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Foreword

Across the globe early childhood education and care is rapidly expanding with
unprecedented numbers of children accessing early childhood settings. Interest is
now on the provision of the quality of early childhood education and care with the
focus on the supply and quality of educators. Little is known about policy approaches,
registration agencies to develop and shape course content, and the design of programs
as universities, governments and agencies work together to create early childhood
teacher education programs. This book brings together 16 countries’ approaches to
the provision of early childhood teacher education programs.
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Lismore, Australia

Susanne Garvis
Swinburne University of Technology
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Introduction

Early Childhood Education and Care (ECEC) is expanding rapidly across the globe
with unprecedented numbers of children attending ECEC centeres, requiring the
investment in educators to provide good quality ECEC. The supply and quality of
educators is of paramount importance to supporting children’s learning and develop-
ment. Yet little is known about policy approaches, registration agencies to develop
and shape course content, and the design of programs as universities, governments
and agencies work together to create early childhood teacher education programs.

Many countries in the world have invested significantly to prepare early childhood
teachers for their work in ECEC settings. The quality of the ECEC program is
closely aligned to the EC workforce (Dalli, Barbour, Cameron & Miller, 2018) with
the quality of the interactions between children and teachers a marked predictor
of children’s learning outcomes (Sabol, Soliday Hong, Pianta & Burchinal, 2013).
As higher teacher qualifications are significantly correlated with higher quality in
ECEC (Manning, Fleming, Wong & Garvis, 2019), this edited book investigates
how countries address ECEC teacher programs. This book is a collection of sixteen
countries’ perspectives on early childhood teacher education in contemporary times.
The themes that emerge from the chapters include

• Current policies for ECEC teacher education—this could include entry into
programs, professional experience, what is in the teacher education program,
etc

• Registration agencies/bodies and how they work with other stakeholders—are
there any registration bodies—if so, what is their role and how do they impact on
teachers and teaching?

• Research on teacher education from your country (including professional experi-
ence)—you have info on professional learning as well

• Information on the age focus within teacher education (for example, birth to 2
years, birth to 5 years)

• Current situation of staffing (shortage/over supply) for early childhood teachers

Each country’s contributing author is well known in their field for their in-
depth knowledge of early childhood teacher education programs including content,

vii



viii Introduction

structure, and professional experience, that works within the scope of policy, and
registration agencies.

There are variousmodels of early childhood education teacher degrees throughout
the world. The models vary from a focus on preparing teachers for working in
settings for birth to two years; birth to five years; birth to eight years; or birth to 12
years. It is not known which model of initial early childhood teacher programs best
prepares graduates to provide quality ECEC for young children (birth to five years)
and their families (Fenech, 2017). There is an inconsistent approach to early child-
hood teacher preparation and the quality of existing programs is not known. In some
countries, it has been reported that attraction and retention of early childhood univer-
sity trained teachers is difficult. Current information regarding staffing—shortage or
oversupply, of early childhood teachers, is reported explaining the current situation
in their country. As all countries across the world establish requirements for early
childhood teacher programs, this book highlights 16 countries’ situations andmakes a
significant contribution to understanding the environment for early childhood teacher
programs.

We have decided to list countries in alphabetical order, without a pre-defined
ranking or order of countries.

In Chap. 1 of Australia, decade long changes to the early childhood workforce
are presented. Across Australia there appears to be an inconsistent approach to early
childhood teacher education programs, especially with differences in age ranges
and professional experience if early childhood and primary degree programs are
combined. Findings also show that when early childhood/primary degrees programs
are combined, the content of early childhood education and care becomes superficial
and limited in depth.

In Chap. 2, we learn that early childhood teacher education in Canada varies
by provincial and territorial levels. Early childhood educators work with children
from 0 to 5 years of age and appear to take on many different roles. The chapter
focuses specifically on the context of British Columbia. Recent studies in early child-
hood teacher education show that through participation in communities of practice,
educators’ professional identity development is supported alongside improvement
in teacher efficacy.

China is presented in Chap. 3. The chapter introduces the status of early childhood
education and Care teachers’ training with a specific focus on the types of teaching.
The provision of quality early childhood education remains a major challenge in
China, with low numbers of educational degree qualified teachers, high ratios of
teachers to children, differences in resource allocation and more in-service training
needed. Suggestions are given for improving the current situation to support teacher
skill and knowledge development.

In Chap. 4, we learn about early childhood teachers at 15 campuses in the Pacific,
including Fiji, provided by the University of the South Pacific. Early childhood
teacher education covers children aged birth to eight years, with professional expe-
rience required with all age ranges. Programs are also accredited by the WASC
Senior College and University Commission, Australian Children’s Education and
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Care Quality Authority and the Fiji Higher Education Commission. Other mandatory
requirements include first aid and cardiopulmonary resuscitation training.

