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Abstract

Teaching in early childhood education is recognized as a rewarding but stressful
occupation, with research indicating high levels of stress among kindergarten teachers (Brown,
Ralph & Bember, 2002; Chan, 2002; Tsai, Fung, & Chow, 2006; Kyriacou, 2001). Early
childhood educators (ECESs) in Hong Kong face multifaceted challenges to their occupational
well-being (OWB). This study investigated how environmental factors across multiple ecological
levels influenced ECEs’ OWB, using Bronfenbrenner’s Ecological Systems Theory
(microsystem, mesosystem, exosystem, macrosystem, chronosystem) as a guiding framework. A
two-wave longitudinal mixed-methods design was employed. Survey data were collected from
144 ECEs in Wave 1 and 49 in Wave 2, and qualitative interviews were conducted with 15
participants. This approach enabled an in-depth examination of individual, interpersonal,
organizational, and societal factors shaping teacher well-being over time.

OWSB plays a pivotal role in the effectiveness and efficiency of educators to engage
students with quality teaching and learning (Brown, Ralph & Bember, 2002; Chan, 2002; Tsali,
Fung, & Chow, 2006). While many studies have highlighted the importance of educators’ OWB
in delivering high-quality education and childcare services, there is limited research on how
different environmental factors, particularly in the context of Hong Kong, can affect early
childhood educators’ OWB. The current study aims to investigate how environmental elements
influence the OWB of early childhood educators in Hong Kong, framed by Bronfenbrenner’s
ecological systems theory.

Key findings revealed that microsystem factors — including strong job support, a sense of
meaning in work, and high-quality leadership — were significantly related to better OWB
outcomes, such as higher job satisfaction and lower burnout. At the mesosystem level, work—

family conflict emerged as a critical stressor, correlating with reduced job satisfaction and



heightened stress. Exosystem and macrosystem influences, such as frequent policy reforms,
heavy administrative burdens, and a prevailing Confucian work culture, were related to
educators’ well-being. Additionally, a chronosystem perspective highlighted the cumulative
impact of prolonged stressors: participants reported that sustained challenges, notably the
COVID-19 pandemic, intensified their role demands, strained mental health, and undermined
feelings of job security over time.

This ecological approach contributes to a more comprehensive understanding of the
multi-level determinants of occupational well-being in the ECE sector. By illuminating how
influences at the micro-, meso-, exo-, macro-, and chrono-levels work together to affect teacher
outcomes, the study underscores the need for multi-level strategies to support educator wellness.
The findings inform policy and institutional initiatives — for example, enhancing workplace
support, fostering work-life balance, reducing bureaucratic workload, and acknowledging
cultural expectations — to improve well-being and encourage retention among early childhood
educators. Ultimately, this research offers actionable insights for creating a more supportive and

sustainable work environment in early childhood education.
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Chapter 1: Introduction

1.1 The research problem

Early childhood educators are widely regarded as the most vulnerable to stress at
workplace (Fletcher, 2011; Kwon, et. al, 2020 & Stein, R. et al, 2022). This vulnerability can be
linked to several factors, including the physical and psychosocial environment of their
workplaces. The Organization for Economic Co-operation and Development (OECD, 2023) has
linked these environments to the sources of work-related stress prevalent in many early
childhood organizations. The ‘Happy Teacher Project’ further underscores this issue. Many
educators participating in the project reported being under constant stress, leading to low levels
of occupational well-being. This constant stress and low well-being not only affect the educators
themselves but also have potential implications for the quality and sustainability of the
workforce in the early childhood sector (Kwon, et al., 2022). It's crucial to consider the
difficulties encountered by early childhood educators. These challenges might involve large class
sizes, scarce resources, and demanding expectations from both parents and educational
institutions. Additionally, the physical demands of caring for young children, combined with the
emotional effort required to support their growth, can lead to elevated stress levels commonly
experienced by these educators. Furthermore, the low levels of occupational well-being reported
by educators can have a ripple effect on the entire educational system. Educators who are
stressed and have low occupational well-being may struggle to provide high-quality education,
potentially impacting student outcomes. Moreover, these conditions can lead to high turnover
rates, affecting the sustainability of the workforce in the sector. Therefore, addressing the stress

and improving the occupational well-being of early childhood educators is crucial.



