution.  He perceived this move of the program from 

the Technology Department to the Social Science Department as a step toward emphasizing 
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education and professionalism in the field.  Although Institution A does not currently have an 

“education” department, the current CAO is encouraging the blending of the child development 

program with early childhood and elementary education programs.  The current director and 

instructor of the early care and education department advises student in both fields.  This is vital, 

as the current trend in the field is to move child development closer to early childhood education.  

In some programs the two areas have already blended into one with the focus being on children 

from birth to eight years of age.  The current CAO concluded, 

Well, I think one thing that is a challenge for us at this community college is to present 
options across the CHD program that is not exclusively this, but options that are more 
career-focused.  At this institution, we’re so used to being the old junior college, where 
people would come for two years and then go on to the universities that--you know, only 
20% of our students at this institution are in career or technical fields--80% are transfer 
based.  So just at this institution, it’s sometimes hard to get, even in terms of, like, 
marketing, to just get the word out that we have these programs and that people should 
consider. 

 
 The current CAO was confident that with the stabilization of the program through a full-

time director and a newly implemented program offering short and long certificates along with 

the AAS degree, the early care and education program at Institution A would thrive and continue 

to experience growth. 

 

Summary 

 Institution A is a small, rural institution dependent upon strong federal aid assistance for 

students (Pell grants).  Degrees and certificates are awarded according to state regulations with 

the institution offering both non-transferable career-technical degrees and transferable degrees.  

Faculty and support personnel are sufficient for the operation of the campus.  On-campus 

housing is provided for students to attend the institution.  Being a small, rural institution with 
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limited resources shaped the decision to implement an online program, which broadened the 

service area for the institution and marketed the program to a wider audience. 

Five basic indicators from Kotter’s model were identified in the interviews with the 

former and current Chief Academic Officers at Institution A.  Indicator 1 was the urgency for 

change created by external forces from federal and state employment requirements for teachers 

of young children.  The Alabama Commission on Higher Education was a major external 

catalyst that forced Institution A to revise their early care and education program.  Pressure from 

students for alternative course delivery methods pushed for online instruction.  Demands from 

working parents for better educational opportunities for their children influenced the decision to 

offer a more academic program offering a wider variety of options for teachers of young 

children. 

Indicator 2 addressed the visions of the institutions and provided a basis for the changes 

that were made in the programs.  The vision of the institutions also affected the way the 

institution planned on sustaining the program and building on the changes that were made 

through online course delivery and department realignment. 

Indicator 3 presented the obstacles to change.  Changes to full-time personnel enabled the 

institution to expand the early care and education program.  The Alabama Commission on 

Higher Education created an obstacle evidenced in the institution’s decision to delete a program 

and design a new program with greater opportunities for the students.  The process for deleting 

the program and resubmitting the application for the implementation of a new program was a 

long, laborious process.  Additional obstacles were presented in a change of delivery through 

Blackboard 9.1 from the previous platform.  All of the child development courses had to be 
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reformatted for the new platform, which created a large amount of work for the director of the 

program. 

Indicator 4 revealed the responses to the urgency created by pressures from outside and 

inside the organization and obstacles through which institutional change occurred at Institution 

A.  Significant changes occurred in the design of the program resulting in an expanded program 

that initially added an Applied Associate in Science degree.  The newer program implementation 

includes an additional long certificate to the short certificate and offers more educational 

opportunities for the students.  The institution continued with the enhancement of the quality of 

the online instruction by updating the delivery platform for distance learning students.  The early 

care and education department was moved from the Technology Division to the Social Science 

department with an emphasis on education and professionalism.  This change created 

opportunities for students to transition from the career-tech certificate program into the two-year 

degree program. 

Indicator 5 revealed the future of the program through the insights of the former CAO 

and the current CAO.  The future of the program is founded on the positive changes to the 

program that emphasized the institution’s dedication to the students and to their success and 

emphasizes building on the changes made to insure a positive future for the early care and 

education teacher preparation program at Institution A. 

 

Institution B 

Current Demographics and Statistical Information 

The Carnegie classification for Institution B identifies the college as a large public 

institution in a rural service area that awards associate’s degrees.  This institution is also 
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identified as a Title IV school, which denotes participation in Title IV federal financial aid 

programs (Pell grant).  On-campus housing is provided with a dorm capacity of 199 units. 

 

Table 11 

Institution B Classification 

Carnegie Classification Title IV On-Campus Housing Endowment Base 
Public, rural-servicing large Yes 199 units 0 
 
 
 

Institution B employs 325 instructors, which include 123 full-time faculty members and 

202 part-time faculty members.  Ninety-seven of the full-time faculty has tenure status with 26 

being on tenure track.  Six persons are employed in executive, administrative, or managerial 

positions.  Support and service personnel number 36 full-time employees and 5 part-time 

employees totaling 41 employees in this category.  Clerical and secretarial positions total 77 and 

include 63 full-time and 14 part-time employees.  Maintenance personnel number 28 full-time 

employees and 6 part-time employees for a total of 34 persons.  Institution B employs 1 person 

identified as a skilled craftsman.  Institution B employs one full-time instructor for the early care 

and education program who also serves as the director of the program.  Adjunct personnel have 

been utilized as required by increased enrollment numbers during certain semesters.  Adjunct 

personnel are only hired if enrollment numbers are large enough to warrant additional faculty. 
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Table 12 

Institution B Personnel 

Personnel Full Time Part-Time Total 
Instructors 123 202 325 
Tenure 97   
Executive, Administrative, Managerial 6  6 
Support/Service 36 5 41 
Clerical/Secretarial 63 14 77 
Maintenance 28 6 34 
 
 
 

According to the 2009 IPEDS report, 60% of students enrolled at Institution B receive 

federal grant aid, 2% receive state or local aid, and 43% receive institutional grant aid.  Student 

loans were used by 42% of students at Institution B.  Enrollment for the 2009 fall semester was 

6,311 with 1,265 of those students being first-time degree or certificate seeking students.  For the 

year 2009, Institution B enrolled 2,313 male students (37%) and 3,998 female students (63%).  

The overall graduation rate for Institution B is 49%. 

 

Early Care and Education Programs 

 Institution B offers an Associate in Applied Science Degree in Child Development that is 

designed for students who may be seeking employment in preschool programs as teacher aides or 

assistants in public kindergarten or prekindergarten programs, and as teacher assistants in Head 

Start programs.  Graduates may seek careers as directors or teachers in childcare facilities.  

Courses meet requirements identified by the Alabama Department of Human Resources 

Minimum Standards.  The Associate in Science Degree in Child Development is for students 

who plan to continue their education at an upper level two-year institution in the field of Early 

Childhood Education.  The Child Development Certificate is a program that has been designed to 



157 
 

 

meet minimal standards for teacher assistants or aides in childcare facilities.  Students entering 

the early care and education programs are required to undergo criminal background checks and 

drug screening as required by the Health Science Division policy for the institution. 

 Table 13 illustrates the types of certificates and degrees that have been offered at 

Institution B for the years 1999-2010.  Institution B used a two-year catalog format from 1999-

2005.  Catalogs from 2005 to the present are one-year catalogs.  Information for the academic 

year 2007-2008 was unavailable due to recent tornado damage to the campus.  The building in 

which the catalogs were stored was damaged, and salvaged materials are currently being stored 

in various facilities on the campus.  The admissions director was unable to locate the catalog for 

2007-2008; therefore, there is a gap in the information available during this period.  Table 13 

illustrates that Institution B offered an Associate in Applied Science (AAS) degree in child 

development as well as an Associate in Science degree (AS) in general studies with a 

concentration in child development.  The Associate in Science degree (AS) was designed to 

transfer to an upper level two-year institution in the field of early childhood education.  The 

CDA (Child Development Associate) was added in the year 2005 as documentation for a student 

obtaining a national credentialing through the Council for Professional Recognition.  Institution 

B has offered the two certificates and two degrees on a consistent basis since the year 2005 to the 

present. 
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Table 13 

Certificates and Degrees 1999-2010: Institution B--Large, Rural 

Certificates & Degrees 1999-
2001 

2001-
2003 

2003-
2005 

2005-
2006 

2006-
2007 

**2007-
2008 

2008-
2009 

2009-
2010 

CHD Associate (CDA)   X X X  X X 
CHD Certificate    X X  X X 
CHD AAS X X X X X  X X 
AS* General Studies with 
CHD concentration 

X X X X X  X X 

*Degree ONLY for students transferring to an upper level two-year institution in Early 
Childhood Education 
**Unavailable due to tornado damage to the campus 
Institution B had a two-year catalog rotation for the years 1999-2005 
 
 
 
 Table 14 reflects the changes in credit-hour requirements for the degrees and certificates 

offered at Institution B.  The CDA remains at nine credit hours, which is required by the Council 

for Professional Recognition.  The short certificate has remained stable with only a slight change 

from 28 credit hours to 27 or 28 credit hours.  The AAS degree has shown more changes in the 

required number of credit hours.  The degree required 69 credit hours in 1999 and jumped to 76 

credit hours in 2001.  The difference was a fine arts requirement of 6 hours and a change from 3 

credit hours to 2 credit hours for a course.  In 2005 the requirement was dropped to 61 credit 

hours.  This requirement has remained steady to the present with the only change being a 

flexibility of 60 to 61 required credit hours. 
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Table 14 

Required Hours per Degree/Certificate 1999-2010: Institution B--Large, Rural 

Certificates & Degrees 1999-
2001 

2001-
2003 

2003-
2005 

2005-
2006 

2006-
2007 

**2007-
2008 

2008-
2009 

2009-
2010 

CDA   9 9 9  9 9 
CHD Certificate    28 27-28  27-28 27-28 
CHD AAS 69 76 76 61 60-61 60-61 60-61 
AS* General Studies with 
CHD concentration 

 64 64 63 62-63 62-63 62-63 
       

*Degree ONLY for students transferring to an upper level two-year institution   
**The catalog for the year 2007-2008 was unavailable due to tornado damage to the campus 
Institution B had a two-year catalog rotation for the years 1999-2005   

 
 
 

Associate in Applied Science Degree and Associate in Science Degree.  The required 

child development courses for the AAS degree have changed only slightly from 1999-2010 

(Table 15).  The only change has been the deletion of CHD 219 in 2001.  As shown in Table 2, 

CHD 219 is similar to CHD 215 in that it requires supervision in an approved childcare facility.  

CHD 219 was deleted so as not to duplicate a course.  This course was also deleted in the AS 

degree in general studies with a concentration in child development (Table 16).  These courses 

have remained constant since the degree was established in 2001. 
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Table 15 

Child Development Associate in Applied Science Degree, Required Child Development Courses 
1999-2010: Institution B--Large, Rural 
 
 1999-

2001 
2001-
2003 

2003-
2005 

2005-
2006 

2006-
2007 

*2007-
2008 

2008-
2009 

2009-
2010 

CHD 100 X X X X X  X X 
CHD 201 X X X X X  X X 
CHD 202 X X X X X  X X 
CHD 203 X X X X X  X X 
CHD 204 X X X X X  X X 
CHD 205 X X X X X  X X 
CHD 206 X X X X X  X X 
CHD 208 X X X X X  X X 
CHD 209 X X X X X  X X 
CHD 210 X X X X X  X X 
CHD 215 X X X X X  X X 
CHD 219 X        
*Unavailable due to storm damage to campus      

 
 
 
Table 16 
 
Associate in Science Degree* General Studies (Concentration in CHD), Required Child 
Development Courses 1999-2010: Institution B--Large, Rural 
 
 1999-

2001 
2001-
2003 

2003-
2005 

2005-
2006 

2006-
2007 

**2007-
2008 

2008-
2009 

2009-
2010 

CHD 100         
CHD 201         
CHD 202         
CHD 203  X X X X  X X 
CHD 204  X X X X  X X 
CHD 205  X X X X  X X 
CHD 206  X X X X  X X 
CHD 208         
CHD 209  X X X X  X X 
CHD 210         
CHD 211         
CHD 212         
CHD 215         
CHD 217         
CHD 222         
*Degree ONLY for students transferring to an upper level two-year institution in Early 
Childhood Education 
Institution B had a two-year catalog rotation for the years 1999-2005 
**Unavailable due to storm damage to campus 
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CHD Short Certificate and Child Development Associate (CDA).  The short certificate 

has remained unchanged from 2006 to the present, as shown in Table 17.  The CDA certificate 

has also remained unchanged from 2003 to the present (Table 18).  The CDA at Institution B has 

two distinct designations.  A student may choose between courses that focus on infant/toddler 

curriculum or on preschool curriculum.  The curriculum for the early care and education teacher 

preparation program at Institution B has remained basically the same for the 10-year study period 

with only slight changes in the required courses, revealing a consistency in the program. 