Finland is well regarded as having high quality education and teacher education
programs. In the last few years, all steering documents for early childhood education
have been renewed. The chapter takes a closer look at three policy documents that
are steering the quality of early childhood teacher education. Finnish early childhood
education working teams are multi-professional, consisting of professionals with a
range of qualifications (bachelor degree to lower educational degrees). A key focus
is educating for future quality within early childhood education and care.

Chapter 6 presents insights into the traditions, reforms, and current challenges of
early childhood teacher education in Germany. From the beginning of the twentieth
century, early childhood teacher training has taken place at vocational schools and,
until the end of the century, has never been seriously questioned. In 1999, with the
Bologna Reform and its commitment for all European Union countries to set up
academic level early childhood courses, this practice was put into focus. The system
of qualifying professional kindergarten teachers in Germany had to be reformed. The
following article gives an overview of the historical development of early childhood
teacher training in Germany and describes current changes within the system as well
as associated challenges on the path to academization. Opportunities and conflicts
are discussed against the backdrop of policy making, curriculum development, job
entry, and working conditions.

In Chap. 7, the current reform agenda from Ireland is presented. Early childhood
education and care ranges from 0 to 6 years of age, and has been crucial in polit-
ical, social and economic agendas for the past two decades. The chapter presents a
range of initiatives directed toward reforming the sector, including the standardiza-
tion of initial teacher qualifications and preparation, while also advancing profes-
sionalization of the sector. The State seeks to establish a graduate led workforce by
2028.

Japan in Chap. 8 shows the many changes that have occurred in early child-
hood education and care. In particular, the “triple revisions” that were issued in
2017. To work in the ECEC field, there is a nursery teacher certificate and a kinder-
garten teacher license for children aged 3–5 years. The split system and privatiza-
tion of ECEC add complexity to the field, especially with professional development
opportunities.

New Zealand is recognized as a world leader in early childhood education. In
Chap. 10, we learn about initial teacher education programs to understandmore about
the context, policies, and processes. A key feature is that when student teachers are
on professional experience, they are expected to work with all age groups in the early
childhood services. Professional experience also occurs throughout all phases of the
program. Initial teacher education programs are approved by the Teaching Council.
There is also a robust system of quality assurance for early childhood ITE programs.

In the Republic of theMarshall Islands (RMI), teacher training policies aremainly
designedbygovernments and/or teacher training institutions and, to someextent,with
advice from teachers and other stakeholders. This chapter covers three main points:
first it examines the national context of the RMI regarding educational settings.
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Then, the chapter focusses on current policies of Early Childhood Education and
Care (ECEC) teacher education offered at the University of the South Pacific (USP)
RMI campus regarding curriculum content and pedagogies including information.
Discussions on the current situation on staffing for early childhood teachers and how
teacher registration agencies work with other stakeholders are also presented. The
third part highlights the Teacher Induction Program (TIP) design and development
as a critical teacher development model for ECEC teachers at the RMI.

Early childhood education in Russia is covered in Chap. 11, and it is a state-
funded public service for children aged 0–7 years. According to official statistics in
Russia, 47.1% of all preschool teachers have higher teacher training education, while
47% have vocational education from college. In the chapter, the authors present a
tool called “professional glasses” for examining teachers’ skills in regard to reflective
professional action around supporting child development, observation, and the ability
to see the relationship between teacher action and children’s behavior and emotions.

In Chap. 12, a historical reflection on Swedish early childhood teacher education
is presented. In particular, key moments in time are documented that show a strong
influence between preschool education policy and preschool teacher education. In
Sweden, preschools range for children from 1 to 5 years, with preschool teachers
undertaking university training. The chapter concludes with a summary of the current
tensions within the profession and the influence on preschool teacher education.

In Chap. 13, we are provided with a brief history of early childhood teacher
education in Turkey, before current research and problems are discussed. There is a
registration structure to early childhood teacher education programs in Sweden, with
evaluations of pre-service teachers made during their university education and after
their graduation when they are nominated to preschools. One problem identified is
that in Turkey, there are is no criteria for entrance to early childhood teacher education
programs. This may result in low quality among students.

Early childhood teacher education in the United Kingdom is complex, due to the
nature of the Union. The chapter highlights the continued gap between education
and education in each of the four countries. There also appears to be a common trend
of clear demarcation in working conditions for those who work with children in
“formal” years of schooling and those staff who work with children aged 0–3 years.
The author suggests that taking the lead from Wales is a way forward. The Welsh
Teachers’ Standards are broad and seek to challenge the status quo.

Chapter 15 shares the context of Vietnam, where early childhood education and
care is transitioning from being a teacher-centered curriculum to being a child-
centered curriculum approach Early childhood education and care includes children
from 3 months of age to 6 year olds. Significant reforms are underway to the early
childhood sector with a specific focus on early childhood teacher education. This
has included the mandated increase in teacher qualifications in education law. An
advantage of being a registered early childhood teacher has also meant that teachers
can work in the public school system and enjoy the staff benefits of staff payroll.