Data revealed that approximately 13.8 thousand early childhood educators are
responsible for educating 143.7 thousand of kindergarten-aged children each day in the Hong
Kong (see Table 1, EDB, 2023). Research conducted in Hong Kong has indicated that early
childhood educators at the beginning of their careers tend to have lower occupational well-being
(OWB) compared to their more experienced counterparts (Chan, 2002; Li, et al. 2021). This
disparity can be attributed to a variety of factors. The first significant factor is the demanding
nature of the workplace. Early childhood education is a profession that demands significant
commitment and hard work. Educators are often tasked with managing large classrooms,
developing engaging lesson plans, and addressing the individual needs of each student. These
demands can be particularly overwhelming for novice teachers who are still adjusting to the job.
As a result, these educators often report lower levels of occupational wellbeing (Kwon, et al.
2022; Li et. al. 2021). Alongside the challenges of the job, many early childhood educators also
face difficulties in achieving a healthy work-life balance. The long hours and emotional demands
of the job can lead to educators’ feeling of overworked and burnout. This can have a detrimental
impact on their physical health, as evidenced by reports of poor sleep quantity and quality
(Leung, 2019). Poor sleep can further exacerbate feelings of stress and burnout, creating a
vicious cycle that can be difficult to break. Lack of rest can impair cognitive function, reduce
energy levels, and negatively affect mood, all of which can hinder an educator’s ability to
perform their job effectively. From the EDB statistics recorded in 2023 (see Table 2), there are
approximately 23% of the kindergarten manpower are working in their first 4 years, meaning
that every 2 teachers out of 10 who are considered as novice teachers are in demand of better
support for developing strategies to cope with the above-mentioned occupational well-being

challenges.



Table 1

Statistics of kindergarten students and teachers in Hong Kong during 2023/24 academic year

No. of students | No. of educators | Teacher to Students
Ratio
Scheme Kindergartens 109,616 10,180 10.8
Non-scheme Kindergartens* 34,119 3,663 9.3
Total: 143,735 13,843 10.4

Note: * Out of 268 non-scheme kindergartens, only 250 kindergartens reported their school
data to EDB for record

Table 2

Years of work experience over kindergarten teachers serving at Scheme Kindergartens during

2023/24 academic years

Teaching experience < 4 years 4-7 years > 7 years

Scheme KGs 23% 20% 57%

On the other hand, during the first few years of transiting from pre-service training to
front-line practice in a kindergarten context presents a unique set of challenges for novice
kindergarten teachers. This period of transition is marked by various adaptive changes as these
educators adjust to the realities of their new roles (Li et. al. 2021). These challenges are not
limited to novice teachers alone. In Hong Kong, both novice and experienced kindergarten
teachers often grapple with heavy workloads. These workloads encompass a wide range of
responsibilities, including lesson planning, teaching, administrative tasks, and assessments. The
cumulative effect of these responsibilities can result in long working hours. This, in turn, leaves
educators with insufficient time for personal and family life, which can negatively affect their

occupational well-being. The issue of stress and overwork among kindergarten teachers in Hong



Kong is pressing and calls for immediate attention and support to address their occupational
well-being. It’s important to note that while both novice and experienced early childhood
educators experience different levels of work stress, the specific environmental factors
contributing to this stress are not well understood. As little work has been done to classify these
environmental factors into systematic categories and explore their corresponding influence on
the occupational wellbeing of early childhood education educators. This research seeks to
address this gap by offering a more comprehensive understanding of the environmental factors
influencing the occupational wellbeing of early childhood educators in Hong Kong, utilizing
Bronfenbrenner’s ecological system theory. Grasping these factors is essential for creating
effective strategies and interventions to support early childhood educators in various ECE

settings across Hong Kong, aiming to enhance their occupational wellbeing.

1.2 The background of the research problem

This study is set within the wider context of occupational well-being in the early
childhood education sector in Hong Kong. The research problem stems from the need to explore
the factors affecting the occupational well-being of early childhood educators who face career
challenges in Hong Kong, using Bronfenbrenner’s ecological system as the guiding theoretical
framework.

Occupational well-being refers to the overall experience of satisfaction, health, and
comfort that educators have in their professional lives. It is a complex concept that includes
physical health, mental well-being, job satisfaction, and work-life balance. When occupational
well-being is high, it can result in greater job satisfaction, enhanced performance, and improved
student outcomes. Additionally, it can lower the risk of burnout and reduce educator turnover

(Bakker & Demerouti, 2007). Early childhood educators encounter numerous challenges that can



affect their occupational well-being. These include demanding workloads, extended working
hours, and elevated stress levels. Such challenges may result in burnout, diminished motivation,
and emotional exhaustion, ultimately negatively impacting the quality of education delivered to
students. In Hong Kong, these challenges are particularly pronounced, highlighting the need for
interventions to support educators’ occupational well-being (Li, Yang et al., 2021). Despite the
importance of occupational well-being, there is a lack of comprehensive research exploring the
factors associated with it among early childhood educators in Hong Kong. This research gap is
particularly evident when considering educators in different roles and ranks within kindergartens.
Recognizing these factors is essential for creating effective interventions that support the
occupational well-being of educators (Li, Yang et al., 2021). Bronfenbrenner's ecological system
theory offers a valuable framework for understanding the factors that affect occupational well-
being. This theory suggests that an individual's development and well-being are shaped by their
interactions with different environmental systems, including the microsystem (direct
environment), mesosystem (connections between elements of the microsystem), exosystem
(indirect influences), macrosystem (broader cultural context), and chronosystem (changes over
time). By utilizing this theory, the research seeks to gain a deeper insight into the factors
affecting the occupational well-being of early childhood educators within the Hong Kong context

(Bronfenbrenner, 1979).