 

Table 17 

Child Development Certificate, Required Child Development Courses 1999-2010: Institution B--
Large, Rural 
 
 1999-

2001 
2001-
2003 

2003-
2005 

2005-
2006 

2006-
2007 

2007-
2008** 

2008-
2009 

2009-
2010 

CHD 100     Elective* Elective* Elective* Elective* 
CHD 201     X X X X 
CHD 202     X X X X 
CHD 203     X X X X 
CHD 204     X X X X 
CHD 205     X X X X 
CHD 206     X X X X 
CHD 208     Elective* Elective* Elective* Elective* 
CHD 209     Elective* Elective* Elective* Elective* 
CHD 210     Elective* Elective* Elective* Elective* 
CHD 215     X X X X 
*Six hours of electives required        
**Unavailable due to storm damage on campus      
Institution B had a two-year catalog rotation for the years 1999-2005    
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Table 18 
 
Child Development Associate CDA, Required Child Development Courses 1999-2010: Institution B--Large, Rural 
 
 1999-

2001 
2001-
2003 

 
2003-2005 

 
2005-2006 

 
2006-2007 

 
2007-2008* 

 
2008-2009 

 
2009-2010 

CHD 202   Preschool Preschool Preschool  Preschool Preschool 
CHD 203   Infant Infant Infant  Infant Infant 
CHD 204         
CHD 205   Infant/Preschool Infant/Preschool Infant/Preschool  Infant/Preschool Infant/Preschool 
CHD 206   Additional 

recommendation 
Additional 
recommendation 

Additional 
recommendation 

 Additional 
recommendation 

Additional 
recommendation 

CHD 209   Infant/Preschool Infant/Preschool Infant/Preschool  Infant/Preschool Infant/Preschool 
Courses required in the Child Development Associate (CDA) to meet National CDA requirements 
Infant/Toddler CDA 9 required credit hours 
Preschool CDA 9 required credit hours 
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Interview with Early Care and Education Director and Instructor 

 The person interviewed was the current director and instructor for the early care and 

education department at Institution B and has held this position for 11 years.  The interview was 

conducted over the telephone per the request of the interviewee.  Follow-up emails and phone 

conversations were utilized to clarify information.  I, as the researcher, found the director at 

Institution B open and willing to answer questions and discuss the issues facing the early care 

and education program at Institution B. 

 

Indicator 1:  Urgency for Change 

 Forces external to the institution.  External forces identified by the program director at 

Institution B were accountability, federal mandates, pressure from parents and the public, and the 

Southern Association of Colleges and Schools (SACS). 

 The director identified accountability as an external force precipitating changes in the 

teacher preparation program at Institution B.  She noted that accountability is evident in public 

school as well as daycare centers.  She attributes the pressure for accountability as coming from 

parents, the public, and the state.  She commented, 

I feel that more and more people are wanting accountability.  And I think, in order to 
have accountability that they have to come to school and be educated.  And especially 
with teachers, accountability, as you know, is everywhere . . . [the pressure for 
accountability comes] from the people and the State, the public. 

 
The director noted that the federal government was becoming involved in this area and was a 

significant external force on the program.  She remarked, 

Some of the things that they’re pushing for, I’m not sure that they really want what 
they’re getting . . . I call it the Ivory Tower, the people in the Ivory Tower don’t have a 
clue what is going on in the classroom or what needs to be going on.  It’s easy to put it on 
paper, we’re doing this, but we’re doing things that are not developmentally appropriate. 
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The director is referencing the move toward structured environments for young children without 

regard to providing a developmentally appropriate curriculum that addresses the needs of young 

child to play and explore as a means of learning. 

According to the director, the change in federal requirements for Head Start teachers 

requiring two-year and four-year degrees for employees has had a positive impact on enrollment 

in the program at Institution B, along with state-sponsored scholarships.  She noted, “I think the 

Head Start changes have probably helped my enrollment.  And No Child Left Behind probably 

has, because a lot of those teachers had to come back and get, you know, more hours.”  She 

continued, 

I think the postsecondary scholarship has really helped my program because it gives a lot 
of people that work at a day care a chance to come and go to school, because they don’t 
make enough money to pay for school. 

 
The T.E.A.C.H. (Teacher Education And Compensation Helps) scholarship is available 

through the Alabama Partnership for Children and covers approximately 80% to 85% of tuition 

and books and can be applied to the Child Development Associate (CDA), associate degrees in 

both child development and early care and education, and bachelor degrees in child development 

and early care and education of young children.  The Leadership in Childcare (LICC) scholarship 

is jointly sponsored by the Alabama Department of Postsecondary Education, the Alabama 

Department of Human Resources and the Alabama Community College System.  The 

scholarship is designed for persons currently employed in childcare facilities.  The scholarship 

can be used for the Child Development Associate (CDA), certificates, Associate in Applied 

Science/Technology in Child Development/Early Care and Education, or a four-year Bachelor of 

Science degree in Early Childhood Education. 
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The director at Institution B identified parents and the public in general as having an 

external effect upon the early care and education teacher preparation programs at community 

colleges.  “We still have hovering parents, whatever you want to call them, you know, and 

they’re getting more and more that way.”  The pressure from parents demanding higher quality 

care for their children has created a need for better educated teachers of young children.  The 

director saw this issue as a conflict with developmentally appropriate practices in the early care 

and education environment and noted, “I think parents are demanding that their kids read earlier 

and earlier, when that is not what is important in early childhood age.” 

Pressure from SACS (Southern Accreditation for Colleges and Schools) is an external 

force on the teacher preparation program and is creating a significant change in the program at 

Institution B.  She commented, “They say we don’t have a child development degree.  I said, it’s 

not listed as a child development degree, but they wouldn’t leave it.  It was for people going on 

to Athens.”  Institution B is preparing for their self-study in response to national and regional 

accreditation, and the director is concerned about the impact of this decision by SACS on her 

program.  The director continued, “I’m afraid it will hurt my program, just taking that little thing 

out of the book, you know.”  This is an imminent change that is not reflected in the tables for the 

degrees and certificates as the change will officially take place after the 2010 date of the study.  

The degree plan mentioned by the director was specifically designed for students who wished to 

transfer to an upper level two-year institution.  The degree was actually a general education 

degree with a concentration in child development (see Table 13). 

The director at Institution B felt strongly that the external pressures from the state, the 

federal government, parents, and the public in general were influencing the direction of early 

care and education of young children, but she was conflicted about the goals and implications of 
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these pressures.  She was also extremely concerned with the pressure from SACS to delete the 

Associate in Science degree from the program.  The Associate in Science degree (AS) is a 

transferrable degree whereas the Associate in Applied Science degree (AAS) is a non-

transferrable degree.  Students interested in transferring to a higher-level institution would be 

more interested in the transfer degree as opposed to the non-transferrable degree.  This could 

affect a student’s decision to enroll in the early care and education program at Institution B. 

 

 Forces internal to the institution.  Internal forces identified by the program director for 

Institution B were enrollment issues and the financial concerns of operating the department. The 

director of the early care and education teacher preparation program at Institution B quickly 

identified two significant internal pressures on the program.  She commented, “so money and 

enrollment--numbers, we’re always pressured on those.”  She noted that she basically ran the 

program with occasional adjunct help, “I have had an adjunct every once in a while--not many 

times . . . they say I don’t have enough students.”  She has experienced a drop in enrollment over 

the past year but anticipates an increase due to the external pressures mentioned in the first 

indicator of urgency.  The director at Institution B has live classes and the addition of online 

classes would be a significant class load increase. 

In reference to budget and financial concerns, she reflected that a change had been made 

in contact hours for CHD 215.  “They took contact hours out of it and told me that I would have 

to pick up an extra class last spring.  I had to teach six classes.”  Essentially, this move allowed 

the institution to reduce the paid contact hours for the faculty person for the three-hour CHD 215 

course thus reducing her total number of contact hours for the five courses.  The instructor was 
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then required to teach an additional three contact-hour course saving the institution money in 

their employment budget. 

 

Indicator 2:  Vision 

 Online course delivery.  The vision for the program at Institution B centers on the 

expansion of the program through online instruction.  “I would like to offer classes online, but, I 

need some full-time help for this to happen.”  This addition of online to the program would have 

a positive impact on enrollment, an issue that the director focused on during much of the 

interview. 

 

 Transfer acceptance by four-year institutions.  In addition to online course delivery, the 

director would like a wider acceptance of the courses taught in the child development area to be 

recognized by four-year institutions and accepted for transfer.  Currently, an upper level two-

year institution accepts more of the courses for transfer than most of the larger four-year 

institutions in the state.  Courses identified as “technical” courses may or may not be accepted by 

transfer institutions.  It is the decision of the higher-level institution as to whether the institution 

will accept the credits for transfer or require the student to take a similar course at the transfer 

institution. 

 

Indicator 3: Obstacles 

 Course delivery method.  The inability to offer online instruction at the current time is an 

obstacle for the expansion of the early care and education program at Institution B.  She stated, 
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I do not do online.  I’m the only person in my department . . . so I just do ole-timey way, 
independent studies.  They come once a month, take their test, they get all of their 
material, do all of their work on their own, and come turn it in and then take their test. 

 
The director currently teaches a full load of live classes.  The addition of online classes without 

additional faculty would mean that she would be required to service all the classes (both live and 

online).  This would create a problem in justifying contact hours that would be duplicated 

through the online classes.  The issue would be whether the online classes would be counted as 

additional classes or extensions of the live classes. 

 

 Decrease in enrollment.  A recent decrease in enrollment has created a budget issue for 

the program at Institution B, but the director is confident that with the increased demands for 

degrees and certifications that the program will rebound in enrollment.  The instructor attributes 

some of the decline in enrollment to new federal regulations concerning Pell grants (Title IV 

student aid) but is hopeful that state-sponsored scholarships will help to alleviate the financial 

situation for students currently employed in the field of early care and education of children.  

Recent changes in Title IV regulations affect the amount of Pell grant assistance a student 

receives and whether the student may use the funds for summer sessions. 

During follow-up conversations, the director reported an increase in enrollment.  The 

email was received approximately a month after the initial interview.  She reported during the 

initial interview, “This semester, I have 84 students enrolled, [maybe] 85.”  In the follow-up 

email she reported, “I have 101 students this semester all by myself.”  This increase occurred 

during the approximate time span of a month between the interview and the follow-up email. 
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 Deletion of AS degree.  A change that will be made in the next academic year is the 

deletion of the AS degree that is designed for students transferring to an upper level two-year 

institution in pursuit of a four-year degree in early childhood education.  The catalyst for this 

change comes directly from SACS (Southern Accreditation for Colleges and Schools).  SACS’ 

objection was the identification of the degree as a child development degree, while in reality the 

degree plan is a general education degree with a concentration of electives in child development.  

The degree will no longer be listed in the college catalog.  “I’m still going to be able to offer it.  

It just won’t be in my catalog.  It’s going to really confuse my students.”  An alternative 

approach is that the students may pursue this degree plan but will transfer to [an upper level two-

year institution] with either a general education degree or without acquiring the two-year degree 

from Institution B.  The plan is an option for students but would affect the number of graduates 

in the program because the students would transfer rather than graduate from the early care and 

education program at Institution B.  The director feels the deletion of the degree may influence 

potential students’ decisions as whether to enroll in her program or choose a different institution 

offering a transferrable degree. 

 

Indicator 4:  Responses to Urgency and Obstacles 

 Addition of short certificate.  A short certificate was added to the program in the year 

2000.  The director commented, 

We have added a short-term certificate for people that just want to come and get a 
certificate, like to teach at Head Start or day care or start their own day care. . . . It’s all 
child development classes, as much of everything that I can get in there. 

 
The addition of the short certificate offered an alternative to the two-year degree for the students 

enrolled in the early care and education program at Institution B. 
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Course delivery method.  There have been some changes in course delivery but the 

director of Institution B has made the decision not to offer online courses in child development 

due to insufficient faculty.  The courses are taught live on campus.  When questioned about 

students that could not meet the class schedule, the director remarked that she offered 

independent studies for those students.  The students are given the assignments and then meet 

with the instructor individually to satisfy the contact hour requirements of the courses.  The 

independent study approach is an attempt to offer a short-term solution to the lack of online 

instruction. 

 

Credit hour changes.  Courses in the AAS, AS, and certificate programs have remained 

constant during the last 10 years with only slight changes (as reflected in Tables 13-18).  The 

current director is responsible for the addition of the short certificate, which was offered for the 

first time in 2000.  Slight changes have occurred in required credit hours due to a shift in courses 

beyond the child development courses such as fine arts, computer skills, and orientation. 

 

Indicator 5:  Building on the Future 

 Online course delivery.  The director would like to offer online instruction for her 

students but sees that as a reality only if given additional staff to assist with the implementation 

of online course delivery.  An increase in enrollment would generate sufficient income from the 

program to justify additional faculty as shown in the past when adjunct instructors were 

employed by the institution in the early care and education department.  Shared responsibilities 
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with two faculty members would justify an expansion of the course delivery options to include 

online instruction. 

