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Abstract 

Past research shows that perceptions of quality and leadership are contextually based, and they 

influence how early childhood education (ECE) educators view leadership and leadership 

training. However, little research has been conducted on leadership training; although school-

leadership research shows that there is a direct link between quality provision, leadership and 

leadership training.  

In 2012, the Starting Well Index (2012) positioned Singapore ECE quality at 29th out of 

45 countries. It signalled the importance of investigating the effectiveness of the mandatory ECE 

leadership training in Singapore to see the extent it has prepared ECE principals in providing 

quality ECE services, and to suggest ways to close any gaps found. Therefore, the research 

question was, “What, and to what extent, do ECE principals believe that leadership training is 

important in quality ECE provision in Singapore?”  

This thesis was positioned within a descriptive framework, using a qualitative 

multimethod sequential design, based on a backward mapping logic approach model. Face to 

face interviews were conducted with ECE principals, teachers, and lecturers in Phase-1 

exploratory study. In Phase-2 confirmatory and explanation study, only ECE principals, the key 

research participants, were surveyed via online questionnaires.  

Phase-2 data analysis showed that the ECE principals in Singapore tended to 

conceptualize eight quality dimensions and six leadership dimensions as important in quality 

ECE provision. The latter showed an integration of both Eastern and Western concepts of 

leadership. Finally, the Phase-2 results showed that although the ECE principals in Singapore 

tended to perceive the Singapore mandatory leadership training modules as helpful, there were 
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five key gaps in the leadership training that needed to be closed in order to support the principals 

effectively. Two additional further findings that contribute to new knowledge were, firstly, ECE 

principals in Singapore faced challenges in meeting the demands of the Singapore Pre-school 

Accreditation Framework (SPARK) participation, as a form of their quality ECE provision 

evaluation; secondly, there were inconsistencies in the delivery of the Singapore mandatory ECE 

leadership training curriculum.  

The implications of this study include the need to re-design the leadership training 

curriculum in Singapore; to re-examine the leadership training policy issues; and to review the 

SPARK participation support for ECE centres and principals. Therefore, this thesis contributes 

new knowledge to early childhood educators, operators, training providers, policy makers and 

the qualification accreditation body in designing content, policy decision making and leadership 

training provision. 

 

Keywords: early childhood education, perception, quality provision, leadership, 

leadership training, leadership development, Singapore 
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CHAPTER 1: INTRODUCTION 

In 2012, the Starting Well Index (2012) positioned Singapore early childhood education 

(ECE) quality at “29th out of 45 countries” (Ang, 2012, p. 8). Ang’s (2012) study found that the 

pre-school sector in Singapore needs to do more “in terms of both the governance of the sector 

(the way pre-school services are managed) and the overall quality of the sector” (pp. 10-11), 

even though the pre-school sector had developed significantly in the last few years. These issues 

highlight the importance of investigating ECE principals’ perceptions of quality provision and 

understanding the extent to which ECE principals are prepared to lead and manage the provision 

of quality ECE services. Such an investigation can also suggest ways to close the gaps, if any. 

Therefore, the research question for this thesis was, “Why, and to what extent, do ECE principals 

believe that leadership training is important in quality ECE provision in Singapore?” 

This chapter presents the background to the research interest the first section of this 

chapter; the justifications for the research in the second section; the context of ECE and 

leadership training in Singapore in the third section; and a chapter conclusion in the final section. 

Background to the Research Interest 

This research study was birthed from more than ten years of working experience in the 

ECE sector in Singapore. Starting as a kindergarten teacher, I endeavoured to apply learnt ECE 

principles into my practice. I also frequently experimented with different ways of teaching new 

concepts to the children in my classroom. To prepare myself for leadership roles, I enrolled 

myself in the tertiary and academic Diploma in ECE (Leadership) programme in Singapore for 

would-be ECE principals. Leadership training was not mandatory in the early days, prior to 

1993, and it did not have modules similar to those prescribed by the Pre-School Quality 
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Accreditation Committee (PQAC, 2012) in the subsequent and present mandatory leadership 

training courses, nor did it require a practicum. Then, as a childcare and kindergarten principal, I 

continued to seek new ways of leading my teachers in quality provision. Subsequently, as a 

manager, and then as a director of an ECE organisation, I was given the additional job scope of 

hiring teachers and principals. I often wondered why some candidates were better prepared than 

others, but I gradually saw an emerging pattern of the candidates’ competency being somewhat 

related to the ECE training institutions from which they had graduated. Finally, as an ECE 

associate lecturer in more than 10 ECE leadership training institutions throughout Singapore, I 

had opportunities to observe the disparities in training quality and administration amongst those 

institutions. I suspected that the disparities were the result of the non-descriptive and less than 

explicit nature of the ECE training content and standard designed and mandated by the PQAC. 

The reasons for my suspicion were that ECE training institutions in Singapore had autonomy 

over whether to make the training content more descriptive or standardised for their lecturers; the 

amount of autonomy given to their lecturers in terms of module coverage, lesson planning and 

assessments; and how training evaluations were to be conducted. In addition, each institution had 

its own pool of associate lecturers with varied training experiences. Therefore, it has always been 

my wish to investigate how ECE leadership graduates in Singapore perceive the effectiveness of 

the leadership training they have undergone, in terms of supporting them as principals in quality 

ECE provision. 

Justifications for the Research 

This thesis examines principals’ perspectives of leadership training in Singapore, in the 

context of what quality ECE provision and effective leadership mean to them. There are three 

groups of policy makers and stakeholders involved in ECE in Singapore. The first group sets 
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industry-specific policies: the Ministry of Education (MOE), Ministry of Social and Family 

Development (MSF), and Early Childhood Development Agency (ECDA). The second group 

sets policies relating to training design or training delivery: the PQAC designs training standards 

and content, and training institutions provide the leadership training. The third group sets 

policies on quality of early childhood provision: early childhood principals and operators. 

Importance of Understanding Principals’ Perceptions of Quality ECE Provision  

In order for Singapore to remain as an international education hub in Asia (Sanderson, 

2002), one of the policies the Singapore government introduced was “to raise the quality and 

standards of service delivery in the early years” (Elliot 2006, in Ebbeck & Chan, 2011, p. 457). 

Based on the published press releases and web pages of the Singapore MOE, it seems that the 

MOE understands quality ECE as including (1) professional development, for example, the 

Professional Development for Kindergarten Principals and Teachers programme; (2) standards 

and measurements, for example, the Singapore Pre-school Accreditation Framework (SPARK); 

(3) centre innovations, for example, the Kindergarten Innovation Grant; and (4) the MOE centre 

for child studies, for example, the Preschool Learning Academy (Play@Temasek Polytechnic 

[TP]). There is little evidence of research to support the MOE rationales for using these structural 

indicators of quality, nor evidence of consideration for the perspectives of quality from other 

stakeholders. Harcourt (2008) notes that the Singapore MOE and MSF both employ checklists to 

measure the quality of early childhood service provisions and mandate change in education with 

little local or regional research (p. 11). She advocates that inquiry into ECE quality must include 

the views of stakeholders (p. 13). It is therefore important to explore and understand the 

perspectives of stakeholders regarding the meanings they hold for quality. One aim of this study, 
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therefore, is to investigate the perceptions of Singaporean early childhood teachers, principals 

and lecturers about the meaning of quality ECE provision. 

Importance of Understanding ECE Principals’ Perceptions of Leadership Training and 

Support in Singapore 

Early childhood leadership researchers have found that effective leadership is a key 

element of effective ECE provision (Ang, 2012; Hujala, Waniganayake, & Rodd, 2013; Muijs, 

Aubrey, Harris, & Briggs, 2004; Rodd, 2006, 2013). Dunlop’s (2008) literature review on 

leadership in early years care and education also shows that “vision, based on shared values” is 

what leadership should have and that “leaders play an important part in the provision of quality 

services” (Dunlop, 2008, p. 4). 

According to McLeod (2002), “perceptions of good leadership and management practice 

[is] contextually based” (p. ii) and context is important in educational research. The Singapore 

government recognises the importance of having quality ECE provision and thus insists upon 

ECE leadership training. The ECE leadership training programme in Singapore has been put in 

place for more than two decades (since 1993), and the ministries (the Singapore MOE, MSF, and 

ECDA) have made efforts to improve the quality of training by regulating training agencies 

through accreditation standards. 

The PQAC sets the training standards, while the training institutions set their own 

training pedagogy, content details and assessments for leadership preparation in Singapore. The 

brevity of the description of the PQAC-accreditation training standards means that all training 

institutions have autonomy in deciding their own pedagogy, content details and assessments for 

their leadership training programmes. As a result, there could be significant variations of, and 
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disparities between, the leadership training received by ECE principals, depending on the 

training institution they go to and the institution’s faculty members. In addition, the introduction 

of publicly offered ECE leadership programmes in Singapore with another set of curricula 

outcomes, different from those set by PQAC (MOE, 2011f; Ngee Ann Polytechnic, 2011), 

contributes to even more inconsistencies in the way ECE principals are prepared for their 

leadership role. These public institutions, such as the Ngee Ann Polytechnic in Singapore, and 

the profile of their ECE faculty staff and students, vary significantly from those that are privately 

operated. 

As Singapore has rapidly emerged as the international education hub in Asia (Sanderson, 

2002), and has advocated skill training through establishing the Singapore Workforce 

Development Agency (WDA) in 2003 (2011), this study sets out to investigate the extent to 

which Singapore’s ECE leadership training programme has prepared principals for leading the 

provision of quality early childhood services. 

Context of ECE and Leadership Training in Singapore 

Understanding the context is important for any research, as it can greatly influence the 

findings and it helps the researcher to be aware of the potential biases and limitations. ECE 

programmes in Singapore began in the 1960s with well-structured programmes based on 

overseas curricula. In the 1990s, “shared values and beliefs about the needs of children” in the 

Singapore’s society (Sharpe, 1993, p. 68; 1998, p. 129) was added to the Singapore ECE 

curriculum, as it had been missing in the overseas curricula adopted. Since then, ECE 

programmes in Singapore have rapidly become more regulated by the MOE, for kindergartens, 

and the MSF (originally the Ministry of Community Development Youth and Sports [MCYS] 
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until 2012) for childcare centres. The PQAC (2012) was set up in 2001 to provide training 

standards for all early-childhood teachers and principals(2012), and is co-chaired by MOE and 

MSF. The ECDA was formed on 1 April 2013 to “integrate the government’s approach towards 

early childhood care and education in Singapore... in order to raise the quality of early childhood 

programmes” (MOE, 2013, para. 1). ECDA is under MOE and MSF “to oversee the regulation 

and development of kindergarten and child/ infant care programmes” (MOE, 2013, para. 2). 

Types of Early Childhood Centres, Licensing and Funding Policy in Singapore 

There are two main types of ECE centre in Singapore: namely, kindergartens and 

childcare centres (which could include optional infant care services). Playgroup centres and 

enrichment centres make up an additional type of early childhood programme in Singapore. 

These are shorter programmes, normally lasting for between 45 minutes to 1.5 hours, and are 

exempt from registration. 

Kindergartens. In Singapore, kindergartens are privately operated, including those 

operated by non-profit or religious organisations, to provide pre-school education for children 

aged 4 years old (nursery) to 7 years old (kindergarten two) under the Education Act (1985 

Edition; ECDA, 2013b). These kindergartens are regarded as schools by the Singapore MOE 

under Part 1 (General) of the Education Act (Cap. 87), which defines a school as “an 

organization for the provision of education for 10 or more persons; or a place where 10 or more 

persons are being or are habitually taught, whether in one or more classes” (MOE, 2011d, para. 

1). 

Childcare centres. Childcare centres in Singapore have a longer history than 

kindergartens, and they were publicly run from 1949 until 1979 (UNESCO International Bureau 
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of Education, 2007). After 1979, childcare centres were handed over to the National Trade Union 

Congress to operate, because childcare centres were “considered costly” to manage and it was in 

line with the Singapore government policy of “favouring a small government” to keep the 

government efficient (UNESCO International Bureau of Education, 2007). Since then, all 

childcare centres in Singapore have been privately operated and are licensed by MCYS (2011) to 

provide care and education for children aged from 18 months to under 7-years-old. Optional 

infant care services, which provide care for infants from age 2 months to 18 months, can be 

incorporated into the childcare centres upon approval from MCYS. 

Overview of the ECE Leadership Development Programme in Singapore  

All ECE leadership development programmes, called training programmes in Singapore, 

are conducted by private training providers or training agencies, except for the Certificate in 

Preschool Management and Administration (CPMA), which was offered by the National Institute 

of Education (NIE;(National Institute of Education, 2000), and the ECE leadership programmes 

that are currently offered by the polytechnics in Singapore. The 3-month full-time CPMA course 

(120 hours) was developed by the NIE (Singapore) in 1991 (Ang, 2012). Prior to 2006, all 

Singapore kindergarten principals were required to complete only the CPMA in addition to 

having the Certificate in Early Childhood Care and Education and early childhood work 

experience (Banham & Wong, 2001; Sharpe, 1993). The NIE conducted the CPMA for 

kindergarten principals, but not for childcare principals. 

When the two year Diploma in Early Childhood Care and Education (DECCE) 

programme first became available in 1993 (MOE, 2011c) for all kindergarten and childcare 

professionals, a module on pre-school management and administration was incorporated into the 
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DECCE course content by the training providers, thus fulfilling and superseding the requirement 

for the CPMA qualification. Though DECCE was not compulsory for early childhood 

professionals in Singapore prior to 2003, many proactive ECE educators went ahead to upgrade 

themselves professionally by completing the DECCE programme. 

In 1999, the Ngee Ann Polytechnic (NAP), one of the five polytechnics in Singapore, 

became the first to offer a 3-year full-time DECCE (Ngee Ann Polytechnic, 2011), a combined 

qualification in ECE teaching and leadership, which is recognised by PQAC. With the growth in 

the number of graduates with a DECCE qualification awarded by private training agencies, and 

the emergent DECCE qualification to be awarded by NAP, the PQAC, jointly steered by 

Singapore MOE and MCYS, was set up in January 2001 (MOE, 2011c; PQAC, 2008 ). The role 

of the PQAC is to oversee the standards and quality of pre-school teacher training and trainers 

(Khoo, 2010; PQAC, 2004; 2008, 2012). PQAC (2004) revised the ECE course names and 

training curriculum, whereby, the privately offered DECCE programme was split into two 

separate diploma qualifications: Diploma in Pre-School Education – Teaching (DPE-T; 700 

hours) and Diploma in Pre-School Education - Leadership (DPE-L; 500 hours). In addition, the 

Specialist Diploma in Pre-School Education (SDPE) for polytechnic and university graduates 

with non-ECE majors was introduced. SDPE is a combination of both the DPE-T (500 hours) 

and the condensed version of DPE-L (240 hours), designed by PQAC (2004). The DPE-T and 

the DPE-L qualifications were gradually made compulsory for all kindergarten principals and 

childcare supervisors in Singapore. This was “to ensure the high quality of pre-school education” 

in Singapore over time. Therefore, since “January 2006, all pre-school principals are required to 

have: … DPE-T, … DPE-L, and at least two years of relevant experience in the pre-school 

sector” (MOE, 2011c, p. 1). 
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With effect from 1 January 2009, DPE-T, DPE-L, and SDPE were renamed as Diploma 

in Early Childhood Care and Education - Teaching (DECCE-T; 1200 hours), Diploma in Early 

Childhood Care and Education – Leadership (DECCE-L) with increased training hours (850 

hours), and Specialist Diploma in Early Childhood Care and Education (SDECCE) with 

increased training hours (980 hours on teaching and 620 hours on leadership), and with more 

stringent admission requirements (PQAC, 2008). A DECCE qualification acquired prior to 2003 

(before PQAC was setup) is still recognised as having met the training requirement for principals 

and supervisors by PQAC. Although the teaching and leadership training requirements were only 

DPE-T (or DECCE-T) and DPE-L (DECCE-L), many ECE educators have furthered their 

studies by completing a bachelor’s degree and master’s degree in ECE as part of their own 

personal professional development without being funded. Such self-motivation in qualification 

upgrading was already taking place before the Professional Development for Kindergarten 

Principals and Teachers Prospectus 2011 was created by MOE (2010b)“to support 

kindergartens in their planning for staff training and development” (MOE, 2010b, p. 1). 

In 2011, the Singapore Polytechnic (2011) offered its MOE-funded Advanced Diploma in 

Kindergarten Education-Teaching (AKET), also known as the Workforce Skills Qualifications 

(WSQ) Professional Diploma in Early Childhood Care & Education (Kindergarten Teaching), 

for polytechnic and university graduates as a part-time day course (Singapore Polytechnic, 

2011). Trainees of the AKET course must be degree or local diploma holders, regardless of 

experience, and are “employed in MOE-registered kindergartens as fresh entrants or mid-career 

switchers after 31 Jan 2011” (Singapore Polytechnic, 2011, para. 5). Graduates with an AKET 

qualification will be exempted from the requirement of the SDECCE qualification when taking 

up leadership positions in kindergartens. The AKET is a complementary qualification to the 3-
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year full-time Diploma in Early Childhood Studies, is an ECE teaching qualification (without the 

leadership module) recognised by PQAC, (Temasek Polytechnic, 2011) offered by the Temasek 

Polytechnic (2011), in the same year. 

ECE Leadership Course Accreditation Standards in Singapore 

In Singapore, all private ECE training institutions and their course trainers must adhere to 

the standards set by PQAC. Publicly offered ECE programmes do not come under the purview of 

the PQAC, but are regulated within the respective institution faculty. The PQAC-accreditation 

standards are found in the “Accreditation Standards for Early Childhood Teacher Training 

Courses” (PQAC, 2004; 2008), under “IV. Standards for Accreditation”, which include the 

following: 

Standard 1: Admission Requirements and Practices 

Standard 2: Administration of Courses 

Standard 3: Course Content 

Standard 4: Modes of Assessment and Supervised Teaching/Leadership Practice 

Standard 5: Quality of Faculty 

Standard 6: Facilities and Resources 

Standards 3, 4 and 5 are explained, below, in more detail as they are important aspects of 

the ECE leadership training in Singapore, directly linked to this study through interview and 

survey questions. 

Standard 3: Course Content (Leadership).  Standard 3 of the “Accreditation Standards 

for Early Childhood Teacher Training Courses” provides general guidelines on the topics to be 

covered for all teacher and leadership training courses (PQAC, 2008). For the leadership training 
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course, DECCE-L, there are seven main topics to be covered in seven core modules (PQAC, 

2008) as shown in the Core Module Table 7: Course Content for DECCE – Leadership (pp. 36-

39) (see Appendix H). 

Based on the core modules with their respective rationales and additional sub-modules 

within each core module provided by PQAC, training institutions in Singapore and their course 

trainers are expected to design their own lesson plans and training materials to conduct the 

DECCE-L. As such, trainers have the autonomy to decide on the training details and training 

materials based on their experience and interpretation of the sub-modules. 

Standard 4: Modes of Assessment and Supervised Teaching/Leadership Practice. 

Standard 4 stipulates that “training agencies are required to maintain an assessment system to 

evaluate trainees’ progress in learning and their proficiencies in the application of knowledge 

and skills in the classroom or centre” (PQAC, 2008, p. 50). However, the decisions on the modes 

of assessment and the weighting given to the assessments are left to the training institutions, 

which in turn leave these to the course trainers in the older version of Standard 4 (PQAC, 2004, 

p. 32). Even though the revised Standard 4 (PQAC2008, pp. 50-55) provides some brief 

“suggested focus, number and modes of assessment” in Table 9 (pp. 53-55) to help course 

trainers to better design course assessments, subjectivity in interpreting these suggestions by the 

training agencies and trainers abounds. 

Standard 5: Quality of Faculty. All ECE training institutions in Singapore are required 

to adhere to Standard 5, which “stipulates the qualification, performance and continual 

development of trainers to ensure successful delivery of the course” (PQAC, 2004, p. 33; 2008, 

p. 57). In the revised Standard 5 (PQAC, 2008, pp. 57-58), training agencies must meet 10 
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general requirements. Firstly, with effect from 1 January 2009, all training agencies must 

“engage (a) a full-time Academic Head; (b) a full-time Course Administrator; and (c) at least one 

full-time Core Trainer per course conducted” (PQAC, 2008, p. 57). Secondly, “training agencies 

are required to put in place a system to train their trainers to ensure quality and effective training. 

This includes the ongoing professional development of their trainers, especially in the areas of 

training methodology, pedagogy and assessment” (PQAC, 2008, p. 57). Though these revised 

criteria are improvements over the older version of Standard 5 (PQAC, 2004, p. 36), anecdotal 

evidence gathered during my experiences in ECE in Singapore has indicated that the last 

requirement may not be enforceable, or that training by different agencies may vary greatly in 

terms of training pedagogy, depth of content and course assessment procedures or methods. 

Therefore, just as Ang (2012) said, “The quality of teacher training programmes needs to be 

better regulated to ensure that the quality of the pre-school workforce is improved" (p. 12). 

The Notion of Quality ECE in Singapore  

 The MOE (2011c) believes that the “quality of pre-school provision depends 

greatly on the teachers and the training received by them” (p. 1). To this end,   

The various levels of training are planned to cater to the different needs of the teachers 

and to prepare them for leadership in the sector. This will ensure that pre-school professionals 

are well equipped to provide our young with an enriched learning environment, to nurture their 

social skills and values, and prepare them for lifelong learning (MOE, 2011c, p. 1). 

The emphasis placed on training and “lifelong learning” by the Singapore MOE has 

already been discussed in the earlier section. 
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Professional development for kindergarten principals and teachers. The Singapore 

MOE does not explicitly define quality but it believes in leadership training for quality of ECE. 

For example, the Professional Development for Kindergarten Principals and Teachers 

Prospectus 2011, was developed by the MOE (2010b) “to support kindergartens in their planning 

for staff training and development in the year ahead” because it believed that “the quality of 

education that kindergartens provide depends greatly on the quality of training received by 

kindergarten principals and teachers” (MOE, 2010b, p. 1). This came after many early childhood 

teachers and principals sponsored themselves to further professional training beyond the 

qualification requirements set by the MOE. 

Singapore Pre-school Accreditation Framework (SPARK). In the FY 2011 Committee 

of Supply Debate, Mr Masagos Zulkifli, Minister of State for Education and Home Affairs, 

replied to the question on Raising Quality of Pre-School Centres: 

14. Apart from investing in teacher quality, MOE launched the new Singapore Pre-school 

Accreditation Framework (or SPARK for short) in November 2010, to help kindergartens 

and childcare centres improve the quality of their programmes, and learn to benchmark 

themselves against recognised quality standards. 

15. Information on pre-schools that participated in SPARK and have attained 

accreditation will be listed on the MOE website. Since January 2011, pre-schools have 

started applying for quality assessments by MOE’s SPARK assessors. MOE hopes that 

with the widespread adoption of SPARK over the next few years, the quality rating of 

pre-schools will help parents make informed and objective choices about the right pre-

school for their children. (MOE, 2011a, pp. 2-3) 
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SPARK was intended by the MOE (2011e ) as a “blueprint for planning and carrying out 

both immediate and long-range improvements” in pre-school centres in Singapore (para. 2). The 

MOE (2011e ) encouraged the pre-schools in Singapore to participate in SPARK assessment and 

accreditation, giving the following benefits: 

 The SPARK logo is an endorsement of the quality of your pre-school and 

programmes. 

 Your SPARK certification will guide parents in their selection of pre-schools. 

 The framework provides the public with information on education-related aspects of 

quality in pre-schools. 

 The SPARK assessment provides an objective evaluation and a realistic picture of 

your pre-school’s strengths and weaknesses. 

 The SPARK assessment increases your staff’s awareness and expectations in 

advancing your school’s quality (para. 9). 

However, SPARK does not define quality nor explain what each of the components of 

the SPARK Quality Model entails, although it seems to equate quality to meeting the SPARK 

assessment criteria. 

Kindergarten Innovation Grant. The MOE (2011a) also believes that innovation is 

another indicator of quality ECE. This belief was translated into encouraging innovation to drive 

excellence by awarding 144 kindergartens the “Kindergarten Innovation Grant” since 2008. The 

grants were given by the MOE and MCYS “to encourage pre-schools to build a culture of 

innovation and improvement, and raise the overall quality and standard of the pre-school sector” 

(2011b, para. 7). The grants subsidise up to 95% of the innovation project cost, subject to a 
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maximum of $5,000 per pre-school. Details of the selection criteria are found in the 2009 

Kindergarten Innovation Grant (Phase 2) Application Guidelines (MOE, 2009), which include 

(a) originality, (b) efficiency, (c) quality, and (d) replicability. 

The Experimental Kindergarten. In 2011, the MOE invested $1.5 million to help the 

Temasek Polytechnic (2011a), one of the five polytechnics in Singapore, to set up a kindergarten 

as the centre for child study, known as the Preschool Learning Academy @ Temasek Polytechnic 

(Play@TP), within its campus (Temasek Polytechnic). The aims are: 

 To provide high quality learning experiences for pre-schoolers, 

 To support the training of early childhood professionals, 

 To support research that promotes the development and learning of children in their 

early years. 

This experimental kindergarten “serves both as a centre for research in curriculum and 

pedagogy in early childhood education – and as a test bed for research to be applied to 

Singapore’s local context” (MOE, 2011a, para. 17). In his concluding speech, Mr Masagos 

Zulkifli said, “ We are doing the right things – by focusing on the educators to improve quality, 

affordability and accessibility of pre-school education” (MOE, 2011a, para. 38). 

Conclusion 

The Singapore government recognises the importance of having quality ECE provision 

and ECE leadership training. ECE leadership training programmes have existed in Singapore for 

over two decades, since 1991, and several ministries have made efforts to improve the quality of 

training by regulating training agencies through accreditation standards. However, the brevity of 

the description on the PQAC-accreditation training standards and the lack of streamlining of 
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training pedagogy, content details and assessments, suggest that the leadership preparation 

received by ECE principals may vary significantly, depending on the training agency and the 

agency’s faculty members. In addition, the introduction of publicly offered ECE teacher training 

programmes by the MOE contributes to even more inconsistency in the way ECE principals are 

prepared or trained. This is because the ECE teacher training courses conducted by the 

polytechnics in Singapore are not under the purview of the PQAC. This raises the research 

problem addressed by this thesis - the effectiveness of the mandatory ECE leadership training in 

Singapore, the extent to which it is preparing ECE principals for providing quality ECE services, 

and the possible ways to close any gaps found. Therefore, the research question for this thesis 

was, “Why, and to what extent, do ECE principals believe that leadership training is important in 

quality ECE provision in Singapore?” 

 The next chapter (Chapter Two) is a literature review which addresses previous research 

findings regarding perspectives of quality ECE provision, and the roles of leadership and 

leadership training in supporting this provision. Chapter Two also provides the contextual 

support for this research. The subsequent five chapters consist of the methodology used (Chapter 

3); the phase one data analysis and discussions (Chapter 4); the phase two data analysis and 

confirmatory results (Chapter 5); the phase two data analysis and explanatory results (Chapter 6); 

and the discussions and conclusions of this study (Chapter 7). 
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CHAPTER 2: LITERATURE REVIEW 

In this chapter, past research regarding quality, leadership, and leadership training are 

reviewed. These are the international perspectives of quality ECE, the international perspectives 

of leadership in quality ECE, and the international perspectives of leadership training in quality 

ECE. At the end of each section, a summary is provided to review the key points of the 

investigation, and at the end of the chapter, a conclusion is made. 

International Perspectives of Quality ECE 

Research shows that it is difficult to define quality (Moss & Dahlberg, 2008; Russell & 

Miles, 1998; UNICEF, 2000), as there are multiple perspectives of it, depending on one’s 

paradigm, values, context, subjectivity and plurality, and the diversity of views and stands, rather 

than a single approach or method of interpretation. Blind spots also exist around what quality 

ECE provision is and how this knowledge comes about. This is especially so when ECE policy 

makers try to transfer educational policies and practices from one sociocultural context to 

another to solve local problems, without critical review or seeking the views of ECE educators. 

An example of different perspectives of quality provision is the modern view, which focuses on 

standardised measurements and outcomes, and the post-modern view, which focuses on the 

negotiation of meaning making. 

Different people in the world perceive the word “quality” differently, even in the same 

context. Many researchers have attempted to define quality (Carol Ann Young & Associates, 

2007; M. Fenech & Sumsion, 2007; Harcourt, 2008; Ho, 2011; Ho, Campbell-Barr, & Leeson, 

2010; Moss & Dahlberg, 2008), including some international organisations, such as Council of 

Australian Governments (COAG, 2009), European Commission (EC, 2014), Organisation for 
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Economic Co-operation and Development (2011a, 2011b), and United Nations Children's Fund 

(UNICEF, 2000, 2012), but “none have been universally accepted” (Russell & Miles, 1998; 

UNICEF, 2000). Researchers have not clearly defined the meaning of quality although 

educators, managers, and policy makers have used the word quality many times in journal 

articles. Moss and Dahlberg (2008) believe that the very concept of quality is a problem and not 

just the management of quality. However, they acknowledge that: 

‘Quality’ is generally understood as an attribute of services for young children that 

ensures the efficient production of predefined, normative outcomes, typically 

developmental or simple learning goals. Presence of quality is usually evaluated vis-à-vis 

expert-derived criteria, associated in research with achieving these outcomes. (pp. 3-4) 

Harcourt’s (2008) study on two ECE classrooms in Singapore notes that both the 

Singapore MOE and MSF employ checklists to measure the quality of early childhood service 

provisions and mandate change in education with little local or regional research(p. 11). She 

advocates that ECE quality inquiry must include the views of all stakeholders (Harcourt, 2008, p. 

13). Therefore, it is important to look into what quality means to the ECE educators, particularly 

the ECE principals in the Singapore context. 

Blind Spots in Common Concepts of Quality in ECE 

Fenech’s (2011) analysis of the concept of quality by applying Foucault’s notion of 

“critique” to 338 peer-reviewed journal articles found six interconnected “truths” (common 

beliefs) about what quality means. Her findings reveal some common concepts of quality ECE. 

Quality (1) can be an “objective reality”, (2) is that which “enhances children’s optimal 

development”, (3) is “the domain of science/psychology”, (4) is based on the “researchers’ 
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perspectives”, (5) can be “understood using an ecological framework that is limited to child, 

familial and childcare variables”, and (6) is “more pertinent to preschoolers than babies and 

infants” (2011, pp. 109-113). In addition, the foundation for quality is often measured using 

structural indicators, or the “measurable and regulatory aspects of a centre’s environment” (p. 

103). The common structural indicators used are “staff education; qualifications and training; 

staff–child ratios; group sizes; adequate indoor and outdoor space; and health and safety 

provisions” (p. 103). These structural elements then “facilitate process indicators of quality” 

which are the “child’s experience and include the presence of stimulating, developmentally 

appropriate programs (sic); warm, frequent, responsive interactions between staff and children; 

and parental involvement” (p. 103). However, Fenech (2011) warns that such a conceptualisation 

of quality ECE has been “grounded in a positivist paradigm" and creates “blind spots around 

what we know about quality ECEC and how we have come to that knowledge” (p. 103). 

The comparative study of Ho et al. (2010) also highlights the problematic tendency for 

policy makers to transfer educational policy and practice from one sociocultural context to 

another to solve local problems without critical review. Ho et al. (2010) identify three 

fundamental questions related to quality improvement measurement: 

1. How relevant is the quality criteria developed for measuring quality in one context 

applicable to another context? 

2. How is quality criteria interpreted in guiding practice? 

3. How can the quality criteria used in one context be used to inform the operations of 

another context? (p. 224) 

That means it may be foolhardy or inappropriate for quality indicators used in one country to be 

transferred wholesale to another, even if the same measuring tools are used, as the inspectors’ 
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and/or the users’ interpretation and/or views may vary. This echoes the study of Harcourt (2008) 

which showed that “indicators of quality must be appropriate to particular contexts not just with 

respect to theoretical positions” and it “cannot be translated wholesale from one setting to 

another” (p. 10). 

Modern and Post-Modern Views on Quality 

Some researchers (Dahlberg, Moss, & Pence, 1999; Koo, 2002; Moss & Dahlberg, 2008; 

Myers, 2006) believe in viewing quality education using a postmodern lens. Dahlberg, Moss & 

Pence (1999), believe that postmodern perspectives provide a "theoretical framework” (p. 10) to 

help in the understanding of ECE quality provision. This is because a postmodern perspective 

“embraces the realization that there are many different, inherently subjective and productive 

understandings” of ECE (p. 165). Dahlberg et al. (1999) cited the works in Reggio Emilia and 

the “Generative Curriculum Model” as examples of the result of applying postmodernist 

thoughts on ECE. Koo (2002) also stressed that the “key concepts of postmodernism need to be 

taken into consideration so that the quality of education can be improved” (p. 56). 

On the other hand, Myers’ (2006) discussion paper about the quality of early childhood 

programmes found contrasting views regarding quality based on modern and postmodern 

perspectives. His study shows that in the modern view of quality the “experts” are the ones who 

“set standards and develop instruments that can be applied nationally (or internationally) to judge 

the quality of programs” (Myers, 2006, p. 9). Whereas, in the post-modern view, “the relative 

and subjective nature” of quality definitions were “negotiated through a contextualised process 

of “meaning making” in which all interested parties have a say” (Myers, 2006, p. 9). Myers 

(2006)believes that there is a way to balance the tension between the diversity of postmodernist 
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views and the coherence of a modern view of quality, and “even move that definition into a 

process of evaluation and monitoring” (p. 10). This view is supported by Moss and Dahlberg 

(2008), who suggest using the term, ‘postfoundationalism’, to encompass a variety of 

perspectives, such as, postmodernism, poststructualism and postcolonialism. Myers (2006) views 

the definition of quality based on standardised results on international comparative tests as 

“restrictive” as it tends to define ECE quality based on outcomes (p. 11). This intersects with 

current debates in the schooling sector where even the language of quality is contested. Myers 

(2006) highlights the pitfalls of equating quality with outcomes since “many factors and multiple 

environments influence outcomes” (p. 16) and “outcomes can be defined in many ways”, such as 

developmental outcomes, school progress and performance outcomes, social outcomes (p. 11). 

Myers’ (2006) study shows that quality outcomes are not necessarily obtained in high-quality 

programmes; and that there might be great inequities if high-quality programmes are available to 

only a few children due to budget limit(pp. 11-14). Therefore, using outcomes as measurement 

of quality deprives children from learning and developing through their play experiences. 

This highlights the importance of understanding the perspectives of quality in the context 

of Singapore, where there is a steady widening of income gap between the rich and the poor in 

the recent years. 

Ecological Model Views on Quality 

Most views on quality, such as the view of “National Quality Standard for Early 

Childhood Education and Care and School Age Care” (Council of Australian Governments, 

2009), tend to emphasise problem “fixing,” with a “one-size-fits-all” definition (Carol Ann 

Young & Associates, 2007, p. 3). It appears that the ECE policy makers (Singapore MOE, MSF 
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and ECDA) or the providers (operators) of the ECE services define and measure quality, rather 

than the consumers or the recipients of these services. Carol Ann Young & Associates (2007) 

advocate an ecological view of ECE quality, that is based on a “child’s experiences as a child 

and gives consideration to cultural reflection, knowledge sharing, engagement, action research, 

and pedagogical learning approaches” (p. 3). Harcourt’s (2008) qualitative study of two ECE 

classrooms in Singapore provides a view of quality through the eyes of children. She found that 

children have their own views of what quality means; thus, she agrees with Carol Ann Young & 

Associates’ (2007) ecological model view of ECE quality. However, the perceptions of ECE 

educators on quality ECE provision in Singapore are missing in Harcourt’s (2008) study. 

Political Views and Paradigms of Quality 

 The definition of quality is linked to the "social and cultural processes", "values and 

goals", and the "political context" which shaped the children (Woodhead, 2006, p. 23). 

Therefore, Goh (2010 ) concludes that “paradigm shifts must be effected to achieve real gains in 

quality” (p. 1). Similarly, Moss and Dahlberg (2008, p. 4) evaluate the meaning of quality in a 

very different way from many other researchers by uncovering “another language” of quality. 

This “language” of quality refers to the political paradigm that “treats quality evaluation as 

primarily political rather than technical” (p. 4). They argue that being aware of the existence of a 

political paradigm of quality helps in the awareness that there are other different perspectives on 

ECE quality, as different people view quality through different paradigms. 

Moss and Dahlberg (2008) asked some important questions that show the problems of 

defining quality, especially when there are many stakeholders: 

 How could quality take into account context and values, subjectivity and plurality? 
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 How could it accommodate multiple perspectives, with different groups in different 

places having different views of what quality was or different interpretations of 

criteria? (p. 4) 

Moss and Dahlberg (2008) argue that quality is “a concept with a very particular meaning 

and inscribed with specific assumptions and values” (p. 4). In other words, the evaluation of ECE 

quality may be an evaluation of conformity to norms or expert knowledge. That means the 

concept of quality is subjective. Therefore, Moss and Dahlberg (2008) advocate that a different 

paradigm is needed. They argue that the “postfoundationalism” paradigm “values what 

regulatory modernity finds problematic” because it values “complexity and multiplicity, 

subjectivity and context, provisionality and uncertainty” (Moss & Dahlberg, 2008, p. 7). As 

such, it is important to be aware that there are other views on quality while taking on one’s 

choice of perspectives of quality and to be open to “diversity and experimentation” (Moss & 

Dahlberg, p. 9). 

Moss and Dahlberg (2008) raised some important questions to be addressed when 

defining quality and in trying to provide quality services. This is another call for in-depth studies 

on the various perspectives of quality. The Singapore early childhood principals may have their 

own perspective of quality that may be similar or different from those already mentioned in this 

literature review. 

Some Common Notions of Quality 

Surveying international documents on quality ECE frequently surfaced the use of terms, 

such as, “quality standard”, “quality framework”, “quality rating system”, “quality areas” and 

“best practice”. However, they rarely defined quality. In order to delve into possible meanings 
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and look at the emergence of the use of quality related to its use in the Singapore context, the 

perspectives of quality ECE provision of three international organisations were compared with 

the documentation of the Council of Australian Governments (COAG). Australia was selected 

since Singapore’s early childhood education has been largely shaped from an Australian 

perspective, as a result of the collaborative ECE teacher training curriculum framework between 

Australia and Singapore institutions (Banham & Wong, 2001). The three international 

documents were from the UNICEF, the OECD, and the European Commission. These three 

organisations were selected due to the diversity of their international members, which provided 

wider views of ECE quality across the world 

UNICEF. A review of literature by UNICEF (2000), formerly known as the United 

Nations International Children's Emergency Fund, found “considerable consensus” on what the 

five “dimensions of quality education” are (p. 2). The common perspective is “programmes must 

encompass a broader definition, involving learners, content, processes, environments and 

outcomes” (UNICEF, 2000, p. 2). However, UNICEF (2000)also believed that the “definitions 

of quality must be open to change and evolution based on information, changing contexts, and 

new understandings of the nature of education’s challenges” (p. 5). In 2012, UNICEF finally 

developed a quality framework for countries in Central and Eastern Europe and the 

Commonwealth of Independent States (CEE/CIS) region. It acknowledges that “quality is a 

dynamic concept that changes with time and across contexts” (UNICEF, 2012, p. 11). This 

quality framework centres around seven specific priority components: 

1. Physical learning environment 

2. Teaching and learning processes 

3. Teacher quality 
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4. Curriculum 

5. School readiness outcomes 

6. Leadership 

7. Parent and community involvement (UNICEF, 2012, p. 11) 

COAG. Closely resembling UNICEF’s quality framework, COAG (2009) provided its 

own National Quality Framework (NQF) in seven areas, named National Quality Standard for 

Early Childhood Education and Care and School Age Care: 

1. Educational program and practice 

2. Children’s health and safety 

3. Physical environment 

4. Staffing arrangements, including staff-to-child ratios and qualifications 

5. Relationships with children 

6. Collaborative partnerships with families and communities 

7. Leadership and service management (COAG, 2009, p. 4) 

For each of the quality areas, five “ratings” are used as measures (COAG, 2009, p. 4): 

Unsatisfactory, Operating Level, National Quality Standard, High Quality, and Excellent. The 

NQF was implemented throughout Australia in 2012 (COAG, 2014). In 2014, the COAG 

reviewed its NQF to “ensure the goal of improving quality in education and care services is 

being met in the most efficient and effective way” (COAG, 2014, p. 2). The review found that 

“majority of stakeholders believe the implementation of the NQF has resulted in improved 

quality of early childhood education and care across the sector” (COAG, 2014, p. 4). 

However, there are some areas of suggested change: “assessment and rating process”, and to 
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improve “communication” between the regulatory authorities and the sector and families 

(COAG, 2014, p. 4). 

OECD. According to the OECD (OECD, 2011b), OECD countries “have made 

considerable efforts to encourage quality” in ECE, and they “are at different stages of policy 

development and implementation” (p. 9). The OECD supports five key policy levers it found as 

being “effective in encouraging quality” (OECD, 2011b, p. 9) in ECE, based on its literature 

review. These are mainly regulatory policies as shown below: 

Policy Lever 1: Setting out quality goals and regulations 

Policy Lever 2: Designing and implementing curriculum and standards 

Policy Lever 3: Improving qualifications, training and working conditions 

Policy Lever 4: Engaging families and communities 

Policy Lever 5: Advancing data collection, research and monitoring (OECD, 2011b, p. 9) 

EC. The Early Childhood Education and Care Working Group of the EC (2014) has also 

developed a Proposal for Key Principles of a Quality Framework for Early Childhood Education 

and Care. The group highlighted five areas where key policy actions have led to “clear 

improvements in the quality of provision”, namely, “access; workforce; the curriculum; 

evaluation and monitoring; and governance and funding” (EC, 2014, p. 4). The EC (2014) also 

identified three broad quality measurements, which are “structural quality”, “process quality”, 

and “outcome quality” (pp. 6-7), acknowledging that “quality is a relative concept based on 

values and beliefs, and defining quality should be a dynamic, continuous and democratic 

process” (p. 8). 
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Comparison of the perspectives of quality ECE provision of UNICEF, COAG, EC and 

OCED showed that only two notions of quality ECE provision, “teacher quality” and 

“curriculum”, are common to all four international organisations, out of 12 consolidated 

dimensions listed. “Parents and communities” is a common dimension to three organisations, 

except the EC countries. Quality dimensions in “physical environment” and “leadership” are 

common notions to UNICEF and COAG countries, while “monitoring and research” and 

“governance and regulations” dimensions are common notions to OECD and EC countries. The 

rest of the standalone quality dimensions are “affordability”, “child relationship”, “child health”, 

“teaching processes” and “learner outcomes”. 

This comparison shows that the leadership dimension of quality is not common across 

OECD and EC countries. This may suggest that the ECE teachers in some of the member 

countries may also shun leadership roles, like those in New Zealand (Scrivens, 1999; Thornton, 

2006, 2009; Thornton, Wansbrough, Clarkin-Phillips, Aitken, & Tamati, 2009), Australia (Court, 

1994; Cox, 1996; Rodd, 1996), and the UK (Mistry & Sood, 2012 ; Moyles, 2004; Muijs et al., 

2004), where the teachers find it difficult to envisage themselves as leaders of ECE centres. The 

evidence of this will be presented in section on Perspectives of Leadership in Quality ECE 

Provision. 

Summary and Comment on Quality ECE 

Research shows that it is difficult to define quality as the word quality has been perceived 

differently by different people throughout the world, even in the same context. On the other 

hand, some international organisations, for example, UNICEF (2000) and COAG (2009) believe 

that common notions of quality do exist in some ways. However, some researchers argue that 
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such conceptualisation of quality ECE creates blind spots, and criticise policy makers’ tendency 

to transfer educational policy and practice to solve local problems without critical review. 

Research also shows that other views of quality exist. Some examples are: 

 the modern view of quality, where the experts do the one-size-fits-all standard setting 

and evaluation instrument development, which are restricted to outcomes; 

 the post-modern view of quality, which allows the voicing and negotiation of beliefs, 

through contextualising the meanings of quality; 

 the ecological view of quality, where the focus is on children’s view of quality; and 

 the political view of quality, where quality evaluation is done for political reasons. 

Therefore, it is important to be aware of how people view quality through different 

paradigmatic lenses, while contextualising local views of quality to provide quality ECE. This is 

what Moss and Dahlberg (2008) advocate, the postfoundationalism paradigm that questions the 

epistemological assumptions of foundationalism. It is evident that the definitions or 

measurements of quality ECE provision are context-based. 

With so many differing contextual notions of quality, it is very important to focus on the 

local definitions of quality ECE provision, in order to deliver quality services in the local context 

in Singapore. The next section of this literature review zooms into some international 

perspectives of leadership in quality ECE provision. 

International Perspectives of Leadership in Quality ECE Provision 

Not many studies that focus on ECE leadership have been found. Hujala, Waniganayake 

and Rodd’s (2013) study confirms that “over the past four decades, the subject of leadership has 
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received only intermittent attention from early childhood authors and researchers” (p. 29). The 

journal and article searches carried out using various search engines, such as University of 

Auckland Library Search (including ERIC, Proquest and the like) and Google Scholar, based on 

key words (early childhood leadership, leadership preparation, leadership training, leadership 

development), produced less than thirty studies regarding ECE leadership, and even fewer 

regarding ECE leadership preparation. For example, only five studies related to ECE leadership 

were found published between 1992 and 2001. Between 2002 and 2011, only 20 ECE leadership 

related studies were found. Therefore, there is a paucity of literature regarding early childhood 

leadership (Ho & Tiklyb, 2012; Mistry & Sood, 2012; Ryan, 2010). In addition, Hallinger and 

Bryant's (2013) analysis of research on educational leadership and management within Asian 

countries found that “the overall volume of knowledge production from East Asia between 2000 

and 2011 was quite low, or <6 percent of total output in the relevant journals” (2013, p. 629). 

They concluded that these countries’ “vision of building a new corpus of regionally focussed 

knowledge in educational leadership and management has yet to be fulfilled” (Hallinger & 

Bryant, 2013, p. 630). There are, however, many more studies about school leadership; therefore, 

some studies regarding school leadership are also included in this review, as principles drawn 

from school leadership studies might be applicable to the early childhood sector. Research shows 

that school leadership affects teachers’ teaching quality, and in turn affects their students’ 

learning outcomes (Cochran-Smith, 2004; Swars, Meyers, Mays, & Lack, 2009; Teo, 2002). This 

section of the literature review will look at the educational leadership theories, the importance of 

leadership in quality ECE provision; the generic leadership theories and management, the 

international contextual perceptions of ECE leadership and management, and how they may link 

to my study on the perceptions of ECE leadership and quality in Singapore’s context. 
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Educational Leadership Theories 

Richmon and Allison (2003) argued that rather than a sub field of educational 

administration, educational leadership is a field of its own(2003). Finding much incoherence in 

leadership literature and little common understanding of the meaning of leadership, they 

developed an integrated typology of leadership theories: a framework that shows major 

distinctive accounts of the leadership phenomenon (Richmon & Allison, 2003). In their typology 

of leadership theories, they generate three broad theoretical approaches to understanding 

leadership: 

 Autonomous theories of leadership - "function of the individual"; 

 Interactive theories of leadership - "function of the interaction between individuals"; 

 Provisional theories of leadership - "function of the situation which many or may not 

be located within a formal organization" (Richmon & Allison, 2003, p. 43). 

Richmon and Allison’s (2003) three broad theories of leadership aimed to make it easier to 

classify the concept of leadership in educational research. 

Robinson (2006), on the other hand, states that educational leadership research may not 

have provided school leaders with “useful guides about what they need to know and do to make 

a difference to teaching and learning in their schools” (p. 63). She is sceptical about some of the 

recent “influential leadership adjectives”, including “transactional, transformational, authentic, 

and sustainable leadership” (Robinson, 2006, p. 64). She believes that the philosophical positions 

of these theories value only “leader-follower relations” qualities (Robinson, 2006, p. 64), a 

common belief about leadership in Singapore. Robinson does not agree with these theories of 

leadership, which she terms as “forward mapping logic”, or top-down logic (2006, p. 65), which 
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again tends to be how educational policies and training in Singapore are developed. Instead, she 

favours “backward mapping logic”, a bottom-up logic, which she claims “produce(s) theories of 

educational leadership that are much more firmly grounded in teaching and learning than those 

whose origins lie in preferred leadership values, styles or characteristics” (Robinson, 2006, p. 

65). Robinson advocates that educational leadership research should begin with effective 

teaching, not traditional literature on leadership. She believes that knowledge of effective 

teaching and learning helps to “provide the clues to the leadership practices and dispositions that 

are required to develop and sustain effective teaching” (Robinson, 2006, p. 66). 

Educational leadership theories continue to evolve as there is no one agreed definition of 

leadership or pedagogy (Heikka & Waniganayake, 2011). Stamopoulos' (2012) study found a 

leadership model that requires a combination of four leadership aspects to be successful. These 

aspects are: professional knowledge, professional identity, application of interpretive lenses, and 

relational trust. These aspects interrelate and build ECE leaders’ capacity. Professional 

knowledge refers to the ECE leaders’ knowledge of “research, leadership and early childhood 

pedagogy” (p. 45) in order to change their working context. Professional identity is achieved 

when ECE leaders think out of the box “to reconstruct or reshape” (p. 45) their own identity. An 

interpretive lens is the reflective and self-inquiring lens used to “interpret” problems, “generate 

solutions”, and “support others” in the team (p. 45) in order to link policy to practice. Relational 

trust creates and sustains interpersonal relationships between the leaders and those they work 

with, which helps to motivate teams to work together. This approach/perspective shows the need 

to integrate various leadership theories for today’s application based on context. 
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Importance of Leadership in Quality ECE Provision 

Several studies reviewed found that the principals’ leadership affects quality provision. 

Teo’s (2002) study on the effect of ECE leadership on play in Singapore ECE found that the 

principals’ philosophy of ECE curriculum affects teachers’ implementation of curriculum in the 

classrooms. This suggests that ECE principals’ leadership has an impact on their teachers’ 

quality of teaching. Huntsman’s (2008) review showed that “the most significant factor affecting 

quality appears to be caregiver education, qualifications and training – aspects of structural 

quality; and caregiver non-authoritarian beliefs on childrearing” (p. iii). Dunlop’s (2008) 

literature review on leadership in the early years also found that “leaders play an important part 

in the provision of quality services” (2008, p. 4). Thus there is agreement that leadership is a key 

element of quality provision (Ang, 2012; Muijs et al., 2004 ), or a “vital ingredient” in quality 

ECE provision, as Rodd (2005, p. 3) puts it. The studies of ECE in seven countries - Australia, 

Azerbaijan, England, Finland, Norway, Taiwan and Trinidad and Tobago, by Hujala et al. 

(2013), also conclude that leadership is very important in quality ECE provision. Thus, the 

review now turns to an examination of the notion of leadership in quality provision. 

Generic Leadership Theories and Management 

Bolden, Gosling, Marturano, and Dennison (2003) summarise their review on leadership 

theories, showing how educational leadership evolved from earlier theories, “Great Man” and 

“Trait theories”, to later theories, such as “transformational leadership” (p. 6). They found that 

earlier theories focus more on the characteristics and behaviours of successful leaders, while later 

theories focus more on the role of followers and the contextual nature of leadership. Earlier 

theories were based on “traditional, individualistic views of the leader” (Bolden et al., 2003, p. 
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6), while a new theory that is getting more acceptance is the dispersed leadership theory that is 

based on sociology, psychology and politics rather than management science. Instead of 

developing “leaders” in other leadership theories, the dispersed leadership theory advocates 

developing “leaderful” organisations, whereby the responsibility for leadership is “collective” 

(Bolden et al., 2003, p. 6). However, Bolden et al. (2003) believe that traditional leadership 

theories “have greatest relevance to the development of management and leadership standards” 

compared to dispersed leadership theory (p. 6). Their view is seen in other studies regarding 

leadership and management, and also pedagogical and curriculum leadership. 

Leadership and Management. According to Bennis and Nanus (2003) and Drucker and 

Wartzman (2010), leadership is doing the right things, while management is doing the things 

right. However, there is a need to be doing the right things right in the new economy. That means 

both good leadership and good management are important and necessary to succeed in an 

organisation. This is also evident in the many books on leadership and management, and also 

higher education programmes in leadership and management, for example, Masters of Education 

(Leadership and Management). Bloom and Bella (2005) believe that the leadership training 

content should cover both the management and leadership functions of the ECE principal’s role. 

Leadership and management, although distinctly different in functions, have some similarities in 

real life practices, and they tend to go hand in hand in successful organisations. Moyles (2004) 

puts it like this, “legislated curriculum and target setting may put leaders once again in the 

'management' realm” (p. 161). Certainly, in Singapore, ECE leadership and management are not 

mutually exclusive, as ECE principals in Singapore hold the role of both a leader and a manager 

in the ECE centres. 
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Pedagogical and Curriculum Leadership. Jefferies (2000), in her literature review on 

the meaning for the term “curriculum leadership”, identified many curriculum leaders at every 

level of an education system from the ministry (MOE) level to the teachers. In addition to the 

MOE as curriculum leader in setting national curriculum statements, other curriculum leaders 

include: curriculum writers, curriculum contractors, curriculum facilitators, school support 

services (advisors), principals, teachers, management consultants, parents and community. 

Stamopoulos’ (2012) study of ECE leadership found that leadership in pedagogy and curriculum 

are aspects of educational leadership of ECE principals. Ho (2011) noted that principals’ three 

major roles tended to be as “role model” to teachers, as “school manager” of the centre, and as 

“mentor for curriculum and pedagogy” to the teachers (p. 47), which are similar to the roles of 

ECE principals in Singapore. Principal leadership, therefore, “cannot be considered on its own. It 

has to be considered within the full extent of leadership roles and responsibilities expected of 

today’s early childhood leaders” (p. 1). Internationally, integrated leadership theories are used in 

many contexts and these conceptions of leadership and management underpin the Singapore 

ECE leadership programme. 

International Contextual Perceptions of ECE Leadership and Management 

McLeod’s (2002) study of New Zealand early childhood educators’ perceptions of 

leadership concludes that the “perceptions of good leadership and management practice are 

contextually based” (McLeod, 2002, p. ii). Rodd (2001) also found that “leadership is a 

contextual phenomenon, that is, it means different things to different people in different 

contexts” (Rodd, 2001, pp. 9-10). Since perception is based on the context and experiences one 

has over time, perception may change when the context or the experience changes. In addition, 

there are context-based challenges and influences to defining ECE leadership. As Hujala et al.’s 
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(2013) studies found, there is no consensus on the definition of ECE leadership, and leadership is 

perceived as a “multi-faceted theoretical phenomenon” (p. 15), so its meaning is contextual (p. 

29). As stated earlier, not all international organisations perceive leadership as a dimension of 

quality ECE. Therefore, notions of leadership in various geographical contexts are reviewed here 

to show how Western and Eastern countries perceive ECE leadership differently in general, and 

how this might influence Singapore’s context. 

Perceptions of ECE leadership in Australian and New Zealand contexts. Studies 

(Court, 1994; Ebbeck & Waniganayake, 2003; Rodd, 1996; Scrivens, 1999, 2002; Thornton, 

2006) showed that the concept of ECE leadership in Australia and New Zealand tends to be 

gender biased, linking leadership to male dominance, preferring a more feminine approach. 

Rodd’s (1996) study demonstrated that leadership at that time was still an unclear concept to 

many ECE professionals in Australia. She concluded that the ECE professionals’ 

conceptualisation of leadership can be “somewhat simplistic and naive” (Rodd, 1996, p. 126). 

Cox (1996) observed that at that time women tended to shun roles and responsibilities involving 

power, which could be a reason that leadership development in ECE in Australia was slow to get 

underway. 

Scrivens (1999) also found that senior teachers in ECE centres in New Zealand felt 

tensions and constraints when “enacting their leadership in an increasingly neoliberal 

environment” (p. 1). Like Rodd, Court’s (1994) study of six women teachers or managers in the 

primary and secondary schools in New Zealand found that women leaders in education preferred 

an integrated leading style of “affiliation with others and power sharing” (p. 33) rather than a 

desire for power. Scrivens (1999) highlights that the Education Review Office – the body that 

monitors and evaluates New Zealand education institutions in terms of quality provision - 
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recognised senior teachers “as managers of professional practice rather than professional 

leaders” (p. 5). Scrivens (1999) found that the senior teachers appreciated leadership that 

emphasised a consultative and communicative style: one that encourages and empowers through 

an understanding of the professional field through a commitment to a better deal for women and 

children. However, senior teachers in Scrivens’ (1999) study believed that such a leadership style 

has been overridden by the demands of neoliberalism and the New Public Management resulting 

in tensions and constraints in leading. 