1.3 The significance of the research

The importance of the current study can be viewed from two distinct perspectives. It can
contribute towards the theoretical level about ecological perspectives in the early childhood
educators’ occupational wellbeing as well as making practical impact to enhance better quality

development in Hong Kong ECE field.



Early childhood education is considered as laying an essential learning foundation during
the golden period in human life while the quality of early childhood educators is vital to help
children better achieve their learning potential (Cohen, 1997; Kwon et al, 2022 & Rossmiller,
1992). Research has established that there is a close relationship between teacher wellbeing and
the quality of early childhood education (Waters et al., 2014; World Economic Forum, 2022;
Education International, 2020). Educators' occupational well-being can have a direct impact on
children's physical and mental health, as well as their approach to learning. When teachers
exhibit high well-being and are more satisfied with their job and feel supported by their school
context, they are more likely to develop a positive and engaging environment for their students’
active learning (Kwon et al, 2022). On the other hand, when teachers’ well-being is challenged
and they experience emotional exhaustion or feel unsupported in their work, it can lead to
burnout and negatively affect their ability to teach effectively (Skaalvik & Skaalvik, 2011).
Many prior research studies examined predicting factors for teacher well-being and effects on
children’s learning outcomes, not many literatures applied Bronfenbrenner’s ecological
perspectives to analyse how the environmental factors influence teachers’ occupational
wellbeing, especially in the context of Hong Kong early childhood settings.

The present study aims to contribute theoretically to the early childhood education sector
in Hong Kong by investigating the environmental perspectives affecting educators’ occupational
well-being. Despite the significance of this topic, there is a lack of sufficient research exploring
the environmental factors influencing educators' wellbeing at early childhood education
workplace in Hong Kong. The study will address this gap by answering the following the key

research question: Which ecological system layers (microsystem, mesosystem, exosystem,



macrosystem, chronosystem) are associated with occupational well-being among early childhood
educators in Hong Kong?

The study will also contribute to the early childhood education sector in Hong Kong by
identifying the concerns amongst the educators serving different roles in early childhood
education settings towards the environmental factors affecting their occupational well-being.
This information can be used to develop strategies and targeted interventions to improve the

occupational well-being of early childhood educators in different roles.



Chapter 2: Literature review

This chapter illustrates a broad review on academic literature related occupational well-
being among early childhood educators in the context of Hong Kong. The review examines the
definition of occupational wellbeing and its components amongst the early childhood education
industry, relationship between early childhood educators’ occupational well beings towards their
provision of quality education. Further literature review will be explored to illustrate the
changing face of early childhood education in the context of Hong Kong. An ecological
framework is proposed as a way to understand and address the multiple individual and contextual
factors that influence early childhood educators' well-being. Environmental factors using
Bronfenbrenner's ecological model as a philosophical framework will be reviewed. This
framework emphasizes the importance of considering the interplay between the family
environment, workplace environment, social-economic environment, community environment as
well as a broader cultural environment in relation to teacher well-being in the Hong Kong early

childhood education sector.
2.1 Occupational well-being of early childhood educators

2.1.1 The Concept of Occupational Wellbeing

Occupational well-being (OWB) refers to the overall quality of an individual’s
experience at work, encompassing positive states such as satisfaction, engagement, and
enthusiasm, while minimizing excessive negative states like stress, burnout, and anxiety (Li,
Yang et al., 2021). It is a multifaceted construct that integrates employees’ physical and
psychological health, job satisfaction, and workplace engagement (Li, Deng et al., 2024).
Research in occupational health psychology has consistently demonstrated the significant

influence of work conditions such as job demands and organizational support on employee well-



being and performance (Li et al., 2025; Quick & Tetrick, 2011). Early studies on work stress
emphasized the detrimental effects of excessive demands and adverse psychosocial factors,
showing that stressful job characteristics, such as high workload or low control, are closely
linked to mental and physical health problems. By the 1990s, reviews of longitudinal studies
highlighted the complex and reciprocal relationship between job stressors and strain, where high
stress not only leads to burnout and health issues but also creates a feedback loop in which
distressed workers perceive or induce more stressors over time (Zapf et al., 1996). These
findings underscored the importance of longitudinal research designs with theory-driven time
lags and controls for confounding variables to better understand causality (Zapf et al., 1996).
Over time, this methodological rigor has confirmed that chronic work stress contributes to
outcomes such as anxiety, depression, and other health issues, reinforcing the notion that

occupational well-being is deeply intertwined with the work environment.