 

 Accountability.  The director was concerned that the emphasis on accountability and 

high-stakes testing will affect the future of early care and education programs.  She would like to 

see a reverting back to basics and a higher emphasis on children learning through play as 

opposed to the strict structure of some programs.  The instructor predicted teacher burnout due to 

demands from the pressures of accountability.  A positive for the future was the availability of 

childcare for families that have not had this privilege in the past.  She cautioned that not all 

environments were good for the children and stressed that the quality of the environment was 

essential to the success of the child.  The director was encouraged that marginalized children 

would have more access to higher quality programs as a result of better educated teachers in the 

field of early care and education of young children. 

 

Summary 

 Institution B is a large, rural institution with a focus on career and technical programs.  

The institution awards certificates; non-transferrable, two-year career-technical degrees (AAS); 

and transferrable, two-year degrees (AS).  On-campus housing is provided at Institution B with a 

capacity of almost 200 units providing rural students the opportunity to live on campus instead of 

commuting to class.  Faculty requirements are sufficiently met with full-time and part-time 

faculty members employed to meet the needs of the student population.  

 The basic indicators evident in the interview with the director of Institution B are 

identified as urgency for change, the vision of the institution, obstacles for success to the 
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program, the responses of the institution to the urgency and obstacles, and the need to build upon 

the changes in the program. 

 Indicator 1 was the urgency for change in the program due to external and internal forces.  

The director of the early care and education program at Institution B identified the demand for 

accountability as a major factor creating a push for change in the program.  She commented that 

the demand for accountability was coming from the state, the federal government, the public, and 

parents of young children.  An immediate external pressure upon the program at Institution B is 

the impending review of SACS for institution accreditation. 

 Internal forces specifically identified by the director of the early care and education 

teacher preparation program at Institution B were issues in enrollment and the cost of the 

program in relation to the financial operations of the institution. 

 Indicator 2, the vision, focused directly on the immediate issue of online instruction.  The 

director was conflicted about online instruction but felt that the institution needed to offer this 

opportunity to the students.  Included in her vision was the need for additional faculty support 

through which her program could offer online instruction.  Additionally, the director had a vision 

for a wider acceptance of her program by state four-year institutions. 

 Indicator 3 focused on the obstacles facing the early care and education department at 

Institution B.  The lack of online course delivery posed an obstacle to program growth, but the 

director compensated by offering independent study opportunities.  Enrollment was an obstacle 

that the director continued to focus upon as an issue in her program, but a recent, follow-up 

email from the director indicated the expected enrollment growth.  The issues of budget and 

financial concerns revolved around the issues of increasing enrollment in the program.  An 
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immediate area of concern for the director of Institution B was the removal of a transferable 

degree to an upper level two-year institution 

 Indicator 4 identified the changes made in the early care and education program over the 

past 10 years of the program. A short certificate was added to the program in the academic year 

2000-2001 offering an alternative to the two-year degree program.  Since that time, the degrees 

and certificates have remained consistent with only a few changes in credit hours or course 

requirements.  Although this program has sustained stability in the course offerings in the past, it 

is facing a serious change because of the demands of the SACS accreditation requirements to 

delete the AS transferable degree to an upper level two-year institution.  This is an immediate 

change that will occur in the next academic year, 2011-2012. 

 A short-term solution to the lack of online instruction is allowing for independent study 

options for students unable to meet regular class sessions.  A long-term solution includes the 

addition of an instructor allowing the institution to offer students online course delivery. 

 Indicator 5, building on the changes in the program, reflects on the director’s desire to 

expand to include online instruction.  Online instruction was reflected in each indicator 

indentified during the interview.  The lack of the ability to offer the alternative of online 

instruction was clearly a major concern of the director of the early care and education program at 

Institution B.  The director, in reflecting on the future, was extremely concerned about the 

immediate implications of changes to her program through the upcoming SACS review. 
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Institution C 

Current Demographics and Statistical Information 

The Carnegie classification for Institution C identifies the college as a public institution 

with multiple campuses in an urban service area that awards associate degrees.  This institution is 

also identified as a Title IV school and participates in Title IV federal financial aid (Pell grant) 

programs.  On-campus housing is not provided at this institution. 

 

Table 19 

Institution C Classification 

Carnegie Classification Title IV On-Campus Housing Endowment Base 
Public, urban servicing multicampuses Yes No $1,003,503 
 
 
 

Institution C employs 456 instructors, which include 154 full-time faculty members and 

302 part-time faculty members.  One hundred sixteen faculty members have tenure, with 38 

being on tenure track.  Twenty-six people are employed as part-time employees classified as 

instruction, research, or public service employees.  Nineteen persons are employed in executive, 

administrative, or managerial positions and are all full-time employees.  Support and service 

personnel number 66 full-time employees and 63 part-time employees for a total of 129.  Clerical 

and secretarial positions include 69 full-time employees and 65 part-time employees for a total of 

134 employees in that category.  Maintenance personnel number 47 full-time employees and 18 

part-time employees for a total of 65 maintenance employees.  Institution C employs 7 skilled 

craftsmen, 2 full-time and 5 part-time employees.  Institution C employs a full-time program 

coordinator who also is an instructor.  The institution also employs an additional full-time 

instructor for the early care and education program. 
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Table 20 

Institution C Personnel 

Personnel Full-Time Part-Time Total 
Instructors 154 302 456 
Tenure 116   
Executive, Administrative, Managerial 19  19 
Support/Service 66 63 129 
Clerical/Secretarial 69 65 134 
Maintenance 47 18 65 

 

According to the 2009 IPEDS report, 31% of students enrolled at Institution C receive 

federal grant aid, 18% receive state or local aid, and 14% receive institutional grant aid.  

Students at Institution C with loans constitute 25% of the enrollment.  Enrollment for the 2009 

fall semester was 8,581 students.  Of this total, 1,533 were first-time degree or certificate-seeking 

students.  For the year 2009, Institution C enrolled 3,429 male students (40%) and 5,152 female 

students (60%).  The overall graduation rate for Institution C is 7%. 

 

Early Care and Education Programs 

 The program offered in early care and education at Institution C varies greatly from the 

programs offered at Institution A and Institution B.  The Child Development program at 

Institution C is accredited by NAEYC (National Association for the Education of Young 

Children) and aligned with program standards identified by NAEYC.  The program also meets 

training requirements for the Alabama Department of Human Resources Minimum Standards.  

Students entering into the Child Development program at Institution C are required to undergo 

criminal background checks as required by Alabama Act 2000-775 and any other health-related 

checks that may be required by law for early care educators.  Courses are offered in a traditional 
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live class format and as blended classes (half online and half in-class).  Various courses require 

outside field experience for students. 

Institution C offers an Associate in Applied Science degree but offers the degree in three 

distinct categories (Table 21).  Students may choose from an Administrator Track, After-

School/School-Age Track, and an Educarer Track.  These three distinctions are also offered for 

the certificate program.  The names of the tracks have changed slightly over the past 10 years.  

The word “track” was used until the year 2005.  The word “option” was used for the academic 

years 2005-2006 and 2006-2007.  In 2008, the name was changed back to “track” and that term 

remains in use at this time.  Prior to the academic year 2005, the After School category was 

identified as School-Age. 

 

Table 21 

Certificates and Degrees 2000-2010: Institution C--Urban, Multicampus 
 
 
Certificates & Degrees 

2000-
2001 

2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD CDA Credential X X X X X X X X X X 
CHD Certificate X X X X X X X X X X 
Educarer Track* X X X X X X X X X X 
Administrator Track* X X X X X X X X X X 
School-Age Track*  X X X X      
After School Track*      X X X X X 
CHD AAS X X X X X X X X X X 
Educarer Track* X X X X X X X X X X 
Administrator Track* X X X X X X X X X X 
School-Age Track*  X X X X      
After School Track*      X X X X X 
*The word "Track" was used in 04/05; 07/08; 08/09; 09/10 
*The word "Option" was used in 05/06; 06/07 
School-Age category was changed to After School category in 2005 
 
 
 



177 
 

 

The Educarer option focuses on students who desire to be teachers in private or not-for-

profit childcare facilities.  Students may acquire either an AAS degree or a certificate in this area.  

The Administrator option is designed for students interested in directing a childcare facility 

either private or public.  The School-Age/After School option is specifically designed for those 

persons employed in before and after school programs or employed as teacher’s aides in public 

school. 

 Table 22 illustrates the required hours for the degrees and certificates offered at 

Institution C.  The CDA credential remains nine credit hours, as specified by the Council for 

Professional Recognition.  This credential reflects completion of three college courses as 

required by the national credentialing organization.  The requirements for the CHD short 

certificate have remained unchanged for the duration of the 10-year study.  The Applied 

Associate in Science degree has changed only slightly for the Educarer Track and the School-

Age/After School Track.  These two degrees have each dropped two credit hours in required 

hours for completion. 

 

Table 22 
 
Required Hours per Degree/Certificate 2000-2010: Institution C--Urban, Multicampus 
 
 
Certificates & Degrees 

2000-
2001 

2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD CDA Credential 9 9 9 9 9 9 9 9 9 9 
CHD Certificate           
   Educarer Track 24 26 26 26 26 27 27 27 27 27 
   Administrator Track 24 26 26 26 26 27 27 27 27 27 
   School-Age/After School  26 26 26 26 27 27 27 27 27 
CHD AAS           
   Educarer Track 61 63 63 63 63 61 61 61 61 61 
   Administrator Track 64 66 65 65 65 63 63 63 63 63 
   School-Age/After School  66 66 66 66 64 64 64 64 64 
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CHD Short Certificate. Tables 23, 24, and 25 illustrate the consistency of required 

courses for the CHD certificate for the three designations of Educarer, Administrator, and 

School-Age/After-School tracks.  Table 23 reflects the stability of the Educarer Track for the 

past 5 years.  CHD 211 was added to the curriculum in 2001 and remained in the curriculum for 

4 years.  After an alignment in the common course guide by the Department of Postsecondary 

Education, the course was removed from the program.  In 2004, CHD 206, a course in health and 

safety, was added to the program of study. 

 

Table 23 

Child Development Certificate, Educarer Track, Required Child Development Courses 2000-
2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100 X X X X X X X X X X 
CHD 201 X X X X X X X X X X 
CHD 202   X X X X X X X X 
CHD 203 X X X X X X X X X X 
CHD 204 X X X X X X X X X X 
CHD 205 X X X X X X X X X X 
CHD 206     X X X X X X 
CHD 208           
CHD 209           
CHD 210           
CHD 211  X X X X      
CHD 212           
CHD 215           
CHD 217           
CHD 222           

 
 
 

Table 24 shows slightly more changes in the course requirements for the CHD certificate, 

Administrator Track.  Although the number of required credit hours has remained steady, there 

has been an adjustment of courses that were included in the requirements.  The course CHD 203 

was substituted for CHD 204 during the last 3 years.  This change was precipitated by the 
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national focus on language and literature instruction.  CHD 211 has been dropped from the 

required courses just as it was dropped from the Educarer program. 

 

Table 24 

Child Development Certificate, Administrator Track, Required Child Development Courses 
2000-2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100           
CHD 201 X X X X X X X X X X 
CHD 202           
CHD 203        X X X 
CHD 204 X X X X X X X    
CHD 205           
CHD 206 X X X X X X X X X X 
CHD 208 X X X X X X X X X X 
CHD 209           
CHD 210           
CHD 211   X X X      
CHD 212           
CHD 214 X X X X X X X X X X 
CHD 215           
CHD 217           
CHD 222           

 
 
 

The area referred to as School-Age/After School Track was added to both the certificate 

and associate degree program in 2001.  This was in response to a need for in-field specific 

training for older children that would be serviced in after-school programs.  Table 25 shows that 

the School-Age/After School Track has remained stable with only the addition of CHD 206 and 

the deletion of CHD 211 for 2005.  CHD 206 focuses on specific health and safety issues in the 

early care and education curriculum.  Again, CHD 211 was deleted due to a drop in credit hours 

after the Department of Postsecondary Education created the common course guide for the two-

year institutions. 



180 
 

 

Table 25 

Child Development Certificate, School-Age/After-School Track Track, Required Child 
Development Courses 2000-2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100           
CHD 201  X X X X X X X X X 
CHD 202   X X X X X X X X 
CHD 203  X X X X X X X X X 
CHD 204  X X X X X X X X X 
CHD 205           
CHD 206     X X X X X X 
CHD 208           
CHD 209           
CHD 210           
CHD 211  X X X X      
CHD 212           
CHD 214           
CHD 215           
CHD 217           
CHD 222           
CHD 230  X X X X X X X X X 
 
 
 

Associate in Applied Science Degree.  The Associate in Applied Science degree is also 

separated into the three designations of Educarer, Administrator, and School-Age/After School 

Tracks (Tables 26, 27, and 28).  The AAS degree for each of the designations has maintained 

basic stability similar to that of the certificate for each designation. 