Thornton (2006) believes that one of the factors that contributes to the low profile of 

leadership in the ECE sector in New Zealand could be “a lack of identification with commonly 

accepted notions of leadership and a lack of support for leadership development” (p. 1). It seems 

from these studies that in the New Zealand early childhood sector, a non-hierarchical structure is 

more acceptable to the teachers than single person leadership (Ebbeck & Waniganayake, 

2003).Thornton (2006) also reports that due to the lack of recognition of ECE leadership by the 

New Zealand government, the meaning of leadership becomes unclear within the ECE sector. As 

a result, those holding ECE leadership positions, such as the senior teachers, feel “a level of 

discomfort with leadership roles” (Thornton, 2006, p. 1). This is similar to Scrivens’ (2002) 

finding that “there is still confusion in the minds of leaders, particularly at centre level, about 

how they should construct leadership” (Scrivens, 2002, p. 31). Thornton’s (2006) study 

concluded that there is a “lack of clarity as to what leadership actually mean(s) or look(s) like” 

(2006, p. 1). 

Perceptions of ECE leadership in the United Kingdom (UK) context. The UK has 

also been studying early childhood leadership. However, Dunlop’s (2008) literature review 

reports that the definition of a leadership role is “problematic” in the ECE setting (p. 7) as 
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different ECE settings have different perceptions about who is seen as a leader (Solly, 2003, as 

cited in Dunlop, 2008, p. 6). Therefore, settings determine how ECE educators perceive leaders 

and their leadership (Dunlop, 2008, p. 6). Similarly, O'Sullivan (2009) agrees that “the definition 

of leadership is not conclusive” (p. 3). 

As in Australia and New Zealand, Muijs et al. (2004) found that there was “a certain 

hesitance to engage with concepts of leadership” among ECE educators in the British context (p. 

1). ECE practitioners tended to perceive themselves as “lower-status” workers, and this resulted 

in their reluctance to assume leadership roles (Moyles, 2004, p. 161). Mistry and Sood (2012) 

believe that leadership is “complex and requires competences and a variety of traits to manage 

complexity” (p. 29). They also state that ECE educators’ multiple roles “casts some tension with 

what roles they play” (Mistry & Sood, 2012, p. 29), flip-flopping between leaders and managers 

(Mistry & Sood, 2012, p. 29). Ironically, ECE educators “rarely had leadership training” and 

were “significantly underprepared” for a leadership role(Mistry & Sood, 2012, p. 29). Yet, as in 

other industries, ECE leaders are “ measured against the successful delivery of organisational 

objectives, through careful management of systems and information, organisational structure, 

processes and people” (O'Sullivan, 2009, p. 5). 

Perceptions of ECE leadership in Asian context. There are differences between 

Eastern and Western perceptions of leadership. Western perceptions of leadership are influenced 

by various leadership theories, such as those outlined above, including, but not limited to, the 

Great Man theory, transformational leadership, and distributive leadership (Bolden et al., 2003). 

However, as well as these Western perspectives, Eastern perceptions of leadership are influenced 

by Confucian values, such as moral, managerial, instructional, bureaucratic, and hierarchical 

beliefs (Ang, 2012; Ho, 2011; Ho & Tiklyb, 2012; Hwang et al., 2015; Thanh, 2014; Yim, Lee, 
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& Ebbeck, 2013). For example, the Confucian hierarchical leadership principle is shown in a 

Chinese proverb, 长幼有叙 (zhǎng yòu yǒu xù), which means juniors and seniors have their 

ranking/hierarchy. Therefore, Eastern cultures tend to believe in single leadership, which is 

different from Western culture that “proposes that the group only cooperates well when every 

member is equal in power (Thanh, 2014, p. 180). Similarly, managers in Confucian-oriented 

societies are influenced by Confucian moral philosophy of ethical self-regulation, whereby 

“management ethics focus on the moral issues associated with how a person manages an 

organization” (Woods & Lamond, 2011, p. 670). Therefore, Eastern management is influenced 

by the Confucian “rule of morality” traditions, whereas Western management is influenced by 

the Continental “rule of law” traditions (Van der Wal & Yang, 2015, p. 414). For example, 

Chinese managers tend to attach themselves to persons of higher hierarchical level than 

themselves and “see good interpersonal relationships as conducive to career development” (Van 

der Wal & Yang, 2015, p. 427). 

To understand the perspectives of leadership in the Asian context, it is important to 

understand that Confucianism remains a dominant philosophy in the education system in Asian 

countries, including Singapore (Thanh, 2014; Yim et al., 2013). Thus, Confucianism influences 

the perspectives of ECE educators, ministries and all of the stake holders in various issues 

associated with ECE, including quality provision and leadership. This is confirmed by Yim et 

al.’s (2013) study of the Hong Kong ECE/Confucianism experts’ and educators’ views on the 

preservation of Confucian values in early childhood education. They found that Confucian 

values “penetrate all levels of social life, and also set standards for family, community and 

political behaviours” (Yim et al., 2013, p. 52) in Chinese culture; and that “Confucianism has 

been reintroduced into the Chinese educational system, so that a number of Confucian Institutes 
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have been established” (Yim et al., 2013, p. 54). An example of Yim et al.’s claim is Ho's (2011) 

study of two Hong Kong kindergartens’ stakeholders (teachers, members of support staff and 

parents) that found that they perceive effective leaders as those with characteristics that are 

“associated with three leadership roles :‘role model’, ‘school manager’ and ‘mentor for 

curriculum and pedagogy’” (Ho, 2011, p. 52). In other words, these stakeholders believed that 

effective ECE principals in the Hong Kong context should possess “moral, managerial and 

instructional leadership” (Ho, 2011, p. 57). Ho's study shows that ECE principals and the other 

stakeholders “regarded possessing high ethical standards and upholding professional values to be 

important attributes of effective leadership” (Ho, 2011, p. 7). These leaders focused on “higher 

levels of commitment and the capacities of organization members” (Ho, 2011, p. 57), which is 

similar to certain characteristics of the transformational style (Ho, 2011, p. 57). However, there 

was a lack of contingency leadership and the power and authority of leadership was “centralized 

in the school management” rather than distributed (Ho, 2011, p. 57). 

Ho and Tiklyb (2012), therefore, argue that current leadership research has “failed to 

recognize the complexity of employing teacher leadership in hierarchical, policy driven [sic], 

high power distance, collectivist cultural contexts” (2012, p. 401) in Chinese societies(2012, p. 

401). This is because “societal culture” directly influences “organizational culture, leadership 

practice, and organizational processes” (Ho & Tiklyb, 2012, p. 402). Thus, they reported that 

preschools in Hong Kong were “administered in bureaucratic style”, where “hierarchical 

superior/subordinate relationship existed” and “centralized power and authority held by the 

school principals was uncritically accepted by their subordinates” (Ho & Tiklyb, 2012, p. 403). 

Asian countries such as Japan, Singapore, Korea, China and Hong Kong, “share the same 

cultural heritage of Confucianism” (Ho & Tiklyb, 2012, p. 403). 
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In Ang’s (2012) study of 27 leading ECE professionals’ perspectives of improving the 

preschool sector in Singapore, she concluded that “strong leadership and political commitment 

are crucial to the successful implementation of early childhood services” (p. 88). She also 

concluded that the “key driver in improving the quality of the sector is invariably ‘the quality of 

the leadership’; not least because effective leadership is at the heart of leading change” (p. 88). In 

her study (Ang, 2012) found that her participants believed that the following were indicative of 

good leadership qualities: 

 The ability to articulate and promote a shared vision and objectives; 

 Building shared understandings and goals for the advocacy of children and families; 

 Acquiring a high degree of know-how and expertise about the sector; 

 Building a learning community and team culture; 

 The ability to recognise and manage change; 

 Encouraging reflection for ongoing professional learning and development; and 

 The capacity to influence others into action. (Ang, 2012, pp. 91-92) 

As Singapore is predominantly an Asian country that has adopted the Western ECE 

curriculum, it is positioned between two very different cultures with dissimilar notions of 

leadership. This is another important reason for understanding ECE principals’ concept of 

leadership in the Singapore context. 

Summary and Comment on Leadership 

This section of the literature review suggests that although school leadership affects 

quality provision, there are not many studies about the relationship between ECE leadership and 

quality ECE provision. In addition, there has been a great deal of change in thinking in the 
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leadership literature over the past two to three decades with shifting understandings regarding the 

meaning of quality leadership. 

In the Western world, leadership theories that evolved from great man and trait theories 

to transformational leadership have been gradually integrated into educational leadership 

theories, such as autonomous theories of leadership, interactive theories of leadership, and 

provisional theories of leadership. However, theories of leadership such as these, which are 

based on leader-follower relations, or are utilising forward mapping logic or top-down logic, 

may not be as effective in educational leadership. Although there has been an increase in 

favouring backward mapping logic or bottom-up logic approach, which begins at quality 

teaching and traces backward to what leadership practice and dispositions should be in order to 

support quality teaching, the top-down logic approach to quality provision and leadership is still 

used in the Singapore context. 

The studies reviewed above suggest that the perceptions of ECE leadership are context-

based and that there are two spectra of perspectives about ECE leadership, depending on context. 

ECE educators in the Western world, such as Australia, New Zealand, and UK, tend to see ECE 

leadership roles as collaborative and prefer to work relationally, based on non-hierarchical 

structures. The reviewed studies suggest that this may be due to the lack of support and 

leadership preparation and development for ECE educators. It may also be a result of cultural 

and gender influenced philosophical positions in these countries or the uncertainty of their ECE 

centre roles. On the other hand, the reviewed studies show that ECE managers of private ECE 

centres may not work as collaboratively due to their fear of competition. 
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In contrast, ECE leaders and managers in Asian countries, such as Japan, Singapore, 

Korea, and China, tend to manage or lead ECE centres based on moral, managerial and 

instructional leadership in a bureaucratic style, within a hierarchical structure. In other words, 

they tend to use the forward-mapping-logic managing and leadership style as mentioned in the 

above reviewed literature. This is due to the strong influences of Confucianism in their shared 

cultural heritage. 

Given the differing contextual perspectives of ECE leadership, it is important to 

understand how ECE principals in local contexts contribute to providing quality ECE services. In 

addition, although leadership is complex and requires a great deal of skill and competence, ECE 

educators are significantly underprepared for a leadership role. Therefore, one of the aims of this 

study is to understand how ECE principals perceive the contribution of leadership to quality ECE 

provision in Singapore’s context. Furthermore, because leadership preparation for quality ECE 

provision is mandatory in Singapore, it is to this aspect that this literature review now turns. 

International Perspectives of Leadership Training and Development in Quality ECE 

Provision 

In the last ten years, there has been a gradual increase in research on ECE leadership 

training and development. However, it appears that different countries use different terms when 

referring to ECE principals’ leadership preparation. This section of the literature review will start 

with a clarification of these terms to avoid confusion. The rest of the section will include reviews 

on: research on leadership training; leadership training and policy development approaches; 

leadership skills needed in quality ECE provision; and summary and comment on leadership 

training and development. 
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Clarification of Terms 

The terms, training and development are often used interchangeably by policy makers, 

researchers, and educators, in various contexts. Most researchers or government agencies appear 

to use the term training, when referring to skill development or preparation, as found in at least 

10 sources. For example, Early Childhood Development Agency (2013a; ECDA, 2016); 

Guilliland and Taylor (1991); Livingstone (2001); MCYS Early Years Qualification 

Accreditation Committee (EYQAC, 2012); Ministry of Education (2011c); MOE-MCYS Pre-

School Qualification Accreditation Committee (2008); Shuangye, Yulian and Lo (2011); 

Stamopoulos (2015); Tzannatos and Johnes (1997); and United Nations Educational Scientific 

and Cultural Organisation (2004). Others specifically use the term leadership training, for 

example, Bella and Bloom (2003); Bloom and Bella (1992); Bloom, Sheerer, Richard, and Britz 

(1991); and Lee (2012); while some use the term development, such as Diamond (2014) and 

Thornton (2010a). Some researchers use both terms, training and development, interchangeably 

in their articles, for example, Ball (1999); Day, Fleenor, Atwater, Sturm, and McKee (2014); 

Fenech (2013), Hernez-Broome and Hughes (2004); Layen (2015); Macpherson (2010); and 

Talan, Bloom, and Kelton (2014). In the Singapore context, leadership training is mentioned 

frequently and is used interchangeably with leadership preparation. ECE leadership training in 

Singapore is a mandatory two-year academic programme, a diploma or advanced diploma, for 

would-be ECE principals, and not a short term continuous professional development programme. 

For these reasons, the term leadership training is used to mean leadership preparation throughout 

the most of the rest of this thesis. 
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Research on Leadership Training  

The lack of leadership training opportunities and the lack of leadership role models could 

be barrier to leadership development for ECE educators (Bricker, 2000; Hayden, 1996; Rodd, 

2006, 1998). Research shows that most English-speaking countries appear to have “a lack of 

early childhood educators with both early childhood and leadership skills” (Muijs et al., 2004, p. 

2). In fact not many countries have ECE leadership preparation programmes in place (Moyles, 

2004). Muijs et al. (2004) suggest that such a “serious lack of leadership training” causes early 

childhood supervisors and managers to be “significantly under-prepared for their role” (Muijs et 

al., 2004, p. 1). Mistry and Sood (2012) also confirm the lack of leadership training for ECE 

educators, which results in their not being prepared for leadership roles. Comparative studies 

also found that there is “inadequate” training to help equip ECE educators for their leadership 

role (Hujala et al., 2013, p. 14). 

Back in 2005, Rodd advocated for research to be conducted to “identify the type of 

leadership that is appropriate for early years teams and settings and to identify training 

appropriate for developing the requisite skills for putting leadership into practice” (Rodd, 2005, 

p. 2). She said that the preparation of EC leaders cannot be an “optional extra” (2005, p. 2). Rodd 

suggested studies should be conducted to know how EC teachers and leaders “feel about the 

current training and all the issues that surround effective leadership and management” (Rodd, 

2005, p. 3). Similarly, very little research has been done on leadership training and development 

for ECE educators until recently, except the studies done in the USA (Paula Jorde Bloom et al., 

1991) and one study in New Zealand (Guilliland & Taylor, 1991). 
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The USA and Singapore have been implementing ECE leadership training for around two 

decades, beginning with the Head Start Leadership Training Program for Head Start leaders in 

1989 (Paula Jorde Bloom et al., 1991), and the Certificate of Management and Administration 

(CMA) for kindergarten principals in 1991, respectively. However, Singapore has not done any 

research on its leadership training yet, while the USA has done so. As mentioned in Chapter 1 of 

this thesis, Singapore has had ECE leadership programmes for in-service ECE educators from 

1991. Initially, this was a three-month CMA (120 hours) course for kindergarten principals in 

1991 and a two-year DECCE (Teaching and Leadership) for teachers and principals from 1993. 

Subsequently the DECCE was split into DECCE (Teaching) and DECCE (Leadership). From 

2006, DECCE (Leadership) was made a mandatory qualification for all would-be ECE principals 

prior to their appointment to a leadership position (Ministry of Education, 2011c). 

Some countries, such as the UK (National College for School Leadership, 2008, p. 5) and 

New Zealand (Thornton, 2009, 2010a, 2010b), have also implemented short leadership seminars 

or professional development programmes for their ECE educators in the last ten years. In the 

UK, the National Professional Qualification in Integrated Centre Leadership (NPQICL) is 

reported to be a “highly successful programme” that meets the needs of its ECE leaders in 

England (National College for School Leadership, 2008, p. 5). The NPQICL began as a pilot 

study in 2004 and was fully rolled out throughout England between 2005 and 2007. It is now a 

recognised leadership qualification for ECE leaders in England (National College for School 

Leadership, 2008, p. 5). The NPQICL programme’s success is reported as being due to its 

“experiential and personal approach”, whereby the responses to ECE leaders’ needs are 

individualised to help in their behavioural and attitude changes (National College for School 

Leadership, 2008, p. 6). The meaning of being a highly successful programme refers to the 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

46 
 

NPQICL programme’s impact on its participants, in terms of “increased self-confidence, greater 

knowledge about leadership, new skills, and changes in attitudes, values and beliefs” (National 

College for School Leadership, 2008, p. 7). 

Thornton (2009) conducted a study on the use of information communication technology 

(ICT) to support leadership development for the ECE sector in New Zealand as part of her PhD 

study. Her study proposed a blended action learning model of ECE leadership development, 

whereby the facilitation and action learning aspects of the approach would seem to be more 

relevant than the ICT aspect. The ICT was a vehicle for the learning however it was only one of 

the enablers, the others being the role of the facilitator, part of an action learning group, and the 

action learning process of questioning and encouraging reflection. Thornton’s model was an 

adaptation of Garrison, Anderson, and Archer’s (2000) Community of Inquiry (CoI) framework. 

The CoI is a blended learning approach that is used in the higher education sector (Garrison & 

Kanuka, 2004; Vaughan & Garrison, 2006), as it has “proven potential to enhance both the 

effectiveness and efficiency of meaningful learning experiences” (Garrison & Kanuka, 2004, p. 

95). For blended learning to be successful, three key elements - the teaching presence 

(instruction and facilitation), the social presence (connection between learners), and the cognitive 

presence (learners’ ability to construct and confirm meanings) - must be present (Garrison et al., 

2000; Garrison & Kanuka, 2004). Thornton also studied how the UK’s NPQICL programme was 

conducted (Thornton, 2010a, 2010b), and this study resulted in the launch of the Ministry of 

Education Funded Leadership Professional Development: Information for 2010-2011 

Programme, in New Zealand in 2010 (Ministry of Education New Zealand, 2010). This funded 

programme included two main components. First, the face-to-face components - “three hui 

(meetings) spaced throughout the year” and “4 x half-day visits by a cluster mentor working with 
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key personnel” (Ministry of Education New Zealand, 2010, p. 2). Second, the virtual components 

- “cross cluster and special interest discussion forums”, “resources relevant to the focus areas and 

to leadership”, and “key personnel (in) ongoing contact with their mentor in between visits” 

(Ministry of Education New Zealand, 2010, p. 2). However, the Final Report: Evaluation of the 

Ministry of Education-funded Early Childhood Education Professional Development 

Programmes shows that the leadership component of the programme was not evaluated as 

“seven of the nine providers participating in the evaluation” did not provide the leadership 

component of the training (Cherrington et al., 2013, p. 14). 

Although Singapore may be the country that has had an ECE leadership training 

programme for the longest time, no research could be found on the perceptions of ECE educators 

in Singapore regarding its effectiveness or success. As mentioned in earlier sections of this 

chapter, the definitions of quality and the ECE educators’ perceptions of quality provision and 

leadership are unclear, or they are contextually defined. Yet, research that seeks to understand 

how leadership training programmes may lead to quality ECE provision is long overdue in 

Singapore’s context, if not internationally. Therefore, it is important to study how the Singapore 

ECE principals are prepared for their leadership roles, and the impact of such leadership training 

on quality ECE provision. The next section reviews some approaches to training design. 

Leadership Training and Policy Development Approaches 

Dyer (1999) believes that Elmore’s (1980) backward mapping model of approaches to 

implementation analysis helps in “the understanding of the discrepancy between actual and 

desired practice which the policy message will seek to close” (p. 48). Agreeing with Elmore 

(1980), the OECD (2013) also argued that the traditional forward mapping logic model of 
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educational reform, starting from policy makers downward to the education practitioners, often 

“distorted or diffused” the original policy aims, and “practitioners feel minimal ownership” 

(OECD, 2013, p. 110). Instead, a better option for reform is to use Elmore’s (1980) backward 

mapping logic model, whereby “policy makers map back from the outcomes and classroom 

practices they want to see implemented, thinking through the implications for each set of agents 

at different levels up through the system” (OECD, 2013, p. 110). This is because having taken 

ownership and contributed to the policy formation, it is “more likely to achieve fidelity to the 

original policy intention” (OECD, 2013, p. 110). 

Ang (2012) argues that “a consultative approach to policy development and 

implementation is seen as key in galvanising support and moving the sector forward” (p. 12). 

She also highlighted the concern that an “overwhelming influence of government may stifle the 

independent voices of preschool teachers and other stakeholders” (Ang, 2012, p. 12). Therefore, 

Singapore ECE policy makers should also ask what quality outcomes the ECE practitioners 

expect to have or perceive, and then what leadership supports they need, before designing a 

leadership training programme. In other words, the ECE policy makers could derive the required 

leadership training and policy for potential leadership trainees using the backward mapping logic 

model (Elmore, 1980; Robinson, 2006) as reviewed above. Again, this calls for contextual 

studies to understand the training needs of ECE leaders and/or their perceptions of the present 

leadership training. 

Leadership Skills Needed in Quality ECE Provision 

In the evaluation of Head Start's Leadership Training Program leadership report, Bloom 

et al. (1991) emphasised that “training is far more effective when it focuses on participants’ 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

49 
 

perceived needs, takes place over time, and addresses the site-specific programme concerns of 

the individuals' work setting” (p. 3). However, there is very little research available on the skill 

sets that ECE leaders need in order to provide quality ECE. Therefore, Guilliland and Taylor’s 

(1991) report, “Training for Leadership: Specific Needs For Leaders of Educational Institutions 

from Early Childhood to Secondary in New Zealand during the 1990's”, is a rare study. In 

Guilliland and Taylor’s (1991)study, survey questionnaires were distributed to 80 principals via 

24 enrolees of the Advanced Studies for Teachers Units 'Educational Leadership’ programme at 

the Christchurch College of Education in 1991. The majority of the participants were from the 

primary sector, and the rest from the secondary, ECE, intermediate, special education, prison, 

and transition education. Guilliland and Taylor’s (1991)findings show four categories of 

professional development needs: “Management”, “Leadership”, “Curriculum”, and 

“Community” (p. 15). Management included the management of personnel, human resources, 

industrial relations, decision and policy process, problem-solving strategies, administration, 

physical resources, meeting procedures, finance, time, appointment procedures, and board of 

trustee functions (Guilliland & Taylor, 1991, p. 15). Leadership included leading philosophy, 

culture and climate, staff appraisal and development, vision and goal setting, communication, 

interpersonal relationships, confliction resolution/negotiation, consensus and collegiality, 

delegation, stress management, managing change, and problem solving (Guilliland & Taylor, 

1991, p. 15). Curriculum included planning/ programming and implementing, evaluation and 

reporting, assessment, curriculum development, classroom management and practices, and 

development in technology (Guilliland & Taylor, 1991, p. 15). Lastly, Community covered 

public relationships, marketing and media, involvement and support, cultural awareness, and 

liaison (Guilliland & Taylor, 1991, p. 15). However, no known further follow up study or action 
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on these findings in New Zealand could be found until almost two decades later, after Thornton 

(2009) completed her PhD study, which marked the beginning of ECE leadership development 

research in New Zealand, as reviewed above. 

Teacher retention. Although there not many studies regarding the skill sets ECE leaders 

need to provide quality ECE, recent studies (Ang, 2012; Cochran-Smith, 2004; See, 2007; Swars 

et al., 2009) have been conducted into the effects of teacher attrition and retention on quality 

provision. This suggests the need for ECE leaders to acquire staff management and leadership 

skills in order to reduce teacher turnover. These researchers found that having qualified teachers 

is important to the overall quality of schools (Cochran-Smith, 2004; Swars et al., 2009) and early 

childhood centres (Ang, 2012; See, 2007 ), and that the retention of qualified teachers is of great 

importance to the overall performance of the centres. For example, Ang’s (2012) study of 27 

ECE leaders’ perspectives on improving the ECE sector in Singapore suggests the need to look 

into the ECE teacher shortage and high turnover, as this is affecting the quality of ECE provision 

in Singapore(p. 16). Ang concludes: 

The turnover of preschool teachers has far-reaching implications on the early childhood 

profession as a whole, as it creates an unstable workforce with high attrition rates that 

will ultimately contribute to leaving the sector vulnerable, as it undervalues the work of 

preschool teachers as professionals. The turnover of teachers can also have a negative 

effect on the quality of preschool services and in turn, the impact on children and 

families, and this presents the sector with a considerable challenge for the future quality 

of preschool services. (Ang, 2012, pp. 50-51) 

Ang’s (2012) findings confirm other findings that teacher turnover is “an inherent and 

universal problem, where all teachers are at risk for leaving” (Swars et al., 2009, p. 180). 
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Similarly, See’s (2007) doctoral study Early Childhood Educators and Departure from Their 

Profession: A Qualitative Study, also shows that the shortage of trained and qualified childcare 

teachers and their sustainability, that is their ability to continue in the ECE profession after 

attaining the qualification, is a problem for childcare centres in Singapore. See’s study involved 

surveying 92 childcare teachers and interviewing 20 childcare teachers in Singapore. In addition 

to initial teacher preparation and continuing teacher development, See (2007) believes that 

retaining and motivating childcare teachers is also important to quality ECE provision. However, 

Kilgallon, Maloney, and Lock’s (2008) study found there has been a lack of leadership and 

support from “line-managers” and educational bodies for their ECE teachers’ coping with work 

demands in Australia. Their study involved the surveying of and focus group session with 57 

ECE teachers in Phase 1, and case study interviewing of six ECE teachers. The study shows that 

ECE teachers tend to feel “disillusioned, demoralised and in a state of crisis” (Kilgallon et al., 

2008, p. 50). 

Leadership plays an important part in the retention of qualified teachers, and in turn 

affects the quality of early childhood education provision (Ang, 2012; Dunlop, 2008; Ingersoll & 

Kralik, 2004; Kilgallon, 2006; Kilgallon et al., 2008; See, 2007; Swars et al., 2009). Therefore, 

there is an urgent need to help ECE leaders develop their skills in staff retention through training 

in human resource or staff management. 

Human resource and staff management skills. Research (Ang, 2012; Dunlop, 2008; 

Ingersoll & Kralik, 2004; Kilgallon, 2006; See, 2007; Swars et al., 2009) shows that human 

resource skills are needed to be effective ECE leaders. These include the ability to undertake 

staff selection and remuneration, good personal relationships, good administration and moral 

support, and job satisfaction and collegial support (Ang, 2012; Dunlop, 2008; Ingersoll & Kralik, 
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2004; Kilgallon, 2006; See, 2007; Swars et al., 2009). These skills are especially important for 

smaller private ECE operations, where ECE leaders often double as human resource managers, 

such as in Singapore. 

Staff selection and remuneration skills. Cooper and Alvarado (2006, p. 6), in 

“Preparation, Recruitment, and Retention of Teachers”, urged the French government to 

“experiment with various strategies for attracting high calibre teachers” (p. 6). They also 

observed that attracting people who have the “calling” into the teaching profession needs to be 

coupled with “adequate salaries to support a family and to save money for children’s education”, 

which is likely to “keep teachers who do heed the calling” (Cooper & Alvarado, 2006, p. 6). 

Although Cooper and Alvarado’s (2006, p. 6)study was in the school context, it could also be 

applicable to the early childhood sector and suggests that ECE leaders should acquire staff 

selection and remuneration skills, via leadership training. 

Personal relationship skills. See’s (2007) qualitative study in ECE in Singapore found 

that the “personal relationship between supervisor and teacher was probably the single most 

important factor in encouraging the child care teacher to stay” (p. 116). She also found that, 

“conversely, child care teachers without such support from their supervisor and colleagues are 

likely to perceive themselves as isolated” (See, 2007, p. 116). See suggests some possible 

questions to ask in future research, including: “which supervisor and management supports are 

effective in decreasing turnover and increasing retention?” (See, 2007, p. 243). This suggests that 

it is important for early childhood supervisors to develop skills in personal relationships with 

their teachers in order to retain teachers. 
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 Administrative and moral support skills. The mixed-methods study of Swars et al. 

(2009), based on 134 teachers at an American high-needs elementary school and their 

perceptions of teacher retention and mobility, identifies “administrative support and teacher 

morale” to be two issues affecting teachers’ decisions in staying or leaving schools (p. 169). This 

supports Weiss’ (1999) finding that the teachers’ perceptions of school leadership, which is one 

of the workplace conditions, affects teachers’ levels of satisfaction, and the level of teachers’ 

morale is linked to their retention. Therefore, Swars et al. (2009) concluded that two dimensions 

of teacher retention and teacher mobility (i.e., school hopping) are: 

 congruency of teacher beliefs and practices with the organizational norms established 

by key players (that is, administration, local and state policy makers); and 

 teachers’ relational needs and administrators’ willingness and ability to meet such 

needs. (Swars et al., 2009, p. 178). 

That means, administrators can reduce teacher turnover by applying the two-dimensional model 

“in their ongoing leadership practices” (Swars et al., 2009, p. 180), which is a possible model for 

the early childhood sector too. Ingersoll’s (2001) study on teacher turnover and teacher 

shortages, based on the data from the American Schools and Staffing Survey and its supplement, 

the Teacher Follow-up Survey conducted by the National Center for Education Statistics, also 

shows that “inadequate support from the school administration” is one of the reasons for higher 

rates of turnover (p. 501). In the ECE centres in Singapore, these administration matters are often 

part of the leadership role of the centre principals too. 

Job satisfaction and collegial support. Kilgallon’s (2006) doctoral study involved a mix 

of surveying and interviewing 57 Australian ECE teachers in Phase 1, and conducting case 

studies on six ECE teachers in Phase 2. Her study found that Australian ECE teacher retention is 
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about “maintaining job satisfaction, commitment to the profession and a life-work balance” 

(Kilgallon, 2006, p. 229). Her investigation also demonstrated that “support is critical to teacher 

sustainment, both in the profession and in the classroom” (Kilgallon, 2006, p. 233). Therefore, 

what sustains these ECE teachers is the collegial, organisational and administrative support, as 

well as teachers’ “attitudes and beliefs, realistic expectations, pedagogical knowledge and 

practice” (Kilgallon, 2006, pp. 238-239). See’s (2007) study also found the “lack of supervisor or 

management support and collegiality” to be two consistent reasons for teachers leaving the ECE 

profession. As Ang (2012) puts it: 

What is important is to build a body of evidence-based research over the short and long 

term that will measure and evidence the impact of preschool services, policy and practice 

in the sector, and the ultimate benefits for children and families. (Ang, 2012, p. 85) 

Ang also calls for the Singapore ECE sector to “continue to develop leaders of the future” 

and emphasises that “developing leaders” is about “supporting high-quality and sustainable 

provision” (Ang, 2012, p. 95). 

Summary and Comment on Leadership Training and Development in Quality ECE 

Provision 

The terms training and development are often used interchangeably by policy makers, 

researchers, and educators in various contexts. However, the term training is commonly used by 

researchers or government agencies, including Singapore, when referring to skill development or 

preparation. 

The research reviewed to date demonstrates that the lack of leadership training and 

leadership role models could have impeded leadership development in ECE, and thus ECE 
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principals have been under-prepared for their role. Therefore, there is an urgent need to identify 

the type of leadership and training necessary for effective leadership. Only the USA and 

Singapore have been conducting their own ECE leadership training programmes for around two 

decades, whereby Singapore is the only country that has made it mandatory for would-be ECE 

principals. The USA began its ECE leadership training, the Head Start Leadership Training 

Program, for Head Start leaders in 1989, while Singapore began its ECE leadership training, the 

CMA, for kindergarten principals in 1991. A few other jurisdictions have begun non-mandatory 

short ECE leadership seminars or courses in recent years, such as the UK’s NPQICL in 2004, 

and the New Zealand’s Ministry of Education Funded Leadership Professional Development: 

Information for 2010-2011 Programme in 2010. In light of the fact that Singapore has had 

mandatory leadership preparation in ECE for so long, investigation into the training for quality 

ECE provision seems particularly appropriate. 

As discussed above, traditional forward mapping logic, or top-down, models of 

educational reform often distort or diffuse policy aims, while practitioners feel little ownership. 

On the other hand, backward mapping logic, a bottom-up approach, can be more effective in 

understanding discrepancies between actual and desired practice, achieving fidelity to the policy 

aims. As such, Ang’s (2012) study shows that a consultative approach to policy development and 

implementation is important. Thus, investigating what quality provision Singaporean ECE 

practitioners expect to have and what leadership supports are needed, to inform leadership 

training programmes, is indicated. Leadership training and policy might then also be derived 

using the backward mapping logic model that research suggests. 

This review suggests four categories of professional development need for ECE leaders: 

management, leadership, curriculum, and community, which include management of personnel 
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and human resources as part of management skills; and staff appraisal and development, 

interpersonal relationships, and confliction resolution/negotiation as part of leadership skills. 

These people management skills may also include: firstly, teacher retention skills to reduce 

teacher attrition; secondly, human resource and staff management skills that require skills in staff 

selection and remuneration; good personal relationship skills; good administration and moral 

support skills; and job satisfaction and collegial support skills. 

In summary, it is important to understand how leadership training impacts ECE services, 

policy and practice, and children and families. It is also important to develop ECE leaders 

through an effective leadership training curriculum. 

Conclusion 

The literature reviewed in this chapter demonstrates that it is difficult to define quality. 

This is because there are multiple perspectives, depending on one’s paradigm, values, context, 

subjectivity and plurality, and a diversity of views and standpoints rather than a single approach 

or method of interpretation. Perspectives of leadership are also contextually based, which 

influences how ECE educators view leadership and leadership training. Thus, it is both timely 

and important to study and understand how ECE principals, teachers, and lecturers perceive 

quality ECE provision, leadership and leadership training in the Singapore context. 

This review also shows that there has been little research into ECE leadership and 

leadership training, notwithstanding that research in the school sector shows that there is a direct 

link between quality provision and leadership. However, the paucity of research into ECE 

leadership support and preparation calls for more studies in ECE leadership internationally. In 

addition, research shows that there is a shortage of trained and qualified childcare teachers in 
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Singapore and internationally, which in turn affects the quality of ECE provision. Thus in order 

to be effective, ECE leaders need skills in the retention of quality staff including competence in 

staff selection and remuneration, good personal relationships, good administration and moral 

support, building job satisfaction and collegial support. Some research has examined the reasons 

for ECE teachers’ attrition and retention, including their professional development needs. 

However, few studies have explored how ECE principals are equipped with skills in providing 

quality conditions to retain their qualified teachers, or how ECE principals perceive the 

leadership training they have undergone, if any. 

The Singapore ECE teacher preparation curriculum is influenced by the Western ECE 

curriculum, for example, Singapore-Australian institutional collaboration in ECE teacher 

training. However, Singapore shares the Asian perspectives of leadership. Therefore, Singapore 

ECE educators’ perspectives of leadership are likely a mixture of different cultural perspectives. 

As explained in Chapter 1, ECE leadership training has been mandatory for all ECE principals-

to-be from 2006, based on a forward mapping top-down approach, rather than an evidence-

informed backward mapping bottom-up approach. Although the Singapore government 

recognises the importance of having quality ECE provision and ECE leadership training, there is 

no known research evidence to support this policy. It is, therefore, the aim of this study to 

investigate how principals who have undergone the Singapore ECE leadership training perceive 

its effectiveness, and the extent to which they have received support that equips them with the 

skills they need for their leadership roles in quality ECE provision. Therefore, understanding the 

perspectives of the ECE principals about quality provision, leadership, and leadership training is 

important, as they are the ones leading in quality ECE provision and are supposed to be prepared 

for such role.  
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CHAPTER 3: METHODOLOGY 

Chapter 3 begins with a brief introduction about my research study by restating the 

research goals and question. It then provides an explanation of the research design based on 

qualitative study within an interpretive paradigm, using a sequential exploratory, confirmatory 

and explanatory design. The study began with open-ended interviews in Phase 1, where the data 

collected were analysed qualitatively through inductive data analysis. The sequence that 

followed in Phase 2 was a survey using both closed items (confirmatory) and open-ended items 

(explanatory); the answers to which were analysed using descriptive statistics for the closed 

questions and then compared against the earlier categories found in Phase 1; and finally, further 

qualitative inductive analysis was done where new information was offered through the open-

ended items. The justification for this phase sequence order will be explained. This chapter then 

goes on to address the ethical issues and limitations of the study. 

Research Goals and Question 

This descriptive study set out to understand ECE teachers’, lecturers’ and principals’ 

perceptions on the impact of leadership training in quality ECE provision in Singapore. It was 

aimed to contribute important findings that could inform leadership training agencies and to 

provide recommendations for ECE leadership training policy in Singapore more specifically. 

The key research question, “Why, and to what extent, do ECE principals believe that 

leadership training is important in quality ECE provision in Singapore?”, foreshadowed an 

investigation into ECE principals’ perceptions of why leadership training in Singapore had, or 

had not, helped them in quality ECE provision, based on their perceptions of quality ECE 

provision and leadership. Besides the principals’ perspectives, teachers’ and lecturers’ 
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perspectives were also sought in the Phase-1 study to provide wider perspectives. In order to 

investigate the research question, sub questions were used, comprising two phases of the study. 

These were: 

 Phase 1 - Why do ECE principals, teachers and lecturers believe that leadership 

training is important in quality ECE provision in Singapore? 

 Phase 2 – Why, and to what extent, do ECE principals believe that leadership training 

is important in quality ECE provision in Singapore? 

Research Design 

The Research Onion (Figure 3.1) created by Saunders, Lewis, and Thornhill (2012, p. 

132) served as a guide to think clearly through the research design and to systematically conduct 

research in order to answer the research question. Figure 3.1 illustrates each layer of the 

Research Onion, beginning with the philosophy (or paradigm) underpinning the investigation. 

The subsequent layers include the approaches, methodological choices, strategies, techniques 

and procedures for data collection within the design. Each of these is outlined and justified 

below. 
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Figure 3.1 Adaptation of the Research Onion created by Saunders, Lewis, and Thornhill (2012, p. 128). 

Research Philosophy 

Establishing the research philosophy or paradigm of the researcher is very important 

since it determines how data about a phenomenon should be collected and analysed (Levin, 

1988). Table 3.1 provides a brief comparison of three common philosophies that have been used 

in educational research (Molls, 2013). 
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Table 3.1 

Brief Comparison of Three Research Philosophies, as Explained by Moll (2013) 

Philosophy Brief Description 
Type of Data / 
Data Collection Ontology Epistemology 

Interpretivism 

An approach to studying 
people, particularly in 
social sciences, that 
starts from position that 
the subject matter is 
inherently different from 
non-human subjects 

Qualitative data, 
subjective 
experience, small 
numbers of 
respondents, 
detailed 
examinations, 
textual 

The world is 
dependent on the 
many subjective 
experiences of that 
world, and does 
not exist 
independently of 
experience 

There is no 
possibility of 
‘objective’ 
knowledge of the 
world; all we have 
are different 
experiences 

Positivism 

Aims to mirror scientific 
method. Uses deductive 
reasoning, empirical 
evidence and hypothesis 
testing 

Quantitative data, 
surveys based on 
scientific 
methods, larger 
sample sets, 
numeric 

The world is 
objective and 
independent of our 
subjective 
experience 

The world is 
knowable, and this 
knowledge is 
communicable 
between agents 

Post-Positivism 

Shares the main 
assumptions of 
positivism, but takes a 
more relativistic 
perspective 

Quantitative, 
qualitative, mixed 
methods 

There is an objective world, but 
knowledge of it is filtered through the 
subjective experience of individuals. 
Knowledge is by its nature partial and 
bound by individual experience 

 

I used the interpretivist philosophical approach for this study as I was looking for my 

participants' interpretations at every stage of the study. Interpretivism takes on the ontology that 

“the world is dependent on the many subjective experiences of that world, and does not exist 

independently of experience” and the episiotomy that “there is no possibility of ‘objective’ 

knowledge of the world, all we have are different experiences” (Molls, 2013, Table). 

Interpretivists also believe that researchers use their own understanding or meaning to “interpret 

the social roles of others” (Saunders et al., 2012, p. 137). Therefore, interpretivism helped in my 

understanding of the perceptions of my participants and answered my research question (the why, 

and extent of perceptions). 
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Research Approaches 

As shown in the literature review in Chapter 2, perceptions are contextually based, yet 

there is no known research done in Singapore to answer the research question of this thesis. This 

calls for the development of theories in Phase 1 for use in Phase 2 to find answers to the research 

question. The research study used both the inductive and deductive approaches in two phases. In 

the Phase-1 study, I used an inductive approach because an inductive approach to research 

begins with a particular topic about which a researcher wants to develop empirical 

generalisations and to identify preliminary relationships or theories as the researcher progresses 

through the research study (Neuman, 2005). I interviewed my research participants to see if there 

were themes or patterns in my data that would conform to past research findings, and to discover 

new themes for theory development. Figure 3.2 below illustrates the theory development process 

employed for Phase-1 study. 

 

Figure 3.2. Theory development process. 

In the Phase-2 study, I adopted a deductive approach by using the theories developed in 

the Phase-1 study to design my survey questionnaires for testing. The reason was that a 

deductive approach is “concerned with developing a hypothesis (or hypotheses) based on 

existing theory, and then designing a research strategy to test the hypothesis” (Wilson, 2009, p. 

10). Deductive means “reasoning from the particular to the general” (Gulati, 2009, p. 42), which 

Interviews 
Themes / 
Patterns 

Theory 
Development 
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begins with a theory that leads to a new hypothesis that needs to be confirmed, or rejected, 

because of the research study (Snieder & Larner, 2009). Figure 3.3 shows an overview of my 

theory testing process. 

 

Figure 3.3 Theory testing process. 

Research Methodology Choice 

The methodological choice for this study was a multimethod qualitative design (Saunders 

et al., 2012) in two sequential phases. The study used an exploratory approach (interviews) in 

Phase 1 to “gain insights” (Saunders et al., 2012, p. 171) into the research question, and moved 

on with a confirmatory and explanatory approach (survey questionnaire) in Phase 2. Saunders et 

al. (2012) distinguish the multimethods from mixed methods and mono method. They have 

suggested six different ‘methodological choices’, namely, 

 Mono method quantitative 

 Mono method qualitative 

 multi method quantitative 

 multi method qualitative 

 mixed method simple 

 mixed method complex 

Theory Hypothesis 
Testing & 

Explain 
Confirm/ 

Reject 
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According to Saunders et al. (2012), multimethod research uses “more than one data collection 

technique” and is “restricted within either a quantitative or qualitative design” (p. 165), unlike 

mixed methods research which mixes both qualitative and quantitative designs. An overview of 

my research design can be found in Appendix A. 

Research Strategies 

According to Charmaz and Henwood (2008), grounded theory is “an emergent method” 

(p. 241) that can be used together many other qualitative approaches and “fits either 

constructionist (interpretive) or post-positivist (quantitative) epistemologies” (p. 241). The 

research strategies employed for this study were based on the principles of grounded theory 

(Charmaz, 2000; Corbin & Strauss, 2008; Glaser & Strauss, 1967, 1992 #939; Strauss & Corbin, 

1998), to generate theories in Phase 1, and then test them out through an online survey in Phase 

2. The reason for this sequence/order of research strategies is that perceptions are contextually 

based, as shown in the reviewed literature in Chapter 2, yet there is no known research done in 

Singapore on this topic of this thesis. As such, it was important to explore participants’ views 

regarding the phenomena of quality, and leadership preparation to lead for quality, in order to 

design an appropriate questionnaire. This was achieved by interviewing a small sample of 

participants at various levels of the ECE system in order to form initial theories about these 

phenomena in the Singapore context. Using the principles of grounded theory, theory generation, 

in Phase 1, provided the basis for the Phase-2 survey on a larger group of targeted participants 

(principals) in order to find answers to the research question. 

Phase 1 of the study aimed to understand the why aspects of the research question, using 

interview data collection method to derive theories. It followed the principles of grounded 
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theory, in which theory is built from data (Corbin & Strauss, 2008). As Creswell, Hanson, Plano 

and Morales (2007) state, “grounded theory is a qualitative research design in which the inquirer 

generates a general explanation (a theory) of a process, action, or interaction shaped by the views 

of a number of participants” (p. 249). Therefore, the principles of constructivist grounded theory 

were used in the Phase-1 study. Constructivist grounded theory calls for early review of 

literature, in order to put the study in context (Giles, King, & Sheryl, 2013; Ramalho, Adams, 

Huggard, & Hoare, 2015; Thornberg, 2012). Doing so assisted me to be aware of the contextual 

differences in the perspectives of ECE quality and leadership. In addition, I became more aware 

of the extent of the lack of research on ECE leadership training in Singapore. Following this 

review, a sample of participants was interviewed to understand the possible or potential reasons 

(the why) ECE principals, teachers and lecturers believe that leadership training is important in 

the provision of quality ECE. Participant data were analysed to identify patterns or themes within 

participants’ perceptions of quality ECE provision, leadership and leadership training. The 

theorised themes were used to design the questionnaire used in the Phase-2 study. 

Phase 2 of the study aimed to first test the theories developed in the Phase-1 study to, 

first, understand the extent to which the principals perceived quality ECE provision, leadership 

and leadership training; and second, to further explain how leadership training was, or was not, 

preparing principals for their leadership role in quality ECE provision in Singapore. Those aims 

were achieved through closed items and open-ended items in the survey questionnaire 

administered to a larger sample of ECE principals in Singapore. The survey was used as it is a 

method for collecting information in order to “describe, compare, or explain individual and 

societal knowledge, feelings, values, preferences, and behavior” (Fink, 2009, p. 11). 
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Research Techniques and Procedures 

The data collection techniques used for this study were face-to-face interviews and online 

(web-based) survey in two phases. Thematic analysis (Braun & Clarke, 2006) was employed for 

the data analysis. The study involved three levels of participants in the Phase-1 study - ECE 

principals, teachers and lecturers, to provide triangulation (Thurmond, 2001); and one level of 

participants in the Phase-2 study - ECE principals. The following sections will explain how these 

were carried out. An overview of the research design is summarised in Appendix A. 

Phase-1 data collection – face-to-face interviews. Figure 3.4 displays graphically an 

overview of the Phase-1 data collection and analysis process. 
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Figure 3.4 Phase-1 qualitative study overview. 

Aim. The aim of the Phase-1 exploratory qualitative study was to understand participants’ 

perceptions of quality ECE provision, leadership, and leadership training using the following 

guiding questions: 

1. What, from their experience, do participants believe the indicators of quality ECE 

provision are? 

2. Why do participants believe in those indicators of quality ECE provision? 

3. How important was the leadership of principals in quality ECE provision? 
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4. How did leadership training help, or not help, ECE principals in quality ECE 

provision? 

Participants. The ECE teachers and lecturers were included in Phase 1, as well as 

principals, so as to obtain additional perspectives on the topic of this study. The ECE teachers 

might, or might not, have attended the leadership training programme. Therefore, the leadership 

training module content (Appendix H), shown to them during their interviews, served as a 

reference for them to compare with their observations of their principals’ leadership. 

Email invitations with Participant Information Sheet and Consent Form (Appendix B), 

and Organisation Information Sheet and Consent Form (Appendix C) attached, were sent to ECE 

teachers and principals, inviting them to participate in Phase 1 of the study. These were sent 

through the heads of organisation of 24 childcare centres and kindergartens in Singapore. These 

ECE centres were for-profit, non-profit, and government-linked centre types. Purposeful 

sampling (Creswell, 2012, p. 206) was used to select the invitees. For ECE lecturers’ 

participation, email invitations were sent to the heads of organisation of seven ECE training 

agencies in Singapore. In addition, email invitations were sent to the heads of organisation of 

Singapore MOE and MSF, to gain insight into their perspectives on training policy and design. 

However, not all heads of organisation were willing to participate. Only 14 participants were 

recruited: seven teachers from three different ECE centres; four principals from four ECE centres 

(one from each); and three ECE lecturers from a training centre. The heads of organisations for 

the government-linked ECE centres, the Singapore MOE, and the MSF either declined to 

participate or did not respond to the invitation requests. 
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Table 3.2 shows the breakdown of participants, with assigned codes and pseudonyms to 

protect their identities. 

Table 3.2 

Participants’ Code and Pseudonym 

Code Pseudonyms Centre Code Designation 

T1 Janet KGN Teacher 

T2 Jenny CCC Teacher 

T3 Sylvia CCC Senior Teacher 

T4 Desiree CCC Teacher (N1) 

T5 Priscilla CCC Senior Teacher (K1) 

T6 Patricia CCC Teacher (PN) 

T7 Fiona CCC Teacher (PN) 

    

P1 Iris KGN Supervisor 

P2 Jocelyn CCC Supervisor 

P3 Juliana KGN Principal 

P4 Emily CCC Pre-school Director 

    

L1 Sarah LTR Senior Lecturer 

L2 Chloe LTR Senior Lecturer 

L3 Susan LTR Senior Lecturer 

 
Key: KGN stands for Kindergarten; CCC stands for Child Care Centre; and LTR stands for Lecturer. 

The ECE teacher and principal participants had various years of teaching and leadership 

experience. The ECE lecturer participants received their ECE training in different countries; they 

did not teach all modules of the ECE leadership training programme, and each was specialised in 

one or two out of seven leadership training aspects. 

Procedure. Face-to-face open-ended interviews and sticky-note activities were conducted 

either individually or as a group, depending on the participants’ choice and time availability. 

Interview questions and sticky-note activities (Appendix D) were designed to seek answers to the 

research questions, based on the Phase-1 guiding questions. The participants were provided with 
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a brief summary of significant prior research regarding the research topic and the rationale for 

the data collection. All teacher participants were asked to do two activities – sticky-note ideas 

generation and top five ideas selection - during the interviews to help them focus on their beliefs 

regarding quality ECE provision, leadership and leadership training. After these activities, 

participants were asked to explain their rationales for selecting their top five ideas. 

Question prompts were also used to investigate participants’ understandings and beliefs 

further, whenever necessary. Question prompts used were generated from the literature review 

findings and the Singapore early childhood policy documents on leadership training and quality 

standards/indicators, such as the PQAC Accreditation Standards for Early Childhood Teacher 

Training Courses (PQAC, 2008). At the end of each interview session, a summary of 

participants’ responses were written on an A4 sheet of paper and shown to the participants for 

their confirmation of the initial interpretations of their written sticky notes and their explanations. 

This helped to enhance the descriptive and interpretive validity of the data analysis. All 

interviews were audio recorded and then transcribed. Participants were informed that their 

personal transcriptions were available for verification if desired, but none of the participants 

asked for them. 

Phase-1 data analysis. Qualitative data analysis involves condensing “raw data into 

categories or themes based on valid inference and interpretation” (Zhang & Wildemuth, 2009, p. 

2), through the process of inductive reasoning by “examination and constant comparison” 

(Zhang & Wildemuth, 2009, p. 2). Glaser (1967) discovered that theory development stems from 

“constant comparisons” of different categories of data and their properties (1967, p. 109). In 

addition to inductive reasoning, deductive reasoning can be used in qualitative content analysis 

(Patton, 2002, cited in Zhang & Wildemuth, 2009). “Generating concepts or variables from 
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theory or previous studies is also very useful for qualitative research, especially at the inception 

of data analysis” (Berg, 2001, cited in Zhang & Wildemuth, 2009). According to Zhang and 

Wildemuth(Zhang & Wildemuth, 2009), to support valid and reliable inferences, “qualitative 

content analysis involves a set of systematic and transparent procedures for processing data” (p. 

3). Braun and Clarke (2006, p. 87) show a step-by-step 6-phase thematic analysis guide, which I 

adapted and used as part of Glaser’s (1967) constant comparison method. Constant comparison 

method was used in steps 3 to 5. The 6-phase thematic analysis guide consisted of the following 

steps: 

1. Familiarizing yourself with your data: Transcribing data (if necessary), reading and 

re-reading the data, noting down initial ideas. 

2. Generating initial codes: Coding interesting features of the data in a systematic 

fashion across the entire data set, collating data relevant to each code. 

3. Searching for themes: Collating codes into potential themes, gathering all data 

relevant to each potential theme. 

4. Reviewing themes: Checking if the themes work in relation to the coded extracts 

(Level 1) and the entire data set (Level 2), generating a thematic ‘map’ of the 

analysis. 

5. Defining and naming themes: Ongoing analysis to refine the specifics of each theme, 

and the overall story the analysis tells, generating clear definitions and names for each 

theme. 

6. Producing the report: The final opportunity for analysis. Selection of vivid, 

compelling extract examples, final analysis of selected extracts, relating back of the 
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analysis to the research question and literature, producing a scholarly report of the 

analysis. (Braun & Clarke, 2006, p. 87) 

Table 3.3 shows Guest, MacQueen, and Namey’s (2012, p. 7) summary of differences 

between “exploratory” and “confirmatory” approaches to qualitative data analysis. I adopted the 

exploratory approach for my Phase-1 study. 

Table 3.3 

Summary of Differences between Exploratory and Confirmatory Approaches to Qualitative Data Analysis 

(Guest et al., 2012, p. 7) 

Exploratory (“content-driven”) Confirmatory (“hypothesis-driven”) 

 For example, asks: “What do x people think 

about y?” 

 For example, hypothesizes: “x people think z 

about y” 

 Specific codes/analytic categories NOT 

predetermined 

 Specific codes/analytic categories 

predetermined 

 Codes derived from the data   Codes generated from hypotheses 

 Data usually generated   Typically uses existing data 

 Most often uses purposive sampling   Generally employs random sampling 

 More common approach   Less common approach 

 

Therefore, data analysis for the Phase-1 exploratory study began with the research 

question, followed by interview data collection, then transcription of audio recordings of 

interviews with the participants. These were followed by reading and coding information from 

the transcriptions and sticky notes within categories, from which themes were generated by 

constant comparison. NVivo was used to record the coding decisions, and to group these into 

themes to interpret meanings of the Phase-1 study. Next, the Phase-1 results were used to 

develop a questionnaire for the Phase-2 confirmatory study. 
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Interview transcriptions. This was the first step of Phase-1 data analysis. The audio 

recordings of interviews with the participants were transcribed using software, Sound Organizer. 

This was accomplished for the interviews of the principals, teachers and lecturers. The Teachers’ 

category of transcriptions consisted of text files labelled to identify each teacher - Teacher 1 

(T1), to Teacher 7 (T7). Similarly, the Principals’ category of transcriptions consisted of text 

files for Principal 1 (P1) to Principal 3 (P3), and the Lecturers’ category consisted of text files for 

Lecturer 1 (L1), to Lecturer 3 (L3). 

Data coding with NVivo. The second step of Phase-1 data analysis was the coding of 

transcriptions inductively with NVivo as a coding tool. My transcription files were first imported 

into NVivo (QSR International, 2013) under three main classifications (that is, Teachers, 

Principals and Lecturers), based on the respective participant categories, to prepare them for 

coding in the form of nodes. These three classifications were the units of analysis, whereby 

analysis will be done on them in the study (Trochim & Donnelly, 2008). Each transcription file 

was then coded line by line. Each new code forms a new node, to which other recurring nodes 

could be added. The third to fifth steps were to derive patterns or ideas that emerged during the 

coding phase, which were labelled as ‘themes’. New nodes were added throughout the coding 

phase until no further new node could be formed, or to “saturation” (Glaser & Strauss, 1967, p. 

103). These nodes were constantly compared to each other (Glaser & Strauss, 1967) to sort them 

and to create node hierarchies. This was done so that themes could be seen emerging to 

“generate” or “suggest” theory (Glaser & Strauss, 1967, p. 103). 

Data analysis results. The sixth or final step of the Phase-1 data analysis was to export a 

summary of the emerged themes for all node categories as an MS Excel file. The literature 

review was also coded using NVivo inductively to code themes. Following interview analysis, 
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the themes from the literature review regarding quality, leadership and leadership training were 

compared with the interview themes to look for any differences and similarities between the 

interview themes and past research and to check for any themes that might be missing in the 

interview coding. Hypotheses were produced and they were used as an instrument to generate a 

questionnaire for the Phase-2 confirmatory survey and further explanation, if any. A detailed 

presentation of Phase-1 findings is presented in Chapter 4 of this thesis. 

Phase-2 data collection - Surveys. Figure 3.5 displays graphically an overview of the 

Phase-2 data collection and analysis process. 

 

Figure 3.5 Phase-2 qualitative study overview. 
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The questionnaire items in Phase 2 were developed from the findings of the Phase-1 

study. The questions were mainly closed questions, with some open-ended options (e.g., 

“Others” or “Please explain”) to catch unique answers. The SoGoSurvey (2015), an online survey 

tool, was used as it provides students with a free annual student license and suited the size and 

purpose of this survey. 

Aim. The aim of the Phase-2 study was to confirm the extent of the principal participants’ 

perceptions of quality ECE provision, leadership, and leadership training; and to understand their 

perceptions of challenges and gaps between leadership training and leadership practice. The 

Phase-2 survey questionnaire (Appendix E) used the following section headings: 

A. Leadership Training Programme 

B. Overall Perceptions of the Leadership Training Programme 

C. Effective Leadership and Quality ECE Provision 

D. Your Background 

Participants. The participants for Phase-2 study consisted of ECE principals who had 

participated in and completed the leadership training in Singapore. Mertler and Charles (2009) 

found that a common recommendation for survey studies is to sample “approximately 10 to 20 

percent of the population” (p. 105). I sent email invitations to all ECE kindergarten and childcare 

principals in Singapore with a Participant Information Sheet for Phase-2 Online Survey 

(Appendix F) attached. These participants were those whose email addresses were available 

online, from a mix of for-profit, non-profit, and government-linked (gov-linked) centre types. In 

total, survey invitations were sent to 494 kindergarten principals and 346 childcare centre 

principals as shown in Table 3.4. 
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Table 3.4 

Survey Response Rate by Centre Type and Nature of Centre 

 
Kindergartens Childcare Centres 

 

Description 
Non- 
profit 

Gov-
linked 

For-
profit 

Total 
Non- 
profit 

Gov-
linked 

For-
profit 

Total 
Grand 
total 

ECE Centre Population  119 236 139 494 138 235 738 1111 1605 

Principals Invited (N) 117 215 128 460 70 12 242 324 784 

Surveys Completed (n) 22 21 3 46 2 7 8 17 63 

Response Rate (n/N) 18.8% 9.8% 2.3% 10.0% 2.9% 58.3% 3.3% 5.2% 8.0% 

 

Some email addresses bounced, so only 784 invitations were delivered successfully. 