One core outcome of prolonged work stress is burnout, a state of emotional exhaustion,
depersonalization, and reduced professional efficacy. Burnout was first identified in human
service professions, but it is now recognized across occupations as a critical indicator of
diminished well-being. It arises when employees are exposed to intense or prolonged job
demands without sufficient resources to cope or recover. Key drivers of burnout include
overtaxing workloads, role conflict, lack of control or autonomy, insufficient rewards or
recognition, breakdown of community, poor relationships with colleagues at work, perceived
unfairness, and value conflicts in the workplace (Leiter & Maslach, 2004). In fact, Leiter and
Maslach (2004) delineated six areas of work life that must be in balance to sustain employee
well-being: workload, control, reward, community, fairness, and values. A chronic mismatch

between a person and any of these work life areas increases the risk of burnout (Leiter &
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Maslach, 2004). For example, an employee facing too high a workload with too little control or
support is likely to experience exhaustion and cynicism over time. Similarly, feeling under-
rewarded or treated unfairly at work can erode one’s engagement and lead to cynicism. This
areas-of-worklife model has been influential in emphasizing that improving occupational well-
being is not solely about individual resilience, but about creating better alignment between the
employee and the organization. Interventions that ensure manageable job demands, provide
appropriate rewards and recognition, foster a supportive community, maintain fairness, and align

work with employees’ values are all seen as strategies to prevent burnout and promote well-

being (Leiter & Maslach, 2004).

Another significant area of occupational well-being research centers on the positive
aspects of well-being, with a particular emphasis on work engagement. Work engagement is
commonly described as a fulfilling and positive affective state characterized by vigor, which
reflects high levels of energy and resilience in the workplace; dedication, which embodies a
strong sense of significance, enthusiasm, and challenge in one’s work; and absorption, which
refers to being fully concentrated and deeply engrossed in work. (Halbesleben, 2010).
Engagement can be viewed as the antipode of burnout — rather than feeling exhausted and
cynical, an engaged employee feels energized and connected to their work. However,
engagement is not merely the absence of burnout; it is a distinct construct with its own drivers
and outcomes. Halbesleben (2010) conducted a meta-analysis on work engagement, revealing a
strong negative correlation between engagement and burnout. This finding suggests that these
two constructs tend to occur inversely, with high levels of engagement typically associated with
low levels of burnout, and vice versa. Importantly, the meta-analysis demonstrated that job

resources, such as social support from colleagues and supervisors, autonomy in decision-making,
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opportunities for growth and development, and recognition, are key antecedents of work
engagement (Halbesleben, 2010). These resources provide employees with the capacity to meet
job demands and to derive meaning and motivation from their work, thereby enhancing
engagement. Conversely, job demands such as heavy workload, role conflict, time pressure were
more strongly related to burnout than to engagement, reflecting that excessive demands drain
energy and can lead to exhaustion (Halbesleben, 2010). Personal resources like optimism and
self-efficacy were also found to correlate positively with engagement, suggesting that individuals
who have a resilient and optimistic disposition are more likely to remain engaged even when
facing challenges (Halbesleben, 2010). In terms of outcomes, engaged workers tend to
experience higher job satisfaction and organizational commitment and better psychological
health, whereas burnout is associated with various negative outcomes such as health complaints,
absenteeism, and turnover intentions. The dual focus on reducing burnout and fostering
engagement has become a cornerstone of occupational well-being strategies. Together, these
findings support the influential Job Demands-Resources (JD-R) model, which posits that job
demands primarily predict strain and burnout, while job resources predict engagement and

positive well-being, and that engagement in turn can buffer the impact of demands on burnout.

Beyond the immediate work environment, the interface between work and personal life is
another crucial component of occupational well-being. Research on work-family balance has
shown that conflict between work and family roles can be a significant stressor, whereas positive
spillover between those roles can enhance well-being. Quick and Tetrick (2011) emphasize the
critical importance of work-family balance in occupational health, highlighting the challenges
employees face in managing multiple roles. They note that an imbalance can manifest as work-

to-family conflict, where work demands interfere with family responsibilities, or family-to-work
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conflict, where family obligations disrupt workplace performance. High levels of work-family
conflict (WFC) are associated with stress, burnout, and lower life satisfaction, as conflicting
demands in one’s personal and professional spheres create tension and overload. Common
contributors to WFC include long work hours, job overload, inflexible schedules, and
unsupportive work climates, as well as heavy family responsibilities or lack of support at home.
In their comprehensive review, Greenhaus and Allen (2011) synthesized research on this topic
and developed a model integrating both work-family conflict and work-family enrichment. The
model considers how individuals’ involvement in work and family roles, the characteristics of
those roles, and one’s effectiveness and satisfaction in each role collectively determine the sense
of balance (Quick & Tetrick, 2011). Work-family enrichment, also referred to as facilitation,
represents the positive dynamic between work and family roles, wherein experiences in one
domain enhance the quality of life in the other. For instance, skills or a positive mood developed
at work may contribute positively to family life, or benefits gained from family experiences may
improve performance and well-being at work. The review identified various factors that can
mitigate conflict and promote balance. On the work side, supportive supervisors and colleagues,
flexible work arrangements, and an organizational culture that values employees’ non-work life
can significantly reduce work-family conflict (Quick & Tetrick, 2011). For instance, having
control over one’s schedule or the ability to occasionally work from home can help an employee
manage family needs without undue stress. On the family side, support from one’s spouse or
family members and equitable division of home responsibilities can lower family-to-work
conflict. Individual personality traits also influence work-family dynamics. Employees with high
neuroticism are more likely to perceive conflict between work and family roles, while those with