Table 26 reveals a stable course of study for the Educarer Track that has remained 

basically the same for the duration of the 10 years of the study.  In 2001, CHD 211 was added to 

this program just as it was added to the certificate program.  It was deleted in 2005.  CHD 202, a 

course in creative activities for children, was added to the course of study in 2002 and has 

remained a requirement in this particular track.  These are the only two changes in the Educarer 

Track for the AAS degree. 



181 
 

 

Table 26 

Child Development Associate in Applied Science Degree, Educarer Track, Required Child 
Development Courses 2000-2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100 X X X X X X X X X X 
CHD 201 X X X X X X X X X X 
CHD 202   X X X X X X X X 
CHD 203 X X X X X X X X X X 
CHD 204 X X X X X X X X X X 
CHD 205 X X X X X X X X X X 
CHD 206 X X X X X X X X X X 
CHD 208 X          
CHD 209 X X X X X X X X X X 
CHD 210 X X X X X X X X X X 
CHD 211  X X X X      
CHD 212           
CHD 214 X X X X X X X X X X 
CHD 215 X X X X X X X X X X 
 
 
 

The Administrator Track (Table 27) shows similar stability with a change from CHD 204 

to CHD 203 in 2007 and the deletion of CHD 211 in 2005.  CHD 219, a supervised practical 

experience course, was added to the course of study in 2002. 

 An Associate in Applied Science in the School-Age/After-School Track (Table 28) was 

added to the program in 2001 at the same time the certificate for this area was added.  The only 

changes noted in the program requirements for this area were the deletions of CHD 211 in 2005 

and CHD 215 in 2004. 

 

Child Development Associate (CDA). Table 29 illustrates the changes in course 

requirements for the Child Development Associate (CDA).  The CDA is awarded as 

documentation that the student has completed nine credit hours in the community college, 

satisfying requirements from the Council for Professional Recognition.  CHD 211 was dropped 
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from the requirements in 2005 and replaced with CHD 206.  Institution C requires the designated 

courses of CHD 100, CHD 204, and CHD 206 for the CDA. 

 

Table 27 

Child Development Associate in Applied Science Degree, Administrator Track, Required Child 
Development Courses 2000-2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100           
CHD 201 X X X X X X X X X X 
CHD 202           
CHD 203        X X X 
CHD 204 X X X X X X X    
CHD 205 X X X X X X X X X X 
CHD 206 X X X X X X X X X X 
CHD 208 X X X X X X X X X X 
CHD 209           
CHD 210 X X X X X X X X X X 
CHD 211  X X X X      
CHD 212           
CHD 214 X X X X X X X X X X 
CHD 215           
CHD 219   X X X X X X X X 
 
 
 
Table 28 

Child Development Associate in Applied Science Degree, School-Age/After-School Track, 
Required Child Development Courses 2000-2010: Institution C--Urban, Multicampus 
 
 2000-

2001 
2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100           
CHD 201  X X X X X X X X X 
CHD 202   X X X X X X X X 
CHD 203  X X X X X X X X X 
CHD 204  X X X X X X X X X 
CHD 205           
CHD 206  X X X X X X X X X 
CHD 208           
CHD 209           
CHD 210  X X X X X X X X X 

(table continues) 



183 
 

 

 2000-
2001 

2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 211  X X X X      
CHD 212           
CHD 214  X X X X X X X X X 
CHD 215  X X X       
CHD 219           
CHD 230  X X X X X X X X X 
CHD 231  X X X X X X X X X 
 
 
 
Table 29 

Child Development CDA Credentials*, Required Child Development Courses 2000-2010: 
Institution C--Urban, Multicampus 
 

 
2000-
2001 

2001-
2002 

2002-
2003 

2003-
2004 

2004-
2005 

2005-
2006 

2006-
2007 

2007-
2008 

2008-
2009 

2009-
2010 

CHD 100 X X X X X X X X X 
CHD 204 X X X X X X X X X X 
CHD 206 X X X X X 
CHD 211 X X X X X 
 
 
 
Interview with Early Care and Education Director and Instructor 

 Institution C is a large, urban institution with multiple campuses.  It employs a program 

coordinator and an additional full-time instructor.  The program coordinator has been employed 

at the institution for over 15 years and the additional full-time instructor has been employed by 

the institution for 5 years.  The program coordinator is the main instructor for the central campus, 

and the additional full-time instructor services the satellite campus.  Because of the relationship 

between the program coordinator and the instructor, the interviewees preferred to meet and 

collaborate on their answers to the interview protocol.  I, as the researcher, encountered 

reluctance and resistance from both the program coordinator and the additional full-time 

instructor.  The full-time instructor did not communicate directly with me at any time during this 

research.  I do not know if that was a choice of the full-time instructor or the program 
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coordinator.  The interview protocol was returned through email directly from the program 

coordinator with combined responses to the interview questions.  Both of the consent letters were 

received by the researcher in one envelope mailed directly from the program coordinator.  

Attempts to follow-up with emails asking for clarifications on answers to the interview questions 

failed as the participants refused to respond to the request for more information. 

 

Indicator 1:  Urgency for Change 

 Forces external to the institution.  External forces identified by the program coordinator 

and full-time instructor at Institution C included employment requirements for Head Start and 

other federal mandates, the push for professionalism, pressures from NAEYC accreditation, the 

availability of state-funded scholarships, the success of Alabama’s pre-K program, and online 

course delivery. 

The combined responses from the program coordinator and the full-time instructor from 

Institution C pointed to an extensive list of external forces pushing for change in the field of 

early care and education of young children.  They identified the federal Head Start mandate for 

increased education for teachers and instructional aides as a factor influencing changes in the 

program.  The response stated, “The major influence on our program is the Head Start federal 

mandate and being responsive to the childcare community.”  The coordinator and instructor 

noted a national demand for “in-field specific” education as influencing the early care and 

education program at Institution C.  They stated, “Research and increased awareness and demand 

for higher quality programs” have influenced the focus on early care and education of young 

children.  The No Child Left Behind legislation has also contributed to national awareness of the 

demand for higher qualified teachers of young children. 
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The interviewees noted a push for professional recognition of teachers of young children 

through higher educational expectations.  Although the two individuals specifically referred to a 

push toward professionalism in the field, they felt that there was a general lack of knowledge and 

understanding of the field of early care and education of young children.  This included the 

families of the children; the teachers, caretakers, and directors of programs; the institutions 

preparing teachers for the field; and the government agencies mandating changes in the field of 

teacher employment.  They stated there is a “lack of child development knowledge and 

understanding by families, childcare teachers and directors, the education community at large, 

and decision makers in government.”  Because the program director did not respond to emails 

requesting clarifications, I felt that I was not able to fully understand some of the responses to the 

questions.  The responders identified external forces pushing for professionalism and “in-field 

specific” knowledge, yet they responded that the same entities pushing for professionalism had 

no real understanding of the field.  That appears to be a contradiction.  The lack of follow-up 

communication prevented me from gaining a clear explanation of what the interviewees actually 

meant in these comments. 

The program at Institution C is accredited by the NAEYC and therefore must meet the 

criteria and requirements of the accreditation.  In addition, the program must respond to the 

national organization in order to maintain the accreditation. 

The program coordinator and instructor identified state-sponsored scholarships as 

additional external forces contributing to changes in the program, as evidenced through increased 

enrollment.  The availability of scholarships, such as the T.E.A.C.H. scholarship and the 

Leadership in Childcare (LICC) scholarship, has enabled more students to enroll in the program.   
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The program coordinator and additional full-time instructor at Institution C noted that the 

success of the Alabama Pre-K initiative was a contributing factor to an increase in enrollment in 

the early care and education program at Institution C.  As new state Pre-K programs are opened 

in the state, the demand for qualified teachers has increased, giving rise to increased enrollment 

in their program. 

The participants in the study from Institution C noted that alternative methods for course 

delivery through online and blended instruction were the result of demands from students for 

increased accessibility to the program.  The two remarked, “The changes were made to better 

meet the needs of students.” 

 

 Forces internal to the institution.  The only internal issue identified was a concern from 

within the organization that influenced internal proposals for changes in the program.  This 

concern was the catalyst for the deletion of CHD 211.  The requirements for the course were 

changed by the state through the development of a common course guide, but the decision to 

delete the course from the program of study was an internal decision based on the structure of the 

certificates and degrees offered at the institution.  No other forces from within the institution 

were identified as creating a need for change in the program. 

 

Indicator 2:  Vision 

 The interviewees from Institution C consistently made reference to “in-field specific” 

training for teachers of young children in the field of early care and education.  They stated, 

“Nationally, there is a greater demand for ‘in-field specific’ education.”  This indicator is 

evidenced through the program design, which offers three distinct areas for study rather than an 
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all-encompassing, overarching degree plan.  The institution focuses on a career track design to 

meet specific demands and responsibilities of a teacher as an Educarer, an administrator, or a 

teacher involved mainly with after-school programs. 

 

Indicator 3:  Obstacles 

Need for increased faculty.  Three factors contributed to the need for increased faculty.  

NAEYC requirements for national accreditation called for an additional faculty member.  An 

increase in enrollment contributed to the decision to hire an additional full-time instructor for the 

program. The change in course delivery options through online and blended instruction also 

validated the decision to employ an additional faculty member.  An increase in faculty created an 

increase in the financial demands of the program. 

 

Common course guide. The common course guide, as illustrated in Table 29, created the 

need for a reconsideration of the course alignment for the certificate and the associate degree 

program.  The program coordinator made changes in the program to accommodate the state-

mandated course guide.  She responded, “Along with the development of a common course 

guide, plans of instruction were developed for each course.  Adjustments have been made to 

class assignments and texts to better meet the needs of students, our program, and accreditation.” 

 

Indicator 4:  Responses to Urgency and Obstacles 

 Increased faculty.  To accommodate the NAEYC requirement for additional faculty and 

better service increasing enrollment, an additional faculty member was employed 5 years ago.  
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This allowed the growing program at Institution C the opportunity to service two campuses and 

offer blended course delivery for students. 

 

Course delivery methods.  Course delivery has changed with the addition of blended, 

Internet courses.  The interviewees responded, “We added some Internet courses and blended 

courses” as a means of better meeting the immediate needs of nontraditional students demanding 

alternative course delivery methods.  The alternative course delivery was not complete online 

instruction but rather a blending of time spent in course work through the Internet and time spent 

present in a live class.  The students were required to spend 50% of class hours in online 

instruction and 50% in the live classroom environment. 

 

 Addition of School Age/After School career track. In 2001, as a response to what the 

program coordinator perceived as a national push toward in-field specific knowledge, the School 

Age/After School certificate and associate degrees were added to the program.  Locally, schools 

were adding after-school programs that required teachers be trained specifically in meeting the 

needs of older children as well as younger children.  The awareness of a need for this specific 

knowledge encouraged the program coordinator to add this area of expertise to the early care and 

education program at Institution C. 

 

 Course adjustments.  Course adjustments were made in response to No Child Left Behind 

legislation.  A statewide common course guide was developed to assist students with course 

transfers.  Plans of instruction were developed for each child development course (refer to Table 

2).  The common course guide made a credit-hour adjustment for CHD 211 Child Development 
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Seminar (2 credit hours).  As a result, this course was no longer necessary for students to take so 

it was deleted from the curriculum (Tables 23-29).  Class assignments and textbooks have 

changed in response to the statewide common course guide. 

 

Indicator 5:  Building on the Change 

 In looking to the future, the program coordinator and additional full-time instructor were 

confident in the quality of the teacher preparation program for the early care and education of 

young children at Institution C.  They spoke of assessing the program as an “ongoing process.”  

This included meeting requirements for maintaining NAEYC program accreditation, meeting 

demands of increased enrollment, and continuing to be in line with state requirements of the 

common course guide.  The teacher education program at Institution C was stable and 

experiencing growth.  The program coordinator and full-time instructor seemed focused on 

maintenance of the program rather than expansion. 

 

Summary 

Indicator 1 identified external forces pushing for change in the teacher preparation 

program at Institution C.  The program coordinator and full-time instructor produced an 

extensive list of external forces initiating change in their program.  They identified federal forces 

evidenced through the changes in Head Start teacher requirements, No Child Left Behind 

mandates, and other changes in federal regulations.  A national focus on professionalism was 

noted by the interviewees as an influence for change.  Pressure to maintain program accreditation 

through the NAEYC added to the external forces. 
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The expansion of the state’s Pre-K program increased the demand for qualified teachers 

in the field of early care and education of young children.  State-sponsored scholarship 

opportunities also led to increased enrollment in the program at Institution C. 

Demand from students to provide alternative course delivery methods prompted changes 

to the traditional live classes.  Institution C instituted a blended course delivery method with 50% 

of contact time spent online and 50% of contact time spent in the live classroom environment. 

Indicator 2, vision, revealed a narrow vision for the early care and education program at 

Institution C.  The vision focused around meeting the need for in-field specific training for 

teachers of young children through three distinct categories:  Educarer, Administrator, and 

School Age/After School.  The program coordinator seemed more focused on maintaining the 

current vision rather than expanding the vision of the program. 