Weekly email remainders were sent to all who did not complete the survey, over a 2-month 

period. However, only 63 ECE centre principals completed the survey (n = 63). This excludes 

three incomplete responses that were not included in the data analysis. Thus, there was an 8% 

completion rate (n/Nr). The majority of participants (73%, n = 46) were from kindergartens, and 

the rest (27%, n = 17) were from childcare centres. The centre types of these participants were: 

11 for-profits, 24 non-profits, and 28 government-linked. Reasons given by some principals for 

not participating included, too busy with work, or only surveys initiated by the Singapore 

Ministries would be entertained. The full demographic details of the participants are shown in 

Appendix G. 

Procedure. After developing the draft questionnaire with both closed and open-ended 

questions, 10 pilot tests were conducted with six ECE principals (past and current) who had 

completed the ECE leadership training in Singapore to fine-tune the questionnaire for clarity. 

The final questionnaire (Appendix E) was then uploaded online. The Core Modules Table 7 of 
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the Accreditation Standards for Early Childhood Teacher Training Courses - Standard 3 

(Appendix H) was uploaded to Google Docs to serve as reference for the online survey 

participants. Email invitations with a unique survey access link were then sent to the principals 

through stratified random sampling. The unique survey link was used so that SoGoSurvey (2015) 

could automatically send out reminder emails to only participants who did not complete the 

survey without the researcher’s knowledge of who had/had not already responded. The survey 

expiry date was initially set to one month from the invitation. However, it was extended for 

another month, and in addition, email invitations were sent to the rest of the principals who were 

not invited initially, due to a very slow and low rate of survey responses. 

Phase-2 data analysis. When the survey closed, all completed responses were exported 

to MS Excel spreadsheet for hypotheses confirmatory data analysis (closed responses; Guest et 

al., 2012), and further explanatory data coding (open-ended responses). Descriptive statistics 

were used in this phase. 

Data coding with MS Excel. Coding for the closed-ended questions was based on Phase-

1 nodes and themes found, which were pre-set at the time of my survey design for the closed 

items at SoGoSurvey. All of the open-ended responses were manually coded. All coded data 

were then categorised either under existing themes from the Phase-1 study to confirm the extent 

of beliefs, or under new categories that did not fit into any existing themes. 

Data analysis results. All final themes were grouped under five different MS Excel 

worksheets: ‘Quality’, ‘Leadership’, ‘Leadership Training’, ‘Others’ and ‘Demography’. 

Detailed data analysis, and presentations in various formats, such as tables, pie charts, and radar 

charts, of Phase-2 findings are presented in Chapter 5 of this thesis. 
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Ethical Issues 

Ethical approval from the University of Auckland Human Participants Ethics Committee 

was granted to conduct both phases of the research, and the guiding principles of ethical 

considerations were observed. Participant Information Sheets (PIS) and Consent Forms (CF) 

were created for participants. Only adult participants were involved in the study and no children 

were included. I did the transcription of electronic recordings. The electronic recordings, 

transcript and coded data were kept separately from any identifying material. The data collected 

were stored securely and were accessible only by me and my supervisors. Data collection began 

after first obtaining the approval from The University of Auckland Human Participants Research 

Ethics Committee. The following ethical considerations guided the study. 

Voluntary Participation and the Right to Withdraw 

Participants were informed that participation was voluntary and they could withdraw 

their participation at any time. However, they were also informed that it was not possible to 

withdraw data once it had been given, due to the nature of the interviews and the anonymity of 

the online survey. 

Participant Access and Informed Consent 

Permission was sought from the gatekeepers of targeted participants, such as principals of 

centres and heads of organisations, to assist in forwarding information about my study in order to 

recruit my participants. Prior to Phase-1 interview participation, participants were each asked to 

sign a consent form, which outlined the background and aims of the study, what participation 

would entail, and the estimated time needed for participation. For Phase-2 online survey 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

79 
 

participation, participants were informed at the start of the survey web page that their completion 

of the survey indicated their consent to participate in the research study. 

Privacy and Confidentiality 

Anonymity and confidentially cannot be guaranteed for a focus group discussion since it 

involves the presence of others in the group. It also cannot be guaranteed for an online survey 

since there is always a possibility of Internet hacking. However, participants’ information was 

kept confidential and their opinions were reported only in non-attributable form. All data will be 

kept under lock and key for 6 years. 

Consideration of Power Issues 

Attention was paid to power issues that might exist between participants, and between 

participants and the researcher, when designing the interview questions and the questionnaire. In 

addition, participants who were teachers, principals, and lecturers in Phase 1 were not put 

together during my interviews. Participants were given the assurance from their respective 

organisation head that their employment status and relationships within their organisation would 

not be affected by their decision to participate, or not, in the study. 

Minimisation of Risk 

Effort was taken to minimise risks for the participants. This was achieved by not 

disclosing their information to any third party, except those mentioned in the consent form; not 

wasting the time of participants, by making clear the amount of time needed for their 

participation; and including the possible benefits for participating in the research and from 

receiving the research results. 
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Research Limitations 

Primary data collection for this study depended on the ability to gain access to the 

participants (Saunders et al., 2012). During the process of the study several challenges were 

encountered. These included accessing participants for each phase, and gaining enough 

participants. These are examined next. 

In Phase 1, recruitment of participants was difficult. Firstly, potential participants were 

informed that interview participation required 90 minutes of their time and there was a lack of 

anonymity for those in the focus group setting. These factors may have deterred some from 

participating. Secondly, the ethical requirement to access participants through their organisation 

heads, instead of going to potential participants directly, made participant recruitment 

challenging. None of the heads of organisations of government-linked centres accepted the 

invitation for their ECE staff to participate in the Phase-1 interview. As such, the sample size for 

Phase-1 study was a small representation for each type of ECE centre in Singapore and the 

government-linked centres were not included. That means the perceptions of government-linked 

ECE centres were not represented in the Phase-1 study. 

For Phase 2, since the questionnaire would only take about 20 to 30 minutes to complete, 

I was hoping that many would agree to participate. However, further challenges were 

encountered when trying to recruit at least 150 ECE principals (present or past) through some 

ECE organisation heads of the larger ECE centre chains. Only two heads of such large ECE 

organisations agreed to forward the invitation email to their principals, whose email addresses 

were not available online. In addition, the principals’ busy schedule made it difficult to reach the 

desired number of participants. With this limited number of participants (n=63), I did not modify 
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my study as I had anticipated the difficulty in getting my ideal number of participants (N=150) 

and I had a “Plan B” in mind. Plan B was that instead of analysing the participant demographic 

data against their responses in details, I would present them as tables with descriptive notes for 

each table (see Appendix G). 
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CHAPTER 4: PHASE-1 DATA ANALYSIS AND DISCUSSIONS 

As stated in Chapter 3 of this thesis, the research question was, “Why, and to what extent, 

do ECE principals believe that leadership training is important in quality ECE provision in 

Singapore?” which was investigated and answered in two phases. Besides the principals’ 

perspectives, teachers’ and lecturers’ perspectives were also sought in the Phase-1 study to 

provide wider perspectives. Chapter 4 presents the Phase-1 findings, which have answered the 

sub-question, “How much, and why, do ECE principals, teachers and lecturers believe, or not 

believe, that leadership training is important in quality ECE provision in Singapore?” Further 

guiding questions were used in this phase as follows: 

1. What, from their experience, do participants believe the indicators of quality ECE 

provision are? 

2. Why do participants believe in those indicators of quality ECE provision? 

3. How important was the leadership of principals in quality ECE provision? 

4. How did leadership training help, or not help, ECE principals in quality ECE 

provision? 

Face-to-face interviews with three categories of participants, who were four ECE 

principals, seven ECE teachers and three ECE lecturers, were conducted either individually or as 

a group. They were asked three key questions sequentially about ECE quality, leadership and 

leadership training (Appendix D). For each key question, the participants were asked to write 

their answers on sticky notes, one note for each idea, and write as many words and phrases about 

their beliefs related to the questions. They then picked their most important five ideas for each 

question and shared why they had picked them, during the interviews. Based on the participants’ 
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written sticky notes (Appendix I to Q) and what they said during the interviews, eight main 

themes emerged for each of the interview key questions about quality, leadership, and leadership 

training. 

This chapter, therefore, presents the results of data analysis for the three key questions in 

four main sections: 

 Perceptions of Quality ECE Provision, 

 Perceptions of Leadership in Quality ECE Provision, 

 Perceptions of Leadership Training in Quality ECE Provision, and 

 End of Phase-1 Study and Guiding Questions for Phase-2 Study. 

The first three main sections present the details of participants’ perceptions on the 

dimensions of quality, leadership, and leadership training, respectively. They consist of five sub-

sections each, which are: Principals’ Perceptions, Teachers’ Perceptions, Lecturers’ Perceptions, 

Comparisons of Perceptions, and Conclusion, 

Perceptions of Quality ECE Provision 

The views of each participant category (principals, teachers, and lecturers) on quality 

ECE provision, followed by a comparison of perceptions and a conclusion, are presented below. 

They are based on the data analysis of sticky notes (Appendix I to K) and responses to interview 

questions (Appendix D) by the participants on quality ECE provision, which found that 

participants perceived quality ECE provision in eight dimensions. Four quality dimensions are 

common to all categories of participants, namely, quality teachers, curriculum, leadership, and 

support, with different degrees of agreement. Another two perceived quality dimensions, 

relationship and environment, are also common to both the teacher and principal participants; 
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while only the lecturer participants perceived affordability and philosophy to be two other quality 

dimensions. In addition, the perceptions of what each dimension means are different amongst the 

participants, although there are some similarities. 

Principals’ Perceptions of Quality ECE Provision 

The six most commonly cited dimensions of quality, perceived by the four principals, 

were quality relationship, leadership, teachers, curriculum, environment, and support, in order 

of frequency count. Table 4.1 shows how often each quality dimension was cited, and by whom, 

in the sticky notes (Appendix I), the meanings attached to each dimension, and the percentage of 

agreement. 
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Table 4.1 

Principals’ Perceptions of Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Dimensions P1 P2 P3 P4 n
a 

%
b 

Relationship      4 100 

Collaboration 
 

1 1 
 

2 
 

Care and love  1 
   

1 
 

Human relationship  
   

1 1 
 

Reciprocal communication  
   

1 1 
 

Leadership 
 

   3 75 

Setting philosophy 
 

1 
  

1 
 

Team management 
  

1 
 

1 
 

Leading in quality 
   

1 1 
 

Teachers   
 

 3 75 

Trained 1 1 
 

1 3 
 

Open-minded  
   

1 1 
 

Curriculum     
 

3 75 

PIESS development 
 

1 1 
 

2 
 

Scaffold children’s learning 1 
   

1 
 

Learning opportunities 1 
   

1 
 

Community integration 
  

1 
 

1 
 

Emphasis on children 
  

1 
 

1 
 

Environment   
  

2 50 

Conducive and safe 1 1 
  

2 
 

Support   
   

1 25 

Financial grant 1 
   

1 
 

Parent education  1 
   

1 
 

 

Note: PIESS stands for “physical, intellectual, emotional, social and spiritual”, which is a common 

abbreviation used by Singapore ECE professionals, referring to holistic child development. The 

abbreviation PIES is also commonly used, which subtracts the spiritual aspect of development. 

a 
The number of participants on each of the dimensions of quality ECE provision, regardless of their 

individual perceived meanings. 

b 
Percentage of agreement on each of the dimensions of quality ECE provision, regardless of their 

individual perceived meanings. Therefore, a dimension with 100% of agreement represents all 

participants agreed with that dimension. 
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Quality relationship. All of the principal participants (n = 4, 100%) cited quality 

relationship as a dimension of quality ECE provision. Their sticky notes showed the principals’ 

perception that the relationship between an ECE centre and the parents determined its quality of 

provision. 

Two principals (50%) believed that quality relationship meant collaboration with parents 

or caregivers. Collaboration might mean letting parents know what their children were learning 

or how they had been developing in the centres. Principals explained their reasoning for this 

stating: 

Collaboration, I think is also is important for parents to know what the child is learning 

and also developing: and to be able to help the child, and then also to be parent 

volunteers, involved in the school activities, the more they can gel with the kindergarten 

or centre, the more the child will also benefit for its own development. (Jocelyn, P2) 

We talk about being involved with the child’s support group. The child’s support group is 

the parents, the grandparents, the maids and whoever; …when we understand the child, 

we know why they’re cranky; we know how to help the child through… So that’s why 

we need a good working relationship with these other carers. (Juliana, P3) 

Two of the principals suggested human relationships, reciprocal communications and a 

culture of care and love were also indicators of a quality relationship. 

Quality leadership. Three principals (75%) perceived quality leadership to be as 

important as quality teachers and curriculum in quality ECE provision. However, the principals 

all had different understandings of what quality leadership was supposed to be. 
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Quality teachers. Another dimension of quality ECE provision, perceived by three 

principals (75%), was that of quality teachers. The most important aspect of teachers’ quality 

was their training. To be trained meant teachers who “carry on learning” (Iris, P1); who are 

“equipped with the skills” and “understanding of different phases” of development, “have the 

knowledge… to provide the holistic approach” (Jocelyn, P2); and are able to provide 

“appropriate curriculum” which is “more holistic” (Emily, P4). 

Quality curriculum. Similarly, three principals (75%) perceived quality curriculum as 

an important dimension of quality ECE provision. The meanings of quality curriculum varied, 

with physical, intellectual, emotional, social, and spiritual (PIESS) development cited twice 

(50%). Examples of PIESS were the use of a “gym programme” which promoted “balance” and 

“strength” (physical); “morning assembly” where everyone in the centre was involved, providing 

interactions for children (social); and the fact that children were not attached to just one adult in 

the centre as “everybody handles every child, not just the teachers” (emotional; Juliana, P3). 

Juliana explained this further: 

All my children are taking gym, except for one. Because the gym is not just an activity; 

they taught balance, taught strength, add in a lot of other things, so gym is one of them 

(PIESS)… I have, every morning assembly with the children, where all the children are 

involved. After that, all my teachers are involved, all my children are involved, my 

aunties (cleaners) and my cook are all involved, so they will have that social part. In 

terms of emotional, everybody handles every child, not just the teachers… So you find 

that in terms of emotional, the children are very (flexible), they’re not stuck with one 

person. So you know, like if I don’t like this teacher I’m stuck with this teacher for good; 

they don’t have that kind of (situation). (Juliana, P3) 
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Two of the principals also suggested that indicators of a quality curriculum include its 

ability to scaffold children’s learning, or to create learning opportunities for children, or to 

provide community integration for children, or have an emphasis on children. 

 Quality environment. Two principals (50%) perceived a quality environment as a 

dimension of quality ECE provision. A quality environment might mean conducive and safe, 

which carried different meanings for different principals. Ann environment that is conducive 

might mean having “child-appropriate material”, or age-appropriate physical setup, or being 

“very child-friendly” and “very warm” (Iris (P1) elaborated: 

Child-appropriate material, furniture, the setup for correct age group; let’s say, you run an 

infant and toddler class; for example, a pre-nursery group, and the environment is not so 

fantastic yet because of lack fund. (If) my idea is to have a soft corner for them, some 

climbing activity, bigger space, more play corners, (but) right now this is lacking. This is 

in terms of conducive in environment: able to take turns, to share; the whole setup has to 

be very child-friendly, very conducive, very warm, very inviting. (Iris, P1) 

Jocelyn (P2) understood conducive to mean providing “health and safety for the 

children”; while Juliana (P3) understood it to mean providing a “home away from home 

situation”. Iris (P1) understood safe to mean teachers had to be “among the children” to provide 

“a sense of security”. 

Quality support. Lastly, only one principal (25%) perceived quality support as a 

dimension of quality ECE provision. Quality support might mean a financial grant for the centre 

or the provision of parent education. 
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Teachers’ Perceptions of Quality ECE Provision 

Similar to the perceptions of the principals, my data analysis showed that the teacher 

participants perceived six common dimensions of quality ECE provision. They were quality 

environment, teachers, leadership, relationship, curriculum, and support, in order of frequency 

count. Table 4.2 shows how often each quality dimension was perceived and by whom in the 

sticky notes (Appendix J), the meanings attached to each dimension, and the percentage of 

agreement. 
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Table 4.2 

Teachers’ Perceptions of Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Dimensions T1 T2 T3 T4 T5 T6 T7 n % 

Environment        7 100 

Low teacher-child ratio 
  

1 1 1 1 1 5 
 

Safe and conducive 1 1 1 
    

3 
 

Classroom size 
  

1 
    

1 
 

Enriching 
      

1 1 
 

Good 
    

1 
  

1 
 

Teachers 
 

      6 86 

Qualified and trained 
 

1 1 1 1 1 1 6 
 

Leadership 
 

    
 

 5 71 

Strong in management 
    

1 
 

1 2 
 

ECE knowledge 
 

1 
     

1 
 

Guided group 
  

1 
    

1 
 

Strong leadership 
   

1 
   

1 
 

Relationship  
 

    
 

5 71 

Home-school partnership 
  

1 1 1 1 
 

4 
 

Approachable staff 1 
      

1 
 

Openness to feedback 
   

1 
   

1 
 

Transparency 
  

1 
    

1 
 

Curriculum   
 

  
 

 5 71 

Integrated/ holistic 
 

1 
    

1 2 
 

Child-appropriate lesson plans  1 
      

1 
 

Learning through play  
 

1 
     

1 
 

Child-centred  
   

1 
   

1 
 

PIESS development 
    

1 
  

1 
 

Support  
  

 
 

 
 

3 43 

Staff development 
   

1 
 

1 
 

2 
 

Staff welfare 1 
      

1 
 

Teaching materials 1 
      

1 
 

 

Quality environment. All the teachers (n = 7, 100%) agreed that a quality environment 

was the most important to quality ECE provision. However, a quality environment meant 

different things to different teachers. Most of the teachers perceived it to mean a low teacher-

child ratio (n = 5, 71%), and a safe and conducive setting (n = 3, 43%). Only one teacher 
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suggested quality environment included appropriate classroom size. 

Low teacher-child ratio. This was the most commonly used (n = 5, 71%) meaning of 

quality environment. Sylvia (T3) believed that “if there’re more children and fewer teachers, 

some children will not be getting the right amount of attention”. Other reasons included, “a 

smaller teacher-child ratio would provide a better quality” (Priscilla, T5), and it could “cater 

more individualised curriculum for the children” (Patricia, T6). 

Safe and conducive. This was the second most cited (n = 3, 43%) meaning of quality 

environment. Being safe might mean having a setting that was “hazard free for children… the 

toys that they play with are safe” (Janet, T1), or the play area has “safety measure provided for 

the child….according to the age group of the child” (Jenny, T2). A conducive environment might 

mean that the “decoration appeals to the child” (Janet, T1), or “a child feels more at home and he 

feels safe to play anywhere” (Jenny, T2). 

Three of the teachers suggested a quality environment included appropriate classroom 

size or is enriching. 

Quality teachers. This was the second most frequently cited important dimension of 

quality ECE provision by the teachers (n = 6, 86%). They perceived quality teachers as being 

qualified and trained. Some reasons given were: 

If they (teachers) are not trained… they may not understand why the child behaves in a 

certain way and how to motivate the children of this age. Secondly, passion must be 

there… with passion then they can motivate the children; and do more for the child, and 

help the child learn. (Jenny, T2) 
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If they have a diploma or a degree they are more aware of the current, ongoing (ways) on 

how to teach the children, and the latest updates. (Patricia, T6) 

Quality leadership. Quality leadership was the third most commonly cited (n = 5, 71%) 

dimension of quality ECE provision by the teachers, which had similar frequency count as that of 

quality relationship and curriculum. Quality leadership might mean principals who were strong 

in management (n = 2, 29%), who “really understand the heart of the teachers and children” 

(Fiona, T7). 

Three teachers perceived quality leadership to mean principals who had ECE knowledge 

about child development or had guided groups of teachers. 

Quality relationship. Five teachers (71%) perceived a quality relationship as another 

dimension of quality ECE provision. More than half of them (n = 4, 57%) cited quality 

relationship to mean home-school partnership. To have good home-school partnership means 

being “family oriented” (Desiree, T4); or “parents and the teachers have to go on the same 

direction for the benefit of the child” (Patricia, T6), since “parents are the first teacher, to know 

the child we need to have a close relationship with the parents” (Sylvia, T3). 

Three teachers also suggested that a quality relationship could be indicated by 

approachable staff, or openness to feedback of parents, or having transparency in knowledge. 

Quality curriculum. The provision of quality curriculum was another dimension of 

quality ECE provision perceived by five of the teachers (71%). Two teachers believed that 

quality curriculum meant providing integrated/holistic curriculum. Jenny (T2) gave an example 

of what integrated/holistic curriculum meant to her and how it benefitted children: 
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Thematic and Montessori integrated curriculum is good. The children will obviously 

learn more…somehow they gain more knowledge. Montessori, though people think it is 

structured, it is a very good package where they (children) learn to read. They 

(Montessori) have five curriculums, and they cover widely. They have language, they 

have math, they have practical life where they learn about life skills, they have cultural 

where they gain knowledge on different countries, different ways of life, different 

lifestyles … they learn about history… zoology, where they learn about animals. All 

these are awareness they create for the children. They also have sensorial, where they 

stimulate the five senses. It is quite wide so these two approaches cover more and is 

wider in development. (Jenny, T2) 

 Other components of quality curriculum mentioned by four teachers included child-

appropriate lesson plans, or allowed children to learn through play, or were child-centred, or 

provided PIESS development. 

Quality support. Lastly, three of the teachers (43%) cited quality support given to 

teachers as a dimension of quality ECE provision. Two teachers (n = 2, 29%) perceived quality 

support to mean providing staff development, such as “staff training” (Desiree, T4); or 

“leadership training”, where teachers were trained “how to lead in the group” (Patricia, T6). 

A teacher also suggested quality ECE support to mean having staff welfare and providing 

teaching materials. 

Lecturers’ Perceptions of Quality ECE Provision 

Similar to that of the principals and teachers, the data analysis of the lecturer participants’ 
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sticky notes (Appendix K) and interview responses showed six common dimensions in their 

perceptions of quality ECE provision. Quality teachers was the most frequently cited (n = 3, 

100%) dimension; and the rest of the dimensions, namely, leadership, curriculum, support, 

affordability, and philosophy, were equally cited by two participants (67%). Each lecturer 

perceived the meanings of the dimensions very differently from the others, however. Table 4.3 

shows how often each quality dimension was cited and by whom in the sticky notes, the 

meanings attached to each dimension, and the percentage of agreement. 

Table 4.3 

Lecturers’ Perceptions of Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Dimensions L1 L2 L3 n % 

Teachers    3 100 

Qualified and trained 1 
  

1 
 

Reflective and flexible 
 

1 
 

1 
 

Respect the right of child 
  

1 1 
 

Leadership 
 

  2 67 

Taking initiative  
 

1 
 

1 
 

Shared vision 
  

1 1 
 

Leadership distribution 
  

1 1 
 

Curriculum   
 

 2 67 

Good timing and schedule 1 
  

1 
 

Accessible and holistic 
  

1 1 
 

Good transition strategies 
  

1 1 
 

Support    
 

2 67 

Clear support guidelines 1 
  

1 
 

Time control autonomy 
 

1 
 

1 
 

Resources  
 

1 
 

1 
 

Affordability  
 

 2 67 

Competitive fee 1 
 

1 2 
 

Philosophy   
 

2 67 

Transparency  1 
  

1 
 

Non-conformance to bureaucracy 
 

1 
 

1 
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 Quality teachers. Although all of the lecturers (n = 3, 100%) agreed that quality 

teachers was a dimension of quality ECE provision, their understanding of what it meant varied. 

Quality teachers could mean those who were qualified and trained for programme delivery; or 

teachers who were reflective and flexible; or teachers who respect the right of child. 

 Quality leadership. Two lecturers (67%) perceived quality leadership as another 

dimension of quality ECE provision. However, their meanings of what quality leadership meant 

differed. Quality leadership could mean principals who were taking initiative and dared to be 

different (Chloe, L2). It could also mean principals who had shared vision and clearly spelt out 

their centre policies, or principals who practised leadership distribution so that teachers would 

not feel fearful about making changes in their classrooms (Susan, L3). 

 Quality curriculum. This was another dimension of quality ECE provision perceived by 

two of the lecturers (67%). However, both lecturers had different perceptions of what quality 

curriculum meant. A quality curriculum variously meant good timing and scheduling, being 

accessible and holistic, and having good transition strategies. Good timing and schedules 

referred to “well planned” curriculum that answered the questions, “How many teachers I need? 

How many classes I can open?” (Sarah, L1). On the other hand, accessible and holistic referred 

to a curriculum that was “accessible to all preschoolers” regardless of whether their parents were 

rich or poor, and one that provided learning in “lifelong social skills” and “good academic skills” 

(Susan, L1). Transition strategies referred to the “mutual understanding” between the primary 

school teachers and the ECE teachers, and the provision of programmes that were based on 

“shared vision for children who are transiting from pre- to primary school” (Susan, L3). 

Quality support. Two lecturers (67%) perceived support as a dimension of quality 
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provision, but they did not have agreement on what quality support meant. There were three 

areas of support described. The first area of support perceived was that parents, teachers and 

centre operators needed clear support guidelines on emergencies or funding support available. 

As a parent, I want to know what kind of support I can get from the school in case 

something happens to me or my family. And as teachers, I want to know what kind of 

support I could get from the different stakeholders. As operator, I want to know what 

kind of support I get in terms of monetary, could be any form of help, so support is very 

important.” (Sarah, L1) 

A second area of support was the need for principals to have time control autonomy. As 

Chloe (L2) put it, “time seems to be something that everyone wants and misses here, so I think 

it’s very important”. The lack of autonomy in control over the amount of time and the use of 

time was an “issue” for principals (Chloe, L2). 

A third area of support was resources, such as “money, physical setting and materials” 

for principals and teachers needed “to provide quality childcare” if “childcare centre leaders, or 

teachers want to provide quality childcare” (Chloe, L2). 

Quality affordability. Two lecturers (67%) perceived quality affordability as another 

dimension of quality ECE provision. However, they did not agree on what quality affordability 

meant. Affordability would mean charging competitive fees in order for parents to enrol their 

children in the centre: 

As a parent, I’ll also be looking into affordability of the school fees. As an operator... I 

want to remain competitive … to make sure my clients can afford to send their children 

to my centre; so affordability is pretty important. (Sarah, L1) 
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Susan (L3) agreed with Sarah (L1), and commented, “If I’m going to look for a childcare centre, 

as a parent, I would look for affordability the first thing.” 

Quality philosophy. Lastly, two lecturers (67%) also perceived philosophy of principals 

as a dimension of quality ECE provision, but they had different interpretations of what that 

meant. These included proper handling of issues of transparency and non-conformance to 

bureaucracy. 

To Sarah (L1), principals who had quality philosophy were those practising transparency 

“in whatever [they] do for everybody” and “all the stakeholders must know what’s going on in 

the centre”. For example, there should be transparency on the types of “programme” the centre 

will be providing for children; the centre “policies” that affect teachers and parents; the standard 

operating procedure “in terms of how you run the centre day to day”; and also, the policies set by 

“governmental bodies” that would affect the parents, the children, and the teachers (Sarah, L1). 

Principals with quality philosophy could also mean those who practice non-conformance 

to bureaucracy, such as, “some institutional requirements or societal expectations” which were 

“barriers to quality provision” (Chloe, L2). For example, having a philosophy of education 

whereby ECE is not just for “business”, but for “the right of a child,” regardless of their ability to 

pay (Chloe, L2). Chloe (L2) saw the need to “change society’s discourse and idea about 

childcare/preschool education”, and to “change the government’s way of managing people” in 

order “for early childhood education to be provided differently”. 
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Discussions of Perceptions of Quality ECE Provision 

Based on the sticky notes and interview responses of the participants in Phase 1, the 

principals, teachers, and lecturers’ perceptions of quality ECE provision are shown in eight 

dimensions in total, in order of total group agreement (Figure 4.1). The next two sub-sections 

present the comparisons of perceptions of the participants with the literature reviewed (Chapter 

2), with regards to each of the eight dimensions and their respective meanings. 

 

Figure 4.1. Comparison of perceptions of quality ECE provision based on total group agreement. 

Perceptions of quality dimensions. Table 4.4 shows in detail how the principals and 

teachers had six similar perceptions of the quality dimensions (100%), although they were not in 

similar order of agreement. Four of their perceptions of quality dimensions (67%) are similar to 

that of the lecturers. Therefore, there are four common perceptions of quality dimensions 
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amongst all participants. These common dimensions are: teachers, curriculum, leadership, and 

support. 

Table 4.4 

Comparison of Participants’ Perceptions of Quality ECE Provision 

Quality 

Dimensions 

4 Principals 7 Teachers 3 Lecturers All Participants 

n
a 

%
b 

n % n % n % 

Teachers 3 75 6 86 3 100 12 86 

Curriculum 3 75 5 71 2 67 10 71 

Leadership 3 75 5 71 2 67 10 71 

Relationship 4 100 5 71 0 0 9 64 

Environment 2 50 7 100 0 0 9 64 

Support 1 25 3 43 2 67 6 43 

Affordability 0 0 0 0 2 67 2 14 

Philosophy 0 0 0 0 2 67 2 14 

 

Note. 
a
 The sample of each category of participants. 

b 
The percentage of agreement within the total sample of each category of participants. 

 

Similarities and differences of perceptions between principals and teachers. There are 

six common perceptions of quality dimensions amongst the principals and teachers. They are: 

teachers, curriculum, leadership, relationship, environment, and support. Similarly, the 

principals and teachers do not perceive affordability and philosophy as dimensions of quality. 

However, they have different percentages of agreement within their group regarding each of the 

six perceived quality dimensions. The principals have full agreement on relationship as an 

important dimension of quality provision; whereas, the teachers have full agreement on 

environment as an important dimension of quality provision. However, both the principals and 
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teachers tend to cite support the least amongst their six perceived quality dimensions. 

Therefore, Phase-1 results seem to suggest that: (a) the principals and teachers tend to 

have similar perceptions of quality dimensions, although not at similar levels of agreement; (b) 

the roles of the principals and the teachers tend to influence their agreement regarding each 

quality dimension. Possible reasons could be that the primary role of the principals is to build 

relationships in their leading and managing roles; whereas, the primary role of the teachers is to 

teach the children under their care, thus they are more concerned about the children’s 

environment. 

Similarities and differences of perceptions between lecturers and principals-teachers. 

The Phase-1 results (Figure 4.4) show that the lecturers believe in six out of the eight quality 

dimensions identified. However, they do not share the same perceptions of the quality 

dimensions of relationship and environment common to the principals and the teachers. Instead, 

the lecturers perceive affordability and philosophy as the other two dimensions of quality ECE 

provision. They also have full agreement on teachers as the dimension of quality, which is 

different from that of the principals and teachers. 

Once again, Phase-1 results seem to suggest that: (a) the principals and teachers tend to 

have both similar and different perceptions of quality dimensions to those of the lecturers; (b) the 

perceptions of quality dimensions are influenced by the roles of the perceivers. Possible reasons 

may be that the lecturers’ primary role is to conduct ECE leadership courses, which is very 

different from that of the principals and teachers. Thus, the lecturers tend to be more concerned 

about teachers’ quality in quality ECE provision. 
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Similarities and differences of perceptions amongst participants compared with 

literature review. Research (Moss & Dahlberg, 2008) found that the word quality has been 

perceived differently by different people in the world, even in the same context. This seems to 

remain true from my Phase-1 findings, whereby the three groups of participants tend to have 

both similar and different perceptions of quality dimensions within the same Singapore context 

(Table 4.4). Similarly, Phase-1 findings (Table 4.4) also seem to agree with the reviewed 

literature of this thesis, that common notions of quality do exist in some ways; for example, 

UNICEF (2000) and COAG (2009). However, although research (Ho & Tiklyb, 2012; Hujala et 

al., 2013; Mistry & Sood, 2012; Ryan, 2010) shows the lack of priority given to ECE leadership 

study, or the lack of research on leadership as an important dimension of quality ECE provision, 

the majority of Phase-1 participants tend to perceive leadership as an important dimension of 

quality ECE provision (Table 4.4). 

The next sub-sections further show that there tends to be no agreement on what each 

quality dimension means amongst the three groups of participants. 

Perceptions of meanings of quality dimensions. Although there are some common 

perceptions of quality dimensions amongst the participants, there are more differences than 

similarities in their perceptions of what these dimensions mean. These differences tend to be 

influenced by the roles of the participants. Table 4.5 to Table 4.11 compare these results across 

the participant groups, supporting the findings from the literature review (Chapter 2) that the 

definitions or measurements of quality ECE provision are context based, and there is a need of 

contextualising local views of quality to provide quality ECE (Moss & Dahlberg, 2008). 

Meanings of quality teachers. All three groups of participants perceived quality teachers 
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to be an important dimension of quality ECE provision (Table 4.5). However, there was no 

agreement on its meaning, except that teachers have to be qualified and trained (principals, n = 

3, 75%; teachers, n = 6, 86%; lecturer, n = 1, 33%). 

Table 4.5 

Comparison of Participants’ Agreement on Meanings of 'Teachers' Dimension of Quality ECE Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality Teachers 75 86 100 

qualified and trained 75 86 33 

open-minded 25 
  

reflective and flexible 
  

33 

respect the right of child 
  

33 

 

Meanings of quality curriculum. Table 4.6 shows that although all the participants 

perceived quality curriculum as another dimension of quality ECE provision, only two groups 

agreed that a quality curriculum is an integrated/ holistic one (teachers, n = 2, 29%; lecturer, n = 

1, 33%), and includes PIESS development (principals, n = 2, 50%; teachers, n = 1, 14%). 
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Table 4.6 

Comparison of Participants’ Agreement on Meanings of 'Curriculum' Dimension of Quality ECE Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality 'Curriculum'  75 75 67 

accessible  
  

33 

child-appropriate lesson plans  
 

14 
 

child-centred  
 

14 
 

community integration 25 
  

emphasis on children 25 
  

good time and schedule 
  

33 

good transition strategies 
  

33 

integrated/ holistic 
 

29 33 

learning opportunities  25 
  

learning though play  
 

14 
 

PIESS development 50 14 
 

scaffolding children’s learning 25 
  

  

 

Meanings of quality leadership. Although the principals, teachers and lecturers all 

perceived leadership as a dimension of quality ECE, there was no agreement on its meaning 

(Table 4.7). Each participant saw leadership in her own context. 
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Table 4.7 

Comparison of Participants’ Agreement on Meanings of 'Leadership' Dimension of Quality ECE Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality 'Leadership'  75 71 67 

ECE knowledge 
 

14 
 

guided group 
 

14 
 

leading in quality 25 
  

leadership distribution 
  

33 

setting philosophy 25 
  

shared vision 
  

33 

strong in management 
 

29 
 

taking initiative  
  

33 

team management 25 
  

 

 Meanings of quality relationship. Table 4.8 shows that although the principal and 

teacher participants perceived a quality relationship as a dimension of quality ECE provision, 

they did not perceive it with the same meaning. In addition, the lecturer participants did not 

perceive relationship as a dimension of quality at all. 
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Table 4.8 

Comparison of Participants’ Agreement on Meanings of 'Relationship' Dimension of Quality ECE 

Provision 

  Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Meaning of Quality 'Relationship'  100 71 0 

approachable staff 
 

14 
 

care and love  25 
  

collaboration 50 
  

home-school partnership 
 

57 
 

human relationship  25 
  

openness to feedback 
 

14 
 

reciprocal communication  25 
  

transparency 
 

14 
 

 

Meanings of quality environment. Table 4.9 shows that the teachers and principals 

perceived environment as a dimension of quality ECE provision, and they had a common 

understanding that quality environment meant conducive and safe (principals, n = 2, 50%; 

teachers, n = 3, 43%). However, only the teachers perceived it to also mean low teacher-child 

ratio (teachers, n = 5, 71%). The lecturers did not consider environment as a dimension of 

quality ECE provision. 
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Table 4.9 

Comparison of Participants’ Agreement on Meanings of 'Environment' Dimension of Quality ECE 

Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality 'Environment'  50 100 0 

classroom size 
 

14 
 

conducive and safe 50 43 
 

enriching 
 

14 
 

good  
 

14 
 

low teacher-child ratio 
 

71 
 

 

Meanings of quality ‘support’. Again, there was no agreement on what quality support 

meant across the three groups of participants, although they all perceived it as a dimension of 

quality ECE provision (Table 4.10). All the participants perceived quality support very 

differently. 

Table 4.10 

Comparison of Participants’ Agreement on Meanings of 'Support' Dimension of Quality ECE Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality 'Support'  25 43 67 

clear support guidelines 
  

33 

financial grant 25 
  

parent education 25 
  

resources  
  

33 

staff development 
 

29 
 

staff welfare 
 

14 
 

teaching materials 
 

14 
 

time control autonomy 
  

33 

 

Meanings of quality affordability and philosophy. Lastly, only the lecturers perceived 

affordability and philosophy as dimensions of quality ECE provision (Table 4.11). Even so, they 
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did not have similar perceptions of what these dimensions meant. 

Table 4.11 

Comparison of Participants’ Agreement on Meanings of 'Affordability' and 'Philosophy' Dimension of 

Quality ECE Provision 

  Agreement (%) 

  

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Meaning of Quality 'Affordability' 0 0 67 

competitive fee 
  

33 

Meaning of Quality 'Philosophy'  
  

67 

non-conforming to bureaucracy 
  

33 

transparency  
  

33 

 

Conclusion on Perceptions of Quality ECE Provision 

Phase-1 findings on the perceptions of quality ECE provision seem to agree with the 

reviewed literature (Chapter 2) that perceptions of quality ECE provision are based on context 

(Moss & Dahlberg, 2008), and their definitions are unclear or varied (Moss & Dahlberg, 2008; 

Russell & Miles, 1998; UNICEF, 2000), although there are some broad agreements  (COAG, 

2009, 2014; OECD, 2011b; UNICEF, 2000) on the indicators of quality. With so many views of 

quality, it is important to contextualise the local meanings of quality (Myers, 2006), rather than 

to transfer educational policy and practice to solve local problems without critical review (M. 

Fenech, 2011; Harcourt, 2008; Ho et al., 2010). These results also show that more research on 

the link between leadership and quality ECC provision is needed (O'Sullivan, 2009; Richmon & 

Allison, 2003, p. 32), for which I shall provide more evidence in the next section. 
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Therefore, these results provide a possible framework for developing a confirmatory 

questionnaire, focusing on ECE principals in Singapore, to test my hypotheses and to understand 

the extent of such perceptions. I shall elaborate more in the next section of this chapter. 

Perceptions of Leadership in Quality ECE Provision 

The data analysis of sticky notes (Appendix L to N) and responses to interview questions 

(Appendix D) by the principals, teachers and lecturers showed that they perceived quality 

leadership in six dimensions, which were important to quality ECE provision. These were the 

principals’ ways of staff management, staff support, and operational management; their personal 

disposition, philosophy, and knowledge. The principals, teachers and lecturers’ perceptions are 

each described and explained below. Only dimensions and their meanings suggested by more 

than one participant are elaborated. 

Principals’ Perceptions of Quality Leadership 

Based on the sticky notes (Appendix L) of the principals interviewed regarding their 

perceptions of quality (helpful) leadership in quality ECE provision, five different dimensions of 

quality leadership emerged in the data analysis. They were the principals’ staff management, 

personal disposition, staff support, philosophy, and knowledge, in order of frequency count and 

agreement (Table 4.11). However, each of these dimensions was perceived by only one or two 

principals out of four, so there was little agreement about what quality leadership really meant. 

Table 4.12 shows how often each quality leadership dimension was suggested and by whom in 

the sticky notes. 
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Table 4.12 

Principals’ Perceptions of Quality Leadership in Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Leadership P1 P2 P3 P4 n % 

Staff management 
 

 
 

 2 50 

Affirms, recognises and rewards staff 
 

1 
  

1 
 

Appraises fairly 
 

1 
  

1 
 

Delegates 
 

1 
  

1 
 

Empowers staff 
 

1 
  

1 
 

Lets staff take ownership 
 

1 
  

1 
 

Allows for open communication 
 

1 
  

1 
 

Gains support 
   

1 1 
 

Motivates staff 
   

1 1 
 

Personal disposition 
  

  2 50 

Decision maker 
  

1 
 

1 
 

Fair judge 
  

1 
 

1 
 

Listener 
  

1 
 

1 
 

Mediator 
  

1 
 

1 
 

Risk taker 
  

1 
 

1 
 

Attitude of learning 
   

1 1 
 

Staff support 
 

 
  

1 25 

Provides mentoring 
 

1 
  

1 
 

Philosophy  
   

1 25 

About what quality is 1 
   

1 
 

Advocate for children's right 1 
   

1 
 

Research on quality approaches 1 
   

1 
 

Knowledge  
   

1 25 

About current issues and trends 1 
   

1 
 

About technology 1 
   

1 
 

 

Although 50% of the principals (n = 2) perceived that staff management and personal 

disposition were important dimensions of quality leadership, they had different meanings for 

each of these dimensions. The rest of the three dimensions perceived were only proffered by one 

participant each (25%), which were staff support, philosophy, and knowledge. 

Staff management. Half of the principals (n = 2) perceived staff management as an 
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important dimension of leadership in quality ECE provision. However, they had different 

interpretations of what staff management meant. 

Jocelyn (P2) cited six out of the eight meanings of quality staff management. She 

suggested it to mean a principal who affirms, recognises and rewards staff in the presence of 

others to cultivate an environment of appreciating each other. Secondly, such a principal 

appraises fairly; for example, allowing staff to appraise themselves first, and then discussing 

their own appraisal with their principal. Thirdly, such a principal delegates jobs to staff; for 

example, providing an operation duty roster for the staff instead of the principals having to do 

everything. Fourthly, such a principal empowers staff, and is not afraid to “let staff take charge of 

events, like autumn festival, CNY (Chinese New Year) celebration; just let them (staff) 

coordinate and even conduct small meetings, then feedback to the principal about what she has 

done” (Jocelyn, P2). Fifthly, such a principal lets staff take ownership or accountability of what 

they did. Lastly, such a principal allows for open communication - that means to “be open to 

suggestions” and not say, “No, no, no, we’ve been doing this for 10 years, don’t change” 

(Jocelyn, P2). 

On the other hand, Emily (P4) perceived quality staff management to mean a principal 

who gains support from her staff, or “support from the whole related parties”. Such a principal 

also motivates staff. 

Personal disposition. Two principals (50%) perceived the leader’s personal disposition 

as an important dimension of leadership in quality ECE provision. Juliana (P3) identified the first 

five of the six identified personal dispositions. Firstly, she believed that a principal with quality 

personal disposition is a good decision maker. Secondly, such a principal is also a fair judge 
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between children, by having situation awareness, in order to make logical or rational decisions. 

Thirdly, such a principal is a good listener and will “listen to the staff” regarding their views and 

suggestions. Fourthly, such a principal is a mediator “between staff, between parent and child, 

parent and teacher”. Lastly, such a principal is also a risk taker who would make a decision that 

is good for the centre, even though it may be risky at times. Juliana (P3) cited her own 

experience, where she disenrolled a child as he was “a danger to himself, to the staff, and to 

other children”, although the centre management said, “We need enrolment”. 

For Emily (P4), quality personal disposition refers to a principal with an attitude of 

learning. Only then could a principal “understand the challenges and work with strategies to 

improve the quality” (Emily, P4). 

Only Jocelyn (P2, 25%) believed that staff support is a dimension of leadership in quality 

ECE provision. Whereas, Iris (P1, 25%) believed that the philosophy of a principal and a 

principal’s knowledge are the other two dimensions of quality leadership in quality ECE 

provision. 

Principals’ Perceptions of Poor Leadership 

Although the principals identified five dimensions of quality leadership, they also 

identified four poor leadership dimensions that affect quality ECE provision (Table 4.13). These 

were, first, poor personal disposition (n = 4, 100%) and, second, staff management (n = 2, 50%). 

The other three dimensions of poor leadership suggested by one participant each were poor staff 

management, staff support, and philosophy. 
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Table 4.13 

Principals’ Perceptions of Poor Leadership Affecting Quality ECE Provision 

 
Sticky Notes Agreement 

Poor Leadership P1 P2 P3 P4 n % 

Personal disposition     4 100 

Poor interpersonal skills 1 
 

1 
 

2 50 

Isolation from team 
 

1 
 

1 2 50 

Resistant to change 
 

1 
 

1 2 50 

Poor role model 
 

1 
  

1 25 

Not taking responsibilities 
 

1 
  

1 25 

Bias 
  

1 
 

1 25 

Poor problem solving skills 
  

1 
 

1 25 

Procrastinates 
  

1 
 

1 25 

Staff management 
 

  
 

2 50 

Poor job delegation / distribution 
 

1 1 
 

2 50 

Staff support 
  

 
 

1 25 

Not supporting staff in disputes 
  

1 
 

1 25 

Philosophy  
   

1 25 

Work quality is based on salary 1 
   

1 25 

 

 

Poor personal disposition. All principals (n = 4) identified certain poor personal 

dispositions of principals that could affect their leadership in quality ECE provision and shared 

their views of what these mean. These were mainly poor interpersonal skills, isolation from the 

team, and resistance to change. There were also six other once-cited meanings of poor personal 

disposition of principals. 

Poor interpersonal skill. Two principals (50%) interpreted poor personal disposition to 

mean poor interpersonal skills, which are the principals’ “personality” (Iris, P1), or “EQ 

(emotional quotient), handling staff” (Juliana, P3). 

Isolation from team. Again, two principals (50%) perceived poor personal disposition to 

mean the principal’s isolation from the team. For example, when a principal is too “busy in the 

office…so caught up with her own work, she’s too busy to take note of the rest of the staff, or the 
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children, or the centre” (Jocelyn, P2), “instead of being with the group” (Emily, P4). 

Resistant to change. Half of the principals (n = 2) also cited resistance to change as a 

poor personal disposition of principals. It means that principals were not open to discussion 

about positive changes (Jocelyn, P2), or not willing to learn new things even though they were 

“not able to cope with the recent projects or recent research” (Emily, P4). Poor personal 

disposition also means poor role models and not taking responsibilities (Jocelyn, P2), or being 

biased, or having poor problem solving skills, or tending to procrastinate (Juliana, P3). 

Poor staff management. Half of the principals (n = 2) explained this to mean poor job 

delegation and distribution of a principal. For example, a “principal who does everything by 

herself doesn’t know how to delegate” (Jocelyn (P2), or a principal who has “poor distribution of 

responsibilities in any scenarios” (Juliana, P3). 

Two other once-only cited perceptions of poor leadership dimensions, stated by one 

principal each, are poor staff support, (Juliana, P3) and poor philosophy (Iris, P1). 

Teachers’ Perceptions of Quality Leadership 

Table 4.14 shows how often the leadership dimensions and their meanings were 

perceived, and by whom, in the sticky notes (Appendix M). Six commonly cited dimensions of 

helpful leadership quality perceived by the teachers were staff management, staff support, 

personal disposition, philosophy, operation management, and knowledge, in order of frequency 

count. The first three dimensions received more than 50% (n = 4-6) agreement amongst the 

participants, although their perceived meanings varied. The last three dimensions received less 

than 50% (n = 2-3) of agreement amongst the participants and with differing meanings. 
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Table 4.14 

Teachers’ Perceptions of Quality Leadership in Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Leadership T1 T2 T3 T4 T5 T6 T7 n % 

Staff management 
 

      6 86 

Motivates staff 
 

1 
   

1 
 

2 
 

Open communication 
   

1 
 

1 
 

2 
 

Flexible with staff 
     

1 
 

1 
 

Affirms, recognises and rewards staff 
  

1 
    

1 
 

Appraises fairly 
      

1 1 
 

Good personal relationships 
    

1 
  

1 
 

Staff support      
 

 6 86 

Provides mentoring 
  

1 1 1 
  

3 
 

Provides staff development 
    

1 
 

1 2 
 

Provides moral support 1 1 
     

2 
 

Provides resources 
 

1 
 

1 
   

2 
 

Personal disposition   
  

 
 

 4 57 

Understanding 1 1 
  

1 
 

1 4 
 

Philosophy 
  

  
 

 
 

3 43 

Values in practice 
   

1 
 

1 
 

2 
 

Congruency of beliefs and practices 
  

1 1 
   

2 
 

Operation management   
     

2 29 

Increases enrolment 1 1 
     

2 
 

Maintains centre operation 1 
      

1 
 

Knowledge 
 

  
    

2 29 

About current issues and trends 
  

1 
    

1 
 

About problems solving 
 

1 
     

1 
 

 

Staff management. This dimension of quality leadership was one of the two highest 

cited (n = 6, 86%) dimensions. However, there was little agreement on what staff management 

meant, with most of the meanings cited only once, except the first two meanings that were cited 

twice. 

Motivates staff. Two teachers (29%) perceived quality staff management to mean a 

principal who motives staff; for example, encouraging “conducive… team spirit” amongst staff 
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so that they could “work with the team” (Jenny, T2). It also meant motivating staff towards 

“teambuilding”, being “cohesive” in what they do, to “share a lot amongst each other and try to 

help each other” (Patricia, T6). 

Open communication. Similarly, two teachers (29%) perceived quality staff management 

to mean a principal with open communication, for example, “openness to feedback”, or “there’s 

a lot of transparency” in terms of teachers’ current performance and future development 

(Desiree, T4), or when principal and teacher “can talk about it, think about it, renegotiate” 

(Patricia, T6). 

Other once-cited meanings of quality staff management were: a principal who is flexible 

with staff (Patricia, T6), who affirms, recognises and rewards staff (Sylvia, T3), who appraises 

staff fairly (Fiona, T7), and who has good personal relationship with staff (Priscilla, T5). 

Staff support. Again, six out of seven teachers (86%) perceived quality staff support as 

another important dimension of quality leadership in quality ECE provision. There was some 

agreement on what quality staff support meant. 

Provides mentoring. Three teachers (43%) cited a principal who provides mentoring to 

teachers as providing quality staff support. For example, Sylvia (T3) wrote, “guided me to 

quality approaches”, while Desiree (T4) wrote, “mentoring: challenge thinking, the senior 

teacher or principal will mentor you”. Similarly, Priscilla (T5) wrote, “supporting me 

professionally: strengthening me in my teaching strategies, or values philosophy; she’s always 

there as a mentor and to guide me”. 

Provides staff development. Two teachers (29%) perceived quality staff development to 
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mean a principal who provides staff development, such as helping teachers to “grow as an 

educator” (Priscilla, T5), or providing “a lot of professional training and development” for staff 

(Fiona, T7). 

Provides moral support. Similarly, only two teachers (29%) perceived quality staff 

support to mean a principal who provides moral support; for example, a principal who is 

“observant enough to show care and concern” for a sick teacher at the work place (Jaclyn, T1), 

or a principal who empathises with staff and motivating staff to work in a team (Jenny, T2). 

Provides resources. Another meaning of quality staff support cited by two teachers 

(29%) was a principal who provides resources for staff. Examples of resources needed were 

“staff relief, material, training aids” because “sometimes there is a shortage of staff…maybe they 

[principals] will come in and [help] in whichever area” (Jenny, T2), or when staff “have a 

problem” they could seek help from “colleagues and principals” (Desiree, T4). 

Personal disposition. Four teachers (57%) perceived quality personal disposition as 

another dimension of quality leadership in quality ECE provision. All of them had a common 

belief that it meant an understanding principal. Examples given were, “understanding the needs 

of staff, so they can confide their personal problems; give leave/time-off (when needed); 

sensitive to staff’s needs”, be accommodating and being able to motivate staff (Jaclyn, T1). 

Jenny (T2) illustrated how a principal could show understanding of staff problems by 

defending them when accidents occurred in the centre. 

Sometimes things in the centre can go wrong. She (principal) must know what went 

wrong; not to take side…she must understand and find out in detail what went wrong… 

to investigate closely. More importantly, they are able to help the teachers when 
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something goes wrong. For example, sometimes a child may fall down, accident may 

happen; the supervisor must be able to understand and give support. (Jenny, T2) 

Another example of ‘understanding’ is when a principal is “caring towards staff and children” 

(Fiona, T7). 

Philosophy. Three teachers (43%) perceived quality philosophy of a principal as a 

dimension of quality leadership in quality ECE provision. 

Values in practice. To Desiree (T4) and Patricia (T6), quality philosophy refers to the 

emphasis on values in practice, and not just being there in theory. 

Congruency of beliefs and practices. Sylvia (T3) and Desiree (T4) believed quality 

philosophy meant there should be congruence of beliefs and practices between the teachers and 

the organisation. For example, Sylvia’s (T3) principal had helped her to “be more effective with 

school philosophy” by letting her know “how it comes about, how it flows, and balance in [her] 

work”. Desiree (T4) said, “Teachers are encouraged to practice this philosophy as well” by her 

principal. 

Operation management. Two teachers (29%) perceived quality operation management 

as another dimension of quality leadership in quality ECE provision. Both Jaclyn (T1) and Jenny 

(T2) perceived quality operation management to mean a principal who increases enrolment. For 

example, a principal may “work with parents, (introduced) centre, speak- well and be 

knowledgeable” to increase enrolment (Jaclyn, T1), or “talk to the parents when they come for 

enrolment” of children (Jenny, T2). 
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Knowledge. Finally, 29% of teachers (n = 2) believed that quality knowledge of a 

principal was a dimension of quality leadership in quality ECE provision, but they both cited the 

knowledge was needed differently. A quality leader should have knowledge about current issues 

and trends Sylvia (T3), or about problem solving Jenny (T2), 

Teachers’ Perceptions of Poor Leadership 

 As much as quality leadership was perceived as important in quality ECE provision, 

teacher participants also perceived poor leadership as affecting quality ECE provision. Table 

4.15 shows how often teachers indicated on their sticky notes that they thought poor leadership 

practices were in evident in their centres. The three most commonly cited factors of poor 

leadership cited were poor personal disposition, staff management, and operation management, 

although the teachers did not have full agreement on what they meant. Two other meanings were 

cited only once each. 

Table 4.15 

Teachers’ Perceptions of Poor Leadership Affecting Quality ECE Provision 

 
Sticky Notes Agreement 

Poor Leadership T1 T2 T3 T4 T5 T6 T7 n % 

Personal disposition 
 

 
 

 
 

  4 57 

Bias 
 

1 
    

1 2 
 

Not open to ideas 
     

1 1 2 
 

Poor understanding of staff 
 

1 
    

1 2 
 

Resistant to change 
   

1 
   

1 
 

Cannot keep things in confidence 
 

1 
     

1 
 

Staff management  
 

 
   

 3 43 

Does not support staff in disputes 
      

1 1 
 

Does not acknowledge staff 
  

1 
    

1 
 

Does not mentor staff 1 
      

1 
 

Operation management 
   

  
 

 3 43 

Poor job- distribution 
   

1 1 
 

1 3 
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Poor personal disposition. Four teachers (57%) perceived five poor personal 

dispositions as affecting the principals’ leadership in quality ECE provision. However, only one 

or two of them share the same meanings of what it was. 

Bias. Jenny (T2) and Fiona (T7) perceived a principal who is biased in job distribution, 

or is selective by only listening to certain staff, as having a poor disposition. They elaborated 

using the scenarios below. 

If a leader is not firm, is biased and takes sides, the whole team spirit will be affected and 

it would be difficult to work. Example, she has special preference for a group of people, 

and when it comes to job description (distribution) it is unfair. Cannot offer alternatives 

or problem-solve. (Jenny, T2) 

(At) a previous centre the leader was very biased to certain staff. Some of the staff have 

been around for 5 or 10 years, or a teacher is very highly qualified. Usually these 

teachers’ ideas will be taken, and the rest of the staff’s ideas were not taken.... The 

biasness (sic) is very obvious, so sometimes the staff have this feeling that they cannot 

work together because of this extreme biasness towards one’s staff. (Fiona, T7) 

Not open to ideas. As for Patricia (T6) and Fiona (T7), they perceived poor disposition to 

mean a principal who is not open to ideas. For example, principals “base most of their decisions 

on their own ideas and their own values, they’re not open to what the staff is saying” (Patricia, 

T6), or “not open to feedback from the teachers” and “will just stick to her own ideas, instead of 

being open and trying to work together as a team” (Fiona, T7). 
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Poor understanding of staff. Another meaning of poor personal disposition of principal 

perceived by two teachers (29%) was poor understanding of staff. For example, a principal who 

is “unable to understand staff well, unable to interact with staff”, so the principal will not 

understand the staff in the event “certain things crop up” (Jenny, T2). 