a strong internal locus of control, characterized by confidence in their ability to shape outcomes,
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tend to manage work-family challenges more effectively (Quick & Tetrick, 2011). Overall, the
work-family interface research underscores that occupational well-being is not just determined at
work—it is also influenced by how work fits with the rest of an employee’s life. Organizations
that acknowledge the importance of work-life balance and adopt supportive measures, such as
flexible working hours, comprehensive leave policies, and childcare assistance, play a vital role

in enhancing the overall well-being of their employees.

Theoretical and empirical developments in the field of occupational well-being have also
led to practical implications for improving workplace health. A major insight is that interventions
to enhance well-being should be systemic, targeting both the reduction of stressors and the
bolstering of resources. For example, job redesign efforts that reduce excessive demands or
increase employees’ control over their work can alleviate stress and prevent burnout.
Concurrently, strengthening resources such as social support networks, recognition, and
opportunities for professional growth can promote engagement and resilience. Quick and Tetrick
(2011) propose a comprehensive framework known as the "PATH" model (Practices for
Achieving Total Health), which emphasizes investment in various key areas, including work-life
balance initiatives, employee development programs, health and safety measures, recognition
systems, and participative decision-making. This holistic approach aligns with the public health
model of workplace prevention, encompassing primary interventions designed for all employees,
such as healthy work policies and wellness programs; secondary interventions targeting
individuals at risk, such as stress management training and counselling for those experiencing
high strain; and tertiary interventions aimed at supporting employees already affected, such as
employee assistance programs for addressing burnout or providing mental health treatment.

Empirical evidence suggests that organizational-level interventions, such as improving team
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communication, increasing job autonomy, or fostering a more inclusive and fair culture, tend to
have broader and more sustainable impacts on well-being than interventions that focus only on
individuals (Quick & Tetrick, 2011). Nevertheless, individual-focused techniques like cognitive-
behavioural stress management or resilience training have shown modest but meaningful benefits
in helping employees cope with stress (Quick & Tetrick, 2011). The implication is that the best
outcomes arise when organizations create a supportive environment and also empower
employees with tools to manage stress, creating a positive feedback loop for occupational well-

being.

The importance of fostering occupational well-being has been thrown into sharp relief by
recent challenges, notably the COVID-19 pandemic. The pandemic created unprecedented work
stressors and forced rapid changes in how work is organized, with significant implications for
employee well-being. A scoping review of the early pandemic literature by Betancourt-Sanchez
et al. (2020) found that COVID-19 impacted numerous aspects of occupational health. Frontline
health care workers, for example, faced extreme demands, long hours, and high risk of exposure
to the virus, leading to surges in stress and burnout among medical staff. Betancourt-Sanchez et
al. (2020) note that health workers became the most exposed workforce, both physically (risking
infection) and psychologically (managing fear, grief, and moral distress), during this crisis. To
protect these workers, organizations had to quickly implement safety measures like personal
protective equipment (PPE) provision, infection control training, and coaching on handling the
extraordinary pressures of pandemic patient care. These measures align with the notion that
adequate resources are critical to mitigate high demands in a crisis situation. Across various
occupational sectors, the sudden transition to remote work and the implementation of social

distancing measures significantly altered work-home boundaries. This shift brought both
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challenges and benefits to occupational well-being. While some employees faced issues such as
isolation, technostress, and difficulty disconnecting from work, which heightened risks of stress
and burnout, others experienced increased flexibility and autonomy, leading to improved work-
life balance. The psychosocial impacts on workers during the COVID-19 pandemic, such as
increased anxiety, uncertainty, and shifts in workplace social dynamics, emerged as a significant
area of concern (Betancourt-Sanchez et al., 2020). Companies and occupational health
professionals responded with various support strategies, from employee assistance hotlines to
virtual team-building and more open communication about mental health. The pandemic
experience has underscored key findings from earlier research, vividly illustrating how excessive
demands, such as crisis-driven workloads and safety concerns, can negatively impact well-being.
It also highlighted the critical role of resources and support in mitigating stress and emphasized
the importance of work-family dynamics when home and work responsibilities unexpectedly
converge. It also highlighted the need for agility in organizational policies to support well-being
under rapidly changing conditions. In sum, the COVID-19 era has been a real-world test of
occupational well-being frameworks, underlining that attention to employee well-being is not

optional, but essential for organizational resilience.