Indicator 3 identified two obstacles that Institution C faced in creating changes in the 

early care and education program.  The increased enrollment, coupled with requirements for 

NAEYC accreditation and the demands of maintaining two campuses, prompted the institution to 

hire an additional instructor 5 years ago.  The changes initiated by the state in developing a 

common course guide and appropriate plans of instruction for all child development courses 

created a need to reassess the requirements for the certificates and degrees offered at Institution 

C.   

Indicator 4 revealed the changes made in the early care and education teacher preparation 

program at Institution C.  Course delivery methods were changed to include a blended course 

format.  The School Age/After School category was added in both the certificate program and 

the associate degree program.  Course requirements and credit hour requirements were adjusted 
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to be aligned with the common course guide issued from the state Department of Postsecondary 

Education. 

Indicator 5 revealed that Institution C is focused on maintaining a growing existing 

program rather than entertaining immediate future changes.  Institution C identified more 

external forces while only identifying one internal force for change.  This indicates an awareness 

more of external factors on program changes rather than changes initiated within the institution. 

The program coordinator and full-time instructor at Institution C identified a national 

push toward professionalism for teachers of young children.  Although they identified a push in 

the direction of professionalism, they expressed concerns that in reality the quest for 

professionalism had not reached the local level.  They had concerns about the lack of high 

expectations on the local level for teachers who are working with “humans in the most critical, 

foundational learning time of their entire lives.”  They voiced a concern that the state was not 

requiring enough of teachers of young children.  They hoped that with “greater understanding of 

the importance of Child Development to better equip teachers of young children, a greater 

demand for this ‘in-field specific’ degree will be the result.” 

 

Chapter Summary 

The case studies of the three institutions in the study revealed how the individual 

institutions have responded to pressures from external and internal forces upon the teacher 

preparation programs at the respective institutions.  The tables illustrated the changes in 

certificate and degree plans, credit hours, course deletions, and program additions from 2000 to 

2010.  Chapter 5 provides a cross-analysis of the three case studies and provides answers to the 

three research questions.  
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CHAPTER 5 

CROSS ANALYSIS FINDINGS AND CONCLUSIONS 

 The field of early care and education of young children is changing.  Community colleges 

have become the focus for meeting increased demands from governmental, economic, and social 

forces for better educated teachers of young children.  The merging of external and internal 

forces from various directions demanding higher quality in the care and education of young 

children coupled with the traditional role of the community college as the service provider for 

early care and education teacher preparation, have presented community colleges with the 

problem of how to structure teacher-preparation programs.  Examining how Alabama’s 

community colleges have responded to these pressures offers a unique opportunity to investigate 

institutional change, especially in the areas of curricular and programmatic transformation.  The 

purpose of this research was to investigate the changes that have been made in teacher-

preparation programs in three community colleges in the state of Alabama in response to internal 

and external forces impacting these programs.  Questions answered were the following: 

1.  What internal and external forces have contributed to the changes in teacher 

preparation programs in the field of early care and education of young children? 

2.  How have the curricula, programs of study, and degrees and certificates specifically 

changed in the last 10 years? 

3.  In view of the changes that have occurred, what are the implications for the future of 

early care and education or early childhood teacher preparation programs at Alabama’s 

community colleges? 
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Three community colleges in the state of Alabama were chosen for the study.  The 

institutions were chosen specifically for their size and service areas to provide comparative 

information.  A case study of each institution included demographical and statistical information, 

program comparison, and interviews with persons directly involved with the early care and 

education teacher preparation programs at the institutions.   

In this concluding chapter, the case studies from Institution A, Institution B, and 

Institution C were cross-analyzed to determine differences and commonalities between the 

teacher preparation programs for the early care and education of young children at each 

institution.  The statistical and background information for each institution was correlated 

followed by a cross-analysis of the indicators identified in the interviews.  The research 

questions were answered according to the data collected from the study.  Finally, conclusions 

suggested by the cross case analysis were offered as responses to the study’s three research 

questions.  The chapter closes with implications for future research offered by this study. 

 

Case Study Cross Analysis 

Current Demographics and Statistical Information 

 The study focused on three community colleges in the state of Alabama.  Table 30 

illustrates the similarities and differences in the three institutions in demographical and statistical 

information.  This correlation provides a statistical comparison and contrast of each institution 

and aids in understanding the dynamics of the individual campuses.  Institution A is categorized 

by the Carnegie classification as being a small, rural institution.  Institution B is identified as a 

large, rural institution, and Institution C is classified as a large, urban institution with multiple 

campuses.  The directors at the rural institutions were more open to the study while the program 
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coordinator and full-time instructor at the urban institution chose to participate on a limited basis.  

Location rather than size seemed to be a factor in the attitudes toward change exhibited by the 

directors and program coordinator at the institutions.  The two rural institutions shared more 

things in common than with the urban institution. 

 

Table 30 

Current Demographics and Statistical Information 

Institution A Institution B Institution C 
Carnegie Classification Small, Rural Large, Rural Large, Urban Multicampus 
Executive, Administrative, 
Managerial 

12 6 19 

On-Campus Housing Yes Yes No 
Title IV (Pell Grant) Yes Yes Yes 
Federal Grant Aid 45% 60% 31% 
State Grant Aid 3% 2% 18% 
Institutional Grant 36% 43% 14% 
Student Loans 0% 42% 25% 
Full-Time Instructors 35 (36%) 123 (38%) 154 (34%) 
Part-Time Instructors 61 (64%) 202 (62%) 302 (66%) 
2009 Fall Enrollment 2483 6311 8581 
Male Students 35% 37% 40% 
Female Students 65% 63% 60% 
 
 
 
 Student housing.  An interesting comparison of the three institutions is in the availability 

of student housing.  The rural institutions (A and B) offered student housing but the urban 

institution (C) did not offer student housing.  This is perhaps indicative of the service areas 

where students in the rural areas would have a longer commute to the institution and need 

housing.  The urban institution does not exhibit the need for making student housing available 

for the students. 
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Title IV funding.  All three institutions participate in Title IV federal funding, which is 

commonly known as Pell grant assistance.  Although all three institutions accept Pell grant 

funding for student accounts, there is a difference in the percentage of federal assistance at the 

institutions.  The percentage of students receiving federal aid at Institution A was 45%; at 

Institution B, 60%; and at Institution C, 31%.  The use of Title IV (Pell grant) funding is directly 

related to enrollment at the institutions. 

 

Institutional Change 

 The Kotter model for institution change, as explained in chapter 2, outlines a basic 

process by which institutions go through changes.  The three institutions included in the study 

followed a similar process of change as revealed through the indicators identified in the 

interviews.  The five indicators identified in the coding of the interviews were as follows: 

 Indicator 1:  Urgency for Change (External and Internal Forces) 
 Indicator 2:  Vision 
 Indicator 3:  Obstacles 
 Indicator 4:  Responses to Urgency and Obstacles 
 Indicator 5:  Building on the Change 

 
 
 

Indicator 1:  Urgency for change.  Indicator 1 identified external and internal forces 

creating change in the teacher preparation programs at each of the institutions.  Each institution 

responded to some degree of urgency by making adjustments in the program during the 10 years 

of the study. 

 

Forces external to the institutions.  Each of the institutions identified external forces 

initiating change in the teacher preparation program at the institution.  All three of the 
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institutions were conscious of federal and state mandates through legislation that prompted 

changes in the program.  A change in Head Start employment requirements was believed by the 

directors and Chief Academic Officers as generating increased enrollment at the three 

institutions.  The No Child Left Behind legislation was also indicated as a factor prompting 

change in the programs.  Relative to the federal forces were the forces initiated by the state 

through similar employment requirements for the state’s successful Pre-K program.  An 

indication of the pressure was evidenced in the demand for accountability from institutions 

offering teacher preparation programs and from the teachers in the workplace caring for and 

educating young children. 

Each interviewee made reference to pressure from the public in the form of a push for 

professionalism in the field of early care and education of young children.  The push for 

professionalism came from federal and state governments as well as from parents and the general 

public. 

The three institutions also identified similar pressure from nontraditional students to 

provide alternative methods of course delivery to meet the demands of working students who 

could not attend traditional, daytime live classes on the campuses.  Each of the institutions was 

faced with the dilemma of changing the course delivery method as a means of meeting the 

demands of these students. 

Although many of the external forces were common to the three institutions, each also 

identified external forces unique to their campus.  Institution A was faced with a critical decision 

concerning program implementation because of requirements from the Alabama Commission on 

Higher Education.  Because of a lack of meeting program implementation standards, the 

institution was forced to delete the two-year degree program and redesign a new program that 
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would meet the standards required of ACHE and additionally meet the needs of students enrolled 

in the program.  Neither Institution B nor Institution C was faced with this dilemma; however, 

Institution B was facing a similar situation from the Southern Association of Colleges and 

Schools (SACS).  SACS was demanding that Institution B remove the Associate in Science 

degree from the catalog, resulting in a concern from the program director about the future of her 

program.  Institution C was not pressured by ACHE or SACS for program changes but did face 

the continued pressure from the National Association for the Education of Young Children to 

maintain their program accreditation. 

 

Forces internal to the institutions.  There was no agreement of internal forces that were 

identified by the three institutions.  Institution C only identified one internal force within the 

institution initiating change, and that was an internal decision to delete a course that was no 

longer pertinent to the program of study.  Institution B mentioned two internal forces evidenced 

through the pressure to maintain program enrollment and the financial costs of operating the 

program.  Institution A expressed the largest amount of internal pressure, creating change in the 

program.  These forces included a move to add a degree to the existing program, hiring new 

personnel, changing departments, and requiring criminal background checks for students 

enrolled in the program. 

After careful consideration of the forces identified by each institution, one might 

conclude that the three institutions are quite different in their perception of forces pushing for 

changes in their early care and education teacher preparation programs.  Institution C identified 

many external forces but few internal.  This indicates that the changes in their program are 

usually based on outside forces with little initiative coming from within the organization.  



198 
 

 

Institution B identified external pressures but was more concerned with internal pressure to 

maintain and increase enrollment in the program.  The press for enrollment numbers was directly 

linked to the financial cost of operating the program.  Institution A revealed a balance of external 

and internal pressures with immediate responses required in both situations.  Responding to 

ACHE had an immediate impact on the continuation of the program. 

 

Indicator 2:  Vision.  Each institution in the study had different visions for the early care 

and education teacher preparation programs at their institutions.  Institution C was really focused 

on meeting the needs of in-field specific training.  This was evident in the addition of the School-

Age/After School designation that was added to their program.  This was also evident in the 

interview question responses from the program coordinator and full-time instructor.  Institution 

B had a vision to expand to online instruction but identified the need for additional personnel in 

order for that vision to become a reality.  This may be due to lack of support from the 

administration or enrollment numbers that do not justify additional teaching personnel.  

Institution A also shared the vision for online instruction to the point of providing the program 

exclusively online.  Institution A was the only institution that had a vision of combining the child 

development and early childhood programs into a program more focused on the educational 

aspect of the program. 

 

Indicator 3: Obstacles.  Obstacles faced by the three institutions were similar in several 

areas.  Each was faced with a decision concerning online instruction.  Institution A faced 

personnel problems with a period of program instability without the direction of a program 

coordinator.  ACHE was demanding a response to the lack of meeting program implementation 
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requirements.  The change in the online course delivery platform from WebCT to Blackboard 9.1 

presented an obstacle to be overcome by a program dependent upon online instruction. 

 Institution B faced a similar dilemma with offering online instruction.  Declining 

enrollment was a pressing issue for Institution B and was reflected in the financial concerns of 

operating the program.  The most immediate obstacle facing Institution B is the pressure from 

SACS to delete a degree from the early care and education program. 

 Institution C expressed only minor obstacles in the form of a need for increasing faculty 

to meet the requirements of NAEYC accreditation and the increase in enrollment experienced by 

the institution.  Adjusting courses and course materials to meet the requirements of the state 

common course guide was also an obstacle to be overcome at Institution C. 

 The three institutions faced obstacles and have responded in varying degrees.  Although 

the programs at the institutions were similar in structure and design, the issues identified as 

obstacles were varied for the three institutions. 

 

Indicator 4:  Responses to urgency and obstacles.  In response to the external and internal 

pressures from the identified forces and obstacles, each institution demonstrated a variety of 

reactions.  Institution A initiated the addition of a two-year degree in the field of early care and 

education of young children.  When threatened with the possibility of losing the program, the 

institution responded to ACHE by deleting the old program and creating a new program that 

included a short certificate, a long certificate, and a two-year degree.  Institution A made a 

decision to change from live and blended courses to a complete online program.  The director of 

the program had to rebuild the online program in the new online course delivery method.  The 

most significant response from Institution A was the decision to move the early care and 
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education program from the Technology Department to the Social Science Department, which 

established the institution’s focus on education and professionalism. 