Poor staff management. Although three teachers (43%) perceived poor staff 

management as affecting quality leadership in quality ECE provision, they did not have similar 

perceptions of what poor staff management meant. Their meanings of poor staff management 

were: a principal who does not support staff in disputes with parents, such as not trusting staff 

and siding with the parents instead (Fiona, T7); and a principal who does not acknowledge staff 

(Sylvia, T3); or a principal who does not mentor staff (Jaclyn, T1). 

Poor operational management. Three teachers (43%) perceived poor operational 

management as affecting leadership in quality ECE provision. All of them agreed that poor 

operational management meant poor job distribution and they gave examples on how they were 

being overloaded with work. Fiona (T7) said “overload, too much work, no time to rest or 

breathe; after handling the children we got to rush and do other stuff, too many things to cope”. 

Two other examples of poor job distribution were: 

 Increase of workload….is too much… apart from just educating the children and caring 

for them, we have to make time to also do our paperwork and newsletters, and all these. 

So, I guess we are finding it quite difficult now to balance both” (Priscilla, T5). 

A lot of times, because we’re always with the children, we bring a lot of work home, so it 

affects family life. As much as we try to get as many things done in school as possible, 

there are certain things that we can’t, and we just have to do it at home, especially with 
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older classes where they don’t really nap in school and things like that. Even if they nap 

in school, sometimes we have meetings and we don’t have time to do paperwork in 

school. (Desiree, T4) 

Lecturers’ Perceptions of Quality Leadership 

From the sticky notes (Appendix N) of the three lecturers interviewed regarding their 

perceptions of leadership in quality ECE provision, five dimensions emerged. They were quality 

staff management, personal disposition, philosophy, staff support, and knowledge. The 

dimensions of quality staff management and personal disposition were agreed by all the lecturers 

(n = 3, 100%), although not all of them agreed on the meanings of these dimensions. The 

dimensions of staff support and knowledge were only mentioned by one principal each. Table 

4.16 shows how often each leadership quality leadership dimension was suggested, and by 

whom, in the sticky notes. 
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Table 4.16 

Lecturers’ Perceptions of Quality Leadership in Quality ECE Provision 

 
Sticky Notes Agreement 

Quality Leadership L1 L2 L3 n % 

Staff management    3 100 

Empowers staff 1 
 

1 2 
 

Delegates 
  

1 1 
 

Motivates staff 1 
  

1 
 

Lets staff take ownership 
 

1 
 

1 
 

Personal disposition    3 100 

Attitude of learning 
 

1 1 2 
 

Confidence 1 1 
 

2 
 

Risk taker 1 1 
 

2 
 

Curious 
 

1 
 

1 
 

Philosophy 
 

  2 67 

Speaks up on ECE issues 
 

1 1 2 
 

Staff support 
  

 1 33 

Provides mentoring 
  

1 1 
 

Knowledge  
  

1 33 

About current issues and trends 1 
  

1 
 

 

 Quality staff management. Quality staff management meant different things to different 

lecturers, except two lecturers (67%) who perceived quality staff management to mean a 

principal who empowers staff, such as in “transformation leadership” (Sarah, L1), or in 

“collaborative leadership” which trained staff for principal succession (Susan, L3). Other once-

cited meanings included a principal who delegates jobs (Susan, L3), motivates staff to “think 

outside the box” (Sarah, L1), and lets staff take ownership in finding solutions and decision-

making (Chloe, L2). 

Quality personal disposition. Quality personal disposition was also perceived as a 

dimension of quality leadership in quality ECE provision by all (n = 3) of the lecturers. 

Attitude of learning. Two lecturers (67%) perceived quality personal disposition to mean 
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a principal with the attitude of learning from past “mistakes”, and who is “brave enough to 

change their approaches” (Chloe, L2). As for Susan (L3), having an attitude of learning meant 

doing a “reverse mentoring…. where you appreciate what your teachers know and what your 

teachers are giving as well; should be both ways” (Susan, L3). 

Confidence. Two lecturers (67%) perceived quality personal disposition to mean a 

principal’s confidence, as without confidence, the principal could not lead the centre (Sarah, L1). 

Chloe (L2) elaborated more on what having confidence meant: 

It’s really about being confident and being able to stand up for her own beliefs, especially 

in front of teachers and parents, because a lot of times, for purposes of getting enrolment 

up or whatever, principals seem to be afraid of parents. They want to please them so they 

can have more, to keep the numbers high enough, but I believe that they will have to be 

able to tell parents what they think about different issues, instead of being afraid of 

parents withdrawing their children, or when things happen. Chloe (L2) 

Risk takers. Again, two lecturers (67%) perceived quality personal disposition to mean a 

principal who is a risk taker. Examples of risk taker are: a principal who is good at “seizing 

opportunities” for “research grants”, and is “not fearful of [the] workload” involved (Sarah, L1). 

One other once-off meaning included a principal who is curious (Chloe, L2). 

Quality philosophy. Two lecturers (67%) perceived quality philosophy to be a 

dimension of quality leadership in quality ECE provision, and they had similar understanding of 

what that meant. 

Speaks up on ECE issues. Both Chloe (L2) and Susan (L3) perceived quality philosophy 

to mean a principal who speaks up on ECE issues. Examples cited were: a principal who 
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“vocalises issues to higher level of management” (Chloe, L2), or has “collaborative leadership” 

and is an “advocate of ECE” (Susan, L3). Susan (L3) elaborated: 

Principals should not just do admin and mentoring job; advocacy, which is a very 

important role that she (principal) has to take over. She has to look beyond, like my 

colleague said, think out of the box. She has to look beyond not just “within my centre 

and close everything and I don’t let people know what’s happening”. Speak (up) - that’s 

how leadership grows in ECE. (Susan, L3) 

Staff support and knowledge. Two other once-cited (n = 1, 33%) dimensions of quality 

leadership in ECE provision were staff support, which meant providing mentoring (Susan, L3), 

and knowledge of a principal about current issues and trends (Sarah, L1). 

Lecturers’ Perceptions of Poor Leadership 

 Just as quality leadership helped in quality ECE provision, the lecturers also perceived 

that poor leadership affected quality ECE provision. Three poor leadership issues emerged from 

the data analysis, namely, poor personal disposition, poor knowledge, and poor philosophy of 

principals (Table 4.17). 
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Table 4.17 

Principals’ Perceptions of Poor Leadership Affecting Quality ECE Provision 

 
Sticky Notes Agreement 

Unhelpful Leadership L1 L2 L3 n % 

Personal disposition    3 100 

Rigid and fearful 1 1 1 3 
 

Not sharing knowledge 1 1 1 3 
 

Poor risk taker 1 1 
 

2 
 

Not keen to do research 
 

1 1 2 
 

Poor interpersonal skills 1 
  

1 
 

Knowledge   
 

2 67 

About current issues and trends lacking 1 1 
 

2 
 

Philosophy 
 

 
 

1 33 

Views ECE as business 
 

1 
 

1 
 

 

Poor personal disposition. All the lecturers (n = 3) perceived poor personal disposition 

as affecting leadership in quality ECE provision. These poor personal dispositions included, 

being rigid and fearful, not sharing knowledge, poor risk taker, not keen to do research, and 

poor interpersonal skills. 

Rigid and fearful. All lecturers (n = 3) perceived the poor personal disposition of leaders 

to mean a principal who is rigid and fearful. For example, a principal who is “doing things law 

by law”, that means following regulations strictly and being non-negotiable (Sarah, L1). Sarah 

(L1) elaborated on her point: 

Yes, they (principals) are not willing to be flexible; not willing to take another route to 

solve a problem; they are very rigid in their thinking; in their way of solving things; yes, 

“law by law”, that’s how we termed in Singapore, cannot change. And it worries me 

when I see such principals because they can never progress if they have this rigidness in 

them. (Sarah, L1) 

Another example of being rigid and fearful was when “institutional management focusing 
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(sic) on numbers; fear the lack of enrolment, money, profit”, which means principals were over 

concerned about profitability of their centre and “how they’re being evaluated” such that they 

became fearful of changes (Chloe, L2). 

To Susan (L3), an example of being rigid and fearful was when a principal dares not be 

flexible, and is performing “administration rather than leading”, that is just to meet the minimum 

Ministry requirement. This sentiment was echoed by Chloe (L2) and Susan (L3). They 

elaborated further: 

Constraints to meeting with Ministry’s requirements - oh yes, we’re not flexible, and 

because of the inflexibility what happens is that they like to keep the structure. “Don’t get 

out of it please. Once you move out of it, Ministry will not approve certain things; 

Ministry will never do these things.” So, meeting with the Ministry’s requirements is so 

important to them that you lose your flexibility and teachers are constrained; and then, 

everything is constrained…rippling effect, something like that. (Susan, L3) 

Maybe sometimes, with this very strict confinement or restrictions, it might be one way 

to make leaders feel comfortable; because that’s how they define who they are. Their job 

is just to follow the rule, or listening to supervisors: “I’m doing my job.” That’s how they 

define their job and that’s how they define the quality. That’s not really good right? 

(Chloe, L2) 

 Not sharing knowledge. This is another meaning of poor personal disposition perceived 

by all of the lecturers (n = 3, 100%). Sarah (L1) shared her “constraints” in sharing knowledge 

where her voice was “muted” and her “hands [were] tied sometimes” by her higher management. 

Susan (L3) termed not sharing knowledge as “restrained leadership’, which meant that the 
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principals were “afraid to share, afraid to give power away, afraid to speak with parents, fear of 

competitors”. She illustrated her points: 

Especially big corporations; these are the people who are very afraid to share. I also see 

this in private operators, not just big operators; because “If I share with you, you will 

open up another centre if you have the know-how.” So people don’t like to share, and it’s 

a very cultural thing here, afraid to give away power; because “If you were to become the 

leader you will overpower me.” That kind of feeling is there… Now if you are that kind 

of leader what will the teachers learn from you? They’re not going to be advocates as 

well; we’re not going to have the future advocates in ECE. So these are all the restrained 

aspects I see in certain leaders, not all though. (Susan, L3) 

Poor risk taker. Next, two lecturers (67%) perceived that a principal who is a poor risk 

taker has poor personal disposition, such as having “negative outlook; afraid of taking risk”, 

“afraid of many, many, things; things that they are not sure themselves will take place but they’re 

inbuilt in them; they’re so afraid of doing things” (Sarah, L1). Chloe (L2) agreed, saying, “When 

principals are faced with new issues or challenges, the first reaction is maybe to hide away”, or 

“go with the flow/motion and being realistic; be complacent” (Chloe, L2). 

Not keen to do research. Two lecturers (67%) perceived poor personal disposition to 

mean a principal who is not keen to do research due to “research workload”, and so “sticking to 

structure”; and there is a lack of access to research papers or articles in Singapore (Susan, L3).  

Poor knowledge. This is another aspect of poor leadership perceived by two out of three 

lecturers (67%). Both of these lecturers perceived it to mean a principal with poor knowledge 

about current issues and trends. They explained that this was the result of “not doing enough” of 

“reading, look for new things that are happening, whether by networking or by surfing the 
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internet” (Sarah, L1), “because they don’t believe that reading more can get them evaluated in a 

positive light” since they viewed ECE as a business only” (Chloe, L2). 

Poor philosophy. The last dimension of poor leadership that affected quality ECE 

provision, perceived by one lecturer (33%), was poor philosophy An example given was a 

principal who views ECE as business, (Chloe, L2). 

Discussion of Perceptions of Leadership 

The literature reviewed (Chapter 2) shows that understandings about what good 

leadership and management is, are important as they tend to be contextually based (McLeod, 

2002; Thornton, 2006). Yet, there are few studies regarding early childhood leadership (Ho & 

Tiklyb, 2012; Hujala et al., 2013; Mistry & Sood, 2012; Ryan, 2010), especially within Asian 

countries (Hallinger & Bryant, 2013). Therefore, Phase-1 findings about the perceptions of 

leadership in quality ECE provision provide a framework for the creation of questionnaire in the 

Phase-2 confirmatory study reported in Chapter 5 and Chapter 6. 

Figure 4.2 shows the comparison of perceptions of quality leadership in quality ECE 

provision based on the total group agreement of the principals, teachers and lecturers in the 

Phase-1 study. Six dimensions of quality leadership that have helped principals in quality ECE 

provision emerged from the data analysis of the participants’ sticky notes and interviews. These 

findings are discussed in detail in the next two sub-sections, presenting comparisons of 

perceptions of the participants with the literature reviewed (Chapter 22). 
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Figure 4.2 Comparison of perceptions of quality leadership in quality ECE provision based on total group 

agreement. 

Perceptions of quality leadership dimensions. Researchers (Hujala et al., 2013; 

McLeod, 2002; Rodd, 2001) found that the perceptions of leadership are contextually based, 

which means that the perceivers’ roles or context could possibly influence their perceptions of 

leadership. The results of the Phase-1 study suggest that principals, teachers and lecturers in 

Singapore tend to have five common perceptions of quality leadership, regardless of their roles, 

although they do have different degrees of agreement within their respective group about each 

leadership dimension (Figure 4.2) and its meanings (Table 4.18 to Table 4.23). These perceived 

leadership dimensions are staff management, personal disposition, staff support, philosophy, and 

knowledge, in order of the principals’ agreement on each dimension. However, only the teachers 

perceive operations management as the other dimension of quality leadership. Of these 

dimensions of quality leadership, more than half of the participants in each group agreed that 
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staff management and personal dispositions are important dimensions of quality leadership in 

quality ECE provision, although their meanings varied. More than half of the teachers perceived 

staff support as another important dimension of quality leadership, whereas, more than half of 

the lecturers perceived philosophy as the other important dimension. The principal’s knowledge 

and operation management were perceived as important by less than half of all participants. 

Comparing these six emerged dimensions of leadership in the Phase-1 study to the 

indicative list of leadership qualities found in Ang’s (2012) study shows some similarities. Ang’s 

(2012) indicative list of leadership could fit into the six emerged leadership dimensions easily. 

For example, Ang’s (2012) findings of leaders’ shared vision and objectives and the advocacy of 

children and families could be categorised as a principal’s philosophy; high degree of know-how 

and expertise about the sector could be categorised as a principal’s knowledge; learning 

community and team culture could be categorised as a principal’s staff management; recognise 

and manage change could be categorised as a principal’s operations management; professional 

learning and development could be categorised as a principal’s staff support; and influence 

others into action could be categorised as a principal’s personal disposition (pp. 91-92). In 

addition, the participants’ perceptions of leadership dimensions in the Phase-1 study seem to 

reflect some integration of leadership theories (Bolden et al., 2003; Richmon & Allison, 2003), 

whereby each of the participants focuses on certain leadership dimension and leader’s attributes. 

The following sub-sections discuss and compare the meanings of each leadership 

dimension through the eyes of principals, teachers and lecturers. 

Perceptions of meanings of leadership dimensions. The principals, teachers and 

lecturers shared some meanings for each dimension of quality leadership, but they also had 
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different meanings for some of the dimensions (Table 4.18 to Table 4.23). These similarities and 

differences in the perceived meanings seem to be influenced by the participants’ roles and 

personal contexts in ECE. Table 4.18 to Table 4.23 present the comparisons of what each 

leadership dimension means, as found in the data analysis of the Phase-1 study. 

Meanings of quality staff management. Table 4.18 shows what quality staff 

management meant to participants. All three groups of participants perceived quality staff 

management to mean a principal who motivates staff. Other meanings of quality staff 

management common to both the principals and lecturers referred to a principal who empowers 

staff, delegates, and lets staff take ownership. These are the job aspects of staff management. 

Whereas, the meanings of quality staff management that were common to both the principals and 

teachers referred to a principal who has open communication, affirms, recognises and rewards 

staff, and appraises fairly. These are the appraising aspects of staff management. Three other 

once-cited meanings included a principal who gains support, is flexible with staff, and has good 

personal relationship skills. 
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Table 4.18 

Comparison of Participants’ Agreement on Meanings of Quality Staff Management Dimension of Quality 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Staff Management 50 86 100 

Empowers staff 25 
 

67 

Motivates staff 25 29 33 

Delegates 25 
 

33 

Lets staff take ownership 25 
 

33 

Open communication 25 29 
 

Affirms, recognises and rewards staff 25 14 
 

Appraises fairly 25 14 
 

Gains support 25 
  

Flexible with staff 
 

14 
 

Good personal relationship 
 

14 
 

 

Meanings of quality personal disposition. Table 4.19 shows the meanings of quality 

personal disposition as perceived by the participants. Both the principals and lecturers perceived 

the meanings of quality personal disposition to refer to a principal’s attitude of learning and 

being a risk taker. Seven once-cited meanings include a principal who has confidence, is 

understanding, curious, a decision maker, a fair judge, a listener, and a mediator. 
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Table 4.19 

Comparison of Participants’ Agreement on Meanings of Quality Personal Disposition Dimension of 

Quality Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Personal Disposition 50 57 100 

Attitude of learning 25 
 

67 

Confidence 
  

67 

Risk taker 25 
 

67 

Understanding 
 

57 
 

Curious 
  

33 

Decision maker 25 
  

Fair judge 25 
  

Listener 25 
  

Mediator 25 
  

 

Meanings of quality staff support. Table 4.20 shows that all three groups of participants 

perceived quality staff support to mean a principal who provides mentoring. The other once-cited 

meanings included a principal who provides moral support, provides resources, and provides 

staff development. 

Table 4.20 

Comparison of Participants’ Agreement on Meanings of Quality Staff Support Dimension of Quality 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Staff Support 25 86 33 

Provides mentoring 25 57 33 

Provides moral support 
 

29 
 

Provides resources 
 

29 
 

Provides staff development 
 

29 
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Meanings of quality philosophy. Although all three groups of participants perceived 

quality philosophy to be a dimension of quality leadership, they did not share the same meaning 

of what it meant (Table 4.21). These once-cited meanings of quality philosophy included a 

principal who speaks up on ECE issues, has congruency of beliefs and practices, has centre’s 

values in practice, is clear about what quality is, advocates for children's rights, and research on 

quality approaches. 

Table 4.21 

Comparison of Participants’ Agreement on Meanings of Quality Philosophy’ Dimension of Quality 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Philosophy 25 43 67 

Speaks up on ECE issues 
  

67 

Congruency of beliefs and practices 
 

29 
 

Values in practice 
 

29 
 

About what quality is 25 
  

Advocates for children's rights 25 
  

Research on quality approaches 25 
  

 

Meanings of quality knowledge. All three groups of participants perceived quality 

knowledge to mean a principal’s knowledge of current issues and trends relating to ECE (Table 

4.22). Only a principal included the principal’s knowledge about technology as quality 

knowledge. 
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Table 4.22 

Comparison of Participants’ Agreement on Meanings of Quality Knowledge Dimension of Quality 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Knowledge 25 29 33 

About current issues and trends 25 14 33 

About technology 25 
  

 

Meanings of quality operation management. Lastly, only some teachers perceived 

quality operation management as a dimension of quality leadership (Table 4.23). The principals 

and lecturers did not perceive it so. 

Table 4.23 

Comparison of Participants’ Agreement on Meanings of Quality Operation Management Dimension of 

Quality Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Quality Operation Management 
 

29 
 

Increase enrolment 
 

29 
 

Maintain centre operation 
 

14 
 

 

Based on the above findings presented in Table 4.18 to Table 4.23, certain meanings of 

quality leadership dimensions received full agreement across all three groups of participants. 

Firstly, all groups of participants agreed that quality staff management means a principal who 

motivates staff (Table 4.18); secondly, the dimension of quality staff support means a principal 

who provides mentoring (Table 4.20); and thirdly, quality knowledge means a principal who 

knows about current issues and trends in the ECE industry (Table 4.23). Other meanings of 
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leadership dimensions that received agreement by two groups of participants are: firstly, quality 

personal disposition means a principal who is a risk taker and has an attitude of learning (Table 

4.19); secondly, quality staff management also means a principal who empowers staff; delegates 

jobs; lets staff take ownership; has open communication; affirms, recognises and rewards staff; 

and appraises fairly (Table 4.18). All the groups have different interpretations of what is meant 

by a principal who has quality in philosophy and quality in operation management. 

These findings seem to agree with the reviewed literature (Chapter 2) that there is little 

common understanding of the meaning of quality leadership (O'Sullivan, 2009; Richmon & 

Allison, 2003, p. 32), even though there may be some common notions of leadership dimensions. 

Perceptions of poor leadership dimensions. Just as Phase-1 data analysis shows that six 

perceived quality leadership dimensions are important in quality ECE provision, there are also 

five poor leadership dimensions that affect leadership in quality ECE provision (Figure 4.3).

 

Figure 4.3 Comparison of perceptions of poor leadership in quality ECE provision, based on group 

agreement. 
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More than half of each group of participants perceived poor personal disposition to affect 

leadership in quality ECE provision. In addition, less than half of the principals and teachers 

perceived poor operation management and poor staff management to be affecting leadership. 

More than half of the lecturers perceived poor knowledge to be affecting leadership. A principal 

and a lecturer perceived poor philosophy to be so. 

Table 4.24 to Table 4.28 show the comparison of participants’ perceptions of the 

meanings of poor leadership dimensions in quality ECE provision, based on group agreement. 

The meanings for each poor leadership dimension vary between the groups. 

Meanings of poor personal disposition. Poor personal disposition received the most 

meanings and examples from the participants (Table 4.24). However, none of these meanings of 

poor personal disposition receives 100% agreement amongst the three groups of participants. 

Even then, the principal (25% to 50%) and the teacher (14% to 29%) participants did share a 

common perception that poor personal disposition refers to a principal who is resistant to change 

and bias. Likewise, the principal (50%) and lecturer (33%) participants also had a common 

perception that poor personal disposition referred to a principal who had poor interpersonal 

skills. The rest of the meanings of poor personal disposition were unique to each group of 

participants. The principals tended to interpret the poor personal disposition of a principal from a 

job performance perspective, while the teachers tended to do so from the work communication 

aspect, and the lecturers tended to see it from the aspect of leading. 
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Table 4.24 

Comparison of Participants’ Agreement on Meanings of Poor Personal Disposition Dimension of Poor 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Poor Personal Disposition 100 57 100 

Not sharing knowledge 
  

100 

Rigid and fearful 
  

100 

Poor interpersonal skills 50 
 

33 

Not keen to do research 
  

67 

Poor risk taker 
  

67 

Resistant to change 50 14 
 

Bias 25 29 
 

Isolation from team 50 
  

Not open to ideas 
 

29 
 

Poor understanding of staff 
 

29 
 

Not taking responsibilities 25 
  

Poor problem solving skills 25 
  

Poor role model 25 
  

Procrastinates 25 
  

Cannot keep things in confidence 
 

14 
 

 

The principals tended to perceive poor personal disposition to mean isolation from team, 

not taking responsibilities, poor problem solving skills, poor role model, and procrastinate, 

which are the job performance aspects of leadership. On the other hand, the teachers perceived 

not open to ideas, poor understanding of staff, and cannot keep things in confidence, the work 

communication aspects of leadership, to be the other meanings of poor personal disposition. The 

lecturers had nothing in common with the other two groups of participants. They perceived poor 

personal disposition to mean not sharing knowledge, rigid and fearful, not keen to do research 

and poor risk taker, the leading aspects of leadership. 

Meanings of poor operation management. Table 4.25 shows that the principal (50%) 
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and teacher (43%) participants shared similar perceptions that poor operation management meant 

poor job distribution, while the lecturers did not perceive any poor operation management issue. 

Table 4.25 

Comparison of Participants’ Agreement on Meanings of Poor Operation Management Dimension of Poor 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Poor Operation Management 50 43 0 

Poor job distribution 50 43 
 

 

Meanings of poor staff management. A principal and a teacher perceived not supporting 

staff in disputes to be the meaning of poor staff management of a principal (Table 4.26). On the 

other hand, none of the lecturer participants perceived any poor staff management issues. 

Table 4.26 

Comparison of Participants’ Agreement on Meanings of Poor Staff Management Dimension of Poor 

Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Poor Staff Management 25 43 0 

Not supporting staff in disputes 25 14 
 

Does not acknowledge staff 
 

14 
 

Does not mentor staff 
 

14 
 

 

In addition, once-cited meanings of poor staff management by the teachers referred to a 

principal who does not acknowledge staff and does not mentor staff. 

Meanings of poor knowledge. The lecturers (67%) were the only group who perceived 
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poor leadership to mean poor knowledge, which means a principal’s knowledge about current 

issues and trends is poor (Table 4.27), 

Table 4.27 

Comparison of Participants’ Agreement on Meanings of Poor Knowledge Dimension of Poor Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Poor Knowledge 0 0 67 

About current issues and trends 
  

67 

 

Meanings of poor philosophy. Lastly, a principal and a lecturer perceived poor 

philosophy to mean a principal whose work quality is based on salary (Table 4.28). A once-cited 

meaning of poor philosophy, perceived by a lecturer, referred to a principal who views ECE as 

business only. None of the teachers cited poor philosophy to be an issue of leadership. 

Table 4.28 

Comparison of Participants’ Agreement on Meanings of Poor Philosophy Dimension of Poor Leadership 

 
Agreement (%) 

 
Principals 

(n = 4) 
Teachers 

(n = 7) 
Lecturers 

(n = 3) 

Poor Philosophy 25 0 33 

Work quality is based on salary 25 
 

25 

Views ECE as business 
  

33 

 

The meanings of each poor leadership dimension also vary, with different emphasis, 

depending on the roles and context of the perceivers (Hujala et al., 2013; McLeod, 2002; Rodd, 

2001), as with their perceptions of quality ECE provision mentioned earlier. The meanings of 

poor leadership dimensions that are agreed by at least two groups of participants are: 
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 Poor personal disposition – means a principal with poor interpersonal skill, who 

is resistant to change, and bias. 

 Poor operation management - means a principal who has poor job distribution. 

 Poor staff management - means a principal who is not supporting staff in disputes. 

 Poor philosophy - means a principal’s work quality is based on salary. 

Conclusion on Perceptions of Leadership 

Phase-1 results, on the perceptions of leadership in quality ECE provision, suggest four 

key findings regarding the perceptions of quality leadership dimensions: the perceptions of poor 

leadership dimensions, the meanings of perceived quality leadership dimensions, and the 

meanings of perceived poor leadership dimensions. Therefore, these findings underpin a 

framework for developing the Phase-2 questionnaire to confirm Phase-1 findings on the extent to 

which Singapore ECE principals perceived the dimensions and meanings of quality leadership, 

or the lack of it. 

Perceptions of Leadership Training in Quality ECE Provision 

The evidence for the principal, teacher, and lecturer participants’ views of leadership 

training in quality ECE provision were sourced from their interview responses and sticky notes 

(Appendix O to Q), with reference to Core Modules Table 7 of the Accreditation Standards for 

Early Childhood Teacher Training Courses - Standard 3 (Appendix H) prescribed by the 

Singapore PQAC (2008). Data analysis of these interview responses and sticky notes found 

perceptions of both positive (helpful) and negative (not helpful) aspects of the ECE leadership 

training modules (M1 to M7) in Singapore. However, the lecturers were not able to make any 

direct positive comments on the leadership training, as they did not teach all the modules or full 
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modules of the leadership training programme. The following sub-sections explain the results in 

detail. 

Principals’ Perceptions of Leadership Training 

The principals perceived that the ECE leadership training modules had both helpful 

aspects, or were meeting objectives, and unhelpful aspects, or were not meeting objectives of the 

training. The evidence of their views was sought from their sticky notes (Appendix O) and their 

answers to interview questions. 

Helpful leadership training modules. Table 4.29 shows the modules that were 

perceived as helpful by the principals. As shown, most of the seven modules were helpful. 

However, the principals explained that in their experience of undertaking the training, not all the 

objectives of those modules had been met. I elaborate on the findings for objectives that have 

two or more participants agreeing that they were met in their experience. 
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Table 4.29 

Principals’ Perceptions of ECE Leadership Training Modules that were ‘Helpful’ to them  

Helpful ECE Leadership Training Module 
Sticky Notes Agreement 

P1 P2 P3 P4 % 

M1 - Current issues and research 
     

Awareness of current issues and practices 1 1 1 1 100 

M2 - Designing and guiding ECE curriculum 
     

Guiding teachers in curriculum implementation 1 1 1 1 100 

Aware of inclusive strategies 1 
   

25 

Guiding teachers in curriculum evaluation 
    

0 

Guiding teachers in technologies and media integration 
    

0 

M3 - Understanding and implementing action research 
     

Identify and solve problems using action research 1 1 1 1 100 

M4 - Leadership, management and administration 
     

Knowledge and skills in management 1 
 

1 1 75 

Able to motivate and manage staff 1 1 
  

50 

Able to assess and appraise staff 
   

1 25 

Skills for collaboration with various stakeholders 
    

0 

Familiar with local policies, regulatory and administrative 
requirements     

0 

M5 - Professional development 
     

Understand professional roles (organisational and 
instructional leadership) 

1 1 1 1 100 

M6 - Partnership with families and community 
     

Build positive relationships with families 1 1 1 1 100 

Strengthen relationships between home and centre 1 
   

25 

Develop a community network 1 
   

25 

Ensure accountability and service satisfaction 
    

0 

M7 - Supervised leadership practice 
     

Provide field experience in leadership and supervision 
 

1 1 1 75 

 

 

M1 - current issues and research. All the principals (n = 4, 100%) perceived that M1 

had helped to create an awareness of current issues and practices for them, in terms of “real 

issues, local and overseas” and “not only in Singapore, but worldwide also”, and motivated Iris 

(P1) to “do a lot of reading”. M1 had “helped to raise awareness” and to learn “how to improve 

practices” (Jocelyn, P2). Juliana (P3) perceived it to mean “better appreciation of do’s and don’ts 
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in the industry”. For Emily (P4), it meant “develops knowledge in working with current 

issues/practices (reflection)”. She explained how it was done: 

During the class, we were given… about 10 business projects. I mean the current ones… 

for us just to study and come back to the group to have a dialogue and get to the current 

issues… I think during the learning of the module, it’s not teaching about step by step on 

how to become current. But it’s about empowering you, so when you have these 

situations or current issues, how you want to have dialogue or think aloud to yourself 

first, then how you will share this with the group and involve the group (to solve 

problems). (Emily, P4) 

M2 - designing and guiding ECE curriculum. There were four objectives of M2; 

however, only the objective of guiding teachers in curriculum implementation was perceived to 

be helpful to all the principals (n = 4, 100%). To Iris (P1) and Juliana (P3), it meant helping them 

in “curriculum planning”. Jocelyn (P2) perceived it to mean helping principals to be “better 

equipped with skills to lead the curriculum focus”. Emily (P4) perceived M2 “helps the leader 

understand the scope of work in a wider context (of teachers)”. She explained: 

The intention of this module (M2) is to guide the teachers. I find it’s helpful because 

when you work with the team of teachers, this is where I refer to as the “wider context”… 

instead of just understanding for yourself, you are able to [teach the teachers]. (Emily, 

P4) 

M3 - understanding and implementing action research (AR). All the principals (n = 4, 

100%) perceived that M3 had met its objective to identify and solve problems using action 

research. Iris (P1) perceived M3 was a “simple AR” that “involves a lot of time”, but it had 

helped her to “identify the problem and think of ways to solve it” on her own. For Jocelyn (P2), 
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M3 helped her to be “more proactive and determined to improve quality of ECE” and she said, “I 

changed my attitude towards this aspect, to improve quality of ECE”. 

Juliana (P3) wrote in her sticky note that M3 helped: “AR to be used for other areas; 

process of AR helpful, skill is useful”. She gave her rationale: 

After learning the AR process, the steps involved in AR, you can use it to apply in other 

areas. So AR may not just be research, AR can be used in many areas: problem solving, 

staff shortage problem, whatever, and all that. So the skills that you acquired for AR can 

be used in other areas; can be replicated in other situations. (Juliana, P3) 

Emily (P4) wrote, “Empowers the leader in finding/working with situations involving 

educational field (practically)” in her sticky note about M3. She said that her lecturer taught M3 

in a practical way without going “through the theory about AR very extensively… but the 

lecturer actually asked us to do it” (Emily, P4). 

M4 - leadership, management and administration. Two out of five objectives of M4 

were perceived by two or more principals to have been fulfilled, or to be helpful. 

Knowledge and skills in management. Firstly, three principals (75%) perceived it to have 

provided them with knowledge and skills in management in the “theoretical supervision of staff” 

(Iris, P1), “strengthen management skills in people handling, work improvement” (Juliana, P3), 

and to provide “basic skills that a leader has to be equipped with – management, communication, 

assessment” (Emily, P4). 

Able to motivate and manage staff. Secondly, two principals (50%) perceived M4 had 

helped them to be able to motivate and manage staff, for example, “mentoring, motivation, and 
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management” (Iris, P1), and to be “able to manage and have more confidence in staff 

management” (Jocelyn, P2). 

M5 - Professional development. All the principals (n = 4, 100%) perceived M5 had met 

its objective to help trainees understand professional roles (organisational and instructional 

leadership). For example, M5 helped principals in “understanding the role of leadership and self-

development” in “theory” (Iris, P1); “to understand my role as leader/mentor and how to enhance 

my staff” (Jocelyn, P2); as a reminder about having a “professional image to maintain, e.g. 

dressing” (Juliana, P3). M5 also helped to “develop personal and professional leadership style in 

working with group/team (with choices, ideas)” (Emily, P4). 

M6 - partnership with families and community. Only one out of four objectives of M6 

was perceived to have been fulfilled, or helpful, by two or more principals. All principals (n = 4. 

100%) said that M6 helped them to build positive relationships with families; for example, to 

“develop skills in relating with families” when “real case studies” in Singapore were used and 

“not just theory (Iris, P1). For Jocelyn (P2), M6 gave her “courage”, “confidence” and “brought 

positive attitudes in me towards parent partnership”. Juliana (P3) believed M6 was “important 

for centre-family interaction”; while Emily (P4) believed it “develops/instils the leader with 

some strategic ways of parental involvement”. 

M7 - Supervised leadership practice. Three principals (75%) perceived that M7 was able 

to “provide field experience in leadership and supervision” for trainees. For example, M7 was 

“helpful to put into practice how to conduct observation and supervision” (Jocelyn, P2). Juliana 

(P3) perceived that M7 was helpful to principals-to-be and new principals as “OJT (On Job 

Training) is important for supervisors without supervision experience”. Emily (P4) perceived M7 
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“empowers the leader in handling real situations and working with unexpected situations”. 

Unhelpful leadership training modules. Although the leadership training was perceived 

to have met some of its module objectives and was helpful, there were also objectives that were 

not met, or not helpful, to the principals in ECE quality provision. Table 4.30 shows how some 

modules of the leadership training were perceived as not helpful to principals. Only perceptions 

that were perceived by more than one participant will be elaborated upon. 

Table 4.30 

Principals’ Perceptions of ECE Leadership Training Modules that were ‘Not Helpful’ to them  

Modules that are Not Helpful 
Sticky Notes Agreement 

P1 P2 P3 P4 % 

M2 - Designing and guiding ECE curriculum 
     

Lacked guidance for teachers in technologies and media 
integration 

1 1 1 1 100 

Lacked guidance for teachers in curriculum evaluation  1 1 1 1 100 

M3 - Understanding and implementing action research (AR) 
     

Not practical and no time to implement  
  

1 
 

25 

M4 - Leadership, management and administration 
     

Lacked skill for collaboration with various stakeholders 1 1 1 1 100 

Poor local policies, regulatory and administrative requirements 
information  

1 1 1 1 100 

M6 - Partnership with families and community 
     

Lacked exploration in the dynamics of families, their role in an 
evolving society  

1 1 1 1 100 

Lacked in ensuring accountability and service satisfaction  1 1 1 1 100 

M7 - Supervised leadership practice 
     

Lacked leadership practice 1 1 
  

50 

Lacked internship on management 1 
   

25 

Only conducted AR 1 
   

25 

Supervision practice by watching video instead of on the job 1 
   

25 

Lacked sharing sessions 1 
   

25 

Should allow trainees to supervise new teachers in M7 1 
   

25 

Supervision standards varies amongst training centres 
  

1 
 

25 

 

 

M2 - designing and guiding ECE curriculum. Although two out of four objectives of 
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M2 were perceived to have been met, all principals (n = 4, 100%) perceived that the other two 

objectives were not met, namely, the modules lacked guidance for teachers in technologies and 

media integration and lacked guidance for teachers in curriculum evaluation. 

M4 - leadership, management and administration. Although three out of five objectives 

of M4 were perceived to have been met and were helpful to all principals (n = 4, 100%), they 

also perceived that the other two objectives were not met, or were not helpful to them. Firstly, 

they felt that they lacked skill for collaboration with various stakeholders. For example, Iris (P1) 

said that there was “no guideline”, any collaboration would be on a “case-to-case” basis, and 

principals were given “some examples only”, which were insufficient to help them develop the 

skill needed for collaboration. 

Secondly, all principals perceived poor local policies, regulatory and administrative 

requirements information as another unhelpful aspect of M4. The reason was that the taught 

policies and regulations may change and be “outdated” by the time the trainees were eligible to 

be the principals of ECE centres (Jocelyn, P2). Iris (P1) also believed that scenarios might 

change, thus what was taught might not be applicable. She elaborated: 

They (lecturers) do tell you very briefly (about the policies and regulations) only… but 

you must be on the job then you’ll really learn… They will give you a scenario… but 

every scenario is different… when you come and work, you cannot use this scenario to 

compare with that scenario, because everything is different. So it’s out of experience that 

you learn… then you’re able to deal with all these. (Iris, P1) 

M6 - partnership with families and community. All the principals (n = 4, 100%) 

perceived that M6 lacked exploration in the dynamics of families, their role in an evolving 
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society and lacked in ensuring accountability and service satisfaction, which were two out of the 

four prescribed objectives of M6. An example of the problems encountered by principals 

included M6 as lacking training on how to convey curriculum design to parents; therefore, there 

were “challenges from parents” that were not familiar with curriculum design (Jocelyn, P2). 

Jocelyn (P2) elaborated: 

Because I’m trained, but the parents do not know (about curriculum design), so… I still 

got to influence them, educate them, so that we can see eye to eye on why we are doing 

this curriculum, why not project approach, why not just writing… I need extra support, 

other than just go for training for this module (M2). (Jocelyn, P2) 

Jocelyn (P2) also perceived that M6 was not practical for principals as it caused an 

“increase of workload” and principals had “extra things to handle”, such as “extra filing, 

coordination, hidden agendas, then you’ve got issues to manage”. Juliana (P3) said that M6 was 

“like stirring mud” as she perceived it to “encourage unnecessary problem from parents” with 

“unreasonable demands”. 

M7 - supervised leadership practice. The objective of M7 was to “give trainees field 

experience in leadership and supervision”, however, half of the principals (n = 2, 50%) perceived 

M7 lacked leadership practice, thus, was not helpful. Jocelyn (P2) wrote in her sticky note, “My 

course did not provide this (M7)”. Iris (P1) also wrote in her sticky note, “No field supervision in 

leadership during practicum, conducted AR on children instead”. She perceived that there was a 

lack of leadership practice, internship on management, and sharing sessions, as trainees were 

only asked to conduct AR, and supervision practice was done by watching video instead of hands 

on. Iris (P1) elaborated on what leadership trainees were asked to do in M7. 

For my case, I conducted a research on how music and movement develops the children’s 
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gross motor skill… and then we have to conduct the test – pre-test, post-test. Then we 

conducted action research, and then we had the finding. So in the course of this, the 

supervisor came to observe us, so this is our practicum. That helped more like (being) a 

teacher, or it helped you in your action research, or research journal, and more for 

research. (Iris, P1) 

We watched a video… ok, we have (learnt) this theory: you’re supposed to write this, 

this, this…these are the appropriate (words) to use when you do supervision (on your 

teachers), these are the correct words to use; and you cannot use this word or that word: 

the appropriate term to use, like “noted”, non-judgmental… dadadada… all these 

things… But we don’t have a real scenario where we supervise the teachers… No field 

supervision. (Iris, P1) 

Teachers’ Perceptions of Leadership Training 

The majority of the teacher participants had not undergone leadership training. Therefore, 

the leadership training module content (Appendix H) shown to them during the interviews served 

as a reference for them to compare with their observations of their principals’ leadership. I gave 

them question prompts to help them ponder: “You may think in terms of how you have or have 

not been supported by your principals in practising the indicators you mentioned in question 1 

(on quality ECE provision)" (Appendix D). The data analysis of the teachers’ responses shows 

that the teachers perceived the ECE leadership training to have modules that were helpful, as 

well as not helpful, similar to the principals’ perceptions. The evidence of their views was sought 

from their sticky notes (Appendix P) and their answers to the interview questions. Only 

perceptions of modules with two or more participants’ agreement are elaborated upon. 
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Helpful leadership training modules. Table 4.31 shows how each module of the 

leadership training course content was perceived as helpful by the teachers, and who perceived 

so. The teachers perceived six modules (M1 to M6) to be helpful in some ways. The exception 

was M7. 

Table 4.31 

Teachers’ Perceptions of ECE Leadership Training Modules that were Helpful to their Principals 

Modules that are Helpful 
Sticky Notes Agreement 

T1 T2 T3 T4 T5 T6 T7 % 

M1 - Current issues and research 
        

Awareness of current issues and practices 1 
 

1 1 1 1 1 86 

M2 - Designing and guiding ECE curriculum 
      

Guiding teachers in curriculum evaluation 1 1 1 1 1 1 1 100 

Guiding teachers in curriculum implementation 1 1 1 
 

1 
 

57 

Guiding teachers in technologies and media 
integration 

1 
     

14 

Aware of inclusive strategies 
       

0 

M3 - Understanding and implementing AR 
    

Identify and solve problems using AR 1 1 1 1 1 71 

M4 - Leadership, management and administration 
     

Able to assess and appraise staff 1 
   

1 
 

1 43 

Able to motivate and manage staff 1 
   

1 
  

29 

Skills for collaboration with various stakeholders 1 
    

14 

Familiar with local policies, regulatory and 
administrative requirements    

1 
   

14 

Knowledge and skills in management 
       

0 

M5 - Professional development 
        

Understand professional roles (organisational 
and instructional leadership)  

1 1 1 1 1 1 86 

M6 - Partnership with families and community 
      

Build positive relationships with families 
  

1 1 1 1 57 

Strengthen relationships between home and 
centre 

1 1 
     

29 

Ensure accountability and service satisfaction  
   

1 
   

14 

Develop a community network 
    

1 
  

14 

 

M1 - current issues and research. All teachers (n = 6, 86%), except Jenny (T2), 

perceived M1 had met its objective, as it had created an awareness of current issues and 
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practices for centre staff through their principal. Jaclyn (T1) perceived that M1 could help 

principals to update centre staff about MOE’s plan for ECE centres. Five teachers (71%) also 

perceived that M1 had helped their principals to provide teachers with professional development 

(PD) indirectly. They elaborated on how their principal director raised current practices during 

dialogues with teachers by providing handouts, sharing current research and local practices, as 

well as overseas learning, and informing teachers on how they could do better. They elaborated: 

Regarding PDs and the recent issues, our principal director has always been giving out 

recent issues and handouts to teachers, to bring us to a certain level of understanding 

child development; and we have PDs regarding what we talked about, the recent issues 

that we faced in our classroom, and other PDs according to that. So I think M1 is very 

much effective in the centre. (Sylvia, T3) 

I think current research and practices are always being shared, either like readings, or 

sometimes where teachers go overseas for training and they come back and share with the 

other staff that didn’t have the chance to go. So M1 is being practised. (Desiree, T4) 

She (principal) does raise awareness on current issues; like we go for PDs and all that; 

and like what she said, some staff go training in overseas, and when they come back 

there’s always sharing; and we’ve got weekly dialogues, so that’s one way of field 

sharing. (Priscilla, T5) 

We are always informed of the current issues through papers or PDs; we always come 

back together and have discussions on how we can do better. (Patricia, T6) 

It’s usually raised during dialogues, or sometimes even pass through the emails, and 

we’re constantly updating each other on what a particular staff has learned and come 
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back to share with the rest. (Fiona, T7) 

M2 - designing and guiding ECE curriculum. At least two teachers perceived that M2 

had met its objectives in principals guiding teachers in curriculum evaluation and guiding 

teachers in curriculum implementation. 

Guiding teachers in curriculum evaluation. All the teachers (n = 7, 100%) perceived M2 

had helped their principals in guiding teachers in curriculum evaluation. It could mean a 

principal giving teachers “thoughts (ideas) and ways to evaluate a child” (Jaclyn, T1); or a 

principal doing classroom observation in order to give teachers feedback on their teaching 

(Jenny, T2). Jenny (T2) explained, 

Evaluate the curriculum – for my centre, my boss (operator, not the principal) sits in and 

see whether the teachers (can teach)…. She will sit in quietly behind, and give us 

feedback, which is good. Leaders (principals) evaluate our lesson plans. (Jenny, T2) 

To Sylvia (T3), it meant that her principal gave her a benchmark to evaluate the 

effectiveness of her teaching. She elaborated: 

We have in a way benchmark here, and our principal often brings that (benchmark) to my 

level, which I am teaching is N2 level, and she gave me the photocopy to see which are 

the things that we are currently following for the planning of the classroom for the 

children. (Sylvia, T3) 

To Desiree (T4), it meant “ongoing reflection and principal’s feedback” on teachers’ 

teaching. She explained: 

Implementation and evaluation is a constant process that happens. For us, we do this 

thing called “ongoing reflection” that happens daily when we have learning experiences 
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with children… sometimes the principal will provide us with feedback, like, “Maybe this 

is a better idea”, or “You could work on this new idea that children have”. So there’s 

constant feedback and reflection. (Desiree, T4) 

As for Priscilla (T5), it meant being “always reflective on developing and strengthening 

curriculum” and she explained: 

I think she’s (principal) always reflecting on developing and strengthening the 

curriculum. So she’s always on the go, always working with individual teachers; and how 

they (curriculum) can strengthen our ways (of teaching) and where she can find better 

way of working. She conducts professional development to enrich the curriculum as well. 

(Priscilla, T5) 

Patricia (T6) also perceived guiding teachers in curriculum evaluation to mean “reflection 

on how we can develop individual plans”. She elaborated: 

I think there’s a lot of reflection as to how we are carrying out the curriculum; how we 

are doing learning experiences in the classroom… we are always discussing how we can 

develop individual plans for individual children. (Patricia, T6) 

Lastly, Fiona (T7) perceived guiding teachers in curriculum evaluation to mean that a 

principal would constantly upgrade herself by learning more and bringing her knowledge to the 

curriculum, in order to have “well developed and holistic curriculum based on children’s 

interest”. She elaborated: 

I feel that she’s (principal) constantly upgrading herself in terms of learning, and 

whatever she shares she brings it into the curriculum. Like if she travels to another 

country, she brings back everything that she sees and learns, and then she’ll share with 
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the rest of us, and she will try (to see) if it’s helpful to add it into the curriculum. (Fiona, 

T7) 

Guiding teachers in curriculum implementation. More than half on the teacher 

participants (n = 4, 57%) perceived M2 was helpful in preparing principals in guiding teachers in 

curriculum implementation. It could mean that principals would guide teachers in implementing 

the curriculum when needed (Jenny, T2), for example, principals giving a photocopy of the 

benchmark guide to help teachers in implementing their lesson plan (Sylvia, T3). It could also 

mean principals guiding teachers in reflecting on children’s learning experience, then giving 

feedback and suggestions from the principals, or discussing how to “develop individual plans for 

individual children” (Desiree, T4; Patricia, T6). 

M3 - understanding and implementing AR. Five teachers (71%) perceived M3 had met 

its objective, as it had helped principals to “identify and solve problems using action research” 

for the centre staff. Examples given were firstly, their principal “sits with individual, or in small 

group, to discuss issues raised” (Sylvia, T3). Secondly, their principal had “open sharing on how 

to deal with issues that arose” with staff and “shared responsibilities” in dealing with problems 

Desiree (T4). Thirdly, their principal was “proactive in AR” and was “able to identify problems 

and improve quality, e.g., action plans” (Priscilla, T5). Fourthly, their principal had “regular 

dialogue with staff” on AR (Patricia, T6). Lastly, their “principal shared either in a group or 

individually on how to work on the problems together” Fiona (T7). 

M4 - leadership, management and administration. Two or more teachers perceived M4 

to have met two out of four objectives. 

Able to assess and appraise staff. Three teachers (43%) perceived M4 had helped their 
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principals to be able to assess and appraise staff. Although Jaclyn (T1) agreed that her principal 

could “appraise staff fairly, helping staff to improve”, she felt that her principal “still needs 

improvement” in doing so. 

Able to motivate and manage staff. Two teachers (29%) perceived that M4 had helped 

their principals to be able to motivate and manage staff. For example, their principal could 

“motivate, give praise for good work” done (Jaclyn, T1), or their principal was “able to motivate, 

manage, assess and appraise staff” (Priscilla, T5). 

Two other once-cited perceptions included helping principals with skills for collaboration 

with various stakeholders (Sylvia, T3), and being familiar with local policies, regulatory and 

administrative requirements (Desiree, T4). 

M5 - Professional development. All the teachers (n = 6, 86%), except Jaclyn (T1), 

perceived that M5 had helped their principals in that they understand professional roles 

(organisational and instructional leadership), as “they are able to use different styles to handle 

staff” Jenny (T2). Similarly, both Sylvia (T3) and Desiree (T4) said that their principal had 

“different styles for different teachers”, or “different styles to deal with teachers”. To Priscilla 

(T5), it meant her principal “conducts PDs, weekly dialogues with teachers and teaching 

partners, to share and reflect on quality of curriculum, tries to find different approaches”. It also 

meant “individualised meeting” with staff to Patricia (T6), and that their “principal uses one style 

– supportive and very willing to help each teacher grow” (Fiona, T7). 

M6 - partnership with families and community. At least two teachers perceived that M6 

had helped the principals by achieving two out of four objectives in various degrees. 
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Build positive relationships with families. Four teachers (57%) perceived M6 had helped 

principals ‘build positive relationships with families’. An example given by Patricia (T6) was 

that her principal organised an “evening tea, excursion” for parents. 

Strengthen relationships between home and centre. Two teachers (29%) perceived M6 

had helped their principals to strengthen relationships between home and centre. To Jaclyn (T1), 

it meant M6 “input ideas on how to manage parents and centre” to principals, then “real life 

experience when they interact with parents” helped to strengthen the relationship. 

Two other once-cited perceptions included helping principals to ensure accountability 

and service satisfaction to children and families (Desiree, T4), and to develop a community 

network (Priscilla, T5). 

Unhelpful leadership training modules. Similar to the principals, the teachers also 

perceived that certain training module objectives had not been met, thus were unhelpful to their 

principals. Table 4.32 shows how modules M2, M3, M4 and M7 of the leadership training were 

perceived as not helpful to the principals, and who perceived so. 
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Table 4.32 

Teachers’ Perceptions of ECE Leadership Training Modules that are ‘Not Helpful’ to Principals 

Modules that are Not Helpful 
Sticky Notes Agreement 

T1 T2 T3 T4 T5 T6 T7 % 

M2 - Designing and guiding ECE curriculum 
       

Not aware of inclusive strategies to support 
exceptional children 

1 1 1 1 1 1 1 100 

Lack resources to integrate new technologies and 
media 

1 
      

14 

No guidance in implementing developmentally and 
culturally appropriate curriculum 

1 
      

14 

M3 - Understanding and implementing AR 
 

No action research done in the centre 1 1 
     

29 

M4 - Leadership, management and administration 
    

Lack basic knowledge and skills in the management 
of ECE centres 

1 1 1 1 1 1 1 100 

Lack teacher recruitment skill 1 
      

14 

M7 - Supervised leadership practice 
        

Does not give trainees field experience in leadership 
and supervision 

1 1 1 1 1 1 1 100 

 

 

M2 - designing and guiding ECE curriculum. Out of the four objectives of M2, all the 

teachers (n = 7) perceived that the objective: aware of inclusive strategies to support exceptional 

children had not been met. They did not comment further. Two other once-cited perceptions 

included lacked resources to integrate new technologies and media and no guidance in 

implementing developmentally and culturally appropriate curriculum, as perceived by Jaclyn 

(T1). 

M3 - understanding and implementing AR. Although the objective of M3 was to 

“enable trainees to identify problems in their workplace and be proactive in their attempts to 

improve the quality of early childhood care and education,” two teachers (29%) perceived there 

was no AR done in the centre (Jaclyn, T1; Jenny, T2). They answered “no” to both questions, 

“Did your principal teach you (the teachers) how to do action research?” and “Did your principal 

teach you how to identify problems?” 
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M4 - leadership, management and administration. All the teachers (n = 7) perceived M4 

did not meet one of its four objectives, thus their principals lacked basic knowledge and skills in 

the management of ECE centres. A reason given was that their principals “need guidance, e.g. 

funding, cash, staff management, workload (distribution), work schedule,” but they were lacking 

(Jaclyn, T1). A once-cited perception was that principals lacked teacher recruitment skills and 

“need more experience in interview and staff selection” (Jaclyn, T1). 

M7 - supervised leadership practice. The objective of M7 was to “give trainees field 

experience in leadership and supervision.” However, all of the teachers (n = 7) perceived M7 

does not give trainees field experience in leadership and supervision. Sylvia (T3) said that the 

teachers in her centre “haven’t seen any of the leadership personnel (practicum supervisor) 

coming here” to conduct supervision. 

Lecturers’ Perceptions of Leadership Training 

As with the evidence for the teachers’ and principals’ views of ECE leadership training, 

the evidence for the lecturers’ views were sourced from their sticky notes (Appendix Q) and their 

responses to my interview questions (Appendix D). As the lecturers were not the ones receiving 

the leadership training, a question prompt was given to them to help them ponder: “You may 

think in terms of the difference you have observed about the principals before and after 

leadership training in improving/enhancing QECEP” (Appendix D). However, the lecturers were 

not able to comment directly on each training module, as they each specialised on only certain 

modules of the leadership training programme. Therefore, they only highlighted four training 

aspects that they perceived to be helpful to the principals, and four unhelpful aspects of the 

modules they might have taught. 
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Helpful leadership training aspects. Table 4.33 shows four general comments of the 

lecturers on their perceptions of the leadership training aspects that were helpful to principals, 

based on their observations of the principals who were their former leadership trainees, before 

and after training. 

 
Table 4.33 

Lecturers’ Perceptions of ECE Leadership Training that were ‘Helpful’ to Principals, based on their 

Observations 

Training Aspects that are Helpful 
Sticky Notes Agreement 

L1 L2 L3 % 

Content and skills learnt 1 1 
 

67 

Opportunity for networking and sharing with course mates 1 1 
 

67 

Learnt new skills from lecturers 
 

1 
 

33 

Ministry-approved content 
  

1 33 

 

 

Content and skills learnt. Two lecturers (67%) perceived that the content and skills 

learnt by the principals during their leadership training were helpful to them. It meant that the 

leadership training had provided “new knowledge for trainees with no working experience (in 

ECE) or [who] are not principals” (Sarah, L1), and therefore, there were “no issues” with the 

content (Chloe, L2). 

Opportunity for networking and sharing with course mates. The same two lecturers 

(67%) perceived that the leadership training had provided opportunity for networking and 

sharing with course mates. For example, “strategies and tools learnt from students” (Chloe, L2). 

Two once-cited perceptions were that leadership trainees had learnt new skills from the lecturers 

(Chloe, L2) and that the leadership training had been “very helpful” to the principals when they 

were trainees because lecturers were using “ministry-approved content” (Susan, L3). 
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 Unhelpful leadership training modules. Although the lecturers were not able to 

comment directly on how individual leadership training modules were helpful to ECE principals, 

these same participants were able to pinpoint the shortcomings of some modules and other 

training challenges in general (Table 4.34). 

Table 4.34 

Lecturers’ Perceptions of ECE Leadership Training Modules that were ‘Not Helpful’ to Principals, based 

on their Observations 

Modules that are Not Helpful 
Sticky Notes Agreement 

L1 L2 L3 % 

M2 - Designing and guiding ECE curriculum 
   

Lacked IT skill training 1 
 

1 67 

M3 - Understanding and implementing AR 
   

Too difficult to implement for trainees 1 
  

33 

M4 - Leadership, management and administration 
   

Lacked finance skill training 1 
  

33 

General lacks of the leadership training 
    

Lacked ECE teaching or leadership experience 1 1 1 100 

Lacked proper programme schedule and enrolment criteria 1 1 1 100 

Lacked research  
  

1 33 

 

M2 - designing and guiding ECE curriculum. Two lecturers (67%) perceived that M2 

lacked IT skill training, for example, it did not teach trainees on “creating your web” (Sarah, L1; 

Susan, L3). Sarah (L1) perceived M3 to be too difficult to implement for trainees, and that M4 

lacked finance skill training for the principal trainees (Sarah, L1). 