In the final chapter, the context of Zambia is presented with the notion of Early
Childhood Care, Development and Education (ECCDE). While early childhood
teacher education is provided at a tertiary level, it appears undervalued within the
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educational sector, also leading to low levels of research specific to Zambia about
teacher education. ECE teacher education is for children aged 2–6 year old children,
with no teacher education qualification for those working with 0–2 year old children.

The final chapter draws together the key themes of the edited collection into a
word cloud which highlights the common terminologies across the 16 countries’
early childhood teacher education programs.

The various authors in this book have made a key contribution to informing policy
regarding content of ECT preparation programs and provide evidence of current
courses across many under-represented countries throughout the world. We thank
them for their important insights around current situations and future developments
in their country. From this we are able to look across different contexts and learn
from different approaches.

We would also like to thank the peer reviewers involved in the book that allowed
each chapter to be double peer reviewed. Their comments and feedback have been
vital in enhancing the themes of the book within early childhood teacher education.

Lastly, we hope that as readers explore each of the different countries, they also
start to re-imagine new awakenings for early childhood education and care in their
own countries. By reflecting on new approaches and policies, it is hoped that changes
for improvement can be developed to support early childhood teacher education
programs around the world.

Lismore, Australia
Melbourne, Australia

Wendy Boyd
Susanne Garvis
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Chapter 1
Getting It Right for Early Childhood
Teacher Programs in Australia

Wendy Boyd and Alicia Phillips

Abstract In 2009 the Australian government invested in developing the early child-
hood workforce initiative via the National Quality Agenda. This agenda focused on
improving the supply and quality of the early childhood workforce. Evidence shows
that there are serious and persistent concerns with the quality of education and care in
early childhood settings across Australia with Australia ranked by UNICEF (2017)
at 39/41 of the wealthiest countries in the world on delivering quality early child-
hood education and care (ECEC). With evidence now showing that the strongest
predictor of provision of quality ECEC are the qualifications of the educators the
focus now turns to how the educators are qualified. Across Australia there is an
inconsistent approach to early childhood teacher (ECT) programs. Programs are
for birth to five years, birth to eight years, and birth to 12 years. In the latter two
programs graduates are trained to teach in early childhood settings, and in primary
school. These approaches vary according to jurisdiction, and at times are in response
to teacher registration agencies. Research of the combined early childhood/primary
degrees show that the content is too watered down for early childhood teaching,
and graduates want to teach in primary schools making this program for qualifying
early childhood teachers unsound. Research is presented on the current situation of
staffing, and status of early childhood education.

Introduction

The chapter is titledGetting it right for early childhood teacher programs inAustralia.
The reason for this title is that there are persistent and serious concerns regarding
the quality of early childhood education and care (ECEC) in Australia and the need
to better quality provision is apparent. Over the past 40 years there has been an
ongoing increase of maternal employment. As the Australian Government continues
to encourage women’s workforce participation (Australian Government, 2017), this
increase is likely to continue. Consequently, the number of children enrolled in

W. Boyd (B) · A. Phillips
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formal ECEC services is also continuusly increasing. For example, in 2018, 1 283
225 (about 31.4 percent) of children aged 0–12 years attended formal ECEC services,
an increase of 1.8% from 2017 (Australian Government Productivity Commission,
2019). There has also been an increase in the number of hours children spend at
an ECEC service (Australian Bureau of Statistics, 2018; Australian Government
Productivity Commission, 2019). The increase in children’s ECEC attendance has
sparked a surge of attention on the child’s environment and the quality of education
and care they receive while in ECEC services. Additionally, it is nowwell established
that high quality ECEC is integral to children’s optimal development and wellbeing.
Thus the environment of the child in the early years needs to be of such quality
that children are thriving in a stimulating, safe and secure environment. The early
childhood teacher is responsible for the provision of the early childhood environment
and it has been established that the qualifications of the early childhood educator
impacts the children’s learning outcomes (Manning et al., 2019, Organisation of
Economic Cooperation and Development [OECD], 2017). But it is not known how
to best train early childhood teachers. This chapter calls for a planned and evidenced
based approach to review early childhood teacher programs in Australia to get it
right for young children: thus the title of Getting it right for early childhood teacher
programs in Australia.

Introduction to early childhood education in Australia.