Institution B added a short certificate to the existing two-year degree program.  Although 

Institution B expressed a need to offer online courses, insufficient personnel prevented it from 

offering online course delivery.  Credit hour changes and minor course adjustments were made 

to keep the degree plans current with the state common course guide.  The most significant 

response from Institution B is the deletion of the Associate in Science degree from the early care 

and education program.  This response was a decision forced upon the director by SACS. 

Institution C was adamant about in-field specific training and added a third category to 

their program that focused on the needs of teachers of children involved in after-school 

programs.  Course adjustments in credit hours, texts, and materials were made to keep the 

courses in line with the common course guide adopted by the state Department of Postsecondary 

Education.  Institution C responded to pressure for alternative course delivery methods by 

creating blended classes to complement the live classes. 

Although Institution B and Institution C showed much stability in the early care and 

education programs at the respective institutions, they, along with Institution A, had to adjust 

course requirements to meet the common course guide criteria.  Each institution had to respond 

to the demands of students for alternative course delivery methods, and each designed a plan that 

worked within their programs.  Institution A experienced the most turmoil and instability in its 

program, largely due to the failure to properly implement the program to meet the program 

requirements as listed in the application for the program to ACHE.  Institution C, which was the 

most stable of the three programs, experienced the least change.  Institution B had remained 
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stable for the 10 years of the study but is faced with an immediate obstacle of the deletion of a 

degree plan. 

 

Indicator 5:  Building on the change.  The three institutions included in the study had 

varying visions for their programs and, consequently, had varying plans for building on the 

changes in the early care and education programs at the institutions.  Institution C expressed the 

least substantial vision for the future and seemed focused on maintaining a program that was 

successful and growing.  Perhaps in view of the fact that the program was successful, the 

program director at Institution C saw little need for initiating changes in the program.  The 

director at Institution B saw a need for offering online instruction and was hopeful that offering 

online instruction would be something her program could offer in the future.  She was fearful of 

the implications of the degree deletion from her program and how that change would affect her 

program in the future.  She also felt that the continued press for accountability would influence 

the future of not just her program but all early care and education teacher preparation programs 

throughout the state.  Institution A has only recently established stability in the early care and 

education program and is ready to move toward a future with new certificate and degree plans to 

offer students.  Institution A is the only institution in the study which sees a need to build the 

future on the blending of child development and early childhood education by focusing on the 

educational aspect of the program rather than the career and technical aspect. 
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Research Question 1 

Research Question 1 asked, “What internal and external forces have contributed to the 

changes in teacher preparation programs in the field of early care and education of young 

children?” 

 

Forces External to the Institutions 

All of the institutions have adjusted and changed their programs in response to internal 

and external forces identified by the persons interviewed for the study.  The five individuals 

interviewed identified similar external forces that have had an impact on the early care and 

education teacher preparation programs at their institutions. 

 

National Forces 

Each interviewee expressed the influence of the federal government through legislation, 

such as No Child Left Behind and the recent changes to employment requirements for the Head 

Start program, on the field of early care and education of young children.  They felt that the 

additional requirements for teachers to have two-year and four-year degrees for employment 

were a major catalyst creating growth in their programs.   

In conjunction with legislative changes was the push for accountability and 

professionalism on the part of teachers of young children.  Although the various individuals in 

the study phrased this concern differently, they each made reference to this phenomenon.  The 

push for professionalism is evident in the fact that all three institutions have designed a 

certificate to award students completing national credentialing through the Council for 
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Professional Recognition.  The insinuation is that increased education creates a more 

professional teacher.   

Public opinion on all levels--national, state and local--was an external force driven by 

research, media, and parent perceptions on the quality of child care and the education of young 

children.  The interviewees expressed concern about the drive for student achievement at 

younger ages as pushing for changes in the field. 

The NAEYC (National Association for the Education of Young Children) is a national 

organization that pressures institutions and child care programs to strive for professionalism and 

excellence.  Institution C has achieved NAEYC accreditation for their program and therefore 

must continue to meet the standards and requirements mandated by the organization.  The 

distinction of NAEYC accreditation is a recruiting tool whereby potential students recognize the 

national organization and the high quality of a program with that accreditation distinction.  

NAEYC brings a higher level of professionalism to the program. 

Several of the individuals interviewed acknowledged the influence of federal student aid 

in the form of Pell grants as factors initiating changes in their programs.  Nontraditional students 

faced with the dilemma of obtaining higher education may apply for federal aid to pay for the 

necessary schooling to either retain their current jobs or apply for new positions. 

 

Regional Forces 

The three institutions in the study are all accredited by the Southern Association of 

Colleges and Schools.  Regional accreditation is a major force impacting the institutions, and 

none of the institutions can afford to lose their accreditation.  Institution B is currently facing 

external pressure from SACS to delete a program option from their course of study.  Neither 
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Institution A nor Institution C mentioned concern about SACS standards but this would only be 

an issue if the institution were currently involved in SACS accreditation.  Institution A will begin 

the SACS review process in the 2011-2012 academic years and may face external pressures for 

changes in the early care and education program through this process. 

 

State Forces 

In addition to the external forces from the federal government, the interviewees noted 

influences from the state as creating changes in the field.  The Alabama pre-K program is a 

response to national pressure to serve young children with educational opportunities at younger 

ages.  This response to the national pressure has created equal state pressure to prepare a 

workforce that has the necessary credentials to keep this program at the level of high 

performance for which it is known.  The state has responded to pressure to ensure continued 

success of the pre-K program by offering scholarship opportunities for students in the field of 

early care and education of young children. 

The development of a common course guide by the state has pressured the institutions to 

adjust curriculum and update courses for degrees and certificates.  The common course guide 

was developed by the state Department of Postsecondary Education and specifically dictates 

course content for consistency across the state in two-year institutions. 

ACHE, the Alabama Commission on Higher Education was recognized as a force 

initiated by the state, which directly impacted the early care and education program at Institution 

A.  The institution was charged with either responding to the demands of ACHE or losing the 

program; therefore, the program at Institution A has undergone the most dramatic change. 
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Local Forces 

Pressure from students at each of the institutions created a catalyst for change in course 

delivery methods.  Student demands prompted each institution to evaluate their current course 

delivery methods and respond to a call for online instruction.  Institution A has embraced this to 

the extent of offering the complete program, both certificates and degrees, in an online format.  

Institution C has compromised by offering both live and blended instruction.  Institution B has 

resisted the pressure to offer online instruction on a large scale but has compromised by 

accommodating students through independent study opportunities.  

Institution B and Institution C have responded to internal pressure of increased 

enrollment by hiring additional faculty as needed.  Institution A has responded to the need for 

growth in the program by hiring a full-time director for the program and providing stability to an 

unstable program. 

 Alabama’s noteworthy pre-K program is nationally recognized, and local school systems 

are implementing pre-K programs across the state.  The need for qualified teachers with the 

necessary credentials to serve as teachers and teacher aides in these programs has been a factor in 

enrollment in the programs at each institution. 

 

Forces Internal to the Institutions 

Internal factors impacting the teacher preparation programs in the field of early care and 

education of young children are varied across the three institutions.  Each of the institutions 

identified forces initiating from within the institution that have pushed for internal changes 

within the early care and education programs. 
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Institution A.  The personnel at Institution A identified the most internal forces, beginning 

with an initial move on the part of the former Chief Academic Officer to add a new degree 

program.  During program implementation, personnel became an internal issue demanding that 

the institution provide qualified leadership for the program.  The former CAO made a 

departmental change that was reversed by the current CAO.  Institution A has also added the 

requirement of a criminal background check for students enrolled in the program.  Criminal 

background checks were already in effect at the other two institutions. 

 

Institution B.  The director of Institution B identified two internal forces.  The director 

was constantly aware of internal pressure to maintain acceptable enrollment numbers to validate 

the early care and education program.  Enrollment numbers were directly related to the financial 

concerns of the program.  Internal pressure caused a reduction in course contact hours for the 

director.  The result was an increase in her teaching class load. 

 

Institution C.  The program coordinator and additional full-time instructor only identified 

one internal pressure on the early care and education program.  A decision was made to delete a 

course that was no longer relevant to the certificate and degree programs. 

 

Research Question 2 

Research Question 2 asked, “How have the curricula, programs of study, and degrees and 

certificates specifically changed in the last 10 years?” 
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 Curricular changes have occurred in the three institutions in response to the external and 

internal forces acting upon the programs.  The following information compares and contrasts the 

changes that have occurred in the three programs in the last 10 years. 

 

Comparison of Degrees and Certificates 

 Each institution in the study offers degrees and certificates approved for the two-year 

community college system.  Awards for the institutions are identified as certificates requiring 

less than one year for completion (short), certificates requiring at least one year but less than two 

years for completion (long), and associate degrees (two-year).  All three institutions are 

accredited through SACS (Southern Association of Colleges and Schools), and each program 

meets DHR (Department of Human Resources) requirements for employment in the childcare 

industry, including Head Start employment and employment in the state’s pre-K program.  

Institution C is the only institution with distinct categories in the certificate and degree program.  

The three areas allow students to gain in-field specific training to meet the unique requirements 

of a job placement.  Institution A and Institution B offer electives in the certificate and degree 

programs allowing students to be more specific in the planning of their degree.  This flexibility 

allows the students to plan a more in-field specific program comparable to the three distinct 

categories at Institution C. 

 

Child Development Associate (CDA).  Institution A, Institution B, and Institution C each 

offer a CDA certificate, which is for documentation for the Council for Professional Recognition 

as evidence of completion of nine credit hours in three approved college courses.  Institution B 

and Institution C prescribe suggested courses while Institution A allows the student to choose 
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from the available child development courses.  Institution B has two categories for the CDA.  

The categories are Infant/Toddler and Preschool.  This is the only institution of the three with 

distinct categories offered for the CDA. 

 

Short certificate.  Each institution also offers a short certificate in child development 

(CHD) with comparable hours required for the certificate.  The range of hours required for the 

short and long certificates are dictated by the Department of Postsecondary Education giving the 

individual institutions little flexibility in required hours for completion.  Flexibility is in course 

requirements rather than required hours for completion.  Institution A is the only institution in 

the study with future plans to include a long certificate.  Institution A, Institution B, and 

Institution C offer a short certificate in the area of child development.  Institution C offers three 

areas for the short certificate, Educarer, Administrator, and School-Age/After School.  As 

explained in Chapter 4, each of these certificates is designed specifically for certain areas of 

employment in the field of early care and education of young children. 

 

Associate in Applied Science.  All three of the institutions offer an Associate in Applied 

Science in the field of child development.  As with the certificate program, the range of required 

hours for course completion is determined by the Department of Postsecondary Education, again 

leaving the institutions little flexibility in required hours.  The institutions do have more 

flexibility in the courses that they offer to meet the required hours.  A careful examination of the 

programs reveals a small amount of variance in the required courses in the respective programs.  

Institution C had the greatest variance in their program by offering the degree in three distinct 

areas, Educarer, Administrator, and School-Age/After School. 
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Associate in Science.  Institution B is the only institution at the time that offers an 

Associate in Science (AS) degree in child development.  Institution A offered this degree in the 

past but changed the degree to an Associate in Science for Early Childhood Education to better 

meet transfer requirements.  Institution B reported that pressure from the Southern Association of 

Colleges and Schools (SACS) is requiring them to remove that degree plan (AS) from their 

program effective 2011-2012.  Institution C has not offered an Associate in Science in child 

development during the 10 years of the study. 

 

Research Question 3 

Research Question 3 asked, “In view of the changes that have occurred, what are the 

implications for the future of early care and education or early childhood teacher preparation 

programs at Alabama’s community colleges?” 

 Research Question 3 deals with the perception of the persons interviewed concerning the 

future of the early care and education of young children teacher preparation programs at their 

institutions.  Several predictions were common while others were specific to either the field or 

the institutions.  All persons interviewed predicted that the push for online availability and 

accessibility for the programs would continue to influence the programs.  Each institution 

predicts continued increased enrollment due to public demands (on national, state, and local 

levels) for higher quality childcare facilities and the push for national accountability.  Each 

individual expressed the trend toward recognition of the importance of quality education for 

children at young ages as a future influence on the programs.  Responses from Institution C 

included concerns of inconsistency with the demands for higher quality teachers.  The program 

director and full-time instructor noted that the movement for better trained teachers is slowly 
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gaining momentum.  A response from the director of the program at Institution B noted that the 

increased push for accountability and structured learning environments for young children might 

lead to teacher burnout and frustration.  Each respondent was positive about the future of 

educational opportunities for marginalized children through Head Start and the state’s pre-K 

program but were also cautious about the quality of the opportunities for the children unless the 

teacher preparation programs managed to continue to offer high quality options in terms of 

programs.  