General lacks of the leadership training. All the three lecturers perceived two general 

lacks in the leadership training. Firstly, they perceived that the leadership training had not been 

helpful to principal trainees who had lacked ECE teaching or leadership experience prior to 

attending the programme, even though they had were allowed to enrol for it. Chloe (L2) and 

Susan (L3) also supported Sarah’s (L1) explanation: 
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The lack of opportunity to practice what they learned in class - because I mentioned just 

now, we have new teachers, young teachers coming into the course without prior 

experience as leaders of centres. As a result, they find that they don’t have the 

opportunity to practice what they [have] learned in class…. And it’s very difficult for us 

trainers to convince them that: “No, whether you’re a principal or teacher, you’re still a 

leader in EC field.” It’s very difficult for them to see themselves as leaders, and they will 

say things like, “I’m not even a full-fledged teacher, why are you teaching me to be a 

principal/leader of centres.” I have this problem because I am teaching that module in [a 

public institute, where its students does not have ECE teaching experience]. I always 

have issues with that; it’s very challenging to convince them that “Whatever it is, we 

have to prepare you to be leaders in a centre.” (Sarah, L1) 

Secondly, all the lecturers perceived that the leadership training lacked proper 

programme schedule and enrolment criteria. It was seen as being structured for “churning out 

graduates” instead of preparing “capable leaders”, thus “the way they arranged the scheduling of 

the programme might go against, or work against the purpose of having long term planning 

goals” (Chloe, L2). Susan (L3) perceived that the leadership trainees in the present attended 

leadership training with an attitude of just chasing after a “paper qualification,” unlike in the 

past, when potential leaders were sent for leadership training by centre operators. Susan (L3) 

shared her encounter with such trainees and hoped that PQAC would do something about it. 

Sarah (L1) agreed with Susan’s (L3) observation below: 

There are more untrained trainee teachers attending leadership courses now… it’s like a 

ladder to go up to achieve success to be a principal: “I want to be a principal” - so 

learning attitude has changed, it’s evolved to something else. It’s not like those days 
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where only the core will be sent for leadership training; now, every teacher and newbie, 

after completing the Diploma in Teaching, she comes into leadership class. Learning 

attitude has totally changed; that’s something that PQAC has to look into. Now it’s about 

paper qualification. I spoke with a few students that day, “Why are you doing DPL 

(Diploma in Preschool Leadership), when you’re still very young?” “Oh, you know, 

because it’s the only way you can go up (the success ladder)”…It really disheartened me 

to know that: you’re not a leader, as you cannot even do simple things to be done as a 

leader, but you’re doing leadership (course), and with your learning attitude… it has 

changed. (Susan, L3) 

Finally, a once-cited perception was that the leadership training lacked research, so 

“research is needed” (Susan, L3). 

Discussions of Perceptions of Leadership Training 

The data analysis of Phase 1 found a complex situation about the perceptions of the 

principals, teachers, and lecturers on ECE leadership training in Singapore. There are different 

perceptions in terms of how the seven training modules have, or have not, helped the principals, 

or have met the module objectives. Figure 4.4 shows perceptions of leadership training modules 

that have helped principals, or have met at least one of the module objectives.
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Figure 4.4 Overview comparisons of perceptions of leadership training that helped principals in quality 

ECE provision. 

Phase-1 results show that the principals (n = 4) tended to have full agreement that at least 

one objective of M1 to M6 had helped them in some way; while the teachers (n = 7) only tended 

to have full agreement that at least one objective of M2 had helped them in some way. On the 
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other hand, the lecturers were not able to comment on all the modules; they could only highlight 

some training aspects that they believed were helpful to their leadership trainees. 

Figure 4.5 shows an overview of all participants’ perceptions of leadership training 

modules that were not helpful to principals, or had not met all the individual module objectives. 

 

Figure 4.5 Overview comparisons of perceptions of leadership training modules that do not help principals 

in quality ECE provision. 

All the principals (n = 4) and all the teachers (n = 7) had full agreement that the 

objectives of M2 and M4 were not fully achieved. In addition, all the principals also perceived 

that M6 was unhelpful to the principal in some way, while all teachers perceived that M7 had not 

helped the principals. On the other hand, all lecturers (n = 3, 100%) perceived some general 

unhelpful aspects of the leadership training and that some objectives of M2, M3, and M4 were 
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not been met. 

The following sub-sections present the comparisons of perceptions of all three groups of 

participants by module. 

M1 - current issues and research. All four principals (100%) and six teachers (86%) 

perceived that M1 had helped principals in the awareness of current issues and practices (Table 

4.35). However, the lecturers could not comment about it since they did not teach M1. The 

participants did not perceive M1 to be unhelpful. 

Table 4.35 

Comparison of Participants’ Agreement - 'M1 - Current Issues and Research' is Helpful or Unhelpful to 

Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M1 - Current issues and research 100 86 0 

Awareness of current issues and practices 100 86 
 

 

M2 - designing and guiding ECE curriculum. Both the teachers and principals 

perceived that some of the objectives of M2 had been met and some not met. However, there was 

no agreement amongst them on which objectives had, or had not, been met (Table 4.36). On the 

other hand, the lecturers were not able to comment on how M2 was helpful to the principals, 

although two of them perceived M2 to have met one out of four of its objectives. 
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Table 4.36 

Comparison of Participants’ Agreement - 'M2 - Designing and Guiding ECE Curriculum' is Helpful or 

Unhelpful to Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M2 - Designing and guiding ECE curriculum 100 100 0 

Guiding teachers in curriculum implementation 100 57 
 

Aware of inclusive strategies 25 
  

Guiding teachers in curriculum evaluation 
 

100 
 

Guiding teachers in technologies and media integration 
 

14 
 

    
Unhelpful M2 - Designing and guiding ECE curriculum 100 100 67 

Lacked guidance for teachers in technologies and media 
integration 

100 
 

67 

Lacked guidance for teachers in curriculum evaluation 100 
  

Not aware of inclusive strategies to support exceptional 
children  

100 
 

Lacked resources to integrate new technologies and media 
 

14 
 

No guidance in implementing developmentally and culturally 
appropriate curriculum  

14 
 

 

All the principals (n = 3, 100%) and 57% of the teachers (n = 4) perceived that M2 had 

helped them in guiding teachers in curriculum implementation. All the teachers (n = 7, 100%) 

also perceived M2 had helped principals in guiding teachers in curriculum evaluation, while all 

the principals (n = 3, 100%) contradicted this perception and perceived that M2 lacked guidance 

for teachers in curriculum evaluation. All the principals also perceived that M2 lacked guidance 

for teachers in technologies and media integration, with which two lecturers (67%) concurred, 

whereas, all the teachers perceived that principals were not aware of inclusive strategies to 

support exceptional children. 

M3 - understanding and implementing AR. All the principals (n = 3, 100%) and five 

teachers (71%) perceived M3 had helped to identify and solve problems using AR (Table 4.37). 
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Yet, one principal (25%) perceived the challenge of M3, was that it was not practical and no 

time to implement by the principals. Two teachers (29%) contradicted the other five teachers’ 

perception of M3, as the two perceived there was no AR done in the centre. 

Table 4.37 

Comparison of Participants’ Agreement - 'M3 - Understanding and Implementing Action Research' is 

Helpful or Unhelpful to Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M3 - Understanding and implementing action research 100 71 0 

Identify and solve problems using action research 100 71 
 

    
Unhelpful M3 - Understanding and implementing action 
research 

25 29 33 

Not practical and no time to implement 25 
  

No AR done in the centre 
 

29 
 

Too difficult to implement for trainees 
  

33 

 

Again, the lecturers were not able to comment on how M3 was helpful to the principals, 

but one of them (33%) perceived M3 as too difficult to implement for trainees. 

M4 - leadership, management and administration. All principals (n= 4, 100%) and 

five teachers (71%) perceived that M4 had met some of its objectives (Table 4.38). However, all 

principals and teachers (100%) also perceived that M4 had not met some of its objectives. Again, 

the lecturers could not comment on M4, except one of them (33%) perceived that M4 lacked 

finance skill training. 
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Table 4.38 

Comparison of Participants’ Agreement - that 'M4 - Leadership, Management and Administration' is 

Helpful or Unhelpful to Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M4 - Leadership, management and administration 100 71 0 

Knowledge and skills in management 75 
  

Able to motivate and manage staff 50 29 
 

Able to assess and appraise staff 25 43 
 

Skills for collaboration with various stakeholders 
 

14 
 

Familiar with local policies, regulatory and administrative 
requirements  

14 
 

    
Unhelpful M4 - Leadership, management and administration 100 100 33 

Lacked skill for collaboration with various stakeholders 100 
  

Poor local policies, regulatory and administrative requirements 
information 

100 100 
 

Lacked teacher recruitment skill 
 

14 
 

Lacked finance skill training 
  

33 

 

Both the principals (n = 2, 50%) and the teachers (n = 2, 29%) perceived that M4 had 

helped principals to be able to motivate and manage staff. Again, both the principals (n = 1, 

25%) and the teachers (n = 3, 43%) perceived M4 had helped principals to be able to assess and 

appraise staff. However, only the principals (n = 3, 75%) perceived that M4 was helpful to 

principals by providing knowledge and skills in management. Two other once-cited perceptions 

included principals lacking in skills for collaboration with various stakeholders and to be 

familiar with local policies, regulatory and administrative requirements. 

Yet, all the principals (n = 4, 100%) and teachers (n = 7, 100%) perceived M4 to be not 

helpful to principals as it provided poor local policies, regulatory and administrative 

requirements information. In addition, all the principals (n = 4, 100%) perceived M4 to be 

helpful as principals still lacked skill for collaboration with various stakeholders. A once-cited 
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perception was that principals still lacked teacher recruitment skill. 

M5 - Professional development. All the principals (n = 4, 100%) and almost all the 

teachers (n = 6, 87%) agreed that M5 had helped principals understand professional roles 

(organisational and instructional leadership; Table 4.39). They did not perceive anything 

unhelpful about M5. 

Table 4.39 

Comparison of Participants’ Agreement - 'M5 - Professional Development' is Helpful or Unhelpful to 

Principals in Quality ECE Provision 

Helpful Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M5 - Professional development 100 86 0 

Understand professional roles (organisational and instructional 
leadership) 

100 86 
 

 

M6 - partnership with families and community. The highest agreement about M6 was 

the perception by all principals (n = 4, 100%) and four teachers (57%) that it had helped 

principals build positive relationships with families (Table 4.40). In addition, one principal 

(25%), and one (14%) or two (29%) teachers also agreed that M6 had been helpful to principals 

as it helped them to strengthen relationships between home and centre, and to develop a 

community network. 
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Table 4.40 

Comparison of Participants’ Agreement - 'M6 - Partnership with Families and Community' is Helpful or 

Unhelpful to Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M6 - Partnership with families and community 100 86 0 

Build positive relationships with families 100 57 
 

Strengthen relationships between home and centre 25 29 
 

Develop a community network 25 14 
 

Ensure accountability and service satisfaction to children and 
families  

14 
 

    
Unhelpful M6 - Partnership with families and community 100 0 0 

Lacked exploration in the dynamics of families, their role in an 
evolving society  

100 
  

Lacked in ensuring accountability and service satisfaction  100 
  

 

However, all the principals (n = 4) also perceived that M6 had not fulfilled its two other 

objectives, therefore it lacked exploration in the dynamics of families, their role in an evolving 

society and lacked in ensuring accountability and service satisfaction. 

M7 - supervised leadership practice. Three quarters of the principals (n = 3) perceived 

M7 did provide field experience in leadership and supervision (Table 4.41); yet 50% of them (n 

= 2) felt that they still lacked leadership practice. In addition, a principal cited six unhelpful 

areas of M7, namely, it lacked internship on management, it only conducted AR, supervision 

practice by watching video instead of on the job, lacked sharing sessions, should allow trainees 

to supervise new teachers in M7, and supervision standards vary amongst training centres. 
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Table 4.41 

Comparison of Participants’ Agreement - 'M7 - Supervised Leadership Practice' is Helpful or Unhelpful to 

Principals in Quality ECE Provision 

Module 
% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

Helpful M7 - Supervised leadership practice 75 0 0 

Provide field experience in leadership and supervision 75 
  

    
Unhelpful M7 - Supervised leadership practice 75 100 0 

Lacked leadership practice 50 
  

Lacked internship on management 25 
  

Only conducted action research 25 
  

Supervision practice by watching video instead of on the job 25 
  

Lacked sharing sessions 25 
  

Should allow trainees to supervise new teachers in M7 25 
  

Supervision standards vary amongst training centres 25 
  

Did not give trainees field experience in leadership and 
supervision   

100 
 

 

Contrary to the principals’ perceptions, all the teachers (n = 7, 100%) perceived that M7 

did not give trainees field experience in leadership and supervision. 

General aspects lacking in the leadership training. Finally, all the lecturers (n = 3) 

perceived some general aspects lacking in the leadership training: lacked ECE teaching or 

leadership experience and lacked proper programme schedule and enrolment criteria (Table 

4.42). In addition, one lecturer (33%) perceived the leadership training lacked research to 

support its design. 
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Table 4.42 

Lecturers’ Perceptions of ECE Leadership Training that are ‘Unhelpful’ to Principals 

 

% of Agreement 

Principals 
(n = 4) 

Teachers 
(n = 7) 

Lecturers 
(n = 3) 

General aspects lacking in the leadership training 0 0 100 

Lacked ECE teaching or leadership experience 
  

100 

Lacked proper programme schedule and enrolment criteria 
  

100 

Lacked research  
  

33 

 

Conclusion on Perceptions of Leadership Training 

My Phase-1 data analysis on the perceptions of leadership training shows a complex 

picture of the ECE principals and teachers’ perceptions of leadership training in Singapore. The 

ECE lecturers were not able to articulate their perceptions on the ECE leadership training 

modules, except a little about its deficiencies, based on their individual observations and 

personal experiences. All three groups of participants had little agreement on how the leadership 

training modules’ objectives had, or had not, helped the principals in quality ECE provision, 

although there were some agreement within each group. These findings suggest evidence of gaps 

in the following four areas. These gaps form part of the framework for my survey questionnaire 

design in Phase 2. 

Gaps between theory and practice. Firstly, there seem to be gaps between theory and 

practice in the ECE leadership training in Singapore. All participants seem to have their own 

ideas or expectations of how the leadership training should be, and they have not seen all the 

training objectives being fully put into practice. They were saying that the principals had done 

the leadership training; however, they were seeing some differences in the principals’ leadership 

in certain things, but not in other things. For example, some did not see the practicum happening 
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in their centres. 

Gaps in supervision practice. Secondly, there seem to be gaps in the supervision 

practicum module (M7). The principals and teachers were saying that leadership practice is 

lacking. Some principals wanted the practicum component (M7) to include the requirement of 

putting principal trainees through the actual process of leading, management and administration 

in early childhood care and education settings, which was taught in theory in M4 but not in 

practice, under the guidance of a senior principal. This is because the role of an ECE principal in 

Singapore requires the principal to know how to lead and manage an ECE centre, and to carry 

the centre profit and loss responsibility. Just like a CEO, the principals have to ensure that their 

own centre is profitable and has good enrolment, and not just are good at leading the learning 

and the curriculum. However, instead of having actual leadership practice during M7, some 

principals had been asked to do AR, which is not the key skill for the principals. Others reported 

being asked do staff observation practice through watching videos related to staff observation. 

Gaps in programme evaluation and success. Thirdly, there appear to be gaps in the 

leadership training programme, including evaluation of how successful the training has been for 

newly appointed ECE principals. The lecturers agreed that the lack of ECE teaching experience, 

or other leadership experience, poses a problem for both the principal trainees and their lecturers. 

However, they do not know how successful the leadership training has been, whether all of its 

objectives have been met, how the principals feel about the training, or whether the principals are 

able to fully use the theories taught. The lecturers only assume that it is successful because the 

leadership curriculum has been approved by the PQAC. They think that they are providing the 

training as it is supposed to be, so they expect that the training outcomes will be in accordance 

with the training objectives, with a learning connection between what is provided and what really 
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is. They assume that all the modules have been taught to the principals, and that the principals 

are able to practise them. The lecturers appear to have not sought feedback from their leadership 

training graduates on the effectiveness of the programme in practice. The lecturers seem to 

regard their role as just delivering the training content, and do not look for post-training feedback 

after trainees have become principals, in order to match their teaching to the principals’ real 

practices thereafter. There seems to be an assumption about the programme design in the minds 

of the lecturers that what they had delivered was what students received, an outdated model of 

learning. 

Gaps in top-down directive model of training. Analysis of Phase-1 data appears to 

suggest that ECE principals, teachers and lecturers tend to use language that is managerialist, 

expecting the leadership training to provide outcomes for the principals as prescribed by the 

Singapore PQAC. Thus, this small study suggests that ECE leadership training in Singapore 

tends to assume a top-down directive model, or forward mapping, of training, which may not 

result in all the intended outcomes being achieved. This is consistent with the literature reviewed 

in Chapter 2 that suggested that a forward mapping model of leadership training may not be 

helpful or effective in quality ECE provision (Robinson, 2006, p. 65). Instead, a backward 

mapping, bottom-up, model of training could “provide the clues to the leadership practices and 

dispositions that are required” (Robinson, 2006, p. 66) in quality ECE provision. 

End of Phase-1 Study and Guiding Questions for Phase-2 Study 

Phase 1 found similarities and differences of perceptions of quality ECE provision and 

leadership, and a very complex picture of ECE leadership training in Singapore. It is not possible 

to generalise from these Phase-1 results since the sample is small. However, these results did 
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raise the need for further verification of ECE principals’ perceptions of quality provision, 

leadership and leadership training. Therefore, Phase 2 focused on Singapore ECE principals’ 

perceptions of leadership training, to investigate further the extent of the perceptions found in 

Phase 1 on quality ECE provision and leadership. This confirms literature referred to in Chapter 

2 that there is an urgent need to identify the type of leadership and training necessary for 

effective leadership (Rodd, 2005), and “to build a body of evidence-based research” on how 

leadership training impacts ECE services, policy and practice, children and families (Ang, 2012, 

p. 85). 

As such, the questionnaire in Phase 2 was designed to assist in confirming (or otherwise) 

the Phase-1 findings regarding ECE leadership training in Singapore, and in understanding ECE 

principals’ perceptions of (1) how the leadership training had supported them in their leadership 

role in quality ECE provision, and (2) the challenges they experienced. Thus, the participants in 

Phase 2 were reduced from three groups (teachers, principals and lecturers) in Phase 1 to just one 

group (principals). Focusing attention on just the principals enabled a more detailed 

understanding of the principals’ experiences and enactment of the leadership training in practice. 

It also provided an opportunity to confirm whether ECE principals in Singapore have similar 

views to the perceptions found in Phase 1. In other words, Phase 2 sought to answer the guiding 

questions that arose from Phase 1 - Why, and to what extent, do ECE principals believe that 

leadership training is important in quality ECE provision in Singapore? 
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CHAPTER 5: PHASE 2 DATA ANALYSIS AND CONFIRMATORY RESULTS 

As outlined in Chapter 4, Phase 1 found eight key dimensions of quality and six key 

dimensions of leadership, with their various attached characteristics or meanings, common 

amongst at least two groups of participants, regarding quality ECE provision. The teacher, 

principal and lecturer participants’ perceptions of, and gaps in, the ECE leadership training in 

Singapore also emerged. These perceptions of the dimensions of quality, leadership, and 

leadership training formed the context for two guiding questions in Phase 2: firstly, as 

confirmatory to the extent of the Phase-1 findings (Chapter 5); and secondly, as explanatory to 

Phase-2 findings and further findings (Chapter 6). 

Phase 2, therefore, aimed to answer two guiding questions based on Phase-1 findings. 

These questions were: 

1. To what extent do principals share similar perceptions of quality and leadership 

characteristics in quality ECE provision? 

2. How has ECE leadership training in Singapore supported the principals, or not, in 

their leadership role in quality ECE provision? 

As explained in Chapter 3, the data collection in Phase 2 consisted of (a) an online 

questionnaire completed by 56 current ECE principals and seven past ECE principals, who now 

hold other ECE leadership appointments and who had attended the mandatory leadership training 

programme accredited by PQAC (2012) Singapore; and (b) analysis of the leadership training 

document prescribed by PQAC Singapore. Phase-2 findings are reported in Chapter 5 and 

Chapter 6. 
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There are five key sections in this chapter. The first two sections provide the context in 

which principal participants perceived quality and principals’ leadership in quality ECE 

provision. The next two sections present the evidence for the perceived effectiveness, or gaps, of 

the mandatory ECE leadership training and policy, and the training evaluation in Singapore. 

Finally, the last section is a brief summary of this chapter, which foreshadows Chapter 6 (Phase-

2 Data Analysis and Explanatory Results) and Chapter 7 (Conclusions). Therefore, this chapter 

presents the first part of Phase-2 findings in the following order: 

 Confirmation of Perceptions: Dimensions of Quality ECE Provision  

 Confirmation of Perceptions: Dimensions of Effective Leadership 

 Confirmation of Perceptions: Singapore ECE Leadership Training Modules 

 Confirmation of Perceptions: Gaps of ECE Leadership Training in Singapore 

 Summary 

Figure 5.1 shows an overview of Phase-2 confirmatory results (Chapter 5), which are the 

principals’ perceptions of quality ECE provision dimensions, the effective leadership 

dimensions, supportive leadership training and its gaps. I explain Figure 5.1 in the sections that 

follow. The words “participant” and “principal” are interchangeable in this chapter, as the 

participants are the principals of ECE centres in Singapore. The words “meaning” and 

“characteristic” are also used interchangeably in this chapter. Meanings that are cited only once 

will not be mentioned in this chapter.  
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Figure 5.1 Overview of Phase-2 data analysis confirmatory results, showing ECE principals’ perceived 

quality, leadership, and Singapore ECE leadership training modules. 

 

Confirmation of Perceptions: Dimensions of Quality ECE Provision 

The eight key dimensions of quality ECE provision perceived by the principals, found in 

Phase 1, were: quality relationship, teachers, leadership, curriculum, environment, support, 

affordability, and philosophy with their respective meanings or characteristics. Thus, in Phase 2, 

principals were asked whether they agreed or disagreed with the characteristics of the eight 

quality dimensions. Although all the principals agreed with all eight quality dimensions, the 

extent of agreement on their respective characteristics differed, ranging from 76% (n = 48) to 

100% (n = 63) each. In addition, other new characteristics of the quality dimensions, not 
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mentioned by Phase-1 participants, were found in Phase 2. The radar charts (Figures 5.2-5.7) 

below show each quality dimension and their meanings, and the percentage of consensus. 

Quality Dimension 1: Positive Relationships 

Participants were asked whether they agreed with the listed characteristics of positive 

relationships, which emerged from Phase 1. A substantial majority of the principals (79-97%, n 

= 50-61) agreed with all eight listed characteristics of positive relationship. These characteristics 

were: approachable staff, care for others, welcome collaboration, openness to feedback, positive 

home-school partnership, reciprocal communication, transparency, and love, in order of 

frequency count (Figure 5.2). 
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Figure 5.2. Characteristics of positive relationships (Quality Dimension 1), as perceived by the principals. 

Quality Dimension 2: Quality Teachers 

Six intertwining characteristics of quality teachers in quality ECE provision are shown in 

Figure 5.3. For the statement: “In quality ECE provision, centre teachers display the following 

characteristics,” a substantial majority of the principals (84-95%, n = 53-60) agreed that quality 

teachers are reflective, listen, respect children’s rights, open-minded, flexible, and trained, in 

order of frequency count. 
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Figure 5.3. Characteristics of quality teachers (Quality Dimension 2), as perceived by the principals. 

Other characteristics of quality teachers listed by 14 principals (22%) that were not 

mentioned by Phase-1 participants were creative (listed four times); open to changes, and 

cooperative as a team (listed twice). 

Quality Dimension 3: Principals’ Leadership 

Nine intertwining characteristics of principals’ leadership in quality ECE provision were 

confirmed by a significant majority (78-97%, n = 49-61) of participants. This is consistent with 

the Phase-1 findings (Figure 5.4). They agreed that “In quality ECE provision, a principal is a 

leader who”: leads in quality, takes initiative, shares vision, guides group, is knowledgeable 

about ECE, strategic in planning, manages team, distributes leadership, and sets philosophy, in 

order of frequency count. 
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Figure 5.4. Characteristics of principals’ leadership (Quality Dimension 3), as perceived by the principals. 

Other characteristics of quality leadership listed by six (10%) participants were a 

principal who is a mentor (listed three times) 

These characteristics of quality leadership are consistent with, and are listed in, the next 

set of questions, under “Leadership” that gives more in-depth findings on the dimensions and 

meanings of the role of leadership in quality ECE provision. 

Quality Dimension 4: Curriculum Design 

In Figure 5.5, the nine characteristics of a quality curriculum stated by the participants in 

Phase 1 were confirmed. A very substantial majority of participants (79-98%, n = 50-62) 

perceived that “In quality ECE provision, curriculum is designed with the following 

characteristics”: holistic, learning though play, child appropriate lesson plans, scaffolds 

children’s learning, provides learning opportunities, child-centred, integrates with community, 
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PIESS (physical, intellectual, emotional, social, spiritual), and emphases on children, in order of 

frequency count.

 

Figure 5.5. Characteristics of curriculum design (Quality Dimension 4), as perceived by the principals. 

Quality Dimension 5: Centre Environment 

Figure 5.6 shows the five characteristics of a quality centre environment in quality ECE 

provision. Responses varied between 84% and 100% (n = 53-63), confirming each individual 

item regarding the statement, “In quality ECE provision, centre environment has the following 

characteristics”: conducive, safe, appropriate classroom size, enriching, and low teacher-child 

ratio, in order of frequency count. 
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Figure 5.6. Characteristics of centre environment (Quality Dimension 5), as perceived by the principals. 

Quality Dimension 6: Principals’ Support of Staff 

Figure 5.7 shows that a substantial majority of the principals (79-98%, n = 50-62) 

confirmed Phase-1 findings about a principal’s support of staff, that “In quality ECE provision, 

principal/leader is supportive of”: staff development, staff welfare, teaching materials, educating 

parents, time flexibility, and fund for quality improvement, in order of frequency count. 
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Figure 5.7. Characteristics of principals’ support of staff (Quality Dimension 6), as perceived by the 

principals. 

Quality Dimension 7: Programme Affordability 

With regard to affordability, a large majority agreed that “In quality ECE provision, the 

programme is affordable in the following ways”: accessible to all children regardless of family 

income (94%, n = 59) and competitive fees (76%, n = 48). One other form of affordability in 

quality ECE provision cited was to provide financial assistance to parents or/and ECE centres. 

Quality Dimension 8: Leader’s Philosophy 

Lastly, all participants (100%, n = 63) agreed that a leader’s philosophy is important; that 

“In quality ECE provision, the principal/leader has a philosophy of” transparency in policies. 
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The eight dimensions of quality ECE provision outlined helped to form the context, or 

basis, for the participants’ perceptions of leadership and leadership training. 

Confirmation of Perceptions: Dimensions of Effective Leadership 

The six key dimensions of leadership in quality ECE provision emerged from Phase 1 

were staff management, staff support, operational management, personal dispositions, 

philosophy, and knowledge. Within each dimension of leadership, various intertwined 

characteristics were identified. As a confirmation of Phase-1 findings, participants in Phase 2 

were asked to indicate their agreement or otherwise on each of these dimensions by answering 

Yes to agree, or No to disagree, for each listed characteristic of the six quality dimensions. All 

participants (100%, n = 63) agreed with these dimensions, and between 71% and 100% (n = 45-

63) agreed with these dimensional characteristics as well. In addition, Phase-2 participants also 

listed other leadership characteristics that were not mentioned by the Phase-1 participants. The 

radar charts (Figures 5.8 to 5.12) below illustrate how the characteristics of each leadership 

dimension are interlinked with each other. 

Leadership Dimension 1: Principals’ Staff Management 

Figure 5.8 shows 12 characteristics of quality staff management in quality ECE provision 

found during Phase-1 interviews. To the statement, “An effective ECE principal/leader manages 

staff in the following ways,” a substantial majority of survey participants (79-98%), n = 50-62) 

confirmed the characteristics of staff management found in Phase 1, which were: empowers staff, 

practices open communication, appraises fairly, motivates staff, recognises staff, affirms staff, 

builds good personal relationship, lets staff take ownership, rewards staff, delegates, flexible 

with staff, and gains support, in order of frequency count. 
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Figure 5.8. Characteristics of effective principals’ staff management (Leadership Dimension 1), as 

perceived by the principals. 

Leadership Dimension 2: Principals’ Support of Staff 

Four characteristics of an effective principal’s staff support emerged during Phase-1 

interviews (Figure 5.9). A substantial majority of survey participants (n = 55-61, 87-97%) agreed 

with mentoring, staff development, moral support, and resources, in order of frequency count, in 

the questionnaire statement, “An effective ECE principal/leader supports staff in the following 

ways.” 
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Figure 5.9. Characteristics of effective principals’ support of staff (Leadership Dimension 2), as perceived 

by the principals. 

In addition, eight (13%) participants also listed other characteristics of support not 

mentioned during Phase-1 interviews. They were: relevant courses to enhance staff with 

additional skills and knowledge (listed three times).  

Leadership Dimension 3: Principals’ Operations Management 

For principals’ operations management in quality ECE provision, only two key 

characteristics emerged during Phase-1 interviews (Figure 5.10). The majority of survey 

participants agreed that “An effective ECE principal/leader manages centre operations in the 

following ways”: maintains centre operations (90%, n = 57) and increases enrolment (78%, n = 

49). 
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Figure 5.10. Characteristics of effective principals’ operations management (Leadership Dimension 3), as 

perceived by the principals. 

However, a significant number of participants (30%, n = 19) listed other characteristics 

which were not mentioned in my Phase-1 study. They included: to develop thinking children and 

confident learners through innovation projects (listed six times); has good working relationships 

with staff, parents and community (listed five times); planned budget (listed four times); improve 

or move operation towards quality requirement, safe and smooth operation (listed twice each). 

Leadership Dimension 4: Principals’ Personal Disposition 

Figure 5.11 shows nine characteristics of an effective principal's personal disposition in 

quality ECE provision that emerged from Phase-1 interviews. A large majority of participants 

(71%-98%, n = 45-62) agreed that “An effective ECE principal/leader displays the following 

dispositions”: confident, positive learning attitude, decision maker, listener, understanding, fair 

judge, mediator, risk taker, and curious. 
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Figure 5.11. Characteristics of effective principals’ personal dispositions (Leadership Dimension 4), as 

perceived by the principals. 

Other characteristics of personal disposition listed for an effective ECE principal/leader 

by the Phase-2 participants were: role model (listed four times), problem solver, lifelong learner, 

honest, respects others, passionate and caring, has humility, care and concern for staff, diligent, 

compassionate, has resilience, willing to learn new skills, has a character of virtues, able to 

relate and share experiences (listed twice each). 
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Leadership Dimension 5: Principals’ Philosophy 

The majority of participants (75-95%, n = 47-60) also agreed with the characteristics of 

an effective principal's philosophy in quality ECE provision found in the Phase-1 interviews. For 

the statement, “An effective ECE principal/leader demonstrates the following philosophy in 

actions,” they listed: values being practiced, advocates for children's right, defines quality, 

congruency/agreement of beliefs and practices, speaks up on ECE issues, and research on 

quality approaches, in order of frequency count (Figure 5.12).

 

Figure 5.12. Characteristics of effective principals’ philosophy (Leadership Dimension 5), as perceived by 

the principals. 

Leadership Dimension 6: Principals’ Knowledge 

Lastly, in confirming the leadership dimension of knowledge using the questionnaire 

statement, “An effective ECE principal/leader is knowledgeable about,” all participants (100%, n 
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= 63) listed current issues and trends, and 81% (n = 51) listed technology from the 

characteristics that emerged during Phase 1. Eight participants (13%) also listed additional 

knowledge effective leaders should have. This included knowledge about human relationships 

(listed 3 times), the requirements by the Ministry, the latest best practices in pedagogy or 

policies changes in the ECE field (listed twice each). The above-mentioned six dimensions of an 

effective principal in quality ECE provision provided the basis for the perceptions of leadership 

training presented in the next section. 

Confirmation of Perceptions: Singapore ECE Leadership Training Modules 

In this section of the questionnaire, participants were asked to agree or disagree with 

statements regarding leadership training modules in the online survey, based on the perceptions 

of leadership training that emerged during Phase-1 data analysis. Agreement with these 

statements ranged from 84% (n = 53) to 98% (n = 62). They were also requested to give reasons 

for their No responses. These data were then analysed regarding the ways in which the principals 

perceived the leadership training modules generally, to look for the strengths of the modules, any 

gaps in the modules, or the way the training was delivered. These findings are presented below 

using sub-sections for each module. 

Module 1: Current Issues and Research in ECCE 

Participants were asked whether they agreed or disagreed with Statement 1: “Module 1 

(Current Issues and Research in Early Childhood Care and Education) raised my awareness of 

current issues and practices and their implications for early childhood care and education.” 

Figure 5.13 shows that a substantial majority of the participants (95%, n = 60) agreed and 5% (n 

= 3) did not agree. 
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Figure 5.13. Principals' responses to Statement 1 of the online survey question on whether Module 1 had 

helped “raised my awareness of current issues and practices and their implications for early childhood 

care and education.” 

Three principals said that their leadership programme did not cover, or did not cover 

much of, Module 1 content on current issues and research in ECCE. Therefore, these principals 

felt that Module 1 did not create much impact and awareness about the current issues and 

practices in ECCE. 

Module 2: Designing the ECCE Curriculum 

Statement 2 asked participants to agree (Yes) or disagree (No) with four sub-statements: 

“Module 2 (Designing the Early Childhood Care and Education Curriculum) helped me guide 

my teachers to: 

a. Implement a developmentally and culturally appropriate curriculum. 

b. Integrate new technologies and media to teach more effectively. 

c. Evaluate early childhood care and education curriculum and to facilitate 

children’s growth and learning. 

d. Be aware of inclusive strategies to support exceptional children.” 

"Yes", 60, 95% 

"No", 3, 5% 
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A large majority of the participants (89-98%, n = 56-62) said Yes to each sub-statement 

(Figure 5.14 to Figure 5.17). Of those who said No to Statement 2, most wrote their reasons for 

saying so, except for sub-Statement 2a (Figure 5.14) where only 2% (n=1) disagreed. 

 

Figure 5.14. Principals' responses to Statement 2a of the online survey question on whether Module 2 

had helped principal to “implement a developmentally and culturally appropriate curriculum.” 

Sub-Statement 2b received the highest No response, 17% (n = 11). The principals who 

disagreed said that Module 2b (Figure 5.15) was not taught, or not many aspects of it were 

covered.

 

Figure 5.15. Principals' responses to Statement 2b of the online survey question on whether Module 2 

had helped principal to “integrate new technologies and media to teach more effectively.” 

"Yes", 62, 98% 

"No", 1, 2% 

"Yes", 52, 83% 

"No", 11, 17% 
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Some principals felt that it was taught incorrectly, saying: “This module was taught 

mainly as IT in the centre operations, not about integrating IT in the classroom for teaching 

purposes,” or there were “not enough opportunities or examples given on how to use these to 

enhance our teaching.” One principal did not support the idea of using IT in the curriculum, 

saying, “I still believe in hands-on rather than IT activities.” 

Figure 5.16 shows that a very large majority of my participants (97%, n = 61) agreed with 

Statement 2c and only 3% (n = 2) disagreed. 

 

Figure 5.16. Principals' responses to Statement 2c of the online survey question on whether Module 2 

had helped principal to “evaluate early childhood care and education curriculum and to facilitate children’s 

growth and learning.” 

One of the two felt that, “the depth of the module is not sufficient for evaluation, hands-

on experience is more appropriate.” 

Finally, a large majority of participants (89%, n = 56) said Yes to sub-Statement 2d 

(Figure 5.17). However, 11% (n = 7) of the principals said No with reasons. 

 

"Yes", n = 61, 
97% 
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Figure 5.17. Principals' responses to Statement 2d of the online survey question on whether Module 2 

had helped principal to “be aware of inclusive strategies to support exceptional children.” 

The principals who said No were from four kindergartens (two for-profit, two 

government-linked kindergartens) and three childcare centres (one for-profit and two 

government-linked). They all agreed that they were “not given strategies to support them with 

(exceptional children)”, or they “did not cover special needs or inclusive curriculum or setting,” 

or simply “did not teach during the course.” One said “although knowledge is there, application 

is lacking.” Another explained further, “the knowledge gained is more on introductory to special 

needs. There is a need for a more hands-on approach on the day to day management and 

observation of children with special needs.” One participant felt that more should be taught on 

exceptional children and more support should be given for practice. She explained: 

Supporting exceptional children should be a module on its own. I'm all in for inclusion. 

But let’s be realistic. Teachers are already trying to cope with managing different 

instructions to children with different level of abilities. Without any additional support, 

teacher cannot do justice to exceptional children. (Principal, government-linked childcare 

centre) 

"Yes", n = 56, 89% 

"No", n = 7, 11% 
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Module 3: Action Research 

Statement 3 said: “Module 3 (Understanding and Implementing Action Research in Early 

Childhood Care and Education) enabled me to identify problems in my workplace and be 

proactive in my attempts to improve the quality of early childhood care and education.” 

 

Figure 5.18. Principals' responses to Statement 3 of the online survey question on whether Module 3 had 

“enabled me to identify problems in my workplace and be proactive in my attempts to improve the quality 

of early childhood care and education." 

A large majority of my participants (95%, n = 60) agreed with Statement 3, with only 

three (5%) disagreeing with it (Figure 18). The reasons for disagreeing were either it was “not 

taught during… course,” or it involved too much time and commitment to do action research. 

Just as one participant put it: 

Doing action research to solve simple issues at work is over the top. Action research 

takes a lot of work and commitment and can only be achieved over time. Teachers always 

look for quick solutions to their problems. (Principal, government-linked childcare 

centre) 

"Yes", 60, 95% 

"No", 3, 5% 
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Module 4: Leadership, Management and Administration in ECCE Settings 

Statement 4 stated that: “Module 4 (Leadership, Management and Administration in 

Early Childhood Care and Education Settings): 

a. Provided me with the basic knowledge and skills in the management of early 

childhood care and education centres. 

b. Enabled me to motivate, manage, assess and appraise staff. 

c. Familiarised me with local policies, regulatory and administrative requirements. 

d. Equipped me with skills for collaboration with various stakeholders (e.g., colleagues, 

parents, relevant agencies, other professionals and the community).” 

 

Figure 5.19. Principals' responses to Statement 4a of the online survey question on whether Module 4 

had “provided me with the basic knowledge and skills in the management of early childhood care and 

education centres.” 

Statement 4 also gained a large majority of Yes responses from my participants (84-95%, 

n = 53-60) and with a minority of No (5-16%, 3-10), as shown in Figure 5.19 to Figure 5.22. A 

large majority of participants (95%, n = 60) agreed with sub-Statement 4a (Figure 5.19). Three 

participants (5%, n = 3) disagreed. One said that it was only “after a few years of experience; had 

"Yes", 60, 95% 

"No", 3, 5% 
. 
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attended specific relevant workshops and training on Administration and Management 

individually” that she had developed her management skills. 

 

Figure 5.20. Principals' responses to Statement 4b of the online survey question on whether Module 4 

had “enabled me to motivate, manage, assess and appraise staff.” 

Sub-Statement 4b received 84% Yes (n = 53) and 16% No (n = 10), being the highest 

number of negative response for Statement 4 (Figure 5.20). Four principals said that they did not 

have much of an “impression” of Module 4b, or thought there was “not enough coverage” of 

Module 4b. A principal elaborated on what was not done during her leadership training, saying: 

In year 2007, we did not cover mentoring. We did not learn how to mentor or appraise 

staff. We learnt about different leadership styles. No role playing or case studies. A lot of 

theories to remember and after that reflect on us. (Principal, for-profit childcare centre) 

Another principal felt that Module 4b “should have [been] a module on its own, since it is 

an important subject on its own and it is what centre leaders would face on a day to day basis.” 

Three principals also felt that Module 4b should require actual practice to develop the skill, as 

“leadership is not a one size fits all model” and it required “maturity, understanding and 

"Yes", 53, 84% 

"No", 10, 16% 
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appropriate soft skills.” As one principal put it, “nothing is better than on the job training.” 

Another principal elaborated: 

What we learn in school, it provides us with the theoretical knowledge on how we should 

manage, motivate and assess and appraise staff. However, this is not sufficient. Instead, it 

is more important that we develop practical strategies in dealing with difficult situations, 

especially when conversing with staff about performance issues. (Principal, government-

linked childcare centre) 

 

Figure 5.21. Principals' responses to Statement 4c of the online survey question on whether Module 4 

had “familiarised me with local policies, regulatory and administrative requirements.” 

  A large majority of the principals (89%, n = 56) agreed with sub-Statement 4c (Figure 

5.21), while 11% (n = 7) disagreed. Reasons given for why Module 4c was “not applicable” 

included that leadership graduates might not be appointed as principals anytime soon after the 

course; local policies, regulatory and administrative requirements could change and become 

irrelevant; or leadership graduates simply could not remember much of it by the time they 

"Yes", n = 56, 89% 

"No", n = 7, 11% 
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become principals. Therefore, as a principal commented, “I learnt all of the above [Module 4] on 

the job,” rather than from the leadership training programme. 

 

Figure 5.22. Principals' responses to Statement 4d of the online survey question on whether Module 4 

had “equipped me with skills for collaboration with various stakeholders.” 

Again, a majority of principals (92%, n = 58) said Yes to sub-Statement 4d, with a 

minority (8%, n = 5) saying No (Figure 5.22). The reasons given included, “not sure how to do 

it” in practice, or “the relevant and appropriate courses have been attended previously” in other 

workshops, or Module 4c did not cover all stakeholders and was “more for parents, not much 

was covered for relevant agencies.” 

Module 5: Professional Development 

Statement 5 stated that: “Module 5 (Professional Development) helped me understand 

professional roles (organisational and instructional leadership).” A large majority (95%, n = 60) 

said Yes to Statement 5 and only a small minority (5%, n = 3) said No (Figure 23). 

"Yes", n =58, 92% 

"No", n = 5, 8% 
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Figure 5.23. Principals' responses to Statement 5 of the online survey question on whether Module 5 had 

“helped me understand professional roles.” 

The minority who said No were from two government-linked kindergartens and a 

government-linked childcare centre. “Cannot remember” the content of Module 5 was one of the 

two reasons given for saying No. The other reason given was that “more in-depth examples 

should be given in terms or organisational and instructional leadership.” 

Module 6: Partnership with Families and the Community 

Statement 6 stated that: “Module 6 (Partnership with Families and the Community) 

helped me: 

a. Explore the dynamics of families, their role in an evolving society. 

b. Build positive relationships with families. 

c. Strengthen relationships between home and centre/kindergarten. 

d. Ensure accountability and service satisfaction to children and families.” 

"Yes", n = 60, 95% 

"No", n = 3, 5% 
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The large majority of participants (94-98%, n = 59-62) agreed with Statement 6, and only 

a small minority (2-6%, n = 1-4) disagreed (Figure 5.24 to Figure 5.27). 

 

Figure 5.24. Principals' responses to Statement 6a of the online survey question on whether Module 6 

had helped principal to “explore the dynamics of families, their role in an evolving society.” 

 Almost all of the participants (98%, n = 62), except 2% (n = 1), agreed with sub-

Statement 6a (Figure 5.24). No reason was given for the one negative response. 

Once more, a large majority of my participants (96%, n = 60) said Yes to sub-Statement 

6b, and only 5% (n = 3) said No (Figure 5.25). 

"Yes", n = 62, 98% 

"No", n = 1, 2% 
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Figure 5.25. Principals' responses to Statement 6b of the online survey question on whether Module 6 

had helped principal to “build positive relationships with families.” 

The three negative responses came from principals of one government-linked 

kindergarten and two government-linked childcare centres. The reasons given for saying No 

were that “the actual implementation is lacking, as new principals need to be confident and role-

model appropriate behaviours”; and “ultimately building of positive relationships depends on the 

personality of the leaders,” not just head’s knowledge. 

Sub-Statement 6c also received only three negative responses (5%) from my participants, 

with the large majority (95%, n = 61) saying Yes to it (Figure 5.26). 

"Yes", n = 60, 
95% 

"No", n = 3, 5% 
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Figure 5.26. Principals' responses to Statement 6c of the online survey question on whether Module 6 

had helped principal to “strengthen relationships between home and centre/kindergarten.” 

A government-linked childcare centre principal believed that “leaders need to role-model 

and reinforce the importance of home-school partnership” and not just learn it as a theory during 

the leadership training. 

Figure 5.27 shows the responses of my participants to sub-Statement 6d. The large 

Majority said Yes (94%, n = 59), with only 4 (6%) saying No to it. 

"Yes", n = 61, 95% 

"No", n = 3, 5% 
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Figure 5.27. Principals' responses to Statement 6d of the online survey question on whether Module 6 

had helped the principal to “ensure accountability and service satisfaction to children and families.” 

Those who said No were the principals of three kindergartens (one for-profit and two 

government-linked) and a non-profit childcare centre. They were sceptical and said that it is “not 

possible to achieve” (Principal, government-linked kindergarten); and that “There is no way to 

ensure service satisfaction, although the centre staff will do their best for children and families” 

(Principal, non-profit childcare centre). Another added that it “would need more training in this 

area” to ensure accountability and service satisfaction. 

Module 7: Supervised Leadership Practice 

Statement 7 said: “Module 7 (Supervised Leadership Practice) gave me field experience 

in leadership and supervision in: 

a. Staff observation, assessment and feedback. 

b. Recording, assessing and evaluating early childhood care and education programmes 

and settings. 

c. Using observational techniques for assessing children in various settings. 

"Yes", n = 59, 94% 

"No", n = 4, 6% 
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d. Planning and implementing a family/community programme.” 

The large majority of the participants (92-97%, n = 58-61) agreed with Statement 7, and only a 

small minority (3-8%, n = 2-5) disagreed (Figures 5.28 to 5.31). 

Figure 5.28 shows 97% (n = 58) agreed with Statement 7a and 8% (n = 5) disagreed, 

which is the highest number of No responses for Statement 7. The reasons given were that 

Module 7a, regarding staff management, was “not done,” or there was a “lack of concrete 

experiences.” 

 

Figure 5.28. Principals' responses to Statement 7a of the online survey question on whether Module 7 

had helped principal in “staff observation, assessment and feedback.” 

A principal illustrated this lack of staff management practice with her own experience: “I 

did attachment in the childcare centre I was working at. I covered the hours (for Module 7a), but 

learnt nothing because I was doing the main job as teacher.” Another for-profit childcare 

principal confirmed this gap and wrote: 

"Yes", n = 58, 92% 

"No", n = 5, 8% 
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There wasn't any field supervision for us to be assessed or guided in observing staff, 

assessing them and giving them feedback. Our assignment is a reflective one where we 

reflect on our anecdotal staff observation and plan on how to help them improve. 

Figure 5.29 shows 5% (n = 3) of participants disagreed with sub-Statement 7b, regarding 

programme and setting management (Module 7b), while the large majority (95%, n = 60) agreed 

with it. Those three participants were the principals of two government-linked kindergartens and 

a government-linked childcare centre. 

 

Figure 5.29. Principals' responses to Statement 7b of the online survey question on whether Module 7 

had helped principal in “recording, assessing and evaluating early childhood care and education 

programmes and settings.” 

The reasons for saying No were because “field experience in leadership and supervision 

in recording, assessing and evaluating early childhood care and education programmes and 

settings” was “not done.” The principal of a government-linked childcare centre shared her 

experience: “I did this for my action research which is part of the supervised leadership practice. 

We had to implement lessons that focused on building the galloping skills of children.” Figure 

"Yes", n = 60, 95% 

"No", n = 3, 5% . 
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5.30 shows that a large majority (97%, n = 61) of participants agreed with sub-Statement 7c, 

regarding child management. 

 

Figure 5.30. Principals' responses to Statement 7c of the online survey question on whether Module 7 

had helped principal in “using observational techniques for assessing children in various settings.” 

Two principals (3%) disagreed, and one of them wrote, “Same answer as above” for her 

reason of disagreeing, referring to her experience of doing the “Supervised Leadership Practice” 

as part of her “Action Research” module. 

Four participants (6%) indicated No for sub-Statement 7d, regarding parents and 

community management, while the majority (94%, n = 59) indicated Yes to it (Figure 5.31). 

"Yes", n = 61, 97% 

"No", n = 2, 3% 
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Figure 5.31. Principals' responses to Statement 7d of the online survey question on whether Module 7 

had helped principal in “planning and implementing a family/community programme.” 

The four principals gave their reasons for indicating No as “did not do this (Module 7d),” 

or “I only learnt how to do this when I became a principal.” 

Confirmation of Perceptions: Gaps of ECE Leadership Training in Singapore 

This section presents the overall principals’ perceptions of the ECE leadership training, 

its strengths, gaps and challenges. Principals’ responses to Statement 8 to 11 in this section were 

included as checks for internal consistency for their responses to Statement 1 to 7. Figure 5.32 to 

Figure 5.35 provide some quick illustrations of the findings. Based on the data analysed, there 

were fewer principals who indicated Yes (49-87%, n = 31-55) and more who indicated No (13-

51%, n = 8-32) to Statements 8 to 11, compared to their responses to Statement 1 to Statement 7 

on the leadership training modules in the previous section above. The differences are elaborated 

in the next few sub-sections. 

"Yes", n = 59, 94% 

"No", n = 4, 6% 
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Aspects Lacking in Supervised Leadership Practice (Module 7) 

Statement 8 was designed to check for internal consistency of participants’ responses to 

Statement 7 on “Supervised Leadership Practice” (Module 7). Participants were asked to 

describe what they did during their “supervised practicum” if they indicated Yes to Statement 8, 

in order to check reliability of their responses. Therefore, responses to Statement 8 helped to 

provide a deeper understanding of participants’ opinions of Module 7. 

 Based on the results reported in the previous section of this chapter in Statement 7 as a 

whole (all four objectives), only 3%-8% of the participants (n = 2-5) disagreed that Module 7 

met its objectives, while 92%-97% of them (n = 58-61) agreed. However, in Statement 8, “I had 

a supervised practicum (Module 7) during the leadership training programme,” the number who 

disagreed increased greatly to 32% (n = 20), and only 68% of the participants (n = 48) agreed 

that they had a “supervised practicum” (Figure 5.32). 

 

Figure 5.32. Supervised leadership practice (Module 7) - Principals' responses to Statement 8 of the 

online survey question: “I had a supervised practicum during the leadership training programme.” 

Of the 68% who agreed with Statement 8, slightly more than half (36%, n = 23) of them 

could not provide any description of what they did during their supervised practicum. For the 

"Yes", 43, 68% 

"No", 20, 32% 
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32% of my participants (n = 20) who indicated that they did the supervised practicum, almost all 

had done only one of four parts of the supervised practicum. Only one participant indicated 

completing all four parts of the supervised practicum. Participants stated sections of the module 

they completed (Figure 5.33). 

 

Figure 5.33. Supervised Leadership Practice (Module 7) - Principals' responses to sub-Statement 8 of the 

online survey question: "If “Yes”, please state the things you did during the practicum." 

The lack of practice in staff management (Module 7a). Only 17%, or slightly over half 

of the participants (n = 11) who responded 'Yes', to the statement: “Module 7 (Supervised 

Leadership Practice) gave me field experience in leadership and supervision in staff observation, 

assessment and feedback” had completed the “supervised practicum.” They reported completing 

the following aspects during the practicum: conducted a staff meeting (listed five times); pre-

observation conference with teacher, observation of teacher during class lesson, post-

observation conference with teacher, written reflection submitted to practicum supervisor (each 

listed three times); prepared agendas and sent them to staff; staff appraisal (each listed twice); 
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pre-conference with practicum supervisor, post-conference with practicum supervisor, interview 

new staff, and mentoring staff (each listed once). 

This means that as many as 83% of participants (n = 52), including 15% (n = 9) who 

indicated Yes as having done the supervised practicum for Module 7a, probably did not do so or 

had partially done so. 

Practice in programmes and setting management (Module 7b). Only 8% of 

participants (n= 5), or a quarter of those who responded as having completed the “supervised 

practicum,” described what they did based on Module 7b, “recording, assessing and evaluating 

early childhood care and education programmes and settings.” They reported completing three 

things during their practicum. 

Firstly, the principals performed their centre evaluations based on set criteria, such as 

“planned a set of quality criteria to be used for assessment of centre,” and “centre-based 

evaluation using Licensing and SPARK (Singapore Pre-school Accreditation Framework) tools.” 

Secondly, they completed the programme evaluations, as described by two kindergarten 

principals below: 

Appraising the centre based on Criterion 1 to 6. I scrutinised the whole centre to ensure 

that its programmes were appropriate and effectively implemented, to know the strengths 

as well as the points of vulnerability and to set up a task force to improve the written of 

policies such a handbook for staff. (Principal) 

Lesson for toddlers on food for animals: Preparation of different real food - like ikan ibis 

(for cat), melon seed (for bird) & chicken bone (for dog); set up science corner - pictures 
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of different turtle, two turtles in the small fish tank and pellets for them (hands-on for 

children to feed them). (Principal) 

Thirdly, the principals conducted a physical space evaluation, which helped them to 

“discover all the utilised areas and potential areas,” and “changing of ‘dead space’ into 

something more appropriate for children.” 

Therefore, there is no clear evidence that a majority of the participants (92%, n = 58), 

including the 24% who indicated Yes (n = 15), have completed the supervised practicum for 

Module 7b. 

Practice in child management (Module 7c). Only one participant (2%, n = 1) responded 

that he/she had done the “supervised practicum” described in Module 7c, “using observational 

techniques for assessing children in various settings.” This participant, a government-linked 

childcare principal, described her practicum experience in child observations as: “We had to 

implement lessons and observe the children to see whether the lessons had any impact on their 

development. The lesson that my group and I implemented was focused on gross motor 

development.” 

Again, there is no clear evidence that nearly all the participants (98%, n = 62), including 

the 32% who indicated Yes (n = 19), have done the supervised practicum for Module 7c. 

Practice in parents and community management (Module 7d). For the “supervised 

practicum,” Module 7d, “planning and implementing a family/community programme,” only 5% 

(n = 3) of participants, or a small minority of those who responded Yes, described their practicum 

to include “action plan of the centre” and “improving an annual programme conducted for 
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parents,” and “conducting a parenting workshop.” Two participants also described their 

practicum as doing “action research” only. 

Again, a very large majority of participants (95%, n = 60), including the 29% who 

indicated Yes (n = 17) as having done the supervised practicum for Module 7d, may not have 

done it. 

Lack of Leadership Topics Needed to Support Principals’ Roles 

Statement 9 was designed to extract further information that may not have surfaced in 

participants’ responses to Statement 1 to Statement 8, regarding each module of the leadership 

training programme. In order to verify consistency for participants’ responses, they were asked 

to agree (Yes) or disagree (No) with Statement 9, “All the topics in the ECE leadership training 

programme were sufficient to support my role as a principal in quality ECE provision.” 

Earlier responses to Statement 1 to Statement 7 registered a large majority of Yes (83-

97%, n = 52-61) to statements that the leadership modules had helped principals. Only 3% to 

17% (n = 2-11) responded to them with No. Statement 8 also received a much higher number of 

No responses (32%, n = 20) compared with that of Statement 7 (3-8%, n = 2-5) on “Supervised 

Leadership Practice.” However, for Statement 9, slightly less than two thirds of participants 

(65%, n = 41) agreed (Figure 5.34), which is in contrast to their agreement with Statement 1 to 7 

on the leadership training modules. The number of participants who disagreed with Statement 9 

is slightly more than a third (35%, n = 22), corresponding with the higher percentage of No for 

Statement 8 on supervised practicum. 
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Figure 5.34. Leadership topic insufficiencies - principals' responses to Statement 9 of the online survey 

question: “All the topics in the ECE leadership training programme were sufficient to support my role as a 

principal in quality ECE provision.” 

Twenty-two participants disagreed with Statement 9 and gave their reasons for 

disagreeing, which revealed some gaps in the leadership training programme in four aspects 

(Figure 5.35). 

 

Figure 5.35. Leadership topic insufficiencies - principals' responses to sub-Statement 9 of the online 

survey question: “If no, please list additional topics that should be included and give reason(s) for them.” 
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Insufficient topics on application practice and mentoring. Out of the 35% (n = 22) 

participants who disagreed, 14% of them (n = 9) felt that real life “experience” and 

“applications” were more important than just intellectual knowledge, as “topics learnt are book 

knowledge, experiential learning is needed to fully understand the demands of the role (as a 

leader).” 

Two principals indicated that although a “training programme is to guide leaders in 

playing their role more professionally and efficiently,” “knowing how and when to apply 

(knowledge) is another skill which a good leader should know.” Another principal wrote that her 

leadership training was done more than 5 years prior to becoming a principal, thus, it was not 

able to support her role as a principal. She elaborated about this below: 

I graduated from [institution name removed] more than 8 years ago. As such, the modules 

covered when I was studying were not put to practice until I officially took on the role as 

a principal three years ago. As such, most of the knowledge that I had, because of the 

lack of practice, did not offer much support to my role as a principal. Eventually, it was 

through practice, speaking and learning through experienced principals and leaders, and 

attending in-house trainings to learn how I can support my team in my role as a principal, 

that I became more confident in my role. 