Early childhood education and care (ECEC) in Australia is for children aged from
six weeks to six years. Children attend for up to 50 h per week in various ECEC
services including long day care, preschools/kindergartens, and family day care.
Australia has a compulsory quality assessment and rating system linked to govern-
ment funding. Early childhood services receive funding from the Australian Govern-
ment and then must participate in the assessment and rating of quality of their ECEC
service. Services are assessed and rated according to the National Quality Standard
(NQS), overseen by Australian Children’s Education and Care Quality Authority
(ACECQA, 2018). There are many ways to interpret what quality ECEC looks like.
While it is recognsed that quality is considered to be a multi-dimensional concept
that aims to support children’s outcomes; it is ongoing; and contextualised within
societal conditions (Dahlberg et al., 2007), within the NQS (ACECQA, 2018) quality
is considered to be assessable. The quality of the early childhood education setting
is assessed according to seven quality areas including.

1. Educational program and practice
2. Children’s health and safety
3. Physical environment
4. Staffing arrangements
5. Relationships with children
6. Collaborative partnerships with families and communities
7. Governance and leadership (ACECQA, 2018)

There are four main levels of assessed ratings: Significant improvement required;
Working towards National Quality Standard (NQS), Meeting NQS, and Exceeding
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NQS. Services who achieve an Exceeding NQS rating across the seven quality areas
can then choose to apply for an Excellent rating by completing a rigorous appli-
cation process to demonstrate meeting the ‘Excellent’ criteria. Every three months
ACECQApublishes the progress of the quality assessments and in January 2020, 21%
of early childhood services were assessed as Working towards the NQS (ACECQA,
2020). That is, one in five children in ECEC services are not meeting the NQS and
therefore the children are not receiving adequate education and care that meets the
NQS (ACECQA, 2018). The Lifting our game report (Pascoe & Brennan, 2017)
recommended a new national workforce strategy that includes the review of the
current approach to, and knowledge of ECT programs. This outcome requires atten-
tion and there have been policy initiatives to work towards improving the quality of
ECEC services as outlined in the following section.

Current Policies for Early Childhood Teacher Education

There are serious concerns with the quality of education and care being provided in
early childhood settings across Australia. In 2017, UNICEF ranked Australia at 39
of 41 of the wealthiest countries in the world on delivering quality education. In 2008
UNICEF published a report that ranked Australia 23rd out of 25 of Organisation for
Economic and Cooperative Development (OECD) countries demonstrating that this
is a persistent and ongoing problem within Australia. There have been efforts taken
to address this problem by ACECQA.

Two of the five strategies from theNational Quality Agenda to improve the quality
of ECEC services were:

1. Ongoing assessment and rating of the quality of early childhood centres to raise
the standard of care.

2. Building a National Early Years Workforce Strategy that focuses on the skills
and attributes of high quality early childhood educators to improve the supply
and quality of the early childhood workforce. This strategy aimed to improve
the quality of ECE services by investment in a highly skilled sustainable early
childhood workforce (ACECQA, 2016).

Evidence shows that the strongest predictor of quality ECEC for children is the
qualifications of the ECTs. The approaches and practices of the ECT influences
children experiences in the ECEC service (Manning et al., 2019; OECD, 2018;
Urban, Vandenbroeck, Lazzsari, Van Laere & Peeters, 2012). Manning et al. (2019),
in a meta-analytic review found the higher qualifications of teachers the higher the
quality of ECEC. A significant correlation existed between the assessed quality of
early childhood learning environments and qualified teachers. Other research has
also identified similar findings that higher qualifications of teachers are associated
with optimal outcomes for children (Hu, Torr, Degotardi, & Han, 2017; Sylva et al.,
2010; Warren & Haisken-DeNew, 2014). Additionally, research shows that higher
qualified teachers also perform better in leadership roles (Abbott & Langston, 2005;
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Burchinal Cryer, Clifford & Howes 2002) and that having a tertiary degree trained
teacher as a leader and a good proportion of tertiary degree trained educators within a
centre, are key contributors of high-quality (Siraj-Blatchford & Manni, 2006; Sylva
et al., 2006).

Overall, while it is difficult to identify the specific staff characteristics and qualifi-
cations, it is agreed generally that a high quality workforce is critical to the provision
of quality ECEC (An & Bonetti, 2017). However, there is limited understanding
of the knowledge, skills and dispositions that are required of ECT’s in order to
provide good quality ECEC in services. Phillips’ recent Australian study identi-
fied eight key attributes and capabilities that an educator must possess in order to
achieve high quality ECEC. These were high qualifications; an intrinsic drive for
high quality ECEC; superior communication skills; strong knowledge of the ECEC
context; excellent application of the planning cycle; a caring nature and humour.
Interestingly, the educators in Phillips’ study, who held higher qualifications such as
a university early childhood teaching degree, demonstrated stronger communication
skills, critical thiking and theoretical knowledge regarding child development and
early learning than the lower qualified educators (Phillips, under examination).

As it is known that the qualifications of the early childhood educators are of key
importance, the focus has turned to how the early childhood educators are trained
and qualified.