Occupational well-being is a broad and evolving concept that reflects the extent to which
workplace conditions promote individuals' ability to thrive or, alternatively, expose them to
potential risks and challenges. Key constructs such as job stress and burnout represent the
negative end of the well-being continuum, while engagement and job satisfaction represent the
positive end. Over decades of research, scholars have developed robust models — from early
stressor-strain frameworks to more integrative ones like the JD-R model and the areas of work-

life model — that deepen our understanding of the interplay between job demands, resources, and
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individual outcomes. Empirical findings across these studies (Halbesleben, 2010; Leiter &
Maslach, 2004; Zapf et al., 1996) consistently emphasize that a supportive, resource-rich work
environment not only prevents ill-being (e.g., reduces burnout and stress-related disorders) but
also actively promotes well-being (e.g., boosts engagement, morale, and productivity).
Furthermore, attention to work-life balance and the external context of work has expanded the
scope of occupational well-being, recognizing that employees cannot be expected to
compartmentalize their work and personal lives without consequence (Quick & Tetrick, 2011).
Theoretical advancements have thus translated into a more holistic view of the worker as a whole
person. The implications for organizations are profound: promoting occupational well-being is
linked to better employee health, motivation, and retention, which ultimately benefits
organizational performance. Especially in light of recent challenges like the COVID-19
pandemic (Betancourt-Sanchez et al., 2020), it has become clear that investing in occupational
well-being is both a humane practice and a strategic imperative. As the world of work continues
to evolve, the insights from occupational well-being research, such as balancing demands with
resources, preventing burnout while promoting engagement, and adopting a holistic approach to

worker health, will remain essential for creating healthier and more resilient workplaces.

2.1.2 The importance of occupational wellbeing among early childhood educators and its
relationship to quality of education delivery

Occupational wellbeing among early childhood educators (ECES) is critical due to their
influential role in children's developmental and educational outcomes. Educators in early
childhood settings shoulder significant responsibilities, including fostering developmental
milestones, promoting social-emotional growth, and ensuring children's safety and welfare.

However, the unique stressors faced by early childhood educators such as low compensation,
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high workload, emotional labor, and insufficient resources can substantially impact their
occupational wellbeing, subsequently influencing their effectiveness in caregiving and teaching

roles (Li, Leung et al., 2021; Whitaker, Dearth-Wesley, & Gooze, 2015).

One essential aspect of occupational wellbeing is the psychological health of educators.
Psychological wellbeing encompasses emotional resilience, reduced burnout, job satisfaction,
and professional engagement (Halbesleben, 2010). Research has consistently shown that ECEs
with higher psychological wellbeing demonstrate more positive interactions with children, better
classroom management, and greater overall effectiveness in teaching (Jeon, Buettner, & Snyder,
2014). Conversely, educators experiencing chronic stress or burnout tend to display lower
emotional availability, decreased patience, and reduced enthusiasm, adversely affecting

children's emotional and academic experiences (Whitaker et al., 2015).

Burnout, characterized by emotional exhaustion, depersonalization, and reduced personal
accomplishment, is prevalent among early childhood educators due to intensive emotional
demands, often paired with inadequate structural support (Leiter & Maslach, 2004). High levels
of burnout not only deteriorate educators' health but also contribute to increased turnover rates,
negatively impacting educational continuity and quality (Jeon et al., 2014). Turnover is
particularly detrimental in early childhood settings because young children thrive on consistency

and stable relationships with caregivers.

Quiality education delivery in early childhood settings is directly linked to educators'
wellbeing. Educators experiencing manageable workloads, sufficient autonomy, and adequate
resources are more likely to maintain high levels of motivation, creativity, and effectiveness.
Conversely, inadequate working conditions and chronic stress negatively affect educators' ability

to deliver high-quality education, reducing their capacity for responsive, nurturing, and
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stimulating interactions essential for young children's development (Halbesleben, 2010; Jeon et

al., 2014).

Moreover, occupational wellbeing among early childhood educators directly correlates
with child outcomes. Educators' emotional health influences classroom climate, children's
emotional regulation, social interactions, and academic achievement. Jeon et al. (2014) found
that classrooms led by emotionally healthy and engaged educators tend to exhibit higher levels of
positive interactions, fostering children's secure attachments, emotional security, and social
competence. Conversely, children taught by stressed or disengaged educators may experience
higher levels of behavioral challenges, reduced emotional wellbeing, and lower academic
performance, underscoring the importance of addressing educator wellbeing as a critical

component of early childhood education quality (Whitaker et al., 2015).

Furthermore, creating supportive community environments within early childhood
settings significantly enhances occupational wellbeing. Social support, including strong collegial
relationships, mentorship opportunities, and collaborative work environments, reduces feelings
of isolation and stress among educators, fostering greater engagement and job satisfaction.
Educational leaders play a pivotal role in establishing supportive work cultures that prioritize
wellbeing, recognize educators' contributions, and provide transparent and equitable treatment,

thus promoting greater occupational satisfaction and commitment (Quick and Tetrick, 2011).

Professional recognition and adequate compensation are also critical to enhancing
occupational wellbeing among early childhood educators. Current remuneration levels in the
early childhood sector often do not reflect the profession's emotional and cognitive demands,

contributing significantly to dissatisfaction and high turnover rates (Whitaker et al., 2015).