Three principals believed that “it would be good if mentoring is provided for new leaders, 

unless he/she has previous experiences as a leader in other settings,” as it would also help in 

“building on the principal's values as a person worthy of respect.” 

Insufficient topics on management. Ten percent of the principals (n = 6) felt that more 

“in-depth” training on staff management should be given to “equip” them. Topics suggested 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

219 
 

were: human resource management, strategic planning on curriculum, problem solving skills, 

motivation and assessment of teachers, implementation of a new program or activity in the 

centre, planning and budgeting for the centre, and IT should be taught in detail to give me 

confidence in management. In addition, two principals wanted to know “What types of SOP 

(Standard Operational Procedures) need to be created that are recognised by ECDA, as ECDA 

would want to see these SOPs.” They also wanted to have a “list of things principal (newly 

appointed) needs to do or prepare for ECDA.” 

Insufficient topics on supporting children and families. Eight percent of principals (n 

= 5) felt that they needed more training on topics that would help them support their teachers. 

Two principals wanted to have topics on “child psychology and adult psychology in learning” 

and “strategies to deal with a class of children with varying needs, such as behavioural issues, 

learning issues.” Two other principals felt that a topic, such as “counselling,” was needed as 

parents do look to principals for “guidance.” Other topics listed were: “working with parents 

who have children with issues,” “management and assessment of children with special needs,” 

and “mentoring and understanding children and families.” 

Modules or topics not delivered as prescribed. Six percent of principals (n = 4) said 

that certain modules or prescribed topics were not taught. For example, integrate new 

technologies and media to teach more effectively (Module 2b, Figure 5.15), action research 

(Module 3, Figure 5.18), and planning and implementing a family/community programme 

(Module 7d, Figure 5.31) were all cited. 
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Leadership Application Challenges 

Statement 10 was designed to help uncover further aspects that principals wanted in the 

leadership training programme (Statement 9) or challenges that principals might have in applying 

the theories learnt. For Statement 10, “I faced some challenge(s) in applying certain things I 

learned from the leadership training programme,” almost half of participants (49%, n = 31) 

indicated Yes (Figure 5.36). 

 

Figure 5.36. Leadership application challenges - principals’ responses to Statement 10 of the online 

survey question: “I faced some challenge(s) in applying certain things I learned from the leadership 

training programme.” 

The responses of participants answering No correspond to, and are consistent with, the 

number of principals who felt that the training programme lacked particular aspects, or had gaps, 

in the “supervision practicum” (Statement 8), and had insufficient topics to support their role as a 

principal in quality ECE provision (Statement 9). The principals who indicated Yes gave their 

reasons for their responses and stated the “challenges” they faced (Figure 5.37). 
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Figure 5.37. Leadership application challenges - principals' responses to sub-Statement 10 of the online 

survey question: “If “Yes”, please explain/state the key challenge(s).” 

Lacked staff management skills. Ten principals (16%) faced challenges in terms of a 

lack of staff management skills. Some once-cited situations indicated were: skills in managing 

under-performing staff; motivating teachers who feels that the workload is too much for them to 

handle; getting teachers to document their lesson plan regularly and promptly is a challenge; 

appraisal and observation; getting staff to upgrade - staff not keen due to age, fear of exams, 

stress of work and study; dealing with staff who are used to the old teaching styles; staff who are 

not receptive to change and getting them to change; dealing with attitude of staff who do not 

wish to take added responsibility; and manpower shortage as it is difficult to recruit new staff, a 

reality faced in this industry. As a principal wrote, “With minimal knowledge of HR (human 

resource) policies, it was challenging to manage this area efficiently.” 

Another principal explained her challenge in appraising staff consistently: 

Appraising staff – the perceptions of “meet expectations” and “exceed expectations” are 

different. Besides, job scope of teachers although generally alike, but expansions of roles 
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are individually different. Hence when working for a common organisation, but in 

different centres, the appraisal would be different depending on the perceptions of the 

reporting officer; thus, a rubric should be set amongst ROs by the organisation. 

(Principal) 

Again, another principal recalled her challenges below: 

In the initial 1-2 years as principal, I encountered the following challenges 

 Staff management, 

 Retaining staff, 

 Planning and implementing policies, 

 Management support, and 

 Hiccup in running the daily programmes. (Principal) 

Lacked leadership experience. Nine principals (14%) listed their challenges as 

insufficient experience, which they believed is “crucial to being efficient leaders.” As “people are 

different” the case studies in the leadership training might not be applicable to the actual 

situations faced by principals in a “local context.” A principal elaborated: 

In theory… the ideal situation will always be used as an example to portray managing 

staff in various situations. However, in practice, there are many other things that need to 

be taken into consideration when resolving an issue as a leader - such as staff's capability, 

staff's level of understanding, the views of the organisation or preschool that one is 

working in, the policies that affect decision making. The biggest challenge faced by 

myself as a principal is in people management and managing under-performing staff. We 

learnt in leadership training how to understand behaviour patterns and communicate with 
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the team. However, when applying what I have learnt, I have found it difficult as people 

respond to different scenarios in many different ways. (Principal) 

Lacked time management skills. Another form of challenge that 6% of principals (n = 

4) indicated they faced are too much administration stuff to handle, and they need time 

management skill to “juggle between admin work and supervision of staff and teachers, and 

building relationship with parents.” 

Lacked parent management skills. Five percent of the principals (n = 3) felt it 

challenging to manage “parents” as “every stakeholder is unique.” As a principal said, “It is 

difficult to please all parents. Some parents are over demanding and do not allow their children 

to follow centre planned activities.” 

Lacked soft skills. Five percent of the principals (n = 3) indicated a lack of soft skills as 

their challenges. These soft skills include communicating with staff; human relationships 

development; the actual dealing with/managing staff, parents, and stakeholders [e.g., ECE 

operators and ministries]. As a non-profit kindergarten principal explained, “The human relation 

area: what was learnt in theory may not usually be applicable. The teacher's needs and 

requirements were not easily met. The motivation that leads to commitment and passion in the 

ECE is far from theory.” 

Lacked management skills for special needs children. Two principals (3%) indicated 

that “implementing individualised education programmes for children with specific challenges” 

is challenging. One of the principal explained: 

The teachers in our kindergarten are not trained in that area (special education) and the 

low ratio of teacher to children just do not allow the inclusive of special need children in 
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our centre from happening. Aside from that, the different challenges that we experienced 

in our kindergarten are just too varied for any of our teachers to be trained in the specific 

area requiring special skills e.g. different levels of autism, cerebral palsy, attention deficit 

and hyperactivity, global development delay, speech delay, etc., which are present 

practically in all our classes. (Principal) 

Lacked IT and action research skills. Finally, 3% of the principals (n = 2) indicated 

without explanation that “IT” and “action research” were challenging to them. 

Leadership Retraining Needs 

Statement 11 was designed as a follow up for the responses received from participants for 

Statement 8 to Statement 10, which also wrapped up their perceptions of the leadership training 

by understanding their feelings regarding their own leadership re-training needs. For Statement 

11, “There are areas where re-training is required to acquire skills to support me as a 

principal/leader in quality ECE provision,” two-third of participants (67%, n = 42) responded 

Yes, and a third (33%, n = 21) responded No (Figure 5.38). 
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Figure 5.38. Leadership retraining needs - principals' responses to Statement 11 of the online survey 

question: “There are areas where re-training is required to acquire skills to support me as a 

principal/leader in quality ECE provision.” 

Some of participants took their leadership training course “many years back,” therefore, a 

“refresher course may be needed,” said a principal of a non-profit kindergarten. A government-

linked kindergarten principal suggested a “short term course or workshop to refresh our learning, 

enable us to keep abreast of the latest ECE issues/ knowledge.” Other participants also 

emphasised the importance of re-training. A non-profit kindergarten principal gave her reason 

for leadership re-training: “Re-training allows the leader to re-focus and re-charge. It is important 

for a leader to lead by example with constantly upgrading or re-training, especially with regards 

to current trends and practices in ECE as well as in technology.” Another government-linked 

kindergarten principal also gave her reason to support leadership re-training: “ECE field is 

continuously changing for the better. It is important to keep abreast of the latest best practices 

and policies changes in the ECE field through re-training in certain areas such as pedagogy.” 

Altogether, participants cited nine areas of skill they thought they needed re-training in 

order to support their role as principal in quality ECE provision. These once-cited skills are: staff 
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management; administration; soft skills; information technology; curriculum management; 

children with special needs management; current issues information; parent management; and 

research, in order of frequency counts (Figure 5.39). 

 

 

Figure 5.39. Leadership retraining needs - principals' responses to sub-Statement 11 of the online survey 

question: “If “Yes”, please explain/state the area(s) where re-training is/are required.” 

 Staff management skills retraining. The most frequently listed retraining need for 

participants (43%, n = 27) was staff management skills (Figure 5.39). Six aspects of staff 

management skills were listed by the principals (Figure 5.40-5.43), in order of frequency count. 
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Figure 5.40. Leadership retraining needs: staff management skills. 

Skill in managing teachers was most frequently cited (listed 8 times) as needing re-

training; for example, teachers “who are defying all the time with no reasons,” or “under-

performing,” or generally “how to manage staff effectively” and provide “supervision.” The next 

mostly frequently cited skill requiring re-training was staff mentoring (listed seven times), for 

example, conducting “induction.” Four other skills in which the principals indicated they need 

re-training were staff assessment or appraisal (listed three times); staff development (listed three 

times), for example, “conducting seminar or workshop/ teachers' training”; staff motivation 

(listed 3 times), e.g. “how to motivate the team and enable them to develop the intrinsic 

motivation within themselves, leading the team to achieve organisational goals”; and staff 

observation (listed three times) to give “appropriate and constructive feedback.” 

These staff management skills are prescribed in Module 4b (leadership, management and 

administration in early childhood care and education settings) to enable principals “to motivate, 

manage, assess and appraise staff” and “mentoring.” 
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Administration skills retraining. Administration skills was the second most frequently 

cited area of skills that 19% of my participants (n = 12) wanted to be re-trained in (Figure 5.41 

shows the seven aspects of administration skills that the principals needed re-training, in order of 

frequency count.) 

 

Figure 5.41. Leadership retraining needs: administration skills. 

Skill in strategic planning was the most frequently cited (listed 4 times), such as, “how to 

bring the school forward to the next level from where the school is now.” Next-frequently cited 

skills were financial management (listed twice), and human resource management (listed twice), 

especially in “tight staff headcounts.” The other four skills that the principals need re-training in 

were “implementing and drafting of policies”; “managing administration work”; “fundraising to 

increase centre resources”; and centre marketing, such as, “web design to promote centre” and 

how to use “quality indicators for centre improvement.” 

Some participants indicated that these skills are not prescribed, or not fully taught, during 

the leadership training programme, although Module 4a (Leadership, Management and 

Administration in Early Childhood Care and Education Settings) prescribes that it should 
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“provide trainees with the basic knowledge and skills in the management of early childhood care 

and education centres” in the areas following areas by PQAC (2008): 

4.2  Planning, management and administration of early childhood care and education 

centres (e.g., services, scheduling, staff training and development, staff roster, 

curriculum) and evaluation using assessment tools; 

4.3  Policies, administrative and operational procedures and issues (e.g., child neglect, 

child abuse, health and safety); 

4.4  Financial planning, management and control; and 

4.6  Human resource management (team building, conflict management, staff 

development, continual professional development). (p. 37) 

Soft skills. The third most frequently cited skills the principals need to be re-trained in 

were soft skills. Sixteen percent of my participants (n = 10) listed seven aspects of soft skills as 

shown in Figure 5.42. 

 

Figure 5.42. Leadership retraining needs: soft skills. 
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Communication skill was the most frequently cited soft skill (listed three times). Some 

examples cited are communication with parents and the community, and to communicate with 

staff on bad performance, planning, and time management. Other soft skills listed include, time 

management (listed twice), community engagement, conflict management, critical thinking, 

embracing change, and problem solving (listed once each). 

It is noted that a topic on communication skills is prescribed in Module 5 (Professional 

Development), under Unit 5.2, to help trainees with “effective communication skills (speaking, 

writing, and listening).” A Topic on conflict management skills is also prescribed in Module 4 

(Leadership, Management and Administration in Early Childhood Care and Education Settings), 

under Unit 4.6, “Human Resource Management.” 

Information technology (IT) skills retraining. IT skills were listed six times by 10% of 

the participants (n = 6) as part of their next re-training needs. They indicated that these skills 

could help them “improve [the] technical systems” of their centres. Some examples given were 

that IT could provide “new ways to manage better,” “support the administrative demands of the 

job,” and “process management to reduce unnecessary steps and speed up processes.” 

However, IT skills are already prescribed in Module 4 of the leadership training 

programme, with the objective to “provide trainees with the basic knowledge and skills in the 

management of early childhood care and education centres.” Unit 4.8 prescribes that trainees 

would learn the “use of Information Communication Technologies (ICT) in administration and 

communication.” Therefore, either IT might not have been fully taught, or technology has 

changed. 
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Curriculum management skills retraining. Parts of Module 2 (Designing the Early 

Childhood Care and Education Curriculum) of the leadership training programme prescribe by 

PQAC (2008) that it should help trainees guide teachers in: 

2.1  Designing a developmentally and culturally appropriate early childhood care and 

education programme; 

2.4  Planning and organising the physical environment and space; 

2.7  Guiding teachers in the planning and organising of collaborative learning for 

young children; and 

2.9  Guiding teachers in planning for integrative learning in Language and Literacy, 

Numeracy, Environmental Awareness, Aesthetics and Creative Expression, Self 

and Social Development (including Health Awareness), and Motor Skills 

Development.(p. 44) 

However, curriculum management skills were mentioned five times by 8% of my 

participants (n = 5) as their retraining needs. These skills include the aspects of design, planning, 

implementation, leadership and risk management. 

Children with special needs management skills retraining. Again, certain parts of 

Module 2 prescribe that it should help principal trainees to “be aware of inclusive strategies to 

support exceptional children.” It also specified, in Unit 2.6, that trainees should learn about 

“working with children with special needs: curriculum design and implementation strategies.” 

However, four principals (6%) indicated that they needed re-training in the management 

and assessment of children with special needs and “other ways can we support our teachers and 

parents with regards to the children's learning.” 
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Current issues information skills retraining. Six percent of the principals (n = 4) 

indicated that they need re-training in current issues information skills. This is to help them get 

the “latest new information and updates about early childhood” and “latest updates on best 

practices, technology, etc.” However, Module 1 (Current Issues and Research in Early Childhood 

Care and Education) of the leadership training programme prescribes that it should “raise the 

awareness of current issues and practices and their implications for early childhood” for principal 

trainees. In addition, Module 5 (Professional Development), Unit 5.1, prescribes that it should 

help principal trainees “understand professional roles (organisational and instructional 

leadership) relating global trends and current events to early childhood field.” 

These principals felt that what they learnt in Module 1 and Module 5 many years ago had 

become irrelevant or outdated by the time they were appointed as principals, many years after the 

training. 

Parent management skills retraining. Parts of Module 6 (Partnership with Families and 

the Community) of the leadership training programme prescribed by PQAC (2008) stated that 

trainees would learn about: 

6.3  Designing partnership programmes for families and community; 

6.5  Strategies for conflict resolutions; and 

6.6  Managing feedback from families, relevant agencies and public members. (p. 38) 

However, 5% of the principals (n = 3) listed the lack of parent management skills as their re-

training needs (Figure 5.42). They would like to learn about “managing parents” who are 

“difficult” and “how to conduct parent support group meeting and workshop.” 
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Research skills retraining. Two of the participants listed Action Research as their re-

training needs (Figure 5.42), although it is prescribed in the leadership training programme, 

under Module 3 (Understanding and Implementing Action Research in Early Childhood Care 

and Education). Module 3 aims to “enable trainees to identify problems in their workplace and 

be proactive in their attempts to improve the quality of early childhood care and education.” 

Summary 

Overall, a large majority of participants in Phase 2 agreed with Phase-1 participants’ 

perceptions of dimensions of quality ECE provision and effective leadership. They also 

perceived that the leadership training module objectives have been met. However, a third of the 

Phase-2 participants disagreed that they had a supervised practicum during the leadership 

training programme. Almost half of the principals indicated that they faced some challenges in 

their theory application, and two thirds indicated the areas of retraining needed. The implications 

of these findings are discussed in Chapter 7. 

The next chapter (Chapter 6) continues to present further findings emerging from the 

Phase-2 data analysis, regarding the principals’ perceptions of the leadership training they have 

received. 
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CHAPTER 6: PHASE TWO DATA ANALYSIS AND EXPLANATORY RESULTS 

This chapter is a continuation of the data analysis presented in Chapter 5. Chapter 5 

represents the first part of Phase-2 findings, confirming the results of participants’ perceptions of 

quality, leadership and leadership training found in Chapter 4, whereas, Chapter 6 presents the 

second part of Phase-2 findings, which further explain the principals’ perceptions of the 

leadership training policy and the evaluation of ECE centre quality. Therefore, the first section 

presents the findings about principals’ perceptions of leadership training policy issues; the 

second section presents the findings about principals’ perceptions of quality ECE provision 

evaluation using SPARK in Singapore; and the third section provides a summary and discussion 

of Phase-2 study. 

Figure 6.1 shows an overview of the Phase-2 data analysis and explanatory results, 

showing the principals’ application challenges, their retraining needs, the gaps in training policy, 

and the gaps in evaluation of quality ECE provision. 
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Figure 6.1 Overview of Phase-2 data analysis and explanatory results, showing ECE principals’ perceived 

leadership training issues. 

Perceptions of Gaps of Singapore Leadership Training Policy 

The last four questions of the online survey (Statements 12 to 15) were designed to 

discover gaps in the leadership training policy and their solutions from the participants’ 

perspectives. The questions included the participants’ perceptions of: teaching experience prior 

to leadership training (Statement 12), leadership experience prior to leadership training 

(Statement 13), mandating leadership training (Statement 14), and leadership training evaluation 

(Statement 15). 
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Teaching Experience Prior to Leadership Training 

The participants were asked to agree (“Yes”) or disagree (“No”) with Statement 12, “It is 

important for leadership trainees to have prior ECE teaching experience before enrolling in the 

ECE leadership programme.” A large majority of my participants (87%, n = 55) agreed with 

Statement 12, with only 13% (n = 8) disagreeing (Figure 6.2). 

Figure 6.2. Teaching experience prior to leadership training - principals' responses to Statement 12 of the 

online survey question: “It is important for leadership trainees to have prior ECE teaching experience 

before enrolling in the ECE leadership programme.” 

Sub-Statement 12 further asked, “If "Yes,” please state how long prior ECE teaching 

experience should be and explain key reason(s):” Table 6.1 shows that a quarter of the principals 

(25%, n = 16) believed that the minimum ECE teaching experience before one could be enrolled 

in an ECE leadership programme should be three years, in addition to those who believed that 

the minimum period should four years (2%, n = 1), and five years or more (11%, n = 7). In other 

words, the majority (38%, n = 24) of those who stated the period of prior ECE teaching 

experience believed that it should be between three years and five years or more. The rest of the 

"Yes", n = 55, 87% 

"No", n = 8, 13% 
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28% (n = 18) believed it to be between one year and two years or more, while 21% (n = 13) did 

not state a minimum period, but they did provide reasons for their support for prior ECE teaching 

experience before leadership training enrolment. 

Table 6.1 

Teaching Experience Prior to Leadership Training. Principals’ Perception of Minimum ECE 

Teaching Experience Required Before Enrolling in ECE Leadership Programme 

 Teaching Experience Prior to Leadership Training  

Minimum Years 1 2 3 4 5 Not Stated Total 

No. of Participants (n) 7 11 16 1 7 13 55 

Percentage 11% 17% 25% 2% 11% 21% 87% 

 

The reasons given in support of the need for prior ECE teaching experience before 

enrolling in the leadership training programme could be grouped into four aspects of 

understanding and experience gained. These are: understanding teacher's role and challenges 

(listed 14 times), experiencing working with children (listed 13 times), understanding leader's 

role and administration (listed nine times), and experiencing work process and systems (listed 

seven times). 

Understanding teacher's role and challenges. This is the most often cited reason (22%, 

n = 14) for supporting prior ECE teaching experience before leadership training enrolment. The 

principals believed that having prior ECE teaching experience helps leadership trainees 

understand a teacher’s “role and responsibilities” in practical situations, such as “teaching and 

managing a class,” “understanding the mechanics of the (teaching) role and possible problems 
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that may arise,” “working with parents,” and working with “others in the same field.” They also 

believed that it would help leadership trainees “understand teachers' challenges and empathise 

with them before managing them effectively and gaining their respect in future.” These 

principals believed that prior teaching experience helps trainee principals “relate to the problems 

or situations on what the teachers are going through and provide better guidance or mentoring to 

the teachers.” The principals believed that it “allows the leader to fully understand the work 

demands of teachers. Teaching is a physically and affectively demanding job.” By having a 

“good understanding of the field,” the trainee principal “would be able to identify the practical 

problems faced by teachers and would be able to provide proper guidance based on their 

experience.” In addition, the principals believed that having prior ECE teaching experience 

before leadership programme enrolment would help trainee principals “guide or mentor” 

teachers better, “know the importance of staff development,” “understand and stabilize their 

career in ECE teaching.” 

A principal summarised her belief in the importance of prior ECE teaching experience: 

“Spend the first year being a novice teacher, learning how to survive; the second year being more 

comfortable in the teaching role. Third year can be improvising teaching and taking on more 

roles.” Another principal also summarised her belief in, and the problems of not having, prior 

ECE teaching experience before enrolling in the leadership programme: 

They should know how to teach and implement curriculum and deal with parents, so that 

when they become principals they understand the teachers better and can see both parent 

and teacher perspectives. I also feel that there should be more strict entrance 

[requirements] to ECE leadership programmes. It’s too easy to enrol oneself in the course 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

239 
 

right now, and as a result I find there are some unsuitable candidates [applying to be 

principals]. (Principal) 

Experiencing working with children. The second most cited reason given by the 

principals (21%, n = 13) for supporting prior ECE teaching experience before leadership training 

enrolment is that principal trainees need to experience working with children first. This will help 

them understand “child development” and “learning problems,” so as to “relate and understand 

the same issues better,” “equipped with teaching effective teaching strategies” and “designing 

curriculum” for “different types of learning style,” and to “know what are the practical and 

proper ways to facilitate and assess children.” As a principal put it, “At least five years as a 

teacher. The experience gained will enable the teacher to be fundamentally stable in her 

understanding of teaching practices and how to apply theories into practicality.” Another 

principal explained: 

The leadership trainees should possess a diploma certificate in ECE and coupled with 2 

years of teaching experience. It will equip the trainees to have a better understanding of 

how children learn and planning the age-appropriate learning activities to enhance 

children's learning. The knowledge acquired will serve as a springboard to extend 

learning during the leadership course. (Principal) 

In addition, some principals believed that trainee principals should have had “a chance to 

teach all levels of children,” i.e., “experience with ALL age groups from 2 to 6,” “before moving 

towards being a centre leader.” Three principals gave their rationales: 

Five to six years to have the exposures/ experiences of teaching all levels, knowing the 

challenges of children learning abilities and to the curriculum, to adapt/modify in order to 
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plan and apply differentiated activities, teaching strategies for the different levels. 

(Principal) 

At least three years to fully experience teaching all levels from Playgroup to 

Kindergarten 2, in order to have a more realistic understanding about child development 

theories, age appropriate curriculum, time management, handling parents and co-working 

with colleagues. (Principal) 

Minimum 5-6 years’ experience is good, with different classes. We must be well versed 

in children's development first before we can mentor teachers. If teachers need to look up 

to us, we must have more knowledge than them to impart to them. (Principal) 

The principals also believed that trainee principals need to be good at teaching first 

before they could learn how to guide teachers to do so during the leadership training. Two of 

them reasoned: 

At least two to three years [of teaching experience] because as a leader, she needs to gain 

teaching experience in order know the kind of problem faced not only by children in term 

of development, but also by parents, in order guide or mentor her team members in 

future. (Principal) 

At least three years. This is because, a trainee will need to develop ground experience, 

understand the complexities in working with children from different background, as well 

as understand the school's curriculum as well as the national framework for early years in 

Singapore. One cannot learn these skills through reading books - working with children is 

different every day and therefore, this vibrancy in the work that we do provides trainees 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

241 
 

with the opportunity to experience, problem solve and learn how to work with children 

effectively while juggling the administrative work that needs to be done. (Principal) 

Understanding leader's role and administration. The third supporting reason given by 

14% of the principals (n = 9) for advocating prior ECE teaching experience before enrolling for 

the ECE leadership training programme is that it gives trainee principals a “better understanding 

of what ECE leader's role is,” an “awareness of the setting in the operation of ECE,” allows them 

to “understand the administration modules,” “know the kind of problem faced by parents,” and 

“relate better to stakeholders and share real life examples.” As a principal commented, “Two to 

three years in preschool hands-on experience is critical in making a good leader.” Three other 

principals elaborated: 

At least 2-3 years in teaching, and another year in handling senior teacher position: 

Within 2-3 years, trainee will be able to have a strong understanding in child 

development and observation, and be equipped with teaching effective teaching 

strategies; another year as a senior teacher so as to be aware of operational matters, 

legislative, gain some experience in effective child management/ handling of parents and 

working effectively with colleagues. (Principal) 

Minimum requirement of 2 years teaching practice, and another 2 years of being a 

subject, or a level, head. It is one matter managing a class of children and their parents, 

and then suddenly to be thrust into a position where the leader is supposed to be 

proficient with administration, communicating with the stakeholders regularly, navigating 

sensitive issues when handling staff and management. (Principal) 
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At least 3 years. The leader would have good understanding of the field. She would be 

able to identify the practical problems faced by teachers and would be able to provide 

proper guidance based on their experience. Furthermore, they would be able to know… 

the practical and proper ways to facilitate and assess children. (Principal) 

Experiencing work process and systems. The fourth and last reason cited by 11% of 

my participants (n = 7) for advocating prior ECE teaching experience before enrolling for the 

leadership training programme is that the trainee principal should have gained “experience in the 

various aspects of an EC setting,” or “have a better understanding how this sector works,” “so 

that they can better relate to current issues” and “can understand centre curriculum.” 

A principal reasoned: “At least a year so that teachers are equipped with the experience to 

prepare for more understanding of new knowledge and skill.” Another principal also elaborated: 

“At least 3 years. The leadership trainee will be better equipped and have better understanding of 

the programme, for instant the curriculum planning, pedagogy skills or current ECE issues if 

with ECE teaching experience.” A principal concluded:  

A good 3-5 years will be good. This is the time where the teachers have a good grasp of 

the ECE area and it will be the good time to upgrade and not remain stagnant. This is also 

a time when teachers feel that teaching has been routine, and it is time to move on and 

learnt new strategies in teaching. (Principal) 

Leadership Experience Prior to Leadership Training 

Statement 13 asked the participants to agree (“Yes”) or disagree (“No”) that: “It is 

important for leadership trainees to have prior leadership or management experience before 
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enrolling in the ECE leadership programme.” The participants’ responses were split by almost 

half-and-half, with 51% (n = 32) agreeing with Statement 13, and the other 49% (n = 31) 

disagreeing (Figure 6.3). 

 

Figure 6.3. Leadership experience prior to leadership training - principals' responses to Statement 13 of 

the online survey question: “It is important for leadership trainees to have prior leadership or management 

experience before enrolling in the ECE leadership programme.” 

Sub-Statement 13 further asked, “If Yes, please state how long prior ECE leadership 

experience should be and explain key reason(s).” Table 6.2 shows that 17% (n = 11) of the 

participants believed that the minimum ECE leadership experience before one should enrol for 

an ECE leadership programme is one year, in addition to those who believed that the minimum 

period should be two years (8%, n = 5) and five years or more (2%, n = 1). So, in total, 27% of 

the principals (n = 17) believed that it should be between one year and five years or more. The 

balance 8% (n = 5) believed that it should be shorter, at least three months to six months or more. 

Twenty-two percent (n = 14) did not state the minimum period, but they gave reasons for 

supporting prior ECE teaching experience before leadership training enrolment. 

"Yes", n = 32, 51% "No", n = 31, 49% 
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Table 6.2 

Leadership Experience Prior to Leadership Training. Principals’ Perception of Minimum ECE 

Leadership Experience Required Before Enrolling in ECE Leadership Programme  

 Leadership Experience Prior to Leadership Training  

Minimum Years 0.25 to 0.5 1 2 3 4 5 Not Stated Total 

No. of Participants (n) 5 11 5 1 -- 1 14 32 

Percentage 8% 17% 8% 2% 0% 2% 22% 51% 

 

The reasons given for supporting prior ECE leadership experience before enrolling for 

the leadership training programme could be grouped into three aspects of understanding and 

experience leadership trainees would have gained. These are: experiencing leadership role (listed 

eight times), matching leadership experience with career interest (listed six times), and linking 

leadership experience to leadership training programme (listed six times). 

Experiencing leadership role. This is the first key reason for advocating prior ECE 

leadership experience before enrolment in leadership training, as perceived by 13% of the 

principals (n = 8). Such leadership experience will help trainee principals “understand what 

leading or managing a team is all about” (listed three times). These include “staff management, 

crisis management as well as managing difficult parents,” running “daily operations and 

management of the centre” and coping with “administrative demands of the job.” It also would 

have instilled in trainee principals “that 'level' of leaders’ thinking and see 'things' at macro level 

instead of micro level.” This idea is summarised by one principal as: 
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Leadership trainees should at least take on a leadership position or experience what it is 

like to manage a team of teachers for at least two years (can be in the role of a leadership 

trainee or a senior teacher). This is because a leadership trainee needs to understand what 

it is like leading a team of teachers as well as how to manage a team of teachers in 

different situations. (Principal) 

Matching leadership experience with career interest. The next key reason given by 

10% of participants (n = 6) for advocating prior ECE leadership experience prior to enrolment in 

the leadership programme is to allow a trainee principal to “know if he/she would enjoy the 

responsibility as it is quite different from teaching,” or to allow “the staff to know whether is it 

really what she wants”; and to “see whether she can handle higher responsibility and 

commitment,” or “ to assess if the candidate has the stamina to proceed further,” or to 

“understand self as to suitability or potential leader in future.” A principal went further to suggest 

an aptitude test: 

Other than technical knowledge, a person's aptitude is a key factor to know whether 

he/she is of the right calibre to lead. If there [were to] exist a survey to understand a 

person's aptitude, as a prerequisite for such a course, [it] would enhance his/her 

effectiveness as a potential leader. (Principal) 

Linking leadership experience to leadership training programme. Another 10% of 

the principals (n = 6) gave their reasons for supporting having leadership experience prior to 

enrolling in the ECE leadership training. They believed that prior leadership experience is 

important to trainee principals as “they will know what to expect as a leader and could relate 

leadership training with real life experience,” thus “the topics covered would make more 
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concrete sense”; at the same time, “what they will be learning can be related back to their work 

and be more meaningful.” In addition, the trainee principals would “have some sort of 

understanding in order to be able to share during the leadership programme” or “relate the 

problems faced with the class.” A principal summarised her rationale: 

At least 1 year of experience and with that the trainee will be able to relate and learn 

more from the course. She will be able to put into practice and also to share situations or 

problems faced and how to overcome any challenges, thus would be more beneficial for 

the trainee. (Principal) 

Mandating Leadership Training 

The next online survey question asked the participants to agree (“Yes”) or disagree 

(“No”) with Statement 14: “The ECE leadership training programme should be compulsory 

(before/after) one is appointed as a principal.” A large majority of the principals (79%, n = 50) 

agreed with Statement 14, and 21% (n = 13) disagreed with it (Figure 6.4). 
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Figure 6.4. Mandating leadership training - principals' responses to Statement 14 of the online survey 

question: “the ECE leadership training programme should be compulsory (before/after) one is appointed 

as a principal.” 

Participants were further asked in Sub-Statement 14, “Please state how long before/after 

being appointed as a principal and explain key reason(s).” Table 6.3 shows the responses of the 

principals. 

Table 6.3 

Mandating Leadership Training. Principals’ Perception of Leadership Training Completion Minimum Time 

Lapse Before/After One Is Appointed as a Principal  

 
Before Principal’s Appointment  After Principal's Appointment  

Minimum Years < 1 1 2 > 3  
Not 

Stated Total < 1 1 2 
Not 

Stated Total 

No. of Participants 
(n) 11 24 7 2 17 50 3 7 2 4 13 

Percentage 17% 38% 11% 3% 27% 79% 5% 11% 3% 6% 21% 

 

"Before", n = 50, 
79% 

"After", n = 13, 
21% 
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Principals (79%, n = 50) who believed that leadership training should be completed prior 

to the appointment of a principal, gave the reasons as principal's role preparation and matching 

expectations. Whereas, the 21% of the principals (n = 13) who believed it should be after the 

appointment of a principal gave the reason that it helped principals in relating job experiences 

with leadership training theory. 

Before principal’s appointment. For principals (79%, n = 50) who believed that the 

mandatory leadership training should be completed before one is appointed as an ECE principal, 

38% of them (n = 24) believed that the time lapse should be a minimum of one year, while 11% 

(n = 7) believed it should be 2 years, and 3% (n = 2) believed it should be 3 years or more. 

Whereas, 17% of the principals (n = 11) believed it should be less than one year. Another 27% of 

the principals (n = 17) did not indicate the duration of time lapse, however, they did provide 

reasons for advocating having a gap between leadership training and appointment as principal. 

The two key reasons emerging for their support are: for principal's role preparation and for 

matching expectations. 

Principal's role preparation. The principals believed that the time lapse between 

leadership training completion and one’s appointment as a principal could provide “time to 

digest and internalize the key principles and best practices”; make one “more ready to take the 

leadership role with confidence”; help to make sure one “knows and understands the role as a 

principal”; make one “able to handle 'real' situations,” or provide “time to learn from the mentor 

and have opportunities to deal with challenging issues”; and help one “to learn management 

skills & appropriate leadership style.” A principal put it as, “It will be better to pack as one 

package; like going through this course with attachment of one year on the ground training.” 

Another principal elaborated: 
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At least two years before [the appointment as a principal]: so that the trainee can 

gradually transition into a senior teacher position before being appointed as a principal. 

When a trainee is given the opportunity to attend leadership training and then assume 

some leadership roles (such as that of a senior teacher), this will provide the trainee with 

a more concrete experience and she will be able to put her knowledge into practice soon 

after she has gained them. (Principal) 

Matching expectations. The principals also believed that the time lapse between 

leadership training completion and one’s appointment as a principal could provide a “time for 

self-reflection,” “so that expectations are kept within reason.” It will not only “equip the 

principal with the expectations of the job,” it will also provide a “deeper understanding what 

exactly stakeholders are looking for” to determine if this position is what one wants. A principal 

elaborated on her rationale for recommending that the time lapse should be “2 years before being 

appointed a principal”: 

With the training programme, the to-be-appointed principal will be able to confirm 

whether the next position will fit her. With the training, it will shed light as to whether 

the principal position will be manageable and exciting as well as challenging. (Principal) 

After principal appointment. For principals (21%, n = 13) who believed that the 

mandatory leadership training should be completed after one is appointed as a principal, most 

(11%, n = 7) believed that the time lapse should be one year. A smaller percentage of them 

believed that the time lapse should be less than one year (5%, n = 3), while 3% (n = 2) believed it 

should be two years. Four participants (6%) did not indicate the length of time lapse. 
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 Relating job experiences with leadership training theory. The key reason for supporting 

the completion of leadership training after one is appointed as a principal mentioned by 13% of 

the principals (n = 8) is that it is “easier to apply knowledge when in the context”; to “gel better 

with the theories that are covered within the training programme”; “enable them to relate the 

learning to their work life experiences”; and “help them ask situational questions during the 

leadership training and apply theory to practice immediately.” A principal reasoned, “1 to 2 years 

after being a principal to understand the role of principal, so that he/she can relate the theory to 

practice more effectively.” A principal also emphasised, “1 year after being a principal, as this 

time would be most crucial as the challenges would be more apparent.” This is similar to the 

argument of another principal, that the principal would “realize the inadequacy he/she has, and 

will be more ready to absorb new knowledge and skills during the training.” 

Leadership Training Evaluation 

Next, the participants were asked to indicate their views of the survey question 

(Statement 15): “The effectiveness of the ECE leadership training programme should be 

evaluated: (soon after the course/ after appointed as principals/ both).” A large majority of the 

participants (70%, n = 44) believed that the leadership training programme should be evaluated 

“both” “soon after the course” and “after appointed as principals” (Figure 6.5). 
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Figure 6.5. Leadership training evaluation - Principals' responses to Statement 15 of the online survey 

question: “The effectiveness of the ECE leadership training programme should be evaluated:” 

Twelve (19%, n = 12) believed that it should be “After appointed as principals,” and 

seven (11%) believed it should be “Soon after the course,” which is the current course-end 

evaluation method. The responses to Statement 15 provide evidence in support of earlier findings 

from questions. 

Perceptions of Quality ECE Provision Evaluation in Singapore 

The final wrap-up statement, before participants clicked on the “SUBMIT” button, was 

designed to gather any final responses related to leadership training or quality ECE provision in 

Singapore. Therefore, it asked, “Please provide any other comments about ECE leadership 

training/support that have not been mentioned in this survey (e.g. how SPARK improves/hinders 

quality, how anchor operators concept affects quality of ECE provision, etc), if any.” Fourteen 

principals responded to this statement. These principals gave comments mainly on the Singapore 

Pre-school Accreditation Framework (SPARK; MOE, 2011e), its positive and negative impacts 

"Soon after the 
course", n = 7, 

11% 

"After appointed 
as principals" , n = 

12, 19% 

"Both", n = 44, 
70% 
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and connotations, as well as their challenges in SPARK participation, and other leadership 

training suggestions. 

Positive Impacts and Connotations of SPARK 

SPARK is used by the Early Childhood Development Agency (ECDA) of Singapore to 

assess the quality of childcare centres and kindergartens in Singapore. Mr Masagos Zulkifli, the 

Minister of State, Ministry of Education in Singapore, said that a good SPARK rating or 

accreditation status of any ECE centre in Singapore is considered as an “endorsement of the 

quality of a pre-school programme” (MOE, 2010a, para. 23). 

Most of the principals (19%, n = 12) who responded to Statement 16 acknowledged that 

SPARK is useful. Some of the comments about SPARK include: “helps to maintain and improve 

quality,” “good to have quality accreditation,” “useful for improving the quality of centres when 

centres are able to meet its criteria set,” “indeed improves the quality,” "good tool to measure 

quality" and "very good system in guiding the preschools to raise their standard.” However, the 

same principals also commented about the challenges in SPARK participation. 

Negative Impacts and Connotations of SPARK 

Although SPARK received positive comments from some principals (19%, n = 12), it 

also received a higher share (22%, n = 14) of negative connotations. A principal commented: 

“not all [ECE] schools' systems are the same (for example, working hours, teacher-children ratio, 

benefits, etc),” so “it creates a lot of comparisons and [teacher] retention issues.” She was 

suggesting that centres that do not have the human resources or time to participate in SPARK, 
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yet go ahead to do SPARK, will eventually suffer teacher attrition, thus losing even more human 

resources. 

Another principal commented that SPARK has created pressure for principals and 

teachers to go through the long process of meeting SPARK's criteria; thus, achieving SPARK 

certification is just a paper exercise without the true desire to seek quality. The principal 

elaborated: 

Many have put this [SPARK] under the KPI [Key Performance Indicator] for 

achievement. It has a negative effect as it becomes a centre to achieve SPARK for the 

sake of meeting the performance for staff in their yearly appraisal performance, instead of 

really working towards quality for the benefits of the centre and children. (Principal) 

Challenges of SPARK Participation 

Some challenges the principals faced in SPARK participation are: the lack of manpower, 

poor teacher retention, lack of funding, lack of management support, having negative 

connotation of spark, and different ECE centres systems. 

Lack of manpower. A principal was sceptical about participating in SPARK, and said, 

“You need a dedicated team and manpower to be at that [SPARK] standard. So honestly how 

many centres can say they are SPARK standard? Just because you have attained the certificate 

does not mean you are at that standard.” Another principal also emphasised the need for 

manpower, or the lack of it, saying: “to be successful in SPARK, there must be enough teachers 

and teaching assistants in the centre to do it during staff working hours.” Another two principals 

commented that “supporting staff,” or “extra staff,” are lacking for them to participate in 

SPARK. They explained: 
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ECE organizations need to set in place the correct number of manpower to ensure that 

documentations of what is required for the accreditations can be collected. Top 

management need to ensure that positions for supporting staff need to be recruited so that 

all will enjoy the learning that comes with SPARK journey. (Principal) 

To implement and maintain SPARK criteria, the Ministry should provide funding for 

centres to hire extra staff to ensure that criteria of SPARK could be met continuously. At 

the moment, many centres are unwilling to apply for SPARK due to lack of manpower 

and funding. (Principal) 

Low teacher retention. A principal suspected that “staff turnover might be a roadblock 

for sustaining and to move to next level” in SPARK participation. Another principal further 

reasoned that low salary is the culprit of low retention of “quality teachers,” which in turn affects 

quality. She explained: 

Quality centre requires quality teachers whose salary matches that of school teachers. 

This is the same argument that no quality candidate would want to become the Minister 

[of State] in Singapore if they are not paid the high salary [Singapore] ministers are 

currently receiving. (Principal) 

Another principal believed that the cause of low teacher retention is attributed to the 

principal’s lack of effective team management skill. She elaborated: 

With more centres coming up, more anchor operators and the need for more trained early 

childhood educators, it is crucial for preschools to be able to maintain staff attrition to a 

low rate. However, this can only be done if leaders are equipped with the necessary skills 

to manage a team of staff effectively. (Principal) 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

255 
 

Lack of funding. The lack of funding resulted in low teacher retention as mentioned 

earlier, therefore, a non-profit childcare centre principal suggested: “Ministry should provide 

funding for teachers' salary so that the best teachers would stay in the industry.” Another 

principal also advocates funding for SPARK participation: 

Anchor operators are receiving funding from the government, so they are able to buy 

resources needed for quality provision. Therefore, funding should be given to all ECE 

centres who are keen to do SPARK, and not just to the anchor operators. (Principal) 

Lack of resources and management support. Another challenge that principals faced in 

SPARK participation is the lack of resources and support from management. A principal 

elaborated: 

SPARK… is somewhat similar to what government schools are using, and government 

schools have many avenues of resources (different department HOD, more staff) to aid in 

the strategic planning, whereas in a preschool where resources are limited, the principal 

or leader has to juggle many hats in order to be able to fulfil the criterions set in the 

SPARK tool. Unless the principal or leader has the support (from the organization) and 

resources (from the community - it is now very hard to work in partnership with primary 

schools to support the transition for K2 children to primary school as not all primary 

schools are keen to work with preschools), it will be very difficult for the principal or 

leader to be able to juggle so many hats all at once. (Principal) 
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Other Leadership Training Suggestions 

 A few leadership training suggestions were mentioned by some principals (6%, n = 4). 

These included the following. 

Inclusion of SPARK module in leadership training. SPARK participation is optional 

and is not included in the leadership training modules. A principal commented: “If SPARK is 

important, then it should be taught during the leadership course.” 

Leadership refresher programme needed. A principal highlighted the need for an 

optional leadership refresher programme for those who have completed the ECE leadership 

training more than ten years to keep themselves current, especially for those who have not held 

leadership role since graduation. 

I was appointed Principal for 13 years based on my Diploma in Early Childhood Care 

and Education together with my Preschool Administration and Management Certificate. 

That is why I decided to retrain after that so that I am better equipped if I were to further 

my Bachelor in Early Childhood Studies. (Principal) 

Leadership training-hours review. The training hours of leadership training 

programmes are fixed regardless of the trainees’ prior qualification. Therefore, one principal 

highlighted the need to review the leadership training duration for those with certain tertiary 

qualifications. She commented, “The length of time needed to complete the leadership training 

needed to be looked into, especially when the candidate already had a Bachelor from another 

field and a Masters in early childhood.” 
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Overseas ECE qualification recognition review. A principal also highlighted the need 

to review the ECE qualification obtained from overseas institutions. She elaborated: 

Overseas qualifications should also be looked into. I did my graduate diploma at Monash, 

Australia, but it is only recognised at DPT level in Singapore. If not for the passion in 

wanting to work with children, I would have left the industry seeing that there’s so much 

red tape and obstacles to overcome in order for me to progress in my career. (Principal) 

Summary 

Chapter 6 presents the Phase-2 findings on the perceptions of leadership training policy 

issues, and the perceptions of quality ECE provision evaluation in Singapore. 

Regarding leadership training policy issues, it is found that the majority of principals 

believed that leadership trainees should have prior ECE teaching experience before leadership 

training enrolment, and over a half of them believed that they should have prior leadership or 

management experience before enrolment. A large majority believed that ECE leadership 

training should be compulsory before one’s appointment as a principal, although a fifth of them 

believed it should be after one’s appointment as a principal. A large majority also believed that 

the leadership training effectiveness should be evaluated “both” “soon after the course” and 

“after” appointed as principals. 

With regards to the perceptions of quality ECE provision evaluation in Singapore, a 

quarter of the principals faced challenges in SPARK participation. They perceived both positive 

and negative impacts and connotations about SPARK. The principals made some suggestions for 

the leadership training programme. They were: inclusion of SPARK module in leadership 
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training, leadership refresher programme needed, leadership training-hours review, and overseas 

ECE qualification recognition review. The implications of these findings are discussed next, in 

Chapter 7.  
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CHAPTER 7: DISCUSSION AND CONCLUSIONS 

The purpose of this study was to answer the research question, “Why, and to what extent, 

do ECE principals believe that leadership training is important in quality ECE provision in 

Singapore?” This was achieved through two phases of study. The evidence from this study 

shows that ECE principals in Singapore tend to perceive quality ECE provision in eight quality 

dimensions which are achievable if led by principals who possess six quality leadership 

dimensions, through undergoing effective leadership training whereby the five perceived training 

gaps are closed. 

The first section of this chapter discusses the key findings of the Phase-2 study. The 

second section provides the conclusions of the study and its implications for ECE leadership 

training and quality provision in Singapore. The third section presents the limitations of this 

study; and finally, the last section provides suggestions for further research. 

Discussion of Phase-2 Findings and Summaries 

This final chapter synthesises the three key findings (reported in Chapter 5) and three 

further findings (reported in Chapter 6) of the Phase-2 study, related to the research question and 

provides detailed discussion of how they are linked to the literature reviewed in Chapter 2. The 

first subsection gives an overview of the Phase-2 findings, followed by six other subsections: 

discussions on the eight dimensions of quality ECE provision; six dimensions of quality 

leadership that support quality ECE provision; leadership training with five types of gaps to 

close; further findings on the leadership training policy issues; further findings on the challenges 

of SPARK participation; and further findings on the leadership training inconsistencies. 
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Overview of Phase-2 Findings 

My research, using the backward-mapping-logic approach model (Elmore, 1980; 

Robinson, 2006) mentioned in Chapter 2, has conceptualised the Singapore ECE principals’ 

perceptions of the importance of leadership training in quality ECE provision based on their 

notions of quality and leadership. Research has found that perceptions of quality (Myers, 2006) 

and leadership (Hujala et al., 2013; McLeod, 2002; Rodd, 2001; Saad, 2015) are contextually 

based, as mentioned in my literature review. This is evident in the perceptions of the Singapore 

ECE principals, which are influenced by the context they are in, including their mixture of East-

West Singaporean cultures and values. 

Phase-2 findings are consolidated in Figure 5.1 (Chapter 5) and Figure 6.1 (Chapter 6), 

showing the overview of Phase-2 data analysis confirmatory results and explanatory results, 

respectively. These findings include the principals’ perceptions of (a) eight key dimensions of 

quality ECE provision; (b) six key dimensions of quality leadership in quality ECE provision; (c) 

seven leadership training modules that are helpful to the principals’ leading role with four 

leadership training curriculum gaps to close in order to improve quality ECE provision; (d) four 

leadership training policy gaps to consider; (e) three quality ECE provision evaluation issues; 

and (f) inconsistencies in delivery of leadership training modules. These are important findings 

that contribute to new knowledge in the context of Singapore. 

Figure 7.1 shows an overview of the desired outcomes of ECE leadership training, as 

perceived by the Singapore ECE principals during the Phase-2 study. The ECE leadership 

training serves as a foundation that supports principals’ leadership development, based on the six 

leadership dimensions found; which in turn supports the principals’ roles in quality ECE 
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provision based on the eight quality dimensions found. However, four gaps of the leadership 

training were also found in Phase-2 study that needs to be closed. Four leadership training policy 

considerations were also perceived by the ECE principals. In addition, two other further findings 

surfaced in the Phase-2 study that are also significant to the evaluation of quality ECE provision 

and leadership training design in Singapore. These findings are discussed in the following 

subsections. 

 

Figure 7.1. Overview of the desired outcomes of ECE leadership training. 

Note: This figure shows how “quality ECE provision” (eight quality dimensions) is achieved by principals’ 

“effective leadership” (six leadership dimensions) through effective “leadership training” upon closing the 

five leadership training gaps found. 
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Eight Dimensions of Quality Provision to Achieve 

The findings of the Phase-2 study reported in Chapter 5 of this thesis found that the 

Singapore ECE principals’ concepts of quality provision are broadly classified within eight 

distinct dimensions, agreeing with those of Phase-1 participants reported in Chapter 4. These 

dimensions cover the aspects of: relationship, teachers, leadership, curriculum, environment, 

support, affordability, and philosophy. The respective attached meanings or characteristics of 

these dimensions may not be perceived by all principals alike, depending on their personal 

context and experience. This is consistent with my literature review (Chapter 2) of previous 

research (M. Fenech, 2011; Harcourt, 2008; Ho et al., 2010; Myers, 2006), showing there are 

many contextual differing notions of quality. 

Comparison of common notions of quality ECE provision. Table 7.1 shows some 

common notions or meanings of quality ECE provision amongst international organisations 

(COAG, 2009; EC, 2014; OECD, 2011b; UNICEF, 2000), as described in Chapter 2, against 

those of the Singapore ECE principals found in the Phase-2 confirmatory results (Chapter 5). 

The study also found that the Singapore ECE principals’ definitions of quality provision, within 

their eight quality dimensions, tended to be in harmony with those of the international 

organisations reviewed (Chapter 2), although not all of these international organisations have 

similar notions of quality amongst themselves. 
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Table 7.1 

Comparison of Common Notions of Quality ECE Provision amongst International Organisations against 

those of the Singapore ECE Principals 

 

UNICEF COAG OECD EC ECE Principals 

Teacher quality     

Curriculum     

Parents & communities   

 

 

Physical environment  

  

 

Leadership  

  

 

Monitoring & research 

  

  

Governance & regulations 

  

  

Affordability 

   

 

Child relationship 

 



  

 

Child health 

 



  

 

Teaching process 

   

 

Learner outcomes 

   

 

 

Table 7.1 shows that UNICEF’s (2000) five “basic dimensions of quality education” (p. 

4) and COAG’s (2009) seven “quality areas” (p. 3) of early childhood education tend to 

emphasise quality with regards to children’s needs. This is also true in the Singapore context, 

based on the evidence found in this study regarding the principals’ perceptions of quality ECE 
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provision, which are classified under five of the quality dimensions: positive relationship, 

qualities of centre teachers, principal’s leadership, curriculum design, and centre environment 

(see Figure 5.1). Table 7.1 also suggests that three of the quality dimensions, namely, the 

principal’s support, the programme affordability, and the principal’s philosophy (see Figure 5.1), 

are similar to those of OECD (2011b) and EC (2014), grouped under the themes: monitoring & 

research; governance & regulations; and affordability. 

The findings of the Phase-2 study, therefore, is consistent with previous research that it is 

difficult to define quality, as the word quality has been perceived differently by different people 

throughout the world, even in the same context. However, some international organisations, for 

example, UNICEF (2000) and COAG (2009), believe that common notions of quality do exist in 

some ways. On the other hand, some researchers, such as Fenech (2011), Ho et al. (2010), and 

Harcourt (2008), argued that such conceptualisation of quality ECE creates blind spots, and 

criticised policy makers’ tendency to transfer educational policy and practice to solve local 

problems without critical review. Other views of quality that existed include: the modern views 

of quality, such as that of COAG (2009), with one-size-fits-all standard setting and evaluation-

instrument development (Myers, 2006); the post-modern views of quality (Dahlberg et al., 1999; 

Koo, 2002; Moss & Dahlberg, 2008; Myers, 2006) that allow the voicing and negotiation of 

beliefs; the ecological views of quality, such as those of Carol Ann Young & Associates (2007) 

and Harcourt (2008), that focus on children’s views of quality; and the political views of quality, 

where quality evaluations are done for political reasons (Woodhead, 2006). 

Therefore, the findings of the Phase-2 study confirm the importance of being aware of 

how people view quality through different paradigmatic lenses, while contextualising local views 
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of quality to provide quality ECE. It is evident that the definitions or measurements of quality 

ECE provision are context-based. 

Section conclusion. This thesis argues that the first step to bringing about quality ECE 

provision in Singapore is to understand the concepts of quality of the ones leading it - the ECE 

principals. It is very important to focus on the Singaporean definitions of quality ECE provision 

in order to deliver quality services in the Singapore context. This knowledge about what quality 

ECE provision tends to look like through the eyes of the Singaporean ECE principals form the 

basis for understanding their concepts of leadership that could bring about the needed quality 

ECE provision in Singapore, to be discussed next. 

Six Dimensions of Quality Leadership to Achieve 

The findings of the Phase-2 study found that the Singapore ECE principals tended to 

perceive quality leadership in six key dimensions, as reported in Chapter 5. These leadership 

dimensions refer to the principals’ leadership in the aspects of: staff management, staff support, 

operations management, their personal dispositions, philosophy, and knowledge. The meanings 

and characteristics within each of these leadership dimensions might not be perceived in the 

same way by all the principals, depending on their personal context and experience. These 

findings have confirmed past research findings (Hujala et al., 2013; McLeod, 2002; Rodd, 2001; 

Thornton, 2006) that the understandings about good leadership and management are contextually 

based, and they are linked to the contextual perceptions of quality. I have demonstrated the 

evidence in the following subsections. 

Links between quality leadership and quality provision. The Phase-2 study found that 

the Singapore ECE principals’ perceptions of leadership, including management, tended to be 
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closely linked to their perceptions of quality ECE provision, agreeing with other researchers 

(Ang, 2012; Cochran-Smith, 2004; Dunlop, 2008; Hujala et al., 2013 ; Rodd, 2005 ; Swars et al., 

2009; Teo, 2002). This was demonstrated by comparing the principals’ perceived six leadership 

dimensions and eight quality dimensions reported in Chapter 5. These closely linked perceptions 

were seen between: 

 Principal’s leadership (Quality Dimension 3) and principal's staff management 

(Leadership Dimension 1), as well as principal's operation management 

(Leadership Dimension 3); 

 Leader’s support (Quality Dimension 6) and principal's staff support (Leadership 

Dimension 2); 

 Positive relationships (Quality Dimension 1) and principal's personal dispositions 

(Leadership Dimension 4); and 

 Leader’s philosophy (Quality Dimension 8) and principal's philosophy 

(Leadership Dimension 5). 

Singapore’s Eastern and Western concepts of leadership. The phase-2 study also 

found that Singapore ECE principals had a tendency to perceive leadership and management as 

an integrated version of the Eastern and Western concepts of leadership, as reviewed in Chapter 

2. On the one hand, these principals were strongly influenced by the Eastern Confucianism 

values in their shared cultural heritage, such as moral, managerial, instructional, bureaucratic, 

and hierarchical beliefs (Ang, 2012; Ho, 2011; Ho & Tiklyb, 2012; Hwang et al., 2015; Thanh, 

2014; Yim et al., 2013), yet on the other hand, they had acquired or learnt from the Western 

theories of leadership (Bolden et al., 2003) through the mandatory leadership training in 
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Singapore. The evidence of these influences can be seen by comparing the principals’ 

perceptions of quality leadership dimensions against some of the international leadership theories 

and perceptions. 

Singapore ECE principals’ perceptions vs. Eastern perceptions of leadership. Eastern 

cultures tend to practise single leadership (Thanh, 2014), and managers in Confucian-oriented 

societies are influenced by the Confucian moral philosophy of ethical self-regulation (Woods & 

Lamond, 2011). Therefore, Eastern management is influenced by the Confucian “rule of 

morality” traditions (Van der Wal & Yang, 2015, p. 414). For example, Chinese managers tend 

to attach themselves to persons of higher hierarchical level than themselves and “see good 

interpersonal relationships as conducive to career development” (Van der Wal & Yang, 2015, p. 

427). Similarly, the Singapore ECE principals’ tendency towards Eastern style of leadership and 

management is shown in their perceived leadership dimensions in staff management (Leadership 

Dimension 1) and operation management (Leadership Dimension 3) presented in Chapter 5. 