The second strategy of building the National Early Years Workforce Strategy
(ACECQA, 2016) focuses on delivering high quality educators through training and
funding universities and colleges train up the early childhood educator workforce.
In the National Quality Agenda (ACECQA, 2016) ‘educators’ refers to everyone
who works with the children. In Australia this includes university qualified early
childhood teachers; educators with a Diploma of Early Childhood Education and
Care; and educators with a Certificate in Early Childhood Education and Care. All
educators whoworkwith the children in ECEC services are required to be qualified at
least to the Certificate III level. Within this strategy there has been a focus to train up
university qualified ECTs, and to increase the quantity of ECTs. But this is a double
edged sword for Australia: Australia faces significant problems with the supply of
university qualified ECTs. There is already a shortage of ECTs who do not stay in
early childhood teaching with low retention rates of those whowork in ECEC centres
(Community Early Learning Australia, 2019; McDonald et al., 2018; Department
of Education & Training, 2017). The low retention rate of early childhood staff
inhibits secure relationship development between children, families and staff, with
impact upon stimulating interactions (OECD, 2018) and consequently the quality of
ECEC. Low retention rates of early childhood educators exist beyond Australia as
staff shortages are common across many countries (OECD, 2018; Schleicher, 2019).
Added to the current shortage of ECTs it is estimated that 9,000 more ECTs are
required by 2023 to meet the updated requirements by new National Regulations for
Childcare Services (Department of Employment, Skills, Small and Family Business,
2019). In addition to this requirement, enrolment rates are declining into EC teaching
programs: ECT degree programs, Diplomas of ECEC and Certificate III in ECEC;
and there is a low course completion rate of 60% (Job Outlook, 2019).
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To work towards meeting this target significant investment by the Australian
government was made for early childhood educators to become qualified. Funds
were made available for tertiary institutions to increase their student intake to train
early childhood teachers. Many universities, who had an existing primary school
teaching program, included an early childhood education component (in the place of
electives) to qualify graduates to teach early childhood and primary education. These
programs were assessed and approved by state/territory accreditting authorities and
the early childhood accreditting authority ACECQA. As a result of this initiative,
ECTs inAustraliawho have undertaken this degree are qualified to teach into primary
and early childhood education in programs that are for birth to 8 or birth to 12 years.
This chapter now turns to how early childhood teacher programs are designed and
delivered within Australia.

Research on Early Childhood Teacher Education

The Australian government’s investment in the ECEC national workforce strategy
focuses on preparing ECTs to improve the supply and quality of the early childhood
workforce (ACECQA, 2016). Early childhood graduates are capable and competent
teachers who influence, support and nurture children’s experiences and interactions
in early childhood services (Ackerman, 2005). TheECTprograms need to adequately
prepare graduates to fulfil these requirements. Darling-Hammond (2010) states: The
bottom line is we need highly effective, adequately researched models of preparation
for all teachers without exception (p.39), and so to move ECEC forward requires
agreement on what teachers should learn, what skills they should have, and the
dispositions they require to provide good quality ECEC.

Throughout the world there are various models of ECT degrees but no agreement
for the optimal model, knowledge, skills and dispositions an early childhood teacher
should have to provide good quality ECEC (Dalli, Barbour, Cameron, & Miller,
2018). The various models include foci on preparing teachers to work with chidlren
aged from birth to two years; birth to five years; birth-eight years; birth-12 years;
and nine months up to seven years- the latter being the most common in the Nordic
countries. This produces an inconsistent approach to ECT programs (Kagan & Roth,
2017), with little understanding of the optimum model for supporting children’s
learning. The inconsistent approach to the structure, design and delivery of ECT
programs (Boyd, in press)means that little is knownabout the quality of each program
to prepare ECTs forworking in ECEC services. This situation has also been identified
in the USAwhere no clarity was found in the content and structure of ECT programs.
As LiBetti (2018) states:

We can’t say with certainty the type of content that early educators complete within these
programs or what practices and strategies they learn. Without information on program
content, we can’t develop research on program effectiveness (p.5).
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Fig. 1.1 Early childhood ITE programs accredited by ACECQA, 2012-June 2017 (Fenech, 2017)

The Structure of Early Childhood Teacher Degrees

Australia has three different structures to the ECTdegrees: a focus on birth-five years,
birth-eight years, and birth-12 years. Working as an ECT requires qualifications to
teach children aged from birth to five years. Graduates from the two programs that
focus on birth-eight, and birth-12 years are able to work in either birth-five settings
(early childhood education), and in primary school settings (five-12 years’ settings).

The most common ECT program is the birth-8 years degree, however in more
recent times the degree has changed to birth to 12 in some jurisdictions.1 Fenech
(2017) mapped the 98 ECT programs on offer across Australia in 2017- see Fig. 1.1.
The birth-eight programs were the most common in Tasmania, Queensland, South
Australia andWestern Australia. New South Wales, Victoria, Northern Territory and
Australian Capital Territory predominantly offered birth-12 or birth-five programs.