A significant difference in the future of the three programs lies in the organizational 

structure of the departments.  The early care and education department (referred to as child 

development in the college catalogs) is under the career and technical departments at Institution 

B and Institution C.  The program at Institution B is listed under the Health Science department 

in the Human Services career cluster.  The program at Institution C is listed under their 

Professional, Career, and Technical Education Department.  This indicates a trend in those two 

institutions toward keeping the early care and education of young children as a program designed 

specifically for employment after completion of the two-year degree as teachers in private and 

not-for-profit organizations and teacher aides in public pre-K and kindergarten classes with some 

transfers to four-year institutions.  Institution A recently moved the early care and education 

department (child development) from their Technology Department to the Social Science 

Department.  This reveals a change in mission at Institution A to move the early care and 

education of young children from a career or technical field into an educational field.  The 

institution recognizes the field of early care and education of young children as more of an 

academic discipline rather than practical training.  This is a significant move that parallels the 

national trend toward blending child development and early childhood education. 
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Findings 

The findings from this study are validated through the review of the literature.  Indicators 

from the interviews are directly related to the issues revealed in the literature review.  The 

persons interviewed in the study recognized the need for teachers in early care and education 

programs to be professionally educated rather than simply trained.  In particular, interview 

respondents from Institution C referred to the need for “in-field specific” education for teachers 

of young children.  Researchers in the field of early care and education of young children note 

that teachers of young children need more than years of experience in working with children to 

provide a quality learning environment (McMullen & Alat, 2002).  The quality of the care and 

education provided for the children was shown to be directly related to the specific training and 

education of the teachers (Palardy & Rumberger, 2008).  Research by Bowman (2010) and 

Bradley (2011) strongly indicated that the quality of the early care and education programs for 

children was contingent upon the formal education of the teacher.  Children exposed to quality 

preschool programs were more likely to have an educational “edge” and learn more in future 

academic settings (Bradley, 2011; Vandell & Wolfe, 2000).  The research validates the need for 

higher education opportunities for teachers of young children as a means of providing higher 

quality learning environments for young children. 

 

Forces Demanding Change 

 Federal.  The interviewees from the study each noted mandates from the federal 

government demanding increased requirements for employment for teachers of young children 

as a factor pushing for changes in their respective programs.  Greenberg (2007) noted an increase 

in the involvement of the federal government through nationally funded programs such as Head 
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Start.  Recent regulations require that lead teachers have an associate degree for employment and 

by the year 2012, one half of the lead teachers in Head Start programs throughout the country 

must have a four-year bachelor’s degree (Bradley, 2011).  Ostos (2011) supported the findings of 

Bradley and reported a trend toward increased job requirements and demands for higher 

education for early care and education teachers across the nation resulting in stricter educational 

expectations for teachers in public and private child care facilities. 

 

 State.  The respondents in the study also recognized pressures from the state as a factor in 

current trends in the field of early care and education of young children.  Figure 1 in chapter 1 

provides a listing of the requirements for teachers of young children in the areas of kindergarten, 

pre-kindergarten, and childcare facilities by state.  Alabama currently requires teachers in both 

kindergarten and pre-kindergarten programs to have a four-year bachelor’s degree in the field.  

First Class, Alabama’s state-funded pre-K program, has been recognized as one of the top in the 

nation for 4 years (Hobson, 2010).  The pressure to maintain this degree of excellence is revealed 

in the demand for qualified teachers across the state to meet the increasing needs of a growing 

pre-K program.  The increase in pre-K programs is a national trend.  Magnuson, Meyers, Ruhm, 

and Waldfogel (2004) reported a 23% increase in preschool programs across the nation.  As 

Alabama’s pre-K program continues to grow, the demand for qualified teachers to sustain the 

program is increased. 

 

 Professionalism.  A focus on professionalism in the field of early care and education was 

evident in the responses from the interviewees in the study.  Each respondent noted pressure 

from the public and parents as initiating a push for professionalism.  Families of the new century 



213 
 

 

are demanding higher quality care for their children.  The number of working parents has 

increased, and parents are expecting educational programs rather than babysitting for their young 

children (Vandell & Wolfe, 2000).  Bradley (2011) reported that the field of early care and 

education was responding to the pressure from the public and from parents and becoming more 

professional.  Feeney and Freeman (1999) suggested that professionalism in the field means 

increased teacher knowledge.  Teacher preparation programs developed with professionalism in 

mind are more in line with educational foundations and teacher knowledge than specialized 

training in the field through the Department of Human Resources. 

Along with the educational push for professionalism is the ethical push for 

professionalism.  The NAEYC has developed a Code of Ethical Conduct and calls for teachers of 

young children to focus on becoming more professional in their education, their performance as 

teachers, and their behavior (Feeney & Freeman, 1999).  The Council for Professional 

Recognition (2006) is an agency focused on providing an opportunity for teachers of young 

children to obtain a nationally recognized Child Development Associate as proof of their 

advance training and professionalism. 

 

Demands for increased knowledge.  As a means of increasing the educational experience 

of teachers preparing for the field of early care and education, community colleges have had to 

improve on the educational requirements and programs of study for early care and education 

teachers.  Teachers of young children must be able to design a curriculum for children based on 

the foundations of how children learn and the development of the young child (Charlesworth, 

2008, 2011; Dodge et al., 2008; Dodge et al., 2006).  Research from Adelabu et al. (2010) 

revealed that the curriculum in early care and education programs must be firmly grounded in an 
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understanding of how children develop and learn.  National organizations, such as the NAEYC 

and leaders in the field of early care and education of young children, stress the importance of 

understanding developmentally appropriate practices in the early care and education curriculum 

(Bredekamp, 2010; Bredekamp & Copple, 2009).  Knowledge of child development theories and 

methods for teaching young children require formal training and education.  The result has been 

a change in teacher preparation programs to focus more on the foundations of education and less 

on caretaker training. 

 

Responses 

The role of the community college.  Community colleges have been shown to be flexible 

and resourceful in responding to changing educational needs across the disciplines (Roueche, 

Richardson, Neal, & Roueche, 2008).  Kasper (2003) acknowledged the ability of community 

colleges to quickly adapt to the changing trends and demands of the times.  Bradley (2010) stated 

that community colleges continue to be a major influence on workforce development in the area 

of skilled labor and in transfer students to four-year institutions.  The ability of community 

colleges to provide an affordable route to higher education has resulted in a recent focus on the 

role of community colleges.  The White House Summit called for community colleges to 

respond to the demands for increased educational opportunities for teachers of young children 

(Bradley, 2010).  Hardy and Katsinas (2007) reported record increases in enrollment in 

community colleges.  The personnel at the three institutions in the study reported similar 

increases in enrollment in early care and education programs at the institutions.  Increased 

enrollment has sparked demands from nontraditional students for flexibility and availability of 

programs.  This demand has prompted community colleges to provide a wider variety of course 
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delivery methods for students (Bradley, 2011).  The institutions in the study each dealt with the 

issue of course delivery and changed their respective programs in response to that demand. 

 

Curricular changes.  Adelabu et al. (2010) acknowledged that institutions must provide a 

more professional curriculum for teachers of young children and that existing programs may 

need to be changed or restructured.  As revealed in the study, the three institutions have faced 

challenges to change their teacher preparation programs in response to the forces demanding 

improvements in the program.  Institution B and Institution C responded with curricular changes.  

Institution A responded with a complete restructuring, as suggested by Adelabu and his 

associates (2010). 

 

Future of early care and education programs.  Research revealed a national trend toward 

the blending of child development and early childhood education.  In the past, child development 

programs dealt specifically with ages birth through five years of age.  Traditionally, early 

childhood education focused on children ages five through eight years of age.  Increased 

demands for an educational foundation for teachers of young children combined with the 

development of pre-K programs have created a need for teachers of young children to be 

exposed to the developing child from birth through eight years of age.  The distinction between 

the two designations has become blurred, and current research is calling for a focus on birth-to-

postgraduate-education (Takanishi, 2010) or birth-through-college education (Edelman & Grace, 

2010).  The response of Institution A to move toward a blending of the early childhood education 

program and the child development program is in direct response to the national trend revealed 

in the research. 
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Conclusion 

 Kotter’s (2011) 8-step model for institutional change has been used to investigate 

institutional change in the economic world.  The model has been used less frequently in 

academic settings.  This study revealed an explanatory utility offered by Kotter’s 8-step model 

for institutional change and the process of institutional change in the three institutions.  The five 

indicators identified in the interviews of personnel directly involved in each institution closely 

parallel the steps in Kotter’s model.  The eight steps in the Kotter model are creating urgency, 

forming a coalition, creating a vision for change, communicating the vision, removing obstacles, 

creating short-term win situations, building on the change, and anchoring the change in the 

culture.  The five indicators found to be relevant to the study were urgency for change, vision, 

obstacles, responses to urgency and obstacles, and building on the change.  The study illustrated 

the utility or usefulness of Kotter’s model as an effective tool for investigating institutional 

change in academic institutions.  The evidence revealed in the study provided validation of using 

Kotter’s model as a guide for investigating institutional change; however, there were certain 

limitations in using Kotter’s model because other themes or indicators may not have been 

identified.  The use of the Kotter model restricted the researcher to seeking indicators directly 

related to the steps of Kotter’s model.  The researcher also limited the correlation to indicators 

that were found to be evident in the interviews conducted.  A more complete correlation could be 

explored in a more in-depth study of institutional change involving all eight steps of Kotter’s 

model. 

 The study brought to light commonalities and differences in the three institutions 

included in the study.  The commonalities tended to correlate according to the location of the 

institutions rather than the size.  The two rural institutions were different in size but experienced 
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similar issues and were much more open to discussions about the issues, sharing information, 

and working together.  The program coordinator and full-time instructor at the urban institution 

were more reserved in their responses and refused to interact openly with the researcher.  The 

personnel at the urban institution were not concerned as much with enrollment or financial 

pressures of program validity as were the two rural institutions.  This attitude perhaps suggests a 

reservation to program examination. 

 The programs at the three institutions were comparable, mostly because of the common 

course guide from the Department of Postsecondary Education and state requirements for credit 

hours for each of the certificates and degrees.  Institution C did have a national accreditation by 

NAEYC recognizing the quality of the program.  The institutions experienced growth in the 

programs due to increased educational requirements for employment in the field.  Institution A 

and Institution B (the two rural institutions) experienced quick growth followed by a slump in 

enrollment.  This was due to changes in the federal requirements for the use of Pell grant funds 

by students.  The enrollment in these two institutions has recovered and now continues to 

increase. 

 The two rural institutions offered almost identical programs that were overarching and 

suitable for a wide range of employment opportunities.  The urban institution offered three “in-

field specific” categories for their students.  The need for these distinctions was not evident at the 

rural institutions.  This was probably due to the difference in the needs of the students in the rural 

areas as opposed to the needs of the students at the urban institution. 

 Although the external pressures were comparable at the three institutions, there was a 

significant difference noted in the internal pressures at the three institutions.  This is a reflection 

of the vision of the institution as to whether embrace change or simply maintain an existing 
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program.  Three broad concepts emerged as external forces impacting change initiatives at the 

three institutions.  The first basic external force was academic.  Academic pressure was 

manifested in both the push for increased education for teachers of young children as well as 

increased quality of early care and education programs for children.  Accountability was the 

second broad external force and included mandates from both federal and state governments.  

This external force was a powerful external force initiating change in the programs.  The third 

broad external force was the local communities which surrounded each community college.  The 

demand from students, both traditional and non-traditional, to provide alternative course delivery 

methods was shown to be a powerful force urging personnel at each institution to investigate the 

benefits of distance learning educational opportunities through on line instruction.   

Of the three institutions, Institution A identified a large number of internal factors 

pushing for changes in the program and actually experienced the most change.  The program at 

Institution A was the most unstable but because of that instability, the institution has pushed for 

more changes.  It is the only program that has been completely realigned and revised to meet the 

needs of the students both in course delivery methods and in certificates and degrees offered.  

Institution A will implement a long certificate, which is not available at either of the other 

institutions.  The external and internal forces impacting Institution A has created the most 

significant structural change in that institution.   

 Institution B was experiencing similar pressures to Institution A, and the director was 

concerned about the same type of changes in the field.  She wanted change but felt limited in her 

ability to bring about the needed changes.  The director did not make it clear about whether she 

faced opposition from the administration or if poor economic times were the factors preventing 

some of the changes she wanted to take place in the program.  The director at Institution B 
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seemed to be well aware of the national trends in the field and had a desire to keep the program 

at her institution contemporary.  This was evident in her quest for online course delivery for the 

students and increasing teaching personnel.  Institution B showed significant changes through 

modifications in the program but lacked the major change experienced by Institution A.   

 The attitude at Institution C was one of complacency.  The program coordinator and full-

time instructor were both resistant to an open discussion and seemed defensive about the 

research.  Their program had experienced the least amount of change.  They only identified one 

internal force pushing for change in the program, and that change was a minor change.  Their 

interview responses indicate a disinterest in the national trends.  Their program was experiencing 

continued growth so the program coordinator saw no need for initiating changes in the program.  