19

Policy-driven improvements in educators' financial incentives, benefits, and professional status

are necessary to retain experienced professionals and sustain high-quality educational outcomes.

Taking everything into account, occupational wellbeing among early childhood educators
is essential not only for the educators themselves but also for fostering optimal developmental
environments for young children. The reciprocal relationship between educator wellbeing and
child outcomes underscores the necessity of addressing occupational stressors comprehensively.
As the early childhood sector continues to navigate challenges, prioritizing and enhancing
educator wellbeing emerges as an indispensable investment, directly contributing to sustained,

high-quality educational experiences for future generations (Betancourt-Sanchez et al., 2020).

2.1.3 Occupational Wellbeing of Early Childhood Educators: Predictors and Outcomes

Occupational wellbeing (OWB) has garnered increasing attention in the context of early
childhood educators, due to its link with both teacher outcomes and the quality of education
provided (Li, Yang et al., 2021). A positive level of OWB is associated with desirable
consequences such as better job performance, a supportive classroom climate, and stronger intent
to remain in the profession. Conversely, poor OWB — characterized by high stress or burnout —
can lead to serious personal and organizational costs, including health issues, absenteeism, and
turnover. This chapter reviews the literature on key predictors (antecedents) and outcomes
(consequences) of occupational wellbeing among educators, with a focus on early childhood
teachers. In particular, it highlights how job support, job stressors, and psychosocial work factors
shape OWB, and how OWB in turn influences job satisfaction, turnover intentions, work
engagement, burnout, work-life conflict, and teachers’ emotional states on the job. These, in
turn, shape the quality of educational interactions educators have with children, influencing

classroom climate, emotional responsiveness, and overall educational effectiveness (Jeon et al.,
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2014; Whitaker et al., 2015). The review draws on both classic studies and recent empirical

findings, integrating research from Hong Kong and relevant international contexts.

Predictors (Antecedents) of ECE’s Occupational Wellbeing

Research guided by frameworks such as the Job Demands-Resources model (JD-R)
suggests that job resources boost wellbeing while job demands erode it (Li, Yang et al., 2021).
Early childhood educators frequently operate under challenging conditions characterized by
extended working hours, substantial workloads, and significant emotional labor. However, the
adverse effects of these stressors can be alleviated through the availability of supportive
resources within the workplace. This discussion focuses on three primary categories of
antecedents to occupational well-being (OWB): job support, sources of job-related stress, and
psychosocial factors, as assessed through the Copenhagen Psychosocial Questionnaire.
Job support

Job support refers to the help, guidance, and encouragement that employees receive from
their organization, supervisors, and colleagues. It is considered a critical organizational resource
that can buffer stress and enhance wellbeing (Tsui et al., 1992; Zhen et al., 2015). According to
Conservation of Resources theory, social support at work constitutes a valuable resource that
protects employees against stress and burnout (Perry et al 2010). Empirical studies have
consistently linked higher workplace support to better occupational wellbeing outcomes. For
example, Skaalvik and Skaalvik (2011) developed a Job Support scale to assess teachers’
perceptions of collegial and supervisory support. Using this measure, recent research on Hong
Kong kindergarten teachers found that perceived job support correlates positively with job

satisfaction and work engagement, and negatively with stress and burnout (Li, Yang et al.,
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2021). In other words, teachers who felt that “teachers at this school help and support each other
reported more positive wellbeing indicators.

Supportive work environments not only improve day-to-day wellbeing but also help
prevent long-term negative outcomes. A lack of support has been identified as a factor in teacher
attrition. In a study of Norwegian teachers, insufficient supervisor support contributed to a
cascade of effects: lower self-efficacy, reduced engagement, and ultimately stronger motivation
to quit the profession (Skaalvik & Skaalvik, 2016). Similarly, in the Hong Kong context,
qualitative feedback from early childhood educators highlights the need for more support,
resources, and staffing to alleviate stress. The Hong Kong Federation of Education Workers
(2019) surveyed over 1,200 local teachers and found an overwhelming majority hoped for
greater support from the government and schools in coping with work challenges. These findings
underscore that robust job support acts as a protective factor for occupational wellbeing. With
adequate social and organizational support, educators are better equipped to handle job pressures,
resulting in higher morale and a stronger commitment to their work (Tsui et al., 1992; Zhen et
al., 2015).

Job Stress Sources

While support buffers stress, various job stressors serve as antecedents that can
undermine occupational wellbeing if not managed. Common workplace stress sources for
teachers include excessive workload, time pressure, role conflict, student misbehavior, and
emotional demands of caring for young children. Maslach and Jackson (1981) noted that chronic
exposure to stressors in caring professions leads to burnout — a syndrome of emotional
exhaustion, depersonalization, and reduced personal accomplishment. In their seminal work,

Maslach and Jackson characterized burnout as a long-term reaction to persistent interpersonal



22

stressors in the workplace, distinguished by intense exhaustion, cynicism, and feelings of
ineffectiveness (Maslach & Jackson, 1981). These stressors can accumulate from daily hassles
such as dealing with challenging child behaviors, or parent communications and structural
conditions such as crowded classrooms, long work hours.