The birth to five years ECTprogramhas been found to be themost highly preferred
by the academics to prepare ECT graduates for their profession as an ECT(Boyd, in
press) and also the most highly preferred by employers (Boyd et al., 2020). The birth
to five degree has a strong focus of study on early childhood teaching.

The birth to eigth years program has been found to be suitable for graduates
who want to work in lower primary school (five to eight years), and it is viewed as
providing knowledge and understanding regarding before school, the transition to
primary school and the early years of school. However it is problematic if the focus

1 The jurisdictions are made up of six states and two territories in Australia. Each jurisdiction has
its own assessment and accrediting authority of teacher programs.
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is to train up ECTs as the majority of graduates don’t want to work in early childhood
settings, preferring the better work conditions in primary schools (Boyd, in press).
The birth to eight degree has also presented problems for graduates who want to
work in the upper grades of primary school: they are viewed as not being suitably
trained by some school principals.

The birth to 12 degree has been found to be a poor pathway to becoming an ECT.
Academics (Boyd, in press), students (Boyd & Newman, 2019; Liu & Boyd, 2018)
and employers (Boyd et al., 2020) have condemned this program for being too focused
on primary education, resulting in the watering down of the ECEC content. Many
students choose the birth-12 degree as it provides themwith dual career pathways into
either early childhood education or primary education. Graduates from this program,
who are unable to gain employment in primary teaching, have been reported to work
in ECEC biding their time until they can gain employment in priamry school settings,
which has irked early childhood employerswhowant staffwith dispositions of loyalty
and commitment (Boyd et al., 2020).

Assessment and Accrediting Authorities

Each ECT degree is designed within each university based on the ACECQA guide-
lines (2019a) for the early childhood component and the relevant state/territory
accrediting authority’s requirements.Academics in universities develop the programs
based on guidelines from the accrediting authorities and the course is assessed
and ultimately approved. The academics are in a powerful position to make deci-
sions regarding the structure, content, design and professional experience of the
program. Consequently, the academics should provide careful scrutiny to the design
and delivery of the programs (Gibson et al., 2018). As a result of differing contextual
locations of universities and the unique perspective each academic brings to early
childhood teaching each program based on the academics professional knowledge,
and expertise, and interpretation of the accreditation requirements.

While ACECQA assesses the ECEC component of the degree when the program
includes birth to eight and birth to 12 in the combined degrees, assessment is then
conducted by the relevant state/territory accrediting authority. The academics will
consider the entry requirements, the structure, design and delivery including profes-
sional experience when constructing the program for both primary and early child-
hood education.Ultimately there is perceived to be a ‘watering down’ ofECECwithin
the combined degrees, as room needs to be made for early childhood and primary
education knowledge and skills. Unfortunately, the accrediting primary education
authorities are deemed to be very powerful and early childhood content is pushed
aside to make way for primary content. Often the early childhood content has only
been 10% of the content, however ACECQA released new guidelines in late 2019
that requires one third of the content to be inclusive of ECEC. This is a small gain
and it must be asked why is the content only one third? Why not one half? This is
interpreted tomean that primary education is deemed to be of greater importance than
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early childhood. It is perplexing that primary education is so dominant as research
demonstrates the value of investment in the early years of early childhood for social
and economic well-being of the nation (Heckman, 2013; OECD, 2017; PriceWa-
terhouseCoopers, 2014, 2019), and that the provision of good quality ECEC has
lifelong effects on children’s well-being, attainments and social inclusion (Schwein-
hart, 2003). Nuttall (2018) suggests that this may be because primary education is
compulsory, however it is also likely to be linked to the low professional status of
ECEC in Australia.

This policy approach towards the structure of combined early childhood/primary
teacher degrees raises questions about the effectiveness of the combined degrees to
produce ECTs who are able to provide quality ECEC. The intent of accreditation
of university teacher programs is to ensure that effective teachers result from the
study of the degree, however one must ask are the accreditation requirements for the
combined early childhood/primary programs effective? As it is known that within
Australia 21% of early childhood settings are working towards the NQS (ACECQA,
2020) then it could be considered that these programs are not producingECTswho are
prepared to deliver quality ECEC. The accreditation process for the ECT component
of the combined degrees needs to more robust especially when compared to the
primary education accreditation process.

Combined early childhood/primary teacher programs are not unique to Australia,
and there are questions about how to balance pedagogy across the two teaching
areas of ECEC, and primary, and about how responsibility is shared between the
accrediting authorities (Oberheumer, 2011). In the USA Halpern (2013) asserts that
primary education should be kept separate as primary schools have a ‘history of
failing to respect the integrity of other institutions that join them in efforts to better
meet children’s needs’ (p.1). When educators include primary school type activities
within early childhood settings this results in a ‘pushdown curriculum’ and what
the OECD (2017) terms ‘schoolification of early childhood’. This is unsatisfactory
as primary school focuses on a very different pedagogical approach compared to to
early childhood teaching.