They only responded to external pressure when forced to and initiated little change from within 

the program.  The result was minor changes within the program itself without significant 

structural changes to the program.   

 Of the three institutions, Institution A was the only institution that was moving forward in 

response to the national trend of blending child development and early childhood education into 

a more academically focused program.  Institution B and Institution C were focused on 

continuing in the career and technical track while Institution A was focusing on offering a more 

comprehensive program addressing both the early childhood ages of five through eight and child 

development ages of birth to five years of age.  This more contemporary approach addresses the 

increasing need for trained teachers in pre-K programs (which focus on four year olds) and the 

demand for educational opportunities in age birth through eight years of age.  This is a direct 

response from Institution A to the national trend in the field of early care and education of young 

children. 
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 The three institutions in this study have recognized the role of community colleges in 

providing a trained and professionally educated workforce in the field of early care and 

education of young children and have responded differently.  Institution A and Institution B 

identified and responded to both external and internal forces pushing for changes in their 

program.  Institution C has responded to external pressure and initiated little change from within 

the institution.  Although each institution responded differently, each institution has a viable, 

growing program for meeting the demands for better educated teachers of young children.  The 

programs fulfill the role of the community college to provide trained and educated teachers of 

young children. 

The national trend in the field of early care and education of young children is moving 

from babysitting to professionalism.  This concept is illustrated in the following vignette from a 

textbook authored by Petersen and Wittmer (2009): 

When Selena started caring for infants and toddlers, the work was called ‘babysitting’ 
and no one thought much about special training.  Her ‘plans’ were just ideas she had and 
‘sitters’ certainly didn’t assess infants.  No one did.  Now Selena takes notes and photos 
of the children, thinks about their interests and goals, and offers materials and activities 
she thinks will help them.  She also tracks their development and discusses it regularly 
with the parents.  She feels very attuned to the children in her care. (p. 91) 
 
 
 

Implications for Application 

 This study revealed insight into the types of responses made by the personnel at the three 

institutions included in the study.  Each CAO, director or program coordinator chose the type of 

response and the extent to which they would respond to the forces pushing for changes at the 

institution.  The persons directly involved with programmatic and curricular changes chose 

whether to respond to internal or external pressures or both or whether to ignore those forces.  

The choice included the extent to which they would respond to the forces.  The fact that forces 
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existed which impacted the programs was only an indication that the field was experiencing 

change.  The responses to the forces were conscious efforts on the part of institutional personnel.   

 The responses from the institutional personnel exhibited three distinct types of responses 

ranging from assimilation to complete restructuring of the teacher preparation program.  

Institution C responded with the least amount of change and simply assimilated the changes into 

the existing program.  No significant structural change was evidenced at this institution.  

Institution B will experience a major significant change in the program due to the deletion of a 

degree program.  As with the case of Institution C, Institution B made small curricular changes to 

the program but a more significant change will be made with the deletion of a degree program.  

The response of the director at Institution B is a more significant response than the response of 

the program coordinator at Institution C. 

 The most significant response was evidenced at Institution A.  Institution A experienced a 

major structural change in response to the external and internal forces pushing for change.  A 

complete redesigning of the program resulted in changes in curriculum degrees and certificates 

and departments.  Institution A exhibited a change in vision for the future of the program. 

 The contrast of responses from the personnel at each institution may serve as a guide for 

consideration by other community colleges facing similar pressures impacting their programs.  

The persons directly involved in the decision making process at other institutions may find the 

results of the actions taken by the personnel at these three institutions to be relevant to the 

situations they are facing and assist them in making a more informed decision based on this 

research. 
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Implications for Practice 

 The results of this study may be used to inform other community college leaders as to 

current trends in the field of early care and education of young children and the responses being 

made by similar institutions.  The review of the literature pointed out the direction in which the 

field is headed and the significant role of the community college in meeting the demands from 

federal, state and local forces. 

 The issues should be carefully considered and personnel at each institution must make an 

informed decision as to the proper response for the unique circumstances at their institution.  

This study revealed the context of the community in which the institution was located as a 

consideration as well as the influence of the student population serviced by the institution.  The 

recorded responses of the personnel and the institutional change indicators identified at these 

three institutions provide a practical process through which the decision makers at other 

institutions may access and respond to the forces impacting their early care and education teacher 

preparation programs. 

 

Implications for Future Research 

 This study provided a glimpse into teacher preparation programs in the early care and 

education of young children at three Alabama community colleges.  The study also explored the 

process of institutional change within the early care and education departments of the targeted 

institutions.  Studies in this area are limited, and there are opportunities for building on this 

research to better understand the current trends in the field of early care and education of young 

children in other community colleges in the state. 
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Future research may continue to investigate forces creating curricular changes in other 

community colleges within the state and expand to explore the changes relative to community 

colleges throughout the nation.  Indicators identified in this study may or may not be replicated 

in future studies.  As revealed in the review of the literature, the field is changing rapidly, and the 

responses of the institutions are varied according to the identifying characteristics of each 

institution.  Continued research should enable community colleges to be better prepared to meet 

the future challenges of maintaining teacher preparation programs that are contemporary and in 

touch with the current issues and demands of the field.  Community colleges should be able to 

use the data presented in this study to design a process for reviewing the teacher preparation 

programs at their institutions and investigate a process for changes within the institution.  
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Definitions of Terms and Abbreviations 
 
AAS: Applied associate in science degree (non-transfer or career/technical programs) 
 
AS: two-year associate in science degree (transfer) 
 
ACCS: Alabama Community College System 
 
CDA: Child Development Associate 
 
Certificates: preparation for immediate employment in a career/technical field 
 
Community college: two-year institutions awarding associate’s degrees and certificates 
 
DAP: developmentally appropriate practices 
 
CDF: Children’s Defense Fund 
 
Child Development: pertaining to the child from birth to five years of age 
 
DHR: Department of Human Resources 
 
Early childhood: ages from five years old to eight years old (kindergarten through third grade) 
Note:  newest definitions for early childhood now include birth to eight years of age 
 
ECE: Early care and education of children 
 
Kindergarten: children 5 years of age before entering first grade 
 
Long certificate: program of study that requires more than 29 credit hours and less than 70 
credit hours 
 
IPEDS:  Integrated Postsecondary Education Data System 
 
NAEYC:  National Association for the Education of Young Children 
 
NAFCC: National Association for Family Child Care 
 
NBCDI:  National Black Child Development Institute 
 
NBPTS:   National Board for Professional Teaching Standards 
 
NCLB:   No Child Left Behind Act of 2001 
 
NCTM:   National Council of Teachers of Mathematics 
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NICHD:  National Institute of Child Health and Human Development 
 
NISOD:  National Institute for Staff and Organizational Development (organization of the 

two-year community college) 
 
Pre-k:    pre-kindergarten (more specifically four-year-old kindergarten) 
 
Preschool:  children 4 to 5 years old 
 
Pre-3:  three-year-old preschool or kindergarten 
 
Short certificate:  program of study that requires 29 or less credit hours 
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APPENDIX C 

CONSENT LETTER TO COLLEGE PRESIDENTS
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Date, 2011 
 
 
 
Insert college president 
Insert college address 
 
Dear Dr. (Insert name): 
 
My name is Karen Watts and I am the director of the Child Development Program at Snead State 
Community College.  I am currently a candidate for the degree of Doctor of Philosophy, 
Instructional Leadership, at The University of Alabama.  As part of my research to fulfill the 
requirements of the program, I am conducting research into the internal and external forces that 
are influencing teacher preparation programs in child development and early care and education 
of young children.  Since the early beginnings of child care outside of the home, early care and 
education of young children has undergone constant change and evolution.  As a response to the 
demands from internal forces within the framework of working families and external forces in 
the form of legislation and public demand, teacher preparation programs have been challenged to 
stay contemporary and meet the changing demands and requirements of the job market for early 
care and education of young children.  The purpose of this study is to investigate the internal and 
external forces which influence teacher preparation curriculum in three community colleges in 
the state of Alabama and the changes that have been made in response to these forces.  The 
question asked is:  What is the response of three community colleges in Alabama to internal and 
external forces initiating a push toward increased teacher knowledge and education in the field of 
early care and education of children? 
 
I am seeking permission to conduct research on your campus.  I request that I be permitted to 
obtain copies of past and current documents from the institution that are pertinent to the study.  
Past and current documents will be utilized as a source of gathering information in the form of 
programs offered at each institution and certificates and/or degrees granted by the institution.  
Past and current college catalogs will provide curricular requirements and indicate changes in the 
required curriculum.  Statistical information, including but not limited to, past and current 
enrollment, graduation numbers, and other pertinent statistical information will be compiled in 
charts and spread sheets as a means of organizing the information into useful data.  I further 
request permission to obtain statistical information concerning the child development and/or 
early care and education programs from the office of Institutional Research.  Confidentiality will 
be maintained as necessary concerning institutional documents.  Statistics and data will be used 
to provide a “snapshot” of the school’s early care and education programs and the changes that 
have occurred in this field.  
 
I would like to interview the director and/or instructors involved in the child development or 
early care and education programs at your institution.  The interview will seek to understand the 
changes that have occurred in the teacher preparation program for teachers of young children.  
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The interview protocol has been approved by the Institutional Review Board (IRB) for use with 
adults consenting to participate in the study.  Interviews will be digitally recorded, transcribed 
and analyzed for information pertinent to the core of the study.  The content of the interview will 
not jeopardize the individual’s employment or personal integrity in any way.  All information 
will be confidential and quotes will be anonymous.  Recordings of the interviews will be 
destroyed after the study is complete.  Interviewees may be contacted for follow-up for 
clarification after the interview has been transcribed.  Interview participants will be provided 
with a consent letter and Interview Protocol.  A copy of the Interview Protocol will be included 
with this letter. 
 
All data collected and transcribed interviews will be organized into appropriate categories for 
comparisons and contrasts.  The researcher will analyze both statistical information and 
interview transcriptions in an attempt to understand the current child development/early care and 
education programs at each institution.  The information will be cross-referenced to reveal 
common issues and possible implications for the future of early care and education programs in 
community colleges in Alabama.  Commonalities will be investigated and compiled results could 
reveal implications for the future of teacher preparation programs for teachers of young children.   
 
Thank you for your consideration of allowing this research project at your institution.  I look 
forward to working with your faculty and staff. 
 
Sincerely, 
 
 
 
Karen Young Watts 
Director, Child Development 
Snead State Community College 
kwatts@snead.edu 
256.840.4193 
 
 
________ I grant permission for this study to be conducted at (insert institution name) which will 
involve participation of faculty and/or administrative persons involved with the Child 
Development/Early Care and Education program.  I also grant permission to obtain statistical 
information from the office of Institutional Research. 
 
________ I deny permission for this study to be conducted at (insert institution name) which will 
involve participation of faculty and/or administrative persons involved with the Child 
Development/Early Care and Education programs.  I also grant permission to obtain statistical 
information from the office of Institutional Research. 
 
________________________________(President)  ______________________ Date 
Institution Name 
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APPENDIX D 

INTERVIEW PROTOCOL
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EARLY CARE AND EDUCATION OF YOUNG CHILDREN:  IT’S NOT 
BABYSITTING ANYMORE! 

 
Interview Protocol 

 
Introductions will include identification of the person(s) being interviewed including their 
respective positions at the community college and how long they have been involved with the 
early care and education program at their school.   

 
1. In looking back over the past ten years in this program (or for the years you have been 

involved, if less than ten years), what changes have you noticed in the program? 
 

2. What do you think are the major issues affecting the changes in the field of early care and 
education of young children? 

 
3. What changes have been made in types of programs available such as certificates or 

degrees, etc.?  What has prompted those changes? 
 

4. How has course delivery changed in the past ten years of the program?  (For example, 
live, on-line, blended, etc.)  What has precipitated the change? 

 
5. Specifically, what curricular changes have been made in the courses?  Have there been 

additions or deletions to the curriculum? 
 

6. What course deletions and additions have been made in the past ten years?   What was 
the purpose for the additions or deletions? 

 
7. How have faculty needs changed in the past ten years?  Have there been additions or 

deletions in number or kind of faculty involved in the program?  What do you think 
accounts for the changes? 

 
8. What local, state and federal mandates, legislation, etc., have influenced this program at 

your institution?  (These influences can be legal issues, pressures from inside or outside 
the college community, etc.) 

 
9. Do you see these changes leading towards increased demands for higher education or 

increased teacher knowledge for your program graduates?  For this field? 
 

10. What factors, other than those I have asked about, do you see influencing these changes? 
 

11. What forces from within your institution have led to these changes?  What forces from 
outside your institution have contributed to these changes?  To what do you most 
attribute these changes? 

 
12. What are the future implications for this program at your institution? 
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13. In reflection, in what direction do you see early care and education of young children 
continuing?  What is pushing the drive for changes in the field of early care and 
education? 
 

14. Are there any other comments you would like to make concerning this topic? 
 

 

 