Singapore ECE principals’ perceptions vs. Western perceptions of leadership. On the 

other hand, the Singapore ECE principals were also influenced by Western management based 

on the Continental “rule of law” traditions (Van der Wal & Yang, 2015, p. 414). The following 

comparisons show evidence of the Singapore ECE principals’ tendency towards embracing 

Western theories of leadership, in addition to the Eastern Confucian leadership influence 

discussed above. 

  The Behaviourist theories (Bolden et al., 2003) hold that “great leaders are made, not 

born” (p. 6). Those holding such theories might then define good leaders as those who 

are autocratic, democratic, or laissez-faire, and who tend to lead or manage their staff, 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

268 
 

depending on their staff members’ behaviours (Bolden et al., 2003`). This same view 

of the Singapore ECE principals was demonstrated in their perception that ECE 

principals should have good quality in staff management (Leadership Dimension 1). 

 The Dispersed Leadership theorists (Bolden et al., 2003) would be more informal, 

allowing staff to work more independently while providing the support they need. 

The Singapore ECE principals described this as the leadership dimension of staff 

support (Dimension 2) that principals should also have. 

 The traditional Great Man and Trait leadership theories (Bolden et al., 2003) would 

ask what type of principals make good leaders? These theories of leadership were 

reflected in the principals’ perceived leadership dimension, personal dispositions 

(Leadership Dimension 4). 

 The Transformational Leadership theorists’ (Bolden et al., 2003) tendency was also 

reflected in the principals’ tendency to include vision as a meaning of quality 

Leadership Dimension 5, philosophy, and expect quality leaders to possess 

Leadership Dimension 6, knowledge, to lead in quality ECE provision. 

Singapore ECE principals’ perceptions vs. Singapore professionals’ perceptions. In her 

study, Ang (2012) found that her participants who were leading professionals from a range of 

disciplines, including health, social services and education, believed in seven indications of good 

leadership qualities. The comparisons of the six quality dimensions of leadership perceived by 

the Singapore ECE principals (reported in the Phase-2 study) and the seven indications of quality 

leadership perceived by the professionals (Ang, 2012) showed their similarities of perceptions 

within the same context in Singapore, although their meanings for each dimension or indication 

may not be fully similar. For example, 
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 Principal's staff management (Leadership Dimension 1) corresponded with the 

Singapore professionals’ perception that quality leaders have the “capacity to 

influence others into action” (p. 92); 

 Principal's staff support (Leadership Dimension 2) corresponded with the Singapore 

professionals’ perception that quality leaders have the ability to build “a learning 

community and team culture” (p. 90); 

 Principal's operation management (Leadership Dimension 3) corresponded with the 

Singapore professionals’ perception that quality leaders have the “ability to recognise 

and manage change” (p. 90); 

 Principal's philosophy (Leadership Dimension 5) corresponded with the Singapore 

professionals’ perception that quality leaders have the “ability to articulate and 

promote a shared vision and objectives” (p. 90) and build “shared understandings and 

goals for the advocacy of children and families” (p. 90); 

 Principal's knowledge (Leadership Dimension 6) corresponded with Singapore 

professionals’ perception that quality leaders acquire “a high degree of know-how 

and expertise about the sector” (p. 90) and encourage “reflection for ongoing 

professional learning and development” (p. 92). 

The above evidence found in the phase-2 study, therefore, shows that Singapore ECE 

principals tend to, firstly, perceive effective ECE principals as those who possess the six quality 

leadership dimensions and, secondly, apply an integration of Eastern and Western leadership 

theories in their leading of ECE centres in quality provision. Thirdly, the ECE principals’ 

perceptions of leadership tend to correspond with their perceptions of quality provision; and, 
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lastly, their perceptions of leadership tend to be similar with those of professionals of other 

sectors in general. 

Section conclusion. Since quality leadership is what drives the quality of the ECE sector 

(Ang, 2012), the six quality leadership dimensions found in the phase-2 study are important 

qualities of ECE principals that will help them establish the eight quality dimensions of ECE 

provision. As Singapore is predominantly an Asian country with the majority of Singaporeans of 

Chinese descent, it tends to be influenced by Eastern or Confucian cultures; the ECE principals 

have adopted the Western ECE curriculum and have positioned themselves between two very 

different cultures with dissimilar notions of leadership. This is another important reason for the 

policy makers, the curriculum designers, and the training providers in Singapore to understand 

ECE principals’ concept of leadership contextually, in order to design an appropriate leadership 

training curriculum that will support the ECE principals in their roles to provide quality in ECE. 

Therefore, this thesis argues the importance of knowing the ECE principals’ concept of 

quality leadership, in addition to knowing their concepts of quality, so as to develop the 

principals’ leadership skills through appropriate leadership training in the Singapore context, 

which I shall discuss in the next few sections. 

Helpful Leadership Training with Four Gaps to Close 

The Phase-2 study found that the ECE principals in Singapore tended to perceive 

mandatory ECE leadership training as helpful to them and as having met most of its module 

objectives, as reported in Chapter 5. Using a backward-mapping logic (Elmore, 1980; Robinson, 

2006) or bottom-up approach model to understanding training needs, this study found four 

training gaps that needed to be addressed or closed in order to better support the principals’ 
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leadership roles effectively. Research shows that leadership training will be more effective when 

it focuses on the participants’ perceived needs (Paula Jorde Bloom et al., 1991). Therefore, it is 

important to know the following training gaps perceived by the ECE principals in the Phase-2 

study, as discussed below. 

 Aspects lacking in supervised leadership practice (Module 7). The ECE principals 

perceived some aspects of Module 7 to be lacking, such as staff management (Module 7a), 

programmes and setting management (Module 7b), children management (Module 7c), and 

parents and community management (Module 7d). 

A lack of leadership topics needed to support principals’ roles and inconsistent 

module delivery. The ECE principals perceived there were insufficient topics on application 

practice and mentoring, management, and supporting children and families. In addition, 

modules or topics were not delivered as prescribed.  

Leadership application challenges. There was also a perceived lack of skills in staff 

management, time management, parent management, soft skills, special needs children 

management, information technology and action research, and leadership experience. 

Leadership retraining needs. The skills that the ECE principals need include: staff 

management, administration, soft skills, information technology, curriculum management, 

children with special needs management, current issues information; parent management; and 

research. 

The abovementioned training gaps show the need for professional development of ECE 

principals in four categories of skills, as suggested by Guilliland and Taylor (1991). These 
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categories are management, leadership, curriculum, and community (Guilliland & Taylor, 1991), 

which include management of personnel and human resources as part of management skills, staff 

appraisal and development, interpersonal relationships, and conflict resolution/negotiation, as 

part of leadership skills. These people-management skills may also include teacher-retention 

skills to reduce teacher attrition, human resource and staff management skills that require skills 

in staff selection and remuneration, good personal relationship skills, good administration and 

moral support skill, and job satisfaction and collegial support skills (Guilliland & Taylor, 1991). 

Studies have shown the effects of teacher attrition and retention on quality provision, 

suggesting the need for ECE principals to acquire staff management and leadership skills to 

reduce teacher turnover (Ang, 2012; Cochran-Smith, 2004; See, 2007; Swars et al., 2009). 

Therefore, having qualified teachers, along with the ability of the principals to retain these 

teachers, is important to the overall quality of ECE centres (Ang, 2012; See, 2007 ). Research 

also shows that leadership plays an important part in the retention of qualified teachers, and in 

turn affects the quality of early childhood education provision (Ang, 2012; Dunlop, 2008; 

Ingersoll & Kralik, 2004; Kilgallon, 2006; Kilgallon et al., 2008; See, 2007; Swars et al., 2009). 

Such management skills are shown lacking in the Phase-2 study, although they were previously 

taught in the CPMA programme in Singapore NIE. Topics covered in Module 6 of the CPMA 

included: 

1. Skills required to run a preschool centre. 

2. Establishing the preschool centre through team building, enhancing staff morale and 

motivating staff. 

3. Recruitment and selection of new staff, including orientation and job training. 

4. Supervision of staff in the preschool centre. 
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5. Awareness of assumptions and beliefs held about organizations and people. 

6. Theories on change and motivation. (NIE, 2000, p. 3) 

Section conclusion. There is an urgent need to help ECE leaders develop their skills in 

staff retention through training in human resource and staff management. This thesis argues that 

it is important to know how the current mandatory ECE leadership training in Singapore has, or 

has not, helped in developing quality ECE leaders, and the gaps needed to be closed for effective 

leadership development. 

Further Findings on Leadership Training Policy Issues 

The Phase-2 study also found that ECE principals in Singapore perceived four leadership 

training policy issues that could affect the outputs or outcomes of the leadership training, as 

reported in Chapter 6. They were of the view that considerations in training policy setting should 

include the following. 

Teaching experience prior to leadership training. The ECE principals suggested a 

requirement for leadership trainees to have at least three years of teaching experience prior to 

leadership training. That was to help trainees understand a teacher’s role and challenges, 

experience working with children, understand a leader's role and administration, and experience 

the work process and systems. 

Leadership experience prior to leadership training. Similarly, the ECE principals 

suggested a requirement for leadership trainees to have at least a year of leadership work 

experience prior to attending leadership training. That was to allow trainees to experience a 
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leadership role, match their leadership experience with their career interest, and be able to link 

their leadership work experience to their leadership training programme. 

Leadership training completion prior to principal appointment. To prepare and 

match expectations for being a principal, the ECE principals suggested mandating leadership 

training to be completed prior to the appointment of principals as a form of principal's role 

preparation and matching expectations for it. 

Leadership training evaluation. The ECE principals also suggested leadership training 

evaluations to be conducted both soon after the course and after the leadership graduate’s 

appointment as a principal. 

Section conclusion. Since ECE leadership training in Singapore is designed based on a 

top-down, or forward mapping logic model, it may not fully meet the training needs of the 

principals. Therefore, this study also demonstrates the use of the backward-mapping logic 

approach (Elmore, 1980; Robinson, 2006) to understanding whether the mandated ECE 

leadership training in Singapore is, or is not, effective in supporting principals in their leadership 

role in quality ECE provision. It also helps in understanding the challenges principals have 

encountered in their leadership role due to the leadership training and policy gaps. 

Further Findings on Challenges of SPARK Participation 

Fifth, the Phase-2 study (reported in Chapter 6) found three key issues with SPARK 

Assessment and Accreditation participation in Singapore. The MOE has encouraged preschools 

in Singapore to participate in SPARK, as obtaining “the SPARK logo is an endorsement of the 

quality of preschool and programmes” of SPARK-certified centres (MOE, 2011e, para. 9). 
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However, the ECE principals tend to have mixed views amongst themselves about the need for 

their centres’ participation in SPARK. Some principals perceive SPARK participation as 

positive, with a connotation of having achieved quality ECE provision based on the criteria of 

quality prescribed by SPARK. However, other principals tend to perceive SPARK less 

favourably, as unnecessary challenges added to their already busy work schedule. The challenges 

in SPARK participation highlighted by the principals are: lack of manpower, low teacher 

retention, lack of funding, and lack of resources and management support. In addition, this study 

also shows that the ECE principals and the MOE to have different perceptions of whether there is 

a link between SPARK certification and centre quality. Such differences in perceptions are in 

line with my reviewed literature in Chapter 2 (Carol Ann Young & Associates, 2007; M. Fenech 

& Sumsion, 2007; Harcourt, 2008; Ho, 2011; Ho et al., 2010; Moss & Dahlberg, 2008) that 

different people perceive the word quality differently, even in the same context. 

Section conclusion. This study has uncovered some possible reasons for the majority of 

ECE centres in Singapore not attaining SPARK certification, such as differing perceptions of 

SPARK, or encountering challenges in participation. These findings suggest the use of a 

backward-mapping approach (Robinson, 2006) or a consultative approach (Ang, 2012) to 

understanding principals’ perceptions and challenges, in order to provide the necessary support 

for SPARK participation. Perhaps, the inclusion of SPARK as a module in the leadership 

training, as some principals suggested, could be another way to encourage SPARK participation. 

Further Findings on Leadership Training Inconsistencies 

Finally, the Phase-2 study found some inconsistencies in the training inputs, process and 

outputs of the Singapore ECE leadership training curriculum designed by PQAC (2008), as the 
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training content consists of both partially descriptive and mostly prescriptive instructions. The 

individual brief course module outlines and their objectives are more descriptive. However, the 

detailed training contents, modes of delivery and assessments are prescriptive, for example, 

Standard 4: Modes of Assessment and Supervised Teaching/ Leadership Practice states: 

Standard 4 stipulates that training agencies are required to maintain an assessment system 

to evaluate trainees’ progress in learning and their proficiencies in the application of 

knowledge and skills in the classroom or centre. These data should in turn be used by 

individual agencies to evaluate their structures and systems towards making 

improvements to their programmes. (p. 50) 

The detail of the leadership training curriculum is left to individual training agencies who 

decide how best to further develop, administer, deliver, and assess their leadership training 

effectiveness, as PQAC (2008) further states in Standard 4, clause 1: 

The modes of assessment adopted should be appropriate to the modules. This is to ensure 

that trainees are assessed accurately. Training agencies are expected to have an 

assessment system that collects data on the performance of their trainees. Assessment 

may be based on written examinations, assignments, class participation and presentations, 

as well as supervised teaching/leadership practice. (p. 50) 

Additionally, these prescriptive instructions are passed on to the individual lecturers of 

these training agencies, who ultimately decide whether the prescriptions will be followed. In 

essence, PQAC (2008) prescribes the standards, while the training agencies or lecturers 

implement them based on their individual interpretations of those standards. Therefore, this study 

shows that the Singapore ECE leadership training that the principals received tends to vary 

according to the training agencies and their lecturers’ experience and qualifications, given that 
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there are various ECE leadership training agencies in Singapore, both private and public. As a 

result, ECE leadership training inputs and training processes tend to produce inconsistent outputs 

in final training content, delivery, assessments, and outcomes of the principals’ leadership 

quality. 

The importance of ECE leadership training and evaluation of its curriculum cannot be 

overlooked since it is an “assessment of the merit and worth of a program of studies, a field of 

study, or a course of study” (Glatthorn, Boschee, & Whitehead, 2005, p. 358). Furthermore, as 

research (Hujala et al., 2013; Mistry & Sood, 2012; Muijs et al., 2004; Rodd, 2005) shows that 

effective leadership training is important in supporting a principal’s leadership role to lead in 

quality ECE provision, it is very important to address the inconsistencies of the Singapore 

mandatory leadership training. However, there are very few, if any, investigations on how to 

evaluate an ECE leadership training curriculum, since there are few ECE leadership training 

programmes. Therefore, training evaluation concepts of other industries are also included in this 

discussion. 

Leadership training curriculum evaluation models. Glatthorn et al. (2005) proposed 

evaluating any field of study or technological applications using a “comprehensive and eclectic 

process” of evaluation models (p. 364). Glatthorn et al. (2005) suggested the use of a broader 

definition of the term curriculum evaluation and they described six effective training evaluation 

models. These models were: Bradley’s (1985) effectiveness model; Tyler’s (1950) objectives-

centered model; Stufflebeam’s (1971) context, input, process, product model; Scriven’s (1972) 

goal-free model; Eisner’s (1979) connoisseurship model; and Stake’s (1975) responsive model  

According to Glatthorn et al. (2005), a curriculum evaluation model that is effective will have  

the following qualities: 
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1. Can be implemented without making inordinate demands upon district resources; 

2. Can be applied to all levels of curriculum—programs of study, fields of study, 

courses of study; 

3. Makes provisions for assessing all significant aspects of curriculum—the written, the 

taught, the supported, the tested, and the learned curricula; 

4. Makes useful distinctions between merit (intrinsic value) and worth (value for a given 

context); 

5. Is responsive to the special concerns of district stakeholders and is able to provide 

them with the data they need for decision making; 

6. Is goal oriented, emphasizing objectives and outcomes; 

7. Is sensitive to and makes appropriate provisions for assessing unintended effects; 

8. Pays due attention to and makes provisions for assessing formative aspects of 

evaluation; 

9. Is sensitive to and makes provisions for assessing the special context for the 

curriculum; 

10. Is sensitive to and makes provisions for assessing the aesthetic or qualitative aspects 

of the curriculum; 

11. Makes provisions for assessing opportunity cost—the opportunities lost by those 

studying this curriculum; 

12. Uses both quantitative and qualitative methods for gathering and analyzing data; 

13. Presents findings in reports responsive to the special needs of several audiences. (p. 

365) 
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Leadership training troubleshooting model. In their book, Structured On-The-Job 

Training: Unleashing Employee Expertise in the Workplace, Jacobs and Jones (1995) advocate 

the necessity of performing “troubleshooting” of training curriculum by looking at the possible 

faulty level(s), at training system level or/and the organizational level (p. 151). At the training 

system level, the evaluator is to “examine each of the training system components” to determine 

why the expected training outputs or outcomes were not achieved (p. 150). These training system 

components are: the training inputs – to check whether the trainee, trainer, and the training 

location are right; the training process – to check whether it is the cause of the problem; and 

training outputs – to check whether the training goals are valid. 

Jacobs and Jones (1995) also advocated evaluating training programmes through looking 

at the possible programme faulty levels, which could be the “training system level” and/or 

“organizational level” (p. 151). At the training system level, the evaluator, or PQAC (2008) in 

the Singapore context, should “examine each of the training system components” to determine 

why certain expected training outputs or outcomes are not achieved or are inconsistent (Jacobs & 

Jones, 1995, p. 150). Checking the training system components involves asking the following 

questions about: 

 Training inputs - Is the cause related to the trainee, or the trainer, or the training 

location, or the learning task? 

 Training process - Is it caused by ill preparation of trainer; or incomplete training 

content; or ineffective or out of focus training delivery; or inadequate testing of 

trainee's performance at the end of training? 
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 Training outputs - Is it because the job expectations have changed; or the 

development and goals of trainee has changed; or the organizational system 

requirements have changed? (Jacobs & Jones, 1995) 

The Institute for Adult Learning (IAL), the public research, training and professional 

development of adult educators arm of WDA in Singapore, was set up in 2008 (Brown & Tan, 

2011). IAL started various training programmes under the Singapore Workforce Skills 

Qualifications (WSQ), a national credentialing system, in recent years. One of the IAL training 

programmes is the mandatory WSQ Advanced Certificate in Training and Assessment (ACTA), 

a generic qualification for all trainers, including ECE lecturers regardless of their years of 

lecturing experience, in Singapore. However, the effectiveness of ACTA qualified lecturers’ 

course deliveries, after undergoing the 4 to 6 months mandatory training, is not yet known as this 

requirement is still new in Singapore. In addition, making ACTA mandatory for ECE lecturers 

could potentially block senior experienced ECE lecturers from contributing to the education of 

ECE principals. 

Section conclusion. This thesis also argues that the ECE leadership training curriculum 

should be re-evaluated and redesigned by utilising a backward-mapping logic approach, as 

advocated by past research and my thesis findings. That means that prior to designing the 

training curriculum, principals’ feedback should be sought on their leadership training needs to 

help curriculum designers to design appropriate training content. There is a need to troubleshoot 

the ECE leadership training by looking at the possible faulty level(s), such as the training input 

levels (trainees and trainers), and/or the training process levels (system levels and/or 

organizational level) suggested by Jacobs and Jones (1995). At the system levels, the evaluator 
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or PQAC (2008) should “examine each of the training system components” (Jacobs & Jones, 

1995, p. 150) to determine why certain expected training outputs or outcomes are not achieved or 

are inconsistent.  

Conclusions and Implications 

This thesis argues that the evidence presented has answered the research questions, 

“Why, and to what extent, do ECE principals believe that leadership training is important in 

quality ECE provision in Singapore?” Firstly, it evidentially supports past research findings 

(Dunlop, 2008; Ingersoll & Kralik, 2004; Kilgallon, 2006; See, 2007; Swars et al., 2009) that 

quality leadership plays an important part in quality ECE provision; however, such perceptions 

are context-based and culturally influenced. This understanding is especially important in the 

Singapore context of multiculturalism. 

Secondly, this thesis also supports Rodd’s (2005) belief concerning the importance of 

conducting ECE leadership training research to “identify the type of leadership that is 

appropriate for early years teams and settings and to identify training appropriate for developing 

the requisite skills for putting leadership into practice” (p. 2). The key leadership dimensions 

found in this study provide a reference to the leadership skills needed by ECE principals in order 

to lead in quality ECE provision, based on their own perceptions instead of a top-down directive. 

This is because leadership training can only be effective when it “focuses on participants' 

perceived needs” and “addresses the site-specific program concerns of the individuals' work 

setting” (Paula Jorde Bloom et al., 1991, p. 3). 



EARLY CHILDHOOD PRINCIPAL LEADERSHIP TRAINING 

 

282 
 

This thesis finally presents four important implications for the Singapore ECE 

stakeholders in terms of leadership training design approaches, leadership training curriculum, 

leadership training policy, and quality ECE provision evaluation in the following subsections. 

Leadership Training Design Approaches 

This study found that the use of backward-mapping model approach (Dyer, 1999; 

Elmore, 1980) has helped in understanding the Singapore ECE leadership training standards’ 

discrepancies. This implies the need for educational reform to use Elmore’s (1980) backward-

mapping logic model, whereby “policy makers map back from the outcomes and classroom 

practices they want to see implemented, thinking through the implications for each set of agents 

at different levels up through the system” (OECD, 2013, p. 110). If practitioners take ownership 

and contribute to policy formation, it makes it more likely that fidelity to the original policy 

intention will be achieved (OECD, 2013). Similarly, Ang (2012) argues that “a consultative 

approach to policy development and implementation is seen as key in galvanising support and 

moving the sector forward” (p. 12). She also highlights the concern that an “overwhelming 

influence of government may stifle the independent voices of preschool teachers and other 

stakeholders” (p. 12). 

Therefore, to better understand the training needs of the ECE principals and/or their 

perceptions of the present leadership training, further contextual studies using a bigger sample, 

funded by the Singapore Ministry, may be required. 
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Leadership Training Curriculum 

The four leadership training gaps found and discussed above were related to the 

leadership training curriculum. These findings call for the leadership training curriculum 

developer (PQAC) to re-evaluate the leadership training content and standards based on the gaps 

found in this thesis. The training evaluation models discussed could be adopted for this purpose. 

Therefore, there is a need for the Singapore PQAC to redesign the training content to 

cover the areas perceived by the principals to be lacking, as reported in this thesis. This implies 

the need for PQAC to take action, by first mandating all training providers to provide training 

handbooks or guides to all their trainers or lecturers, in addition to the PQAC training standards; 

second, ensuring all leadership trainers deliver all the topics prescribed faithfully, especially the 

supervised leadership practice (Module 7); and third, adding SPARK, or other quality provision 

evaluation tools, relevant in the Singapore context, to the leadership training curriculum as a 

module. Training agencies and ECE lecturers should also take note of the issues discussed in this 

thesis and try to ensure better coverage of the leadership training modules. In addition, the 

findings of this thesis suggest the need for retraining of leadership graduates, who may not have 

been appointed as principals upon graduating from the leadership training within a certain time 

frame. This retraining could be in a form of short refresher courses for certain aspects of the 

modules highlighted by the principals in this study. 

Leadership Training Policy 

This study also highlights the leadership training policy issues, such as trainees’ prior 

teaching and leadership experience. This implies that the policy maker (PQAC) should 

reconsider the highlighted policy issues and improve on its training policy. Ho et al. (2010) warn 
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about the tendency for policy makers to transfer educational policy and practice from one 

sociocultural context to another to solve local problems without critical review. This is especially 

a problem for Singapore, which has adopted the Western early childhood education curriculum 

but practices them (curriculum) using Asian Confucian values. It is all the more important for 

Singapore to design its own unique training policy based on contextual research, using the 

backward-mapping approach discussed in this thesis to ensure effective training support for 

principals in quality ECE provision. 

Evaluation of Quality ECE Provision 

Research found that it is inappropriate for quality indicators used in one country to be 

transferred wholesale to another, even if the same measuring tools are used, as the inspectors’ 

and/or the users’ interpretation and/or views may vary (Harcourt, 2008; Ho et al., 2010). Myers 

(2006) also warns that taking the definition of quality based on standardised results on 

international comparative tests can be restrictive, and that evaluating quality based on outcomes 

may not ensure quality provision, since outcomes are influenced by multiple environments and 

factors. This implies that the Singapore ECDA should review and strengthen its current SPARK 

tool for ECE centre quality provision evaluation. 

As discussed above, the findings of this study also highlight some negative impacts and 

connotations of SPARK from the principals’ perspectives. The principals noted the challenges in 

SPARK participation as a result of the lack of manpower and low teacher retention, the lack of 

funding, and the lack of resources and management support. Again, these challenges imply a 

need for ECDA to relook at ECE centres’ SPARK participation, and review how principals could 

be supported should they like to participate. Adaptation of the Research Onion (Saunders et al., 
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2012)  model may be helpful in identifying the strengths and weaknesses of SPARK or to 

improve it further for use in the Singapore context of quality ECE provision: 

4. How relevant is the quality criteria developed for measuring quality in one context 

applicable to another context? 

5. How is quality criteria interpreted in guiding practice? 

6. How can the quality criteria used in one context be used to inform the operations of 

another context? (p. 224) 

Limitations of Study 

While this research regarding the perceptions of teachers, principals and lecturers about 

leadership for quality ECE provision in Singapore has uncovered a range of issues, I 

acknowledge that it has its limitations and these are discussed next. 

Firstly, not all ECE principals in Singapore were included in my studies, and thus the 

recommendations proposed for future leadership training design, policy, and retraining may need 

further robust discussions with key stakeholders before implementation. 

Secondly, I faced some challenges and limitations in data collection in both Phase 1 and 

Phase 2 of the study. The Phase-1 study was originally intended to be conducted through three 

separate face-to-face focus groups, for ECE teachers, principals, and lecturers each. However, 

due to the limited number of participants who volunteered to take part and as a result of their 

very busy work schedules, it was very difficult for my participants to meet me on the same date 

and time. I therefore ended up having to conduct my face-to-face interviews and mini focus 

groups with some of my participants. 
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In Phase 2, I was striving to have at least 150 principal participants for my online survey, 

thinking that there would be no problem in recruiting the number I wanted. My optimism about 

recruiting this number stemmed from the fact that the Singapore government had been 

emphasising “quality” in ECE centres and encouraging them to participate in SPARK 

certification, although it was not mandatory. SPARK had been introduced to perform quality 

assessment of ECE centres in Singapore. Unfortunately, despite multiple efforts to recruit survey 

participants on my behalf within the University of Auckland’s ethical requirements, the survey 

participation rate was low. My calls to some ECE centre principals revealed that they would not 

participate in any survey unless it was initiated by the Singapore government or unless it was 

part of their job. I was told that they were very busy “fighting fire”, especially those principals 

who were participating in SPARK centre evaluation. Many of the mega-centre management staff 

members (both public and private) that I approached were not willing to encourage their 

principals to participate in my survey, except for a handful of them. I had to send out weekly 

survey invitation email reminders to all centres that had available public email addresses, in 

order to secure my 63 participants. It dawned on me that the support for “quality” ECE research 

is harder to achieve than expected. 

 With the unexpected difficulty in getting my ideal number of participants (N=150), I did 

not modify my study too much. When the number of participants (n=63) fell below my ideal, 

instead of analysing my participant demographic data against their responses in detail, I 

presented them as tables with descriptive notes for each table as an appendix (Table 3.2; 

Appendix G: Profile of Phase-2 survey participants). 
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Suggestions for Further Research 

The Singapore government is actively involved in ECE in terms of speeding up its 

mandate for higher ECE qualifications for teachers and principals for the past decades, and has 

recently started to mandate ECE lecturers’/trainers’ qualification through ACTA certification. At 

the same time, the Singapore government is also encouraging ECE principals to provide quality 

ECE through assessment tools, such as SPARK. In the light of contradictory demands for ECE 

quality provision, leadership quality, and training effectiveness and consistencies, my 

suggestions for further research would include the following. 

Large sample study on the perceptions of ECE quality provision and leadership. 

Such further study would aid in designing appropriate training content based on the real needs of 

those involved in supporting the ECE principals in quality ECE provision. This may be done by 

surveying a larger sample of ECE principals, teachers, and lecturers, using an adaptation of my 

research methodology (Chapter 3), or other appropriate models, bearing in mind contextual and 

cultural differences.  

Longitudinal study on the effectiveness of principal mentoring and leadership 

improvement. A longitudinal study on the effectiveness of principal mentoring, such as the New 

leadership programme for the first 150 ECE principals in Singapore from May 2016, offered by 

the Lien Foundation (2016), a charitable organisation in Singapore, may be conducted to see its 

effects on principals’ leadership improvement, and make it part of future leadership training 

module if proven effective.  

ECE leadership training consistency and policy study. Such further study will aid in 

minimising inconsistencies in the final training contents, lecturers’ deliveries, and training 
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agencies’ assessments of leadership trainees. This could be done by troubleshooting the training 

curriculum to look for possible faulty levels suggested by Jacobs and Jones (1995), or by using 

one of the six effective training evaluation models suggested by Glatthorn et al. (2005). In 

addition, a study on the IAL’s mandatory ACTA programme for ECE lecturers would help to 

understand the benefits or barriers to training of ECE principals-to-be. 
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Appendix A: Overview of Research Design 

 

 

Research Question: “Why, and to what extent, do ECE principals believe that leadership training is important in quality ECE provision in 

Singapore?” 

 

Research guiding questions 

Type of 

data 

 

Data collection 

strategy 
Participants 

Data analysis 

strategy 

 

Significant prior research done to understand the following questions: 

 

1. What does research say about dimensions of quality ECE provision 

(QECEP)? 

2. What does research say about leadership and QECEP? 

3. What does research say about ECE leadership training and QECEP? 

4. What does research say about ECE leadership training and ECE policy 

in Singapore? 

 

 

Documents 

 

 

Literature review 

 

 

N.A. 

 

Document analysis 
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Phase 1 Aim:  

 

Clarifying beliefs of principals, teachers and lecturers in QECEP, 

leadership, and leadership training 

 

1. What did participants believe the indicators of QECEP are, from their 

experience, and why? 

2. How important was the leadership of principals in QECEP? 

3. How did leadership training help, or not help, ECE principals in 

QECEP? 

Interview 
transcripts 
and written 
responses 
 
 
 
 
 
 
 

Face-to-face 
interviews: 
 
In-depth 
information on 
perceptions, 
insights, attitudes, 
experiences, or 
beliefs. 
 
Sampling method: 
purposeful 
sampling 

 7 ECE teachers 
from for-profit and 
non-profit centres 
(kindergarten and 
childcare) 
 

 4 ECE principals 
from for-profit and 
non-profit centres 
(kindergarten and 
childcare) 
 

 3 ECE lecturers 

Qualitative thematic 
analysis: 
 

 1. Transcribed 
interview responses 

  

 2. Coded data 
according to 
inductively and 
deductively derived 
themes 

  

 3. Analysed data 
using NVivo 

  

 4. Generated 
questionnaires for 
Phase-2 online 
survey 
 

 

 

Phase 2 Aim:  

 

Confirming the extent of beliefs found in phase one study with larger 

sample of principals and understanding challenges or gaps perceived 

about the leadership training 

 

1. To what extent did participants have similar beliefs about the indicators 

of QECEP as the participants in phase 1 study? 

 

Nominal 

data and 

text data 

 

Sampling method: 

stratified random 

sampling 

 

Online survey: 

closed questions 

and open-ended 

questions, 

 

63 principals from 

for-profit, non-

profit, and 

government-linked 

centres  

(kindergarten and 

childcare) 

 

 

Descriptive 

statistics: 

 Analysed data 
using NVivo 

 Theorised results 
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2. To what extent did participants have similar beliefs about the importance 

of principals’ leadership in QECEP as the participants in phase 1 study? 

3. To what extent did participants have similar beliefs that leadership 

training helped, or not helped, ECE principals in QECEP as the 

participants in phase 1 study? 

4. What are the challenges and gaps between leadership training and 

leadership practice in QECEP? 

 

using online survey 

tool ( SoGoSurvey) 
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Appendix B: Participant Information Sheet and Consent for Phase-1 Interview 

 

 

 

 Faculty of Education 

74 Epsom Avenue 

Tel: +64 96238899 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 
 

 

PARTICIPANT INFORMATION SHEET  

Project title: Why, and to what extent, do early childhood principals, teachers and lecturers 

believe that leadership training is important in the provision of quality early childhood 

education in Singapore? 

Name of Researcher: Betty Teo 

Researcher introduction  

My name is Betty Teo, a PhD candidate with the University of Auckland, Faculty of 

Education. My main supervisor is Associate Professor Mary Hill and my co-supervisor is Dr 

Brent Mawson. I would greatly appreciate your support in this project, and hope that you will 

be willing to take part. 

Project description and invitation 

This study aims to discover how early childhood leaders and teachers in Singapore perceive 

quality and the effectiveness of leadership training in helping principals provide quality early 

childhood services. The research will be conducted with various levels of early childhood 

personnel, namely, the teachers, principals, training providers, and policy makers. It is 

intended that this study may inform all early childhood educators, operators, training 

providers, policy makers and the qualification accreditation body in designing content, 

policy decision making and leadership training provision for quality early childhood 

services in Singapore. The results of this study may be used for a dissertation, a scholarly 

report, a journal article, and conference presentation. In any publication or public 

presentation pseudonyms will be substituted for any identifying information. 

I am inviting you to participate in this research because of your expertise in this field. Your 

participation in this research will also enhance your professional development. Please be 

assured that your organization head has consented to your participation in this research, and 

has given the assurance that your participation or non-participation will not affect your 

position and relationship within your organization.  
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Project Procedures 

You will be asked to participate in a focus group discussion (Phase 1 of study), which will 

take about 1.5 hours to 2 hours, involving 6 to 8 participants per group, who are: Group A - 

early childhood teachers only; Group B - early childhood principals; and Group C - trainers 

and the ministry (PQAC). These groups may be divided into sub-groups (if necessary). You 

will be sharing your views of quality early childhood services provision and your beliefs in 

the effectiveness of leadership training for such provision in Singapore, both within and 

outside your organization. Focus group discussion will be audio and video recorded. A third 

party who has signed a confidentiality agreement may assist in video/audio recording the 

focus group session (if necessary). Transcripts of the discussion will be available for you to 

verify your own contributions upon request.  

If you are not able to participate in the scheduled focus group, you may participate in 

an individual face-to-face interview at a convenient date/time. The interview will take 

about 45 to 60 minutes. 

Data storage/retention/destruction/future use 

The audio and video files (if available) will be kept in a locked file cabinet and will be 

accessible only to the researcher and/or her supervisor from the University of Auckland. The 

audio and video files (if available) may be transcribed by a third party who has signed the 

Confidentiality Agreement (if necessary). The researcher will code the transcriptions to 

remove individuals’ name. The audio and video files (if available) will then be erased after 

the project is completed.  

Right to Withdraw from Participation 

Participation is voluntary. If you agree to participate you will have the right to withdraw from 

participation at any time. However, you will not be able to withdraw your contributions to the 

focus group/interview. 

Anonymity and Confidentiality 

Anonymity and confidentially cannot be guaranteed for a focus group discussion since it 

involves the presence of others in the group. However, all participants will be requested to 

respect the confidentiality of the focus group discussion and keep the discussions within the 

focus group confidential. Your identity and place of work will not be revealed in any 

publications arising from the focus group, except for participants from the ministry for 

obvious reason.  

Participation Procedure 

If you agree to participate in this research study, please sign the consent form below and 

email it as scanned pdf copy to me. Please note that due to the limit of sample size of 8 for 

focus group, I can only accept up to 8 participants for Phase 1 study. Interested potential 
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participants in excess of 8 will then act as standby participants (in case of selected participant 

withdrawals). 

Contact Details and Approval  

If you have any questions about this research project, please contact the following persons: 

Researcher:   Ms Betty Teo  

   School of Learning, Development and Professional Practice 

Email: steo020@aucklanduni.ac.nz    

Main Supervisor:  Associate Professor Mary Hill 

   School of Learning, Development and Professional Practice 

Tel: +64 96238899 ext 48630 

Email: mf.hill@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/mary-hill 

Co-Supervisor: Dr Brent Mawson  

   School of Curriculum and Pedagogy 

Tel: +64 96238899 ext 48533 

Email: b.mawson@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/brent-mawson-old 

Head of School:  Associate Professor Christine Rubie-Davies 

   School of Learning, Development and Professional Practice 

   Tel: +64 96238899 ext 82974 

   Email: c.rubie@auckland.ac.nz 

For any queries regarding ethical concerns you may contact the Chair, The University of 

Auckland Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone +65 93737599 ext. 87830/83761, 

Email: humanethics@auckland.ac.nz. 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 

ETHICS COMMITTEE ON 4 May 2012 for (3) years, Reference Number 8003 
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Faculty of Education 

74 Epsom Avenue 

Tel: +64 96238899 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 

CONSENT FORM 

Focus Group – ECE Principals, Teachers, Trainers and Ministry 

 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 

Project title: Why, and to what extent, do early childhood leaders and teachers believe that 

leadership training is important in the provision of quality early childhood education in 

Singapore? 

 

Name of Researcher: Betty Teo 

 

I have read the Participant Information Sheet, have understood the nature of the research and 

why I been selected.  I have had the opportunity to ask questions and have them answered to 

my satisfaction. I agree to take part in this research on how early childhood leaders and 

teachers in Singapore perceive quality and the effectiveness of leadership training in helping 

principals provide quality early childhood services. 

 

 I understand that my organization’s head has agreed to my participation in this research. 

 

 I understand that my organization’s head has given an assurance that my participation or 

non-participation will not affect my position and relationship within my organization. 

  

 I agree to participate* in  

(   ) a focus group of 6 to 8 people, which will take 1.5 to 2 hours; or.  

(   ) an individual interview, which will take 45 to 60 minutes 

*Please tick at least one of the above 

 

 I understand that I will be sharing my own views on quality early childhood services 

provision and my belief in the effectiveness of leadership training, both within and 

outside my organizations.  

 

 I understand that I am free to withdraw participation at any time, but I will not be able to 

withdraw data contributed to the focus group/interview. 
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 I understand that the focus group will be audio and video recorded (if necessary) and that 

I will not be able to request that video or audio recording be halted during the focus group 

session. 

 

 I understand that a third party who has signed a confidentiality agreement may assist in 

video/audio recording the focus group session (if necessary). 

 

 I understand that a third party who has signed a confidentiality agreement may transcribe 

the video and audio files (if necessary).  

 

 I understand that anonymity and confidentially cannot be guaranteed as it involves the 

presence of others in the focus group and there is always a possibility of internet hacking. 

 

 I agree to keep the discussions within the focus groups confidential. 

 

 I understand that data will be kept in a secure location in the University of Auckland for 6 

years, after which they will be destroyed.  

 

Organization:  _______________________________________________________________ 

 

Name:   _____________________________ Designation: ______________________ 

 

Signature:  _____________________________  Date:    _________________________ 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 

ETHICS COMMITTEE ON 4 May 2012 for (3) years, Reference Number 8003 
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Appendix C: Organisation Information Sheet and Consent for Phase-1 Interview 

 

 

 

 

 

Faculty of Education 

74 Epsom Avenue 

Tel: +64 96238899 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 

ORGANISATION INFORMATION SHEET  

 Head of Organization 

Project title: Why, and to what extent, do early childhood leaders and teachers believe that 

leadership training is important in the provision of quality early childhood education in 

Singapore? 

Name of Researcher: Betty Teo 

Researcher introduction  

My name is Betty Teo, a PhD candidate with the University of Auckland, Faculty of 

Education. My main supervisor is Associate Professor Mary Hill and my co-supervisor is Dr 

Brent Mawson. I would greatly appreciate your support/assistance in this project, and hope 

that you will be willing to allow your staff to take part.  

Project description and invitation 

This study aims to discover how early childhood leaders and teachers in Singapore perceive 

quality and the effectiveness of leadership training in helping principals provide quality early 

childhood services. The research will be conducted with various levels of early childhood 

personnel, namely, the teachers, principals, training providers, and policy makers. It is 

intended that this study may inform all early childhood educators, operators, training 

providers, policy makers and the qualification accreditation body in designing content, 

policy decision making and leadership training provision for quality early childhood 

services in Singapore. The results of this study may be used for a dissertation, a scholarly 

report, a journal article, and conference presentation. In any publication or public 

presentation pseudonyms will be substituted for any identifying information. 

I am requesting your agreement to allow me to approach your staff to request their 

participation in my research project on the effect of early childhood leadership preparation. I 

am also seeking your agreement to distribute the information regarding the research to your 
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staff. I am also seeking your assurance that participation or non-participation of your staff 

will not affect their position and relationship within your organization.  

Project Procedures 

There will be two phases of study. Some participants will be asked to participate in Phase 1 

and Phase 2 of study, while the rest will only participate in Phase 2 of study. Participants in 

both phases of study will be sharing their views of quality early childhood services provision 

and their beliefs in the effectiveness of leadership training for such provision in Singapore, 

both within and outside their organizations.  

In Phase 1 (early childhood principals, teachers, trainers and ministry), selected 

participants will participate in a Focus Group discussion which will take about 1.5 hours to 2 

hours, involving 6 to 8 participants per group, who are: Group A - early childhood teachers 

only; Group B - early childhood principals; and Group C - trainers and the ministry (PQAC). 

These groups may be divided into sub-groups if necessary. Focus group discussion will be 

audio and video recorded. A third party who has signed a confidentiality agreement may 

assist in video/audio recording the focus group sessions (if necessary). Participants who are 

not able to participate in the scheduled focus group will be asked to participate in the 

individual face-to-face interview instead. The interview will take about 45 to 60 minutes. 

Transcripts of the discussion will be available for participants to verify their own 

contributions upon request.  

In Phase 2 (early childhood principals and teachers only), participants will participate in 

an online Survey which will take about 30 minutes to complete. The participants for Phase 2 

study shall consist of EC teachers and principals selected from about 500 EC centres in 

Singapore through stratified sampling to ensure various types of early childhood centres are 

represented in this study. Proportional allocation will be used to select sample size for each 

stratum, i.e. kindergartens (non-profit centres, for-profit centres and government linked 

centres) and childcare centres (non-profit centres, for-profit centres and government linked 

centres). No potential participants of this sample will be denied the opportunity to participate 

during the online survey period.   

Data storage/retention/destruction/future use 

The survey data, the audio and video files will be kept in a locked file cabinet and will be 

accessible only to the researcher and/or her supervisor from the University of Auckland. The 

audio and video files may be transcribed by a third party who has signed the Confidentiality 

Agreement. The researcher will code the transcriptions to remove individuals’ name, the 

audio and video files will then be erased after the project is completed. Data collected for the 

online survey will be downloaded, encrypted, and be kept in a locked file cabinet. These data 

will be accessible only to the researcher and her supervisor from the University of Auckland. 

They will be analysed, then coded to remove individuals’ names, and will be erased after the 

project is completed.  
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Right to Withdraw from Participation 

Participation is voluntary. If your staffs agree to participate they will have the right to 

withdraw from participation at any time. However, your staff will not be able to withdraw 

their contributions to the focus group discussion due to the nature of focus group or withdraw 

data given in the online survey due to anonymity. 

Anonymity and Confidentiality 

Anonymity and confidentially cannot be guaranteed for a focus group discussion since it 

involves the presence of others in the group. However, all participants will be requested to 

respect the confidentiality of the focus group discussion. The identity and place of work of 

participants will not be revealed in any publications arising from the focus group, except for 

the ministries for obvious reason. The survey will remain anonymous since no participant's 

name or organization name is required in the online survey. However, anonymity cannot be 

guaranteed since there is always a possibility of internet hacking. 

Participation Procedure 

If you allow your staff to be invited to participate in this research study, please sign the 

consent form attached and email it as scanned pdf copy to me. Alternatively, you may email 

me to confirm your consent for staff’s participation, stating that their participation (or not) 

will not affect their relationship with your organization. Upon receiving your signed consent 

form or email confirmation, I will do the followings: 

Phase 1 (early childhood principals, teachers, trainers and ministry): 

I will email the focus group Participant Information Sheet (PIS) to you. You will then assist 

me by forwarding it to your staff respectively. Those who are interested to participate in the 

focus group discussion will then email their signed consent form to me directly.  

Phase 2 (early childhood principals and teachers only): 

Please note that I will not be sending any survey questionnaires directly to your staff (i.e. 

teachers and principals), since they are to complete the survey online. Instead, I will be 

emailing the survey Participant Information Sheet (PIS) and the online survey website link to 

you. You will then assist me by forwarding it to your staff, i.e. teachers and principal(s) for 

them to decide if they would like to participate in the online survey. Those who are interested 

to participate will go to the online survey website to complete the online survey.  

Contact Details and Approval  

If you have any questions about this research project, please contact the following persons: 
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Researcher:   Ms Betty Teo  

   School of Learning, Development and Professional Practice 

   Email: steo020@aucklanduni.ac.nz    

Main Supervisor:  Associate Professor Mary Hill 

   School of Learning, Development and Professional Practice 

Tel: 64 96238899 ext 48630 

Email: mf.hill@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/mary-hill 

Co-Supervisor: Dr Brent Mawson  

   School of Curriculum and Pedagogy 

Tel: +64 96238899 ext 48533 

Email: b.mawson@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/brent-mawson-old 

Head of School:  Associate Professor Christine Rubie-Davies 

   School of Learning, Development and Professional Practice 

   Tel: +64 96238899 ext 82974 

   Email: c.rubie@auckland.ac.nz 

For any queries regarding ethical concerns you may contact the Chair, The University of 

Auckland Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone +65 93737599 ext. 87830/83761, 

Email: humanethics@auckland.ac.nz. 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 

ETHICS COMMITTEE ON 4 May 2012 for (3) years, Reference Number 8003 
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Faculty of Education 

74 Epsom Avenue 

Tel: +64 96238899 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 

CONSENT FORM 

Head of Organization 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

Project title: Why, and to what extent, do early childhood leaders and teachers believe that 

leadership training is important in the provision of quality early childhood education in 

Singapore? 

Name of Researcher: Betty Teo 

I have read the Organization Information Sheet (OIS) and understand the nature of the 

research, and why my staffs have been selected. I have had the opportunity to ask questions 

and have them answered to my satisfaction. On the basis of the information in the OIS, I 

allow my staff to be invited to take part in this research on how early childhood leaders and 

teachers in Singapore perceive quality and the effectiveness of leadership training in helping 

principals provide quality early childhood services. I give an assurance that participation or 

non-participation of my staff will not affect their position and relationship within my 

organization. I agree to distribute information about the research to my staff and 

encourage them to participate if time permits. 

 

Organization:  _______________________________________________________________ 

 

Name:   ____________________________ Designation:  _____________________ 

 

Signature:  ____________________________ Date:   _____________________ 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 

ETHICS COMMITTEE ON 4 May 2012 for (3) years, Reference Number 8003 
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Appendix D: Phase-1 Interview Questions 

 

Research Question: Why, and to what extent, do early childhood leaders and teachers 

believe that leadership training is important in quality early childhood education provision in 

Singapore? 

 

 

Significant prior 

research in the 

Singapore context: 

 

1. The dimensions of 

quality ECE provision 

(QECEP) 

 

2. Leadership and 

QECEP 

 

3. ECE leadership 

training and leading 

of QECEP 

 

4. Leadership training 

policy in Singapore 

and QECEP 

 

 

Prompts were given based on literature review (where necessary) regarding: 

 

 

 the indicators of quality 
 

 

 

 the relationship between leadership and QECEP 
 

 

 

 

 the relationship between leadership training and QECEP 
 

 

Note: ECE leadership training is mandatory in Singapore for all would-be 

ECE principals, but there is no evidence of research done to support its 

design, policy and effectiveness. 

 

 

Phase 1 Aim: 

 

Clarifying beliefs in 

quality ECE provision: 

and understanding 

beliefs in leadership 

training 

 

 

Prior to starting the interview activities:  

 

Participants were given different colour sticky notepads, colour pens, A4 size 

paper, and large mah-jong (large white) paper. 

 

Researcher will explain abbreviation, e.g. quality ECE provision (QECEP), 

and explain the rules of focus group. 
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Guiding Question 1: 

 

1a. What do 

teachers, principals, 

and trainers believe 

to be dimensions of 

QECEP from their 

experience?  

 

1b. Why do they 

believe that these are 

the dimensions of 

QECEP? 

 

Activity 1: 

 

a. Please write on the sticky notes (one idea per note) what come to your 

mind when you think of quality ECE provision (QECEP). 

 

Prompt: You may think in terms of the perspectives of children and parents 

as well. 

 

b. Please pick a maximum of 5 most important words/phrases you have 

written on the sticky notes and stick them in order of importance on the A4 

size paper provided (labelled question 1).  

 

c. Please share with everybody WHY you picked each of them as most 

important. 

 

Prompt: Quality indicators found in the literature review may be used as 

prompts or probing questions on a separate attachment.  

 

 

Guiding Question 2: 

 

2a. How do they 

perceive that the 

leadership of 

principals as has or 

has not helped in 

QECEP? 

 

 

2b. Why do they 

perceive that the 

leadership of 

principals has or has 

not helped in 

QECEP? 

 

Activity 2: 

 

a. Think about some ECE principal(s) you know and consider how their 

leadership has or has not helped in QECEP. 

 

Prompt: You may think about what will happen if these principals are not 

hired in their respective centres.  

You may also think in terms of whether the indicators you mentioned earlier 

have or have not been practised in your centre. 

 

b. Please write down your thoughts on the sticky notes (one thought per 

note). 

 

c. Please place your sticky notes on the appropriate column (“Has helped” or 

“Has not helped”) of the mah-jong (large white) paper for question 2. 

 

d. Please share with everybody WHY you thought that the leadership of 
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this/these principal(s) has or has not helped in QECEP. 

 

Prompt:  The relationship between leadership and QECEP found in the 

literature review may be used as prompts or probing questions, on a 

separate attachment.  

 

Guiding Question 3: 

 

3a. How do they 

perceive leadership 

training as has or has 

not helped the 

principals in QECEP?  

 

 

 

 

 

 

 

3b. Why do they 

perceive leadership 

training as has or has 

not enabled principals 

to improve/enhance 

QECEP? 

 

Activity 3: 

 

a. Think about how leadership training for principals has or has not helped 

them in QECEP?  

 

Prompt:  

Teachers - You may think in terms of how you have or have not been 

supported by your principals in practicing the indicators you mentioned in 

question 1. 

Principals – You may think in terms of how you have or have not been 

enabled to improve/enhance QECEP. 

Lecturers – You may think in terms of the difference you have observed 

about the principals before and after leadership training in 

improving/enhancing QECEP 

 

b. Please write down your thoughts on the sticky notes (one thought per 

note). 

 

c. Please place your sticky notes on the appropriate column (“Has helped” or 

“Has not helped”) of the mah-jong paper for question 3. 

 

d. Please share with everybody WHY you thought that leadership training 

has or has not helped these principals improving/enhancing QECEP. 

 

Prompt:  The relationship between leadership training and QECEP found in 

the literature review may be used as prompts or probing questions, on a 

separate attachment.  
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Appendix E: Phase-2 Survey Questionnaire (Online) 

 

 

 

LEADERSHIP DEVELOPMENT & QUALITY ECE SURVEY  

There are no right or wrong answers to the questions in this survey, so just please answer 

according to your personal beliefs. 

 

 

* Required Information 

page 1 

 

 

A. Leadership Training Programme. Please recall your experience as a trainee of the ECE 

leadership training programme, or click on the ECE leadership training programme Core 

Modules for details. Comparing your training experience with your leadership experience 

in an ECE centre, click on the appropriate box to agree or disagree with the following 

statements. 

 

 

 

* Module 1 (Current Issues and Research in Early Childhood Care and Education) raised my 

awareness of current issues and practices and their implications for early childhood care 

and education. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If "No", please give reason(s):  

____________________________________________________________________  

____________________________________________________________________ 
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Module 2 (Designing the Early Childhood Care and Education Curriculum) helped me guide 

my teachers to: 
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* a. Implement a developmentally and culturally appropriate curriculum. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#3 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* b. Integrate new technologies and media to teach more effectively. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#5 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* c. Evaluate early childhood care and education curriculum and to facilitate children’s 

growth and learning. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#7 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* d. Be aware of inclusive strategies to support exceptional children. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If "No", please give reason(s): [ Answer this question only if answer to Q#9 is No ] 

____________________________________________________________________  

____________________________________________________________________ 
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* Module 3 (Understanding and Implementing Action Research in Early Childhood Care and 

Education) enabled me to identify problems in my workplace and be proactive in my 

attempts to improve the quality of early childhood care and education. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s):  

____________________________________________________________________  

____________________________________________________________________ 
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Module 4 (Leadership, Management and Administration in Early Childhood Care and 

Education Settings): 

 

 

 

* a. Provided me with the basic knowledge and skills in the management of early childhood 

care and education centres. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#13 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* b. Enabled me to motivate, manage, assess and appraise staff. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#15 is No ] 

____________________________________________________________________  

____________________________________________________________________ 
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* c. Familiarized me with local policies, regulatory and administrative requirements. (Select 

one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#17 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* d. Equipped me with skills for collaboration with various stakeholders (e.g. colleagues, 

parents, relevant agencies, other professionals and the community). (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#19 is No ] 

____________________________________________________________________  

____________________________________________________________________ 
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* Module 5 (Professional Development) helped me understand professional roles 

(organizational and instructional leadership) (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s):  

____________________________________________________________________  

____________________________________________________________________ 
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Module 6 (Partnership with Families and the Community) helped me: 

 

 



 

321 

 

 

* a. Explore the dynamics of families, their role in an evolving society. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#23 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* b. Build positive relationships with families. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#25 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* c. Strengthen relationships between home and centre/ kindergarten. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#27 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* d. Ensure accountability and service satisfaction to children and families. (Select one 

option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#29 is No ] 

____________________________________________________________________  

____________________________________________________________________ 
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Module 7 (Supervised Leadership Practice) gave me field experience in leadership and 

supervision in: 

 

 

 

* a. Staff observation, assessment and feedback. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#31 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* b. Recording, assessing and evaluating early childhood care and education programmes 

and settings. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#33 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* c. Using observational techniques for assessing children in various settings. (Select one 

option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please give reason(s): [ Answer this question only if answer to Q#35 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* d. Planning and implementing a family/community programme. (Select one option)  

[   ] Yes [   ] No 
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If “No”, please give reason(s): [ Answer this question only if answer to Q#37 is No ] 

____________________________________________________________________  

____________________________________________________________________ 

 

 

* I had a supervised practicum during the leadership training programme. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “Yes”, please state the things you did during the practicum:  

____________________________________________________________________  

____________________________________________________________________ 
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B. Overall Perceptions of the Leadership Training Programme. Please click on the 

appropriate box to agree or disagree with the following statements. 

 

 

 

* All the topics in the ECE leadership training programme were sufficient to support my role 

as a principal in quality ECE provision. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “No”, please list additional topics that should be included and give reason(s) for them:  

____________________________________________________________________  

____________________________________________________________________ 

 

 

* I faced some challenge(s) in applying certain things I learned from the leadership training 

programme. (Select one option)  

[   ] Yes [   ] No 

 

 

If “Yes”, please state/explain the key challenge(s):  

____________________________________________________________________  
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____________________________________________________________________ 

 

 

* There are areas where re-training is required to acquire skills to support me as a 

principal/leader in quality ECE provision. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If “Yes”, please state/explain the area(s) where re-training is/are required:  

____________________________________________________________________  

____________________________________________________________________ 

 

 

* It is important for leadership trainees to have prior ECE teaching experience before 

enrolling in the ECE leadership programme. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If "Yes", please state how long prior ECE teaching experience should be and explain key 

reason(s):  

____________________________________________________________________  

____________________________________________________________________ 

 

 

* It is important for leadership trainees to have prior leadership or management experience 

before enrolling in the ECE leadership programme. (Select one option)  

[   ] Yes [   ] No 

 

 

 

If "Yes", please state how long prior leadership or management experience should be and 

explain key reason(s):  

____________________________________________________________________  

____________________________________________________________________ 

 

 

* The ECE leadership training programme should be compulsory (before/after) one is 

appointed as a principal. (Select one option)  

[   ] Before [   ] After 
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* Please state how long before/after being appointed as a principal and explain key 

reason(s):  

____________________________________________________________________  

____________________________________________________________________ 

 

 

* The effectiveness of the ECE leadership training programme should be evaluated: (Select 

one option)  

 
[   ] Soon after the course 

 
[   ] After graduates have been appointed as principals 

 
[   ] All of the above 

 
[   ] None of the above 

 

[   ] Other (please specify)  __________ 
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C. Effective Leadership and Quality ECE Provision. What comes to mind when you think of 

an effective leader in quality ECE provision? Please click on the appropriate box of all that 

apply and add any further qualities not already listed that come to mind. 