Professional Experience Within the Early Childhood
Teacher Degree

Professional experience is regarded as a valuable real-world experience essential for
early childhood teachers and central to all teaching programs (Girod &Girod, 2008).
Professional experience provides students the opportunity to apply the theory they
have learned at university into practice under the guidance of an experienced mentor
teacher. It is an essential for providing students an understanding of early childhood
education and care (ECEC) and has been linked to attracting and recruiting highly
skilled early childhood graduates (Schleicher, 2019). Practicing teaching with chil-
dren enhances students’ skills and abilities and students are in a position to learn
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how to effectively teach for children’s learning (Hyson, Tomlinson &Morris, 2009).
Professional experience has been found to be a potent influence for students’ deci-
sion for future careers. Australian research shows that students found professional
experience to be the most satisfying aspect of the early childhood teaching degree
(Harrison & Heinrichs Joerdens, 2017). However professional experience has also
been found to be a strong influence over students’ decisions regarding choosing
to work in either early childhood or primary teaching. Thorpe et al. (2011) found
that if students, who were undertaking a combined early childhood/primary degree
had a good experience while on professional experience then this was more likely
to support their decision to teach in early childhood, while if their experience was
unsatisfying then they were less likely to teach in early childhood education. There
has been a call by early childhood employers in Australia for students to have more
effective engagement in professional experience as graduates in this study were not
well prepared in applying theory into practice (Boyd et al., 2020).

Across Australia, professional experience is structured in a diverse number of
ways at universities. The diversity occurs in the number of days students under-
take in early childhood settings; the differing supervision and assessment models
of the students; the structure of the professional experience regarding the timing
when placements begin and internships; and the quality of ECEC placement. Each
university implements these components in different ways.

The Duration of Professional Experience

The minimum number of days that must be undertaken in professional experience
placements is determined by ACECQA (2019a), the accrediting authority for early
childhood teacher programs. ACECQA has identified that there needs to be.

1. 80 days supervised professional experience for undergraduate early childhood
teaching qualifications. This must include a minimum of 10 days in Australian
early childhood settings with children under three years old (0 – 35 months),
and a minimum of 30 days in Australian early childhood settings with children
aged three until before they start formal schooling, including days with children
under five years of age. The remaining balance may be undertaken with school
aged children.

2. 60 days supervised professional experience for post graduate early childhood
teaching qualifications. This must include a minimum of 10 days in Australian
early childhood settings with children under three years old (0 – 35 months),
and a minimum of 20 days in Australian early childhood settings with children
aged three until before they start formal schooling, including days with children
under five years of age. The remaining balance may be undertaken with school
aged children (p.3).
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The majority of Australian universities have more professional experience days
than the minimum required by ACECQA and there is no consistency across univer-
sities. In early childhood undergraduate degrees that include primary education there
are options to take professional experience in schools. Primary school accrediting
authorities have required numbers of days that students must complete in addition
to the ACECQA requirements.

For professional experience with children aged from birth to three years there is
only ten days of professional experience required. While Australian National Regu-
lations for early childhood education do not require university qualified early child-
hood teachers to work with children of this age (ACECQA, 2019b) concern has
been expressed that students cannot develop a deep understanding of pedagogical
practices with children of this age in ten days (Boyd, in press). During professional
experience the formation of secure, reciprocal relationships is key to good practice
(Department of Education, Employment & Workplace Relations [DEEWR], 2009).
How can this be possible in ten days with a child who is aged from six weeks to three
years?

The Supervision and Mentoring of Students

Supervision of students while they are on professional experience is necessary to
ensure the student is adhering to and implementing the university guidelines. Across
Australia there are different ways to conduct supervision. As some students are
studying online then supervision may be undertaken by phone, or digital technology,
between the supervisor, the student and the early childhood centre. Supervision by
phone, or digital technology, is a cost effective way for the university as the travelling
component of visiting the student is excluded. Face to face supervision occurs inmost
universities with two to three visits taking place over the professional experience
placement. The supervisor employed by the university may be an academic familiar
with the ECT program; an academic who is not familiar with the ECT program;
or a non-academic such as an ECT employed specifically for supervision by the
university. The assessment of the student is conducted either by the supervisor or
the mentor teacher in the ECEC centre. The student is placed with a mentor teacher,
engages in practice teaching under this mentor’s guidance.

Questions have been raised about the suitability of supervisors who are unfamiliar
with the ECT program and if they are the best people to supervise the student. If
Australia wants to have good quality ECTs, then it makes sense that the assessment
of students while on professional experience is under the auspices of a person who is
familiarwith the ECT program. If supervisors are unfamiliar with the ECT program
then it makes sense that the mentor’s ability matters: the mentor needs to provide
leadership, and ECEC knowledge and skills with a deep understanding of what the
student needs to learn. Early childhood academics are best placed to be the assessors
of the students on professional experience. This will be a cost for universities money
however the end result would be that students benefit from quality feedback provided
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by academics who understand the ECT program. Under the guidance of a good
mentor, students will have the opportunity to apply their knowledge gained from
university, to try it out in the real world (Darling-Hammond et al., 2017).

The Structure of the Professional Experience

The structure of the professional experience differs widely across Australia. Profes-
sional experience is usually undertaken in a block of days- for example the student
attends the early childhood centre for two to six weeks continuously. However, there
is no set model for the way this is enacted within Australia. The professional expe-
rience may begin with one day per week for ten weeks followed by a ten day block;
or there may be just the full block of six weeks with no lead in days. During these
observation days students become familiar with the ECEC centre and its community.
It is not known what the optimum approach for students’ learning in professional
experience is. Research needs to be undertaken to identify the optimum learning
experience for the students under varying approaches to structure of professional
experience.

The timing of the professional experience blocks varies across ECT programs. As
a result of the accrediting authorities’ requirements for the first year of study in the
early childhood/primary teaching degree many universities do not have professional
experience in the first year of study. Instead students are required to successfully pass
the first year of the degree building up their theoretical knowledge. Research shows
that students prefer to start professional experience early in year one of their degree
so that they can determine if this career suits them (Harrison & Heinrichs Joerdens,
2017).

Towards the end of the degree some universities offer students the opportunity
to have an internship in a location of the student’s choice. The internship, which is
usually around ten weeks duration, provides students with a strong transition to the
real world of teaching as they have independence and autonomy to make teaching
decisions.

The Quality of the Early Childhood Placement

As 21%of early childhood settingswithinAustralia are notmeeting quality standards
the placement of students in a good quality centre can be challenging. The impact
upon students is likely to be negative as it has been found that the experience while
on placement influences decisions for working in ECEC. Australian research has
identified that students who experience good quality practices while on professional
experience are attracted to working in early childhood centres when they graduate
(Thorpe et al., 2011, 2012). Students need to observe and reflect upon good quality
practices that are evident in good quality ECEC centres. Such experiences provide
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exemplars for students on pedagogical leadership for their careers (Recchia & Shin,
2010; Schleicher, 2019).

To manage the quality of ECEC centres for students’ placements there are some
options available for academics within universities. One option is to place students
with experienced mentors in good quality centres. While this sounds like an optimal
solution, some universities are unable to be selective. Reasons include that the
required number of good quality early childhood centres for students’ placements
are not available; and in some universities in Australia students organise their own
placement which do not guarantee good quality (Boyd, in press). There ae several
ways to ensure that early childhood students develop a deep understanding of what
it is like to be an early childhood teacher while on their professional placement
experience. One strategy is to manage if students observe practices that are consid-
ered to be of poor quality, then the student is able to recognise this, share this with
their supervisor (a person who is external to the centre) and reflect upon how the
practice could have been done differently so that good quality ECEC was evident.
Other ways of addressing this could be for the students to return to university during
their professional experience to share their experiences with their peers and learn
from each other; or for partnerships to be developed between the university and good
quality early childhood centres so that students are assured of a placement of good
quality.

The Status of Early Childhood Education

Despite the National Quality Agenda’s focus on improving the quality of the ECEC
workforce, the ECEC sector continues to suffer from low professional status across
society. Low wages and unappealing work conditions suggest that there is little
government recognition of the important work ECEC educators do. Whilst the
National Early Years Workforce Strategy’s (ACECQA, 2016) focus is to increase
the qualifications of the ECEC workforce is a step in the right direction, there needs
to be more incentive for people to actually want to become qualified ECTs. Addi-
tionally, as previously mentioned, ECT programs are inconsistent and problematic.
It could be plausible that combined primary and early childhood teaching programs
are not producing teachers who are prepared to deliver quality ECEC. Therefore, the
current incentives to increase teacher qualifications could perhaps have a deleterious
effect on the level of quality in the ECEC sector.
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Conclusion: Getting It Right for Early Childhood Teacher
Programs

This chapter has introduced the status of ECEC teacher training as it exists in
Australia. As persistent concerns exist for the provision of quality ECEC focus has
turned to the role of the ECT. The training of the teachers has come under scrutiny
as Australian ECT programs are frequently combined with the study to be a primary
teacher. The requirements by the accreditation authorities for primary teaching across
Australia have resulted in watering down of early childhood education and care
content, knowledge, skills and dispositions within the degrees. Consequently, the
low professional status of the ECEC sector is reinforced as not being worthy of
equal treatment within the degrees. With the ongoing provision of 21% of ECEC
centres not meeting the NQS (ACECQA, 2020) the training of ECTs needs to be
reviewed in the light of evidence presented in this chapter.
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