 

 

* Staff Management. An effective ECE principal/leader manages staff in the following ways:  

 
[   ] Affirms staff 

 
[   ] Appraises fairly 

 
[   ] Builds good personal relationship 

 
[   ] Delegates 

 
[   ] Empowers staff 

 
[   ] Flexible with staff 

 
[   ] Gains support 
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[   ] Lets staff take ownership 

 
[   ] Motivates staff 

 
[   ] Practices open communication 

 
[   ] Recognize staff 

 
[   ] Reward staff 

  [   ] Other (please specify)  ______________ 

 

 

 

* Staff Support: An effective ECE principal/leader supports staff in the following ways:  

 
[   ] Provides mentoring 

 
[   ] Provides moral support 

 
[   ] Provides resources 

 
[   ] Provides staff development 

  [   ] Other (please specify)  ______________ 

 

 

 

* Operation Management. An effective ECE principal/leader manages centre operation in the 

following ways:  

 
[   ] Increases enrolment 

 
[   ] Maintains centre operation 

  [   ] Other (please specify)  ______________ 

 

 

* Personal Dispositions. An effective ECE principal/leader displays the following 

dispositions:  

 
[   ] Positive learning attitude 

 
[   ] Confident 
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[   ] Curious 

 
[   ] Decision maker 

 
[   ] Fair judge 

 
[   ] Listener 

 
[   ] Mediator 

 
[   ] Risk taker 

 
[   ] Understanding 

  [   ] Other (please specify)  ______________ 

 

 

 

* Philosophy. An effective ECE principal/leader demonstrates the following philosophy in 

actions:  

 
[   ] Defines quality 

 
[   ] Advocates for children's right 

 
[   ] Research on quality approaches 

 
[   ] Congruency/agreement of beliefs and practices 

 
[   ] Speaks up on ECE issues 

 
[   ] Values being practised 

  [   ] Other (please specify)  ______________ 

 

 

 

* Knowledge An effective ECE principal/leader is knowledgeable about:  

 
[   ] Current issues and trends 

 
[   ] Technology 

  [   ] Other (please specify)  ______________ 
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Please list any other essentials of effective leader in quality ECE provision not already listed 

above:  

____________________________________________________________________  

____________________________________________________________________ 
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What comes to mind when you think of quality ECE provision? Please click on the 

appropriate boxes of all that apply and add any others that come to mind if they are not 

already listed. 

 

 

 

* Relationship In quality ECE provision, positive relationships are exhibited in the following 

ways:  

 
[   ] Approachable staff 

 
[   ] Care 

 
[   ] Collaboration 

 
[   ] Love 

 
[   ] Home-school partnership 

 
[   ] Openness to feedback 

 
[   ] Reciprocal communication 

 
[   ] Transparency 

  [   ] Other (please specify)  ______________ 

 

 

* Teachers In quality ECE provision, centre teachers display the following characteristics:  

 
[   ] Flexible 

 
[   ] Listened 
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[   ] Open-minded 

 
[   ] Reflective 

 
[   ] Respect child's right 

 
[   ] Trained 

  [   ] Other (please specify)  ______________ 

 

 

 

* Leadership In quality ECE provision, a principal is a leader who:  

 
[   ] Distributes leadership 

 
[   ] Guides group 

 
[   ] Leads in quality 

 
[   ] Knowledgeable about ECE 

 
[   ] Manages team 

 
[   ] Shares vision 

 
[   ] Sets philosophy 

 
[   ] Strategic in planning 

 
[   ] Takes initiative 

  [   ] Other (please specify)  ______________ 

 

 

* Curriculum In quality ECE provision, curriculum is designed with the following 

characteristics:  

 
[   ] Child appropriate lesson plans 

 
[   ] Child-centred 

 
[   ] Emphases on children 
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[   ] Holistic 

 
[   ] Integrates with community 

 
[   ] Learning though play 

 
[   ] Provides learning opportunities 

 
[   ] 

PIESS (physical, intellectual, emotional, social, and spiritual) development in all 

activities 

 
[   ] Scaffolds children’s learning 

  [   ] Other (please specify)  ______________ 

 

 

 

* Environment In quality ECE provision, centre environment has the following 

characteristics:  

 
[   ] Appropriate classroom size 

 
[   ] Conducive 

 
[   ] Enriching 

 
[   ] Low teacher-child ratio 

 
[   ] Safe 

  [   ] Other (please specify)  ______________ 

 

 

  

* Support In quality ECE provision, principal/leader is supportive of:  

 
[   ] Educating parents 

 
[   ] Fund for quality improvement 

 
[   ] Staff welfare 
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[   ] Staff development 

 
[   ] Teaching materials 

 
[   ] Time flexibility 

  [   ] Other (please specify)  ______________ 

 

 

 

* Affordability In quality ECE provision, programme is affordable in the following ways:  

 
[   ] Competitive fee 

 
[   ] Accessible to all children regardless of family income 

  [   ] Other (please specify)  ______________ 

 

 

 

* Philosophy: In quality ECE provision, principal/leader has a philosophy of:  

 
[   ] Transparency in policies 

  [   ] Other (please specify)  ______________ 

 

 

 

Please list any other essentials of quality ECE provision not already listed above:  

____________________________________________________________________  

____________________________________________________________________ 
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D. Your Background. Please click on the appropriate box of all that apply. 

 

 

* Select your designation: (Select one option)  
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[   ] Principal 

 
[   ] Supervisor 

 
[   ] Centre Director 

 
[   ] Centre Head 

 
[   ] Centre Manager 

 

[   ] Other (please specify)  __________ 

 

 

 

* Select your centre type: (Select one option)  

 
[   ] Kindergarten 

 
[   ] Child care centre 

 
[   ] Infant care centre 

 
[   ] Montessori centre 

 
[   ] Playgroup centre 

 

[   ] Other (please specify)  __________ 

 

 

 

* Select the nature of your centre: (Select one option)  

 
[   ] For-profit (commercial) 

 
[   ] Non-profit (e.g. VWO, religious group) 

 
[   ] Government-linked (e.g. PCF, NTUC) 

 
[   ] Government (e.g. MOE, Polytechnic) 

 

[   ] Other (please specify)  __________ 

 

 

* Select your highest education: (Select one option)  
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[   ] GCE O Level 

 
[   ] GCE A Level 

 
[   ] Diploma 

 
[   ] Bachelor 

 
[   ] Master 

 
[   ] Doctorate 

 

[   ] Other (please specify)  __________ 

 

 

 

* Select the ECE leadership course you have completed: (Select one option)  

 
[   ] Diploma in Pre-School Education Leadership (DPE-L) 

 
[   ] Diploma in Early Childhood Care and Education - Leadership (DECCE-L) 

 
[   ] Diploma in Early Childhood and Education-Teaching & Leadership (DECCE-T&L) 

 
[   ] Diploma in Early Childhood Education (ECH-DECE) 

 
[   ] Specialist Diploma in Early Childhood Care and Education (SDECCE) 

 
[   ] Advanced Diploma In Early Childhood Care And Education (ADECCE) 

 

[   ] Other (please specify)  __________ 

 

 

 

* Did you have ECE teaching experience prior to attending the ECE leadership programme? 

(Select one option)  

 
[   ] Yes, more than 1 year 

 
[   ] Yes, less than 1 year 

 
[   ] No 

 

 

* Did you have any leadership or management experience (including non ECE) before 

attending the ECE leadership programme? (Select one option)  
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[   ] Yes, more than 1 year 

 
[   ] Yes, less than 1 year 

 
[   ] No 

 

 

 

* How long have you worked as an ECE teacher? (Select one option)  

 
[   ] Less than 2 years 

 
[   ] 2 to 3+ years 

 
[   ] 4 to 5+ years 

 
[   ] 6 to 7+ years 

 
[   ] 8 to 9+ years 

 
[   ] 10 years or more 

 
[   ] None of the above 

 

 

 

* How long have you worked as an ECE principal/leader? (Select one option)  

 
[   ] Less than 2 years 

 
[   ] 2 to 3+ years 

 
[   ] 4 to 5+ years 

 
[   ] 6 to 7+ years 

 
[   ] 8 to 9+ years 

 
[   ] 10 years or more 

 
[   ] None of the above 

 

 

* How long was it between your completion of the ECE leadership programme and your 

appointment as a principal/leader? (Select one option)  
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[   ] Less than 2 years 

 
[   ] 2 to 3+ years 

 
[   ] 4 to 5+ years 

 
[   ] 6 to 7+ years 

 
[   ] 8 to 9+ years 

 
[   ] 10 years or more 

 
[   ] None of the above 
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You have come to the end of the survey. Please provide any other comments about ECE 

leadership training/support that has not been mentioned in this survey (e.g. how SPARK 

improves/hinders quality, how anchor operators concept affects quality of ECE provision, 

etc), if any. Otherwise, click "Submit" to complete your survey.  

____________________________________________________________________  

____________________________________________________________________ 

 

 

Please ensure that you have completed all the questions on this page before going on to the next 

page.  
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Appendix F: Participant Information Sheet for Phase-2 Online Survey 

 

Faculty of Education 

74 Epsom Avenue 

Tel: +64 96238899 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

PARTICIPANT INFORMATION SHEET 

Online Survey Participants 

Project title: Why, and to what extent, do early childhood principals believe that 

leadership training is important in the provision of quality early childhood education 

in Singapore? 

Name of Researcher: Betty Teo 

Researcher introduction 

My name is Betty Teo, a PhD candidate with the University of Auckland, Faculty of 

Education. My main supervisor is Dr Mary Hill and her co-supervisor is Dr Brent 

Mawson. 

Project description and invitation 

This study aims to discover how early childhood principals in Singapore perceive quality 

and the effectiveness of leadership training in helping principals provide quality early 

childhood services. The research will be conducted with early childhood principals in 

Singapore. It is intended that this study may inform all early childhood educators, 

operators, training providers, policy makers and the qualification accreditation body in 

designing content, policy decision making and leadership training provision. The results of 

this study may be used for a dissertation, a scholarly report, a journal article, and 

conference presentation. In any publication or public presentation pseudonyms will 

be substituted for any identifying information. I am inviting you to participate in this 

research because of your expertise in this field. 

Project Procedures 

You will be asked to participate in an online survey (Phase 2 of study), which will take 

about 30 minutes to complete. You will be sharing your views of quality early childhood 

services provision and their beliefs in the effectiveness of leadership training for such 

provision in Singapore. You are amongst the ECE principals selected from about 500 

ECE centres in Singapore through stratified sampling to ensure various types of early 

childhood centres are represented in this study. Proportional allocation will be used to 
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select sample size for each stratum, i.e. kindergartens and childcare centres. No potential 

participants of this sample will be denied the opportunity to participate during the online 

survey period. 

Data storage/retention/destruction/future use 

Data collected from the online survey will be downloaded and encrypted and kept in a 

locked file cabinet and will be accessible only to the researcher and her supervisor 

from the University of Auckland. They will be analysed and coded to remove 

individuals’ identity and will be erased after the project is completed. 

 

Right to Withdraw from Participation 

Participation is voluntary. If you agree to participate you will have the right to withdraw from 

participation at any time by not completing the online survey. Please note that it is 

not possible to withdraw data given in the online survey due to anonymity. 

Anonymity and Confidentiality 

The survey will remain anonymous since no participant's name or organization name 

is required in the online survey. However, anonymity cannot be guaranteed since 

there is always a possibility of internet hacking. 

Participation Procedure 

If you agree to participate in this research study, please go to the online survey website 

given to complete the online survey. 

Contact Details and Approval 

If you have any questions about this research project, please contact the following persons: 

Researcher: Ms Betty Teo 

School of Learning, Development and Professional 

Practice Tel: +64 223147404 

Email: steo020@aucklanduni.ac.nz 

Main Supervisor: Associate Professor Mary Hill 

School of Learning, Development and Professional 

Practice Tel: +64 96238899 ext 48630 

Email: mf.hill@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/mary-hill 

Co-Supervisor: Dr Brent Mawson 

School of Curriculum and Pedagogy 

mailto:steo020@aucklanduni.ac.nz
mailto:mf.hill@auckland.ac.nz
http://www.education.auckland.ac.nz/uoa/mary-hill
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Tel: +64 96238899 ext 48533 

Email: b.mawson@auckland.ac.nz 

Website: http://www.education.auckland.ac.nz/uoa/brent-mawson-old 

Head of School: Associate Professor Christine Rubie-Davies 

School of Learning, Development and Professional 

Practice Tel: +64 96238899 ext 82974 

Email: c.rubie@auckland.ac.nz 

For any queries regarding ethical concerns you may contact the Chair, The University of 

Auckland Human Participants Ethics Committee, The University of Auckland, 

Research Office, Private Bag 92019, Auckland 1142. Telephone +65 93737599 ext. 

87830/83761, Email: humanethics@auckland.ac.nz. 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN 

PARTICIPANTS ETHICS COMMITTEE ON 4 May 2012 for (3) years, 

Reference Number 8003. 

  

mailto:b.mawson@auckland.ac.nz
http://www.education.auckland.ac.nz/uoa/brent-mawson-old
mailto:c.rubie@auckland.ac.nz
mailto:humanethics@auckland.ac.nz.
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Appendix G: Profile of Phase-2 Survey Participants 

Participants' Designation, Centre Type and Nature of Centre 

Designation Kindergarten Childcare Total Participants 

Principal 41 65% 15 24% 56 89% 

Centre Director 1 2% 0 0% 1 2% 

Centre Head 1 2% 1 2% 2 3% 

Centre Manager 3 5% 1 2% 4 6% 

Total 46 73% 17 27% 63 100% 

 

Note. Participants consisted of 56 current ECE principals and 7 past ECE principals, who are now 

holding other ECE leadership appointments 

 

Participants' Highest Education 

 
Kindergarten Principals Childcare Principals 

  

Highest 

education 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total Grand total 

GCE O Level 4 5 -- 9 -- -- -- 0 9 14% 

GCE A Level 1 -- -- 1 -- -- -- 0 1 2% 

Diploma 4 9 -- 13 -- 2 1 3 16 25% 

Bachelor 12 6 3 21 1 4 3 8 29 46% 

Master 1 1 -- 2 1 1 4 6 8 13% 

Total  22 21 3 46 2 7 8 17 63 100% 

 

Note. All participants had attended the ECE leadership training programme mandated by the 

Singapore the Ministry of Education (MOE) and the Ministry of Social and Family Development 

(MSF). More than half of them (59%, n = 37) had at least a Bachelors degree, 25% (n = 16) had a 

diploma, while 16% (n = 10) of them had a GCE ‘O’/’A’ level as their highest educational qualification 
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Participants' Prior ECE Teaching Experience before Going for Leadership Training 

 
Kindergarten Principals Childcare Principals 

  

Prior ECE 

Teaching 

Experience 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total Grand Total 

Yes, More than 1 

Year 
17 18 2 37 2 4 5 11 48 76% 

Yes, Less than 1 

Year 
2 1 -- 3 -- -- 1 1 4 6% 

No 3 2 1 6 -- 3 2 5 11 18% 

Total  22 21 3 46 2 7 8 17 63 100% 

 

Note. A large majority of participants (82%, n = 52) had prior ECE teaching experience before 

attending the ECE leadership programme (Table 3.10). 76% (n = 48) of them had more than a year of 

prior ECE teaching experience, 6% (n = 4) had less than a year, while 18% (n = 11) had none.  

However, all except one of my participants (98%, n = 61) had worked as an ECE teacher, either 

before or after graduating from their ECE leadership training (Table 3.11).  
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Participants' Total ECE Teaching Experience 

 
Kindergarten Principals Childcare Principals 

  

Total Teaching 

Experience 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total Grand total 

Less than 2 

Years 
1 2 -- 3 -- 1 -- 1 4 6% 

2 to 3+ Years 3 2 1 6 1 -- 3 4 10 16% 

4 to 5+ Years 5 3 1 9 -- 3 1 4 13 21% 

6 to 7+ Years 1 3 -- 4 -- 1 2 3 7 11% 

8 to 9+ Years 1 -- -- 1 1 1 1 3 4 6% 

10 Years or 

More 
11 11 -- 22 -- 1 1 2 24 38% 

None -- -- 1 1 -- -- -- 0 1 2% 

Total  22 21 3 46 2 7 8 17 63 100% 

 

Note. More than a third (38%, n = 24) of participants had taught for more than 10 years; 17% (n = 11) 

had taught for 6 to 9 over years; over a third (37%, n = 23) had taught for 2 to 5 over years; and 6% (n 

= 4) had taught for less than 2 years. 

 It is noted that the only participant who did not have any ECE teaching experience (before or after 

leadership training), but had more than a year of leadership experience, was a Centre Director of a 

for-profit kindergarten. She has a bachelor’s degree, a Specialist Diploma in Early Childhood Care 

and Education (SDECC) and had between four years and less than six years of ECE principal 

experience. This case seems to be an exception, as all ECE principals in Singapore need to have a 

minimum of 2 years teaching experience before appointment.  
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Participants' Prior Leadership Experience before Going for Leadership Training 

 
Kindergarten Principals Childcare Principals 

  

Prior 

Leadership 

Experience 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total Grand Total 

Yes, More than 

1 Year 
16 10 1 27 1 5 4 10 37 59% 

Yes, Less than 

1 Year 
1 -- 1 2 -- -- 1 1 3 5% 

No 5 11 1 17 1 2 3 6 23 36% 

Total 22 21 3 46 2 7 8 17 63 100% 

 

Note. More than half of participants (64%, n = 40) had prior leadership or management experience 

before attending the leadership training. Of these, more than half (59%, n = 37) had more than a year 

of experience, and 3 (5%) had less than a year of experience, while 23 had none.   

All of the participants were experienced principals. 
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Participants' Experience as ECE Principal 

 
Kindergarten Principals Childcare Principals 

  

Experience as 

ECE Principal 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total Grand Total 

Less than 2 

Years 
3 4 -- 7 -- 1 -- 1 8 13% 

2 to 3+Years 2 4 -- 6 
 

2 3 5 11 17% 

4 to 5+ Years 2 2 1 5 2 2 2 6 11 17% 

6 to 7+ Years 2 1 -- 3 -- 1 3 4 7 11% 

8 to 9+ Years 2 2 2 6 -- -- -- 0 6 10% 

10 Years or 

More 
11 8 -- 19 -- 1 -- 1 20 32% 

None -- -- -- 0 -- -- -- 0 0 0% 

Total  22 21 3 46 2 7 8 17 63 100% 

 

Note. Almost a third of the participants (32%, n = 20) had more than 10 years of experience as ECE 

principal; 21% (n = 13) had 6 to 9 over years of experience; 34% (n = 22) had 2 to over 5 years of 

experience; and 13% (n = 8) had less than 2 years of experience.  

More than half of the participants (59%, n = 37) became ECE principals within 2 years of completing 

their leadership programme. 
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Participants' Leadership Training and Appointment as Principal 

 
Kindergarten Principals Childcare Principals 

  

Between Training 

and Appointment 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Non-

profit 

Gov-

linked 

For-

profit 
Total 

Grand 

Total 

Less than 2 Years 12 13 3 28 1 3 5 9 37 59% 

2 to 3+ Years 3 5 -- 8 1 2 1 4 12 19% 

4 to 5+ Years 2 -- -- 2 -- 2 1 3 5 8% 

6 to 7+ Years 1 -- -- 1 -- -- -- 0 1 1.5% 

8 to 9+ Years 1 -- -- 1 -- -- -- 0 1 1.5% 

10 Years or more -- 2 -- 2 -- -- -- 0 2 3% 

None 3 1 -- 4 -- -- 1 1 5 8% 

Total  22 21 3 46 2 7 8 17 63 100% 

 

Note. For the participants, 19% (n = 12) became ECE principals between 2 to over 3 years; 8% (n = 

5) became ECE principals between 4 and over 5 years; 3% (n = 2) became ECE principals between 6 

and over 9 years; and 3% (n = 2) other became principals after more than 10 years.   

Eight percent (n = 5) were already appointed as principal before the ECE leadership training 

programme was made mandatory in Singapore, so there is no gap in between their leadership 

training and their appointment as principal. 
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Appendix H: Core Modules Table 7 

Reference for participants during interview activity 3 (Phase One) and survey (Phase Two) 

 

Accreditation Standards for Early Childhood Teacher Training Courses - Standard 3 

 

Core Modules Table 7: Course Content for DECCE – Leadership 

 

1.  Current Issues and Research in Early Childhood Care and Education 

 Raise trainees’ awareness of current issues and practices and their implications for early 
childhood care and education 
 

1 .1 Current trends and issues in early childhood care and education (e.g. child protection, 

child welfare, transitions to primary school) 

  

1.2 Innovations and changes in the education system in Singapore (e.g. bi-lingual policies) 

  

1 .3 Recent research in early years – findings and reports on child development, learning and 

implications for early childhood care and education 

 

1 .4 Current trends on working with children with various types of exceptional needs 

 

2.  Designing the Early Childhood Care and Education Curriculum 

 Help trainees guide teachers to: 
- Implement a developmentally and culturally appropriate curriculum 
- Integrate new technologies and media to teach more effectively 
- Evaluate early childhood care and education curriculum and to facilitate children’s 

growth and learning 

 Be aware of inclusive strategies to support exceptional children 
 

2.1 Designing a developmentally and culturally appropriate early childhood care and 

education programme 

 

2.2 Monitoring, assessing and evaluating the early childhood care and education programme 

  

2.3 Promoting bilingual-literacy in early childhood care and education programme 

  

2.4 Planning and organising the physical environment and space 

  

2.5 Integrating structured and unstructured play into the curriculum 

  

2.6 Working with children with special needs: curriculum design and implementation 

strategies 

  

2.7 Guiding teachers in the planning and organising of collaborative learning for young 
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children 

  

2.8 Using environmental resources and Information Communication Technologies (ICT) in 

early childhood care and education programmes 

 

2.9  Guiding teachers in planning for integrative learning in Language and Literacy, 

Numeracy, Environmental Awareness, Aesthetics and Creative Expression, Self and Social 

Development (including Health Awareness), and Motor Skills Development 

 

2.10 Evaluating learning using a variety of assessment techniques 

3. Understanding and Implementing Action Research in Early Childhood Care and Education 

 Enable trainees to identify problems in their workplace and be proactive in their attempts to 
improve the quality of early childhood care and education 
 

3.1 Overview of different types of research in early childhood care and education 

 

3.2 Action research and its relevance to early childhood care and education 

 

3.3 Process of action research 

 

3.4 The implications of research findings 

 

4.  Leadership, Management and Administration in Early Childhood Care and Education Settings 

 Provide trainees with the basic knowledge and skills in the management of early childhood 
care and education centres 

 Enable trainees to motivate, manage, assess and appraise staff 

 Familiarise trainees with local policies, regulatory and administrative requirements 

 Equip trainees with skills for collaboration with various stakeholders (e.g. colleagues, parents, 
relevant agencies, other professionals and the community) 
 

4.1 Leadership qualities 

  

4.2 Planning, management and administration of early childhood care and education centres 

(e.g. services, scheduling, staff training and development, staff roster, curriculum) and 

evaluation using assessment tools 

  

4.3 Policies, administrative and operational procedures and issues (e.g. child neglect, child 

abuse, health and safety) 

  

4.4 Financial planning, management and control 

  

4.5 Managing change in early childhood care and education settings 

  

4.6 Human resource management (team building, conflict management, staff development, 

continual professional development) 

  

4.7 Mentoring 

  

4.8 Use of Information Communication Technologies (ICT) in administration and 
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communication 

  

4.9 Leadership styles 

 

5.  Professional Development 

 Understand professional roles (organizational and instructional leadership) 
 

5.1 Relating global trends and current events to early childhood field 

 

5.2 Effective communication skills (speaking, writing, listening) 

 

6.  Partnership with Families and the Community 

 Explore the dynamics of families, their role in an evolving society  

 Build positive relationships with families 

 Strengthen relationships between home and centre/ kindergarten 

 Ensure accountability and service satisfaction to children and families 

 Develop a community network 
 

6.1 Respect for diversity in a multicultural society 

 

6.2 Understanding of issues and problems faced by families in a multicultural society 

  

6.3 Designing partnership programmes for families and community 

  

6.4 Early childhood care and education centre as a resource for families and the community 

  

6.5 Strategies for conflict resolutions 

  

6.6 Managing feedback from families, relevant agencies and public members 

 

7.  Supervised Leadership Practice 

 Give trainees field experience in leadership and supervision  
 

Pre Practicum Preparation (18 hrs) 

7.1 Reflective supervision - theory and practice 

 

Field Experience (150 hrs) 

  

7.2 Staff observation, assessment and feedback 

  

7.3 Field experience in supervision – recording, assessing and evaluating early childhood 

care and education programmes and settings 

  

7.4 Using observational techniques for assessing children in various settings 

  

7.5 Planning and implementing a family/community programme 

 

Supervised Practicum (20 hrs) 
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7.6 At least 4 separate supervised practicum visits, including pre- and post-conferencing with 

individual trainee for each visit 

 

Post Practicum - Summary of Experience (12 hrs) 

  

7.7 Debriefing and sharing of experiences 

  

7.8 Reflections on learning 

  

7.9 Submission of Practicum Folder 
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Appendix I: Phase 1 Principal’s Sticky Notes on Quality 

The following tables showed summary of sticky notes of principal participants, Iris (P1), Jocelyn 

(P2), Julian (P3) and Emily (P4). 

What comes to mind 

(in order of importance) 

Examples 

Provision of grants 

 

Teacher quality and training 

Provision of opportunities 
for learning to take place 

Safe and conducive learning 
environment 

Scaffold children’s learning 

 

Care and love 

Provision and support of 
parents’ education and 
knowledge of early 
childhood development 

 

For  all ECE operators (private and government linked) - red tapes not fair 
to private centres; no support 

Teachers need training, be mentored, aware of current issues, deal with 
people (well) 

Time, power, resources, child/staff, schedule/program 

Safe and child appropriate environment; child-friendly 

 

Bring on children’s idea, e.g. project approach; child centred; school-home 
partnership 

A centre culture or environment amongst colleagues, parents and children 

Amongst colleagues, parents, children, environment/culture of centre 

 

 

Iris’s (P1) sticky notes for Q1 
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What comes to mind  

(in order of importance) 

Examples 

Leadership 

Trained teachers 

Holistic curriculum 

 

Conducive environment 

Collaboration with parents 

and community 

Set philosophy, clear direction, core values 

Skills and knowledge 

PIES (Physical, Intellectual, Emotional, and Social development) and 

Spiritual 

Health, safety, learning corners 

Real, not fictitious; parents know what child learns; volunteers 

 

Jocelyn’s (P2) sticky notes for Q1 

 

 

What comes to mind  

(in order of importance) 

Examples 

 

Child-centred 

PIESS must be part of all 

activities 

Good working relationship 

with child’s other caregivers  

Child, teacher, parent, and 

centre  

Integrated program  

Management team 

 

Child is the reason for the centre 

Physical, Intellectual, Emotional, Social development and Spiritual 

development 

To counsel and help children’s parents 

 

All are involved in making impact on the child 

Curriculum: Montessori and thematic exposure concurrently 

Operator, supervisor, teacher, support staff  

 

Juliana’s (P3) sticky notes for Q1 
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What comes to mind 

(in order of importance) 

Examples 

 

Teachers who are willing to 

be open-minded 

Teachers who are able to 

listen 

The human relationship  

The reciprocal 

communication  

The ability of teachers  

Leadership roles and 

responsibilities 

 

In working with challenges he or she faces 

 

To the different needs/interests of individual children 

Within the preschool context (general) 

Between preschools and families (two way) 

 

In providing a appropriate curriculum (holistic) 

In working on quality of preschool (using the above mentioned points) 

 

Emily’s (P4) sticky notes for Q1 
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Appendix J: Phase 1 Teachers’ Sticky Notes on Quality 

The following tables showed summary of sticky notes of teacher participants, Jaclyn (T1), Jenny 

(T2), Sylvia (T3), Sylvia (T3), Desiree (T4), Priscilla (T5), Patricia (T6); and Fiona (T7) 

 

What comes to mind (in order 

of importance) 

Examples 

Good curriculum 

Approachable staff 

Safe environment 

Materials used for teaching 

Staff welfare 

Good lesson planning; time-table; child appropriate 

Friendly towards colleagues, children, parents 

No hazard; appealing decoration; safe toys 

Child’s age and developmental appropriate 

Happy environment; family like; salary …; work attitude; holidays 

 

Jaclyn’s (T1) sticky notes for Q1 

 

 

What comes to mind  

(in order of importance) 

Examples 

Good leadership and 

knowledge on EC 

Good and safe environment 

Good curriculum 

 

Qualified teachers 

Facilitate, guide and support teachers 

 

Conducive for children; feel at home; safe to play and learn 

Learn through play, outdoor activities, thematic approach; have 5 

developmental areas 

Trained; love children; passionate in motivating children 

 

Jenny’s (T2) sticky notes for Q1 
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What comes to mind  

(in order of importance) 

Examples 

 

Environment and curriculum 

 

Teacher-child ratio 

Staff training 

Transparency 

Parent-teacher relationship 

 

Classroom size 

Strong leadership* 

*Added subsequently during 

the discussion 

 

Safe for the children to be in; 

For the parents to think their child are in such environment 

Not more children and less teachers 

Staff need to be trained for quality 

Regular staff meeting to share ideas from all the teachers on quality 

Parents are first teacher, so to know the child we need to have a close 

relationship with the parents 

Environment has to be conducive; not too many children in a classroom  

To guide the whole group 

 

 

Sylvia’s (T3) sticky notes for Q1 

 

What comes to mind  

(in order of importance) 

Examples 

Child-centred curriculum 

Qualified staff 

Family oriented  

Openness to feedback 

Staff training 

Low teacher-child ratio 

Leadership*  

*Added subsequently  

during the discussion  

 

 

Home-school partnership 

Parents give feedback and we work on it 

 

 

 

 

 

 

Desiree’s (T4) sticky notes for Q1 
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What comes to mind  

(in order of importance) 

Examples 

 

Curriculum 

Leadership 

Qualification of educators 

Environment 

Home-school partnership 

Teacher-child ratio 

 

 

Depends on the leader’s management 

Staff training 

 

 

Smaller teacher-child ratio would provide a better quality 

 

Priscilla’s (T5) sticky notes for Q1 

 

 

What comes to mind  

(in order of importance) 

Examples 

Qualification of teachers 

 

Teacher-child ratio 

Parent partnership 

Teacher leadership training 

More aware of current ongoing ways of how to teach children, and the 

latest updates 

Smaller groups to cater more individualized curriculum for children 

Parents and the teachers got to go on the same direction for the benefit 

of the child.  

Train teachers how to lead in the group 

 

Patricia’s (T6) sticky notes for Q1 
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What comes to mind  

(in order of importance) 

Examples 

 

Strong leadership 

management 

 

Qualified and trained teachers 

 

Holistic curriculum 

 

Enriching environment 

 

Small teacher-child ration 

 

 

Management that really understands the heart of the teachers and 

children  

 

 

 

 

Fiona’s (T7) sticky notes for Q1 
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Appendix K: Phase 1 Lecturers’ Sticky Notes on Quality 

The following tables showed summary of sticky notes of lecturer participants, Sarah (L1),   

Chloe (L2) and Susan (L3) 

 

What comes to mind  

(in order of importance) 

Examples 

Staff quality 

Affordability  

Support 

Time/schedule  

Transparency  

 

 

Competitively 

For parents, teachers, operators 

Timing and duration of staff (working hours) needed 

For all programmes on what children learned, policy, way things are done, 

stakeholders 

 

Sarah (L1) sticky notes for Q1 

 

What comes to mind  

(in order of importance) 

Examples 

 

Staff reflection and flexibility 

 

Principals taking initiative  

Institution  

Resources  

Time 

 

- Who reflect on situations  

- With teacher-children ratio policy thoughts 

In reading and discussions 

Bureaucracy constraints, policy, philosophy of society 

Finance, money, philosophy  

For principals and teachers to manage programme and curriculum   

 

Chloe (L2) sticky notes for Q1 
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What comes to mind  

(in order of importance) 

Examples 

 

Strategic leadership in 

 

 

 

Leadership with a shared 

vision 

Leadership distribution 

 

Curriculum  

 

Quality care  

 

Good transition strategies 

 

 

Governance, politics;  

Advocacy for teachers and parents as partners, not customers; Funding;  

MOE and MCYS should be one ministry 

 

Principals and administrators have clear inclusive curriculum 

 

Distributed leadership between teachers and principals 

Remove fear of teachers 

That is assessable to all preschoolers 

Provision of affordability, health and life-long learning 

Teachers to respect right of child 

From preschool to primary school 

Shared between primary and ECE teachers 

 

Susan (L3) sticky notes for Q1 
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Appendix L: Phase 1 Principals’ Sticky Notes on Leadership 

The following tables showed summary of sticky notes of principal participants, Iris (P1), Jocelyn 

(P2), Julian (P3) and Emily (P4). 

a. How leadership “has helped” in QECEP 

 

Leadership “has helped” Examples 

 

Advocacy 

 

Research 

Perspectives, beliefs, philosophy 

Knowledge and technology 

 

 

Right of a child, children’s needs (emotional, physical, nutrition, 

whole child) 

Learnt about how to use best approaches based on research 

Definition of quality 

 

ECE issues, trends, comparison, teaching, health issues, special 

education, scaffolding 

 

Iris’s (P1) sticky notes for Q2a 

 

 

Leadership “has helped” Examples 

 

Decision maker 

Listener 

Risk taker 

 

Mediator  

Fair judgment  

 

 

 

Lose enrolment - prepared to lose parents of kids who are bully, 

bad behaviour, dampen others 

Between children and parents 

Situation awareness, logical/rational decision 

 

Jocelyn’s (P2) sticky notes for Q2a 
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Leadership “has helped” Examples 

 

Mentoring 

Conduct staff appraisal  

Open to staff suggestions 

Delegates well  

Not afraid to let staff take charge 

Affirming 

Let staff take ownership 

 

New staff orientation 

Give feedback for improvement 

 

Duties 

Of events 

Reward staff, recognize staff 

Have the fame – give credits 

 

Juliana’s (P3) sticky notes for Q2a 

 

 

Leadership “has helped” Examples 

 

Being above to motivate  

The attitude of learning 

 

Gain support  

 

Team 

In order to understand the challenges and working with strategies 

to further improve the quality (personnel and centre) 

From the  staff, families and children 

 

Emily’s (P4) sticky notes for Q2a 
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a. How leadership “has not helped” in QECEP 
 

Leadership “has not helped” Examples 

 

Lack interpersonal skills 

Salary 

 

 

Low pay affects attitude of principals 

 

Iris’s (P1) sticky notes for Q2b 

  

Leadership “has helped” Examples 

 

Poor/bad attitude 

Does everything by herself  

Too busy in office 

Resistant to changes 

Pushes responsibility  

 

Poor role model – scolding, hitting, late, rude 

Does not delegate 

Unaware of centre issues 

For good cause 

Does not take responsibility 

 

Jocelyn’s (P2) sticky notes for Q2b 
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Leadership “has helped” Examples 

 

Poor distribution of responsibilities 

Bias 

Does not stand on side of 

teacher/staff in BOD (Benefit of 

Doubt) 

Procrastinator 

Poor leadership  

 

 

In any scenarios 

As a result of poor distribution of responsibilities 

No benefits of doubts; customer is always right 

 

In decision making and planning 

In EQ, problem solving, parents handling, staff problem;  

Always on MC, leave; attitude 

 

Juliana’s (P3) sticky notes for Q2b 

 

Leadership “has not helped” Examples 

 

Isolation from others 

Not being open to feedback 

Not keen to learn 

 

 

 

Emily’s (P4) sticky notes for Q2b 
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Appendix M: Phase-1 Teachers’ Sticky Notes on Leadership 

The following tables showed summary of sticky notes of teacher participants, Jaclyn (T1), Jenny 

(T2), Sylvia (T3), Sylvia (T3), Desiree (T4), Priscilla (T5), Patricia (T6); and Fiona (T7) on: 

b. How leadership “has helped” in QECEP 

 

Leadership “has helped” Examples 

Keeping the school running 

Enrolment 

 

Understanding the needs of staff 

Manages (school) 

Works with parents; (introduced) centre; speaks well 

and knowledgeable 

Can confide personal problems; give leave/off 

(needed); sensitive to staff’s needs 

 

Jaclyn’s (T1) sticky notes for Q2a 

 

 

Leadership “has helped” Examples 

 

Able to facilitate and support staff 

 

Good knowledge 

Able to increase enrolment 

Understanding and accommodating 

 

Staff relief, material, training aids, investigate problems, 

understand staff’s problems 

Sufficient knowledge to guide, and solve problems 

Able to talk and work with parents 

Motivate staff; help in teamwork 

 

 

Jenny’s (T2) sticky notes for Q2a 
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Leadership “has helped” Examples 

 

Be more focused 

Pursuing child development 

studies 

Be more effective with school 

philosophy 

Guided me to quality 

approaches 

Valued my work  

 

Helped me to Improve and be focused on work 

Through different studies and articles given 

 

How it comes about, how it flow, and balance in my work 

 

 

Acknowledgement is important 

 

Sylvia’s (T3) sticky notes for Q2a 

 

Leadership “has helped” Examples 

 

What we valued is being practised 

Teaches and encouraged to 

practice these philosophies 

Support is given 

 

Mentoring 

 

Openness to feedback 

 

Philosophies, image of child 

 

 

To teachers and parents; we can seek help from our colleagues 

and principals when we have problems 

Challenge thinking; the senior teacher or principal will mentor you.  

Transparency, in terms of where you are at this point of time, 

where you would like to be, and how you can further improve your 

practices 

 

Desiree’s (T4) sticky notes for Q2a 
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Leadership “has helped” Examples 

 

Supporting me professionally 

 

Approachable in all matters 

Prompt 

Help me grow as an educator 

Good relationship amongst staff 

Understanding 

 

Strengthening me about my teaching strategies, or values 

philosophy; she’s always there as a mentor and to guide me.  

 

 

When we need any help she’s able to help us 

 

 

 

Priscilla’s (T5) sticky notes for Q2a 

 

Leadership “has helped” Examples 

Values 

 

Team building 

Open communication 

 

Flexibility 

Values inculcated in the centre itself; work towards maintaining 

these values upgrade it. 

Very cohesive in what we do; we share a lot amongst each other 

and try to help each other. 

Not go just go by rule; open communication where we can talk 

about it, think about it, renegotiate. 

 

 

 

Patricia’s (T6) sticky notes for Q2a 
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Leadership “has helped” Examples 

 

Supportive, understanding, and 

caring 

Fair and reasonable 

 

 

Provide professional training and 

development 

 

 

Towards staff and children 

 

Gave me reasonable time and understanding, (knowing) that I 

may need time to grow and to learn; a lot of meetings that we can 

learn from one another.  

 

 

 

Fiona’s (T7) sticky notes for Q2a 

 

c. How leadership “has NOT helped” in QECEP 
 

 

Leadership “has NOT helped” Examples 

 

No sense of security (for teachers) 

 

Teachers given difficult task to handle parents 

Teacher lack (parental handling) skills and knowledge 

Lack mentoring and coaching 

 

 

Jaclyn’s (T1) sticky notes for Q2b 
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Leadership “has NOT helped” Examples 

 

Leadership unable to understand staff 

well  

Unable to treat confidentiality  

Leader is not firm 

 

 

Lack interaction with staff 

 

in staff matters 

Takes side and unfair, can’t offer solution and alternatives 

 

Jenny’s (T2) sticky notes for Q2b 

 

 

Leadership “has NOT helped” Examples 

 

Have not valued any work or me, 

or acknowledge my work  

 

 

Will affect the mind and as a result, the quality; staff left. 

 

 

Figure 4.4.11 Sylvia’s (T3) sticky notes for Q2b 
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Leadership “has NOT helped” Examples 

  

Unwilling to change current 

practice even though it does not 

work 

‘One size fits all’ way of dealing 

with parents and families 

Not willing to move forward to 

improve 

Not approachable 

 

 

Does whatever that is ‘convenient’; just do the bare minimum of 

parents’ requests and what the children need. 

 

 

Doing what is convenient and comes naturally; not willing to 

improve on current practices 

Not willing to change 

 

Desiree’s (T4) sticky notes for Q2b 

 

Leadership “has NOT helped” Examples 

 

Workload increases 

  

 

Too much of (work) apart from just educating children and caring 

for them; we have to put time to also do our paperwork and 

newsletters; bring a lot of work home, so it affects family life as 

much, difficult to balance both 

 

Priscilla’s (T5) sticky notes for Q2b 

 

Leadership “has NOT helped” Examples 

 

Not open to ideas 

Decisions based on own 

ideas/values  

 

 

 

 

Patricia’s (T6) sticky notes for Q2b 
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Leadership “has NOT helped” Examples 

 

Biased towards certain staff 

Not trusting/respecting staff 

Not understanding 

Work overload 

 

Not willing to get feedback from 

teachers 

 

Only ideas of highly qualified teacher are taken. 

Does not believe in teachers’ feedback, only believe in parents’. 

 

After handling the children we got to rush and do other stuff, too 

many things to cope. 

Just stick to her ideas, instead of being open and trying to work 

together as a team. 

 

Fiona’s (T7) sticky notes for Q2b 
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Appendix N: Phase 1 Lecturers’ Sticky Notes on Leadership 

The following tables showed summary of sticky notes of lecturer participants, Sarah (L1),   

Chloe (L2) and Susan (L3) 

 

a. How leadership “has helped” in QECEP 
 

 

Leadership “has helped” Examples 

 

Confident 

Empowerment of teachers 

Ability to motivate 

Seizing opportunities 

Updated and current 

 

Leaders lead with confidence; bosses lead with fear  

Transformation leadership 

To think outside the box 

Risk takers; not fearful of workload 

On anything related to ECE 

 

Sarah (L1) sticky notes for Q2a 

 

 

Leadership “has helped” Examples 

 

Stand up for her belief 

Curious 

Exhaust all options 

Learn from mistakes 

Encourage staff decision making 

Vocalize issues  

 

Confident in front of teachers and parents 

Think about how to do things differently; think out of the box 

In problem solving 

Brave to acknowledge mistakes 

Encourage teachers to find their own solutions. 

To higher level of management 

 

Chloe (L2) sticky notes for Q2a 
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Leadership “has helped” Examples 

 

Mentoring 

 

Reverse mentoring  

Collaborative leadership 

 

Mentor teachers; a good role model for parents partnership; have 

very low staff turnover; no fear 

Learn from teachers 

Trust, empower, delegate, advocate of ECE 

 

Susan (L3) sticky notes for Q2a 

 

b. How leadership “has helped” in QECEP 

 

Leadership “has not helped” Examples 

 

Rigid 

 

Negative outlook 

Not keeping abreast with what is 

current 

Lack of interpersonal skills 

 

Doing things ‘law by law’ (i.e. follow regulation strictly, non-

negotiable) 

Afraid of taking risk 

No reading 

 

With teachers and parents 

 

Sarah (L1) sticky notes for Q2b 
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Leadership “has not helped” 

Examples 

 

Institutional management focusing 

on numbers 

Take view of childcare as 

business 

Go with the flow/motion and being 

realistic 

 

Fear lack of enrolment, money, profit 

 

 

Complacent 

 

 

Chloe (L2) sticky notes for Q2b 

 

 

Leadership “has not helped” Examples 

 

Restrained leadership 

 

Lack transformational leadership 

Constraints to meeting with 

ministry’s requirements 

Fear about doing research 

workload 

 

Afraid to share; afraid of give power away; afraid to speak with 

parents; fear of competitors 

Lack set up of early childhood network to share advocacy, 

information, lesson plan 

Shows no flexibility; administration rather than leading 

Sticking to structure 

 

 

Susan (L3) sticky notes for Q2b 
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Appendix O: Phase 1 Principals’ Sticky Notes on Leadership Training 

The following tables showed summary of sticky notes of principal participants, Iris (P1), Jocelyn 

(P2), Julian (P3) and Emily (P4). 

d. How leadership training “has helped” in QECEP 

 

Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

Module 3  

 

Module 4  

 

 

Module 5  

 

Module 6   

 

 

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Real issues local and overseas 

Designing the Early Childhood Care and Education Curriculum:  

Curriculum planning 

Understanding and Implementing Action Research in Early Childhood:  

Simple AR 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Mentoring, motivation, and management 

Theoretical supervision of staff 

Professional Development:  

Understanding the role of leadership and self development 

Partnership with Families and the Community: 

Awareness of types of services available for families 

Develop awareness of positive family-school relationship 

Develop skills in relating with families 

Supervised Leadership Practice: NA 

 

Iris’s (P1) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

 

Module 2  

 

Module 3  

 

Module 4  

 

Module 5  

 

Module 6   

 

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Helped to raise awareness; 

Learned how to improve practices  

Designing the Early Childhood Care and Education Curriculum:  

Better equipped with skills to lead the curriculum focus 

Understanding and Implementing Action Research in Early Childhood:  

More proactive and determined to improve quality of ECE 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Abe to manage and have more confidence in staff management 

Professional Development:  

Helped to understand my role as leader/mentor and how to enhance my staff 

Partnership with Families and the Community: 

Brought positive attitudes in me towards parents partnership; 

Courage 

Supervised Leadership Practice:  

Definitely helpful to put into practice how to conduct observation and supervision 

 

Jocelyn’s (P2) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

Module 3  

 

 

Module 4  

 

 

Module 5  

 

Module 6   

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Better appreciation of Dos and Don’ts in the industry 

Designing the Early Childhood Care and Education Curriculum:  

Plan a better curriculum 

Understanding and Implementing Action Research in Early Childhood:  

Action research (AR) to be used for other areas;  

Process of AR helpful, skill is useful 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Strengthen management skills in people handling, work improvement 

 

Professional Development:  

Professional image to maintain, e.g. dressing 

Partnership with Families and the Community: 

Important for centre-family interaction 

Supervised Leadership Practice:  

OJT important for supervisors without supervision experience; 

Need ECE experience before taking course, so Poly ECE course should split (not 

combining Teaching and Leadership course into one) 

 

Juliana’s (P3) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

 

Module 3  

 

Module 4  

 

 

 

Module 5  

 

 

Module 6   

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education:  

Develops …..of knowledge in working with current issues/practices 

(reflection) 

Designing the Early Childhood Care and Education Curriculum:  

Helps the leader understand the scope of work in a wider context (of 

teachers) 

Understanding and Implementing Action Research in Early Childhood:  

Empowers the leader in finding/working with situations involving educational 

field (practically) 

Leadership, Management and Administration in Early Childhood Care and 

Education Setting:  

Basic skills that a leader has to be equipped with – management, 

communication, assessment 

Recruitment, coaching staff in curriculum, reflection, individual development 

Professional Development:  

Helps the leader develop personal and professional leadership style in 

working with group/team (with choices, ideas) 

Partnership with Families and the Community: 

Develops/instils the leader with some strategic ways of parental involvement 

Supervised Leadership Practice:  

Empowers the leader in handling real situations and working with 

unexpected situations 

 

Emily’s (P4) sticky notes for Q3a 
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b. How leadership training “has not helped” in QECEP 

 

Leadership 

training “has 

not helped” 

Examples 

 

Module 4  

 

 

 

 

 Module 7 

 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Does help for policies, regulations, and administrative requirement due to quick 

changes 

Skills for collaboration – no guideline, case-to-case and examples only 

 

Supervised Leadership Practice: 

No field supervision in leadership during practicum, instead conducted AR on children 

 

Iris’s (P1) sticky notes for Q3b 
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Leadership 

training “has 

not helped” 

Examples 

 

Module 1  

 

Module 2  

 

 

Module 4  

 

Module 6   

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Could not really help when faced with people who are not ready to change 

Designing the Early Childhood Care and Education Curriculum:  

Challenges from parents, and influence them to be aligned with those who are not 

aware of things 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Still need to keep track of constant changing policies; outdated 

Partnership with Families and the Community: 

Increase of workload now, having extra things to handle 

Supervised Leadership Practice:  

My course did not provide this 

 

Jocelyn’s (P2) sticky notes for Q3b 

 

Leadership 

training “has 

not helped” 

Examples 

 

Module 3  

 

 

Module 6   

 

 

Understanding and Implementing Action Research in Early Childhood:  

Paper project, can’t be implement;  

Not practical, no time, not ready 

Partnership with Families and the Community: 

Encourage unnecessary problem from parents – unreasonable demands 

 

Juliana’s (P3) sticky notes for Q3b 
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Leadership 

training “has 

not helped” 

Examples 

NA NA 

 

Emily’s (P4) sticky notes for Q3b 
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Appendix P: Phase 1 Teachers’ Sticky Notes on Leadership Training 

The following tables showed summary of sticky notes of teacher participants, Jaclyn (T1), Jenny 

(T2), Sylvia (T3), Sylvia (T3), Desiree (T4), Priscilla (T5), Patricia (T6); and Fiona (T7) on: 

 

e. How leadership training “has helped” in QECEP 

 

Leadership 

training “has 

helped” 

Examples 

 

Module 1  

Module 2  

Module 3  

 

 

 

Module 4  

 

 

Module 5  

Module 6  

 

Current Issues and Research in Early Childhood Care and Education: 

Principals raising awareness in ECE 

Designing the Early Childhood Care and Education Curriculum:  

Principal gives thoughts (ideas)  and ways to evaluate a child 

Understanding and Implementing Action Research in Early Childhood:  

Teachers to identify problems relating to a child 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Motivate, give praise for good work; appraise staff fairly; helping staff to improve 

Professional Development: N.A. 

Partnership with Families and the Community: 

Input ideas on how to manage parents and centre 

 

Jaclyn’s (T1) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

 

Module 3  

 

Module 4  

 

Module 5  

 

Module 6  

 

Current Issues and Research in Early Childhood Care and Education: 

May or may not apply 

Designing the Early Childhood Care and Education Curriculum:  

Guide teachers – Yes, sometimes staff need help (in implementing 

curriculum); yes, helped with latest technology; evaluate lesson plans and 

gave feedback 

 

Understanding and Implementing Action Research in Early Childhood: N.A. 

Leadership, Management and Administration in Early Childhood Care and 

Education Setting: N.A. 

 

 

Professional Development: 

yes, (principal) able to apply different ways (of handing staff) 

Partnership with Families and the Community: 

yes, sometimes 

 

Jenny’s (T2) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

 

Module 2  

 

Module 3  

Module 4  

 

 

Module 5  

 

Module 6   

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Implemented – there are PDs (Professional Developments), current issues, and 

handout of document for reading 

Designing the Early Childhood Care and Education Curriculum:  

Bench mark is being used for effective teaching 

Understanding and Implementing Action Research in Early Childhood:  

Director/Principal sit individually or in small group to discuss issues raised 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Partners with all stakeholders and bring teachers to certain level 

 has different styles for different teachers 

Partnership with Families and the Community: 

N.A. 

 

Supervised Leadership Practice:  

N.A. 

 

Sylvia’s (T3) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

 

 

Module 2  

 

 

Module 3  

 

 

Module 4  

 

 

Module 5  

 

Module 6   

 

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Current research and practices are always being shared;  

Overseas learning also shared 

 

Designing the Early Childhood Care and Education Curriculum:  

Implementation/Evaluation; 

Ongoing reflection and principal’s feedback 

Understanding and Implementing Action Research in Early Childhood:  

Opening sharing of how to deal with issues that arises; 

Shared responsibilities 

 Management and Administration in Early Childhood Care and Education Setting:  

Policies are in place for everything that is practiced in school 

 

Professional Development:  

Have different styles to deal with teachers 

Partnership with Families and the Community: 

Build positive relationship; 

Accountable, provides service satisfaction 

Supervised Leadership Practice:  

Not applicable 

 

Desiree’s (T4) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

 

Module 3  

 

 

Module 4  

 

 

 

Module 5  

 

 

 

Module 6   

 

Module 7 

 

 

Current Issues and Research in Early Childhood Care and Education: 

Raise awareness on current issues 

Designing the Early Childhood Care and Education Curriculum:  

Always reflective on developing and strengthening curriculum; 

Conduct PD based on enriching curriculum 

Understanding and Implementing Action Research in Early Childhood:  

Proactive in AR; 

Able to identify problem and improve quality, e.g. action plan 

 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Able to motivate, manage, assess and appraise staff 

Professional Development:  

Conducts PDs, weekly dialogues with teachers and teaching partners to share and 

reflect on quality of curriculum; 

Tries to find different approaches 

 

Partnership with Families and the Community: 

Advocates always on the importance of building relationship with families/communities 

Supervised Leadership Practice:  

N.A. 

 

Priscilla’s (T5) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

Module 3  

 

Module 4  

 

 

Module 5  

 

Module 6   

 

Module 7 

 

Current Issues and Research in Early Childhood Care and Education: 

Informed on how we can do better 

Designing the Early Childhood Care and Education Curriculum:  

Reflection on how we can develop individual plans 

Understanding and Implementing Action Research in Early Childhood:  

Regular dialogue with staff 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

N.A. 

Professional Development:  

Individualized meeting 

Partnership with Families and the Community: 

Evening tea, excursion  

Supervised Leadership Practice:  

N.A. 

 

Patricia’s (T6) sticky notes for Q3a 
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Leadership 

training “has 

helped” 

Examples 

 

Module 1  

 

Module 2  

 

 

Module 3  

 

 

Module 4  

 

 

Module 5  

 

Module 6   

 

Module 7 

 

 

Current Issues and Research in Early Childhood Care and Education: 

Awareness of current practice has been raised during dialogues 

Designing the Early Childhood Care and Education Curriculum:  

Well developed and holistic curriculum based on children’s interest; 

Constant upgrade of learning and bringing it into the curriculum 

Understanding and Implementing Action Research in Early Childhood:  

Principal share either in a group or individually on how we can work on the problems 

together 

Leadership, Management and Administration in Early Childhood Care and Education 

Setting:  

Constant feedback, appraisal, observation in class 

 

Professional Development:  

Principal uses one style – supportive and very willing to help each teacher grows 

Partnership with Families and the Community: 

Principal has strong and close relationship with parents 

Supervised Leadership Practice:  

N.A. 

 

Fiona’s (T7) sticky notes for Q3a 
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f. How leadership training “has NOT helped” in QECEP 
 

Leadership 

training “has 

not helped” 

Examples 

 

Module 2  

 

 

Module 4   

 

 

  

 

Designing the Early Childhood Care and Education Curriculum:  

Lack of implementation of ideas towards curriculum planning: centre lacks 

media (tools) 

Leadership, Management and Administration in Early Childhood Care and 

Education Setting:  

Lack Assessment skill: need more experience in interview staff selection; 

Lack management: need guidance, e.g. funding, cash, staff management,  

workload (distribution), work schedule 

 

Jaclyn’s (T1) sticky notes for Q3b 

 

Leadership 

training “has 

not helped” 

Examples 

 

Module 3  

  

 

Understanding and Implementing Action Research in Early Childhood:  

No action research (in centre) 

 

Jenny’s (T2) sticky notes for Q3b 

The following teachers did not write sticky notes for Q3b: 

Sylvia’s (T3)  

Desiree’s (T4)  

Priscilla’s (T5)  

Patricia’s (T6)  

Fiona’s (T7)  
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Appendix Q: Phase 1 Lecturers’ Sticky Notes on Leadership Training 

The following tables showed summary of sticky notes of lecturer participants, Sarah (L1),   

Chloe (L2) and Susan (L3) 

 

a. How leadership training “has helped” in QECEP 

 
 

Leadership training “has helped” Examples 

 

(Others) Content and skills 

 

(Others) Opportunity for 

networking and sharing  

 

New knowledge for trainees with no working experience (in ECE) 

or are not principals 

Helpful by sharing and networking with friends/course mates 

 

Sarah (L1) sticky notes for Q3a 

 

Leadership training “has helped” Examples 

 

(Others) Content  

(Others) Tools (learned) along 

the way  

(Others) Peer learning 

(Others) Theory to practice? 

 

No issues 

Through interacting with lecturers 

 

Strategies and tools learnt from students 

Hopefully trainees put the content and knowledge to the practice. 

 

Chloe (L2) sticky notes for Q3a 
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Leadership training “has helped” Examples 

 

(Others) General consensus is 

that the modules should be 

helpful 

 

 

Ministry has approved modules to be taught 

 

Susan (L3) sticky notes for Q3a 

 

b. How leadership training “has NOT helped” in QECEP 
 

Leadership training “has not 

helped” 

Examples 

 

(M1) Lack opportunity to practice  

(M1) Lack experience  

(M4) IT & Finance modules 

suggestion 

 

 

 

For trainees who are not already principals 

 

No ECE or leadership experience 

Students suggested they need IT and finance modules  

 

 

Sarah (L1) sticky notes for Q3b 

 

Leadership training “has not 

helped” 

Examples 

 

(Others) Lack scheduling 

(Others) Reinforce societal views 

 

Churning out graduates 

About ECE, education, organization management 

 

Chloe (L2) sticky notes for Q3b 
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Leadership training “has not 

helped” 

Examples 

 

(Others) Training modules do not 

link with the application when 

students go back (to centres) 

 

(Others) Learning attitude plays 

a great role in applying the 

learning 

(Others) Research is needed 

 

Cultural differences in the organization; no chance to use (what 

they were taught) 

 

Paper qualification is more important 

 

More needs to be understood if the training and application of 

learning are met 
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