Empirical research in Chinese and Hong Kong settings confirms that high job stress is
associated with negative outcomes for teachers. For instance, Chao (2010) observed that in
school settings, sources of stress like workload, student discipline issues, and administrative
demands contributed to lower job satisfaction and higher burnout. High stress not only harms
wellbeing directly but also indirectly, by fueling burnout which then drives people to consider
leaving their job (Chao, 2010). A study of employees in Guangzhou found that greater
occupational stress and lower job satisfaction were strong predictors of burnout, especially on
emotional exhaustion, which in turn predicted stronger turnover intention (Lin et al. 2013). In
that study, employees reporting high stress and exhaustion were significantly more likely to want
to quit. These patterns likely extend to teachers: research has long shown that teacher stress is
linked with burnout and disengagement (Maslach & Jackson, 1981; Skaalvik & Skaalvik, 2011).

In early childhood education, particular stressors such as long working hours and difficult
interactions such as handling children’s challenging behavior would put educators’ wellbeing at
risk (Li et al 2021). A recent Hong Kong survey illustrates the prevalence of stress, with 85%
indicating they experience excessive or moderate pressure at work, and 34% identifying as
extremely stressed, which is a figure that has increased compared to the previous year (CGTN,
2020). These teachers worked very long hours (over two-thirds worked >50 hours/week) to meet
the demands of the job. The toll of such stress was evident in their emotional states — about 85%

felt chronically tired and nearly 60% felt discouraged. Such statistics, from the Hong Kong
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Federation of Education Workers’ survey in 2020, highlight how demanding work conditions
can erode teacher wellbeing. They align with international findings indicating that high job
demands, such as quantitative workload and time pressure, combined with limited resources,
lead to employee strain and burnout (Useche et al 2019). Without interventions to manage
workload and support teachers, these stress sources can significantly detract from occupational
wellbeing and lead to negative spirals of exhaustion and disengagement.
Copenhagen Psychosocial Factors

The Copenhagen Psychosocial Questionnaire (COPSOQ) provides a comprehensive
framework for assessing how various psychosocial workplace factors impact employee
wellbeing. The COPSOQ covers a range of dimensions in the work environment — including job
demands, job influence (control), quality of leadership, interpersonal relations, job insecurity,
and outcomes like stress and strain (Useche et al, 2019). Burr et al. (2019) introduced the newest
COPSOQ 1l as a standardized tool to measure these psychosocial risk factors across different
countries and occupations. It identifies key psychosocial factors of “modern working life”” and
helps link them to health and wellbeing outcomes. Several core factors from the Copenhagen
Psychosocial Questionnaire (COPSOQ) are particularly relevant to occupational wellbeing.
Job Demands

High job demands, including excessive workloads, time pressure, and emotional
demands, frequently heighten stress and trigger strain reactions. COPSOQ-based research
highlights that employees encountering elevated demands, such as long working hours and
intense work pace, typically report higher psychological distress and increased health complaints
(Burr et al., 2019). In teaching contexts specifically, heavy demands such as large class sizes,

curriculum pressures, and the emotional labor involved can similarly lead to exhaustion and
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burnout if these demands are not adequately balanced by supportive resources (Cumming et al.,
2021).
Influence and Control

Having influence and control at work, reflected through decision-making latitude,
autonomy, and opportunities for skill development, is another protective factor identified by the
COPSOQ framework. Studies utilizing the COPSOQ demonstrate that higher levels of influence
in the workplace correlate with lower stress levels. For example, teachers who enjoy greater
autonomy over planning and decision-making report enhanced wellbeing, while limited decision
authority acts as a significant stressor. Burr et al. (2019) found that influence and skill
development formed a composite factor negatively correlated with psychological distress,
indicating that teachers experiencing agency and personal growth at work are better protected
against the adverse effects of high job demands.
Interpersonal Relations and Leadership

Another critical dimension emphasized by COPSOQ is the quality of interpersonal
relations and leadership. Good social relations at work, including supportive relationships among
colleagues and effective leadership styles, significantly influence occupational wellbeing.
Positive interpersonal interactions and fair, supportive leadership enhance employee morale and
reduce strain. Conversely, poor leadership and workplace conflict have been found to exacerbate
stress. Research based on COPSOQ revealed that factors representing interpersonal relationships
and leadership quality positively correlated with employee mental health outcomes, underscoring
that strong relational support and leadership reduce distress (Burr et al., 2019). This aligns with
findings in educational settings, suggesting that collegial support and effective principals are

instrumental in promoting teacher wellbeing.
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Job Insecurity

Job insecurity, characterized by fears surrounding potential layoffs or contract non-
renewals, is another relevant psychosocial factor in the COPSOQ framework. COPSOQ research
consistently identifies job insecurity as linked to increased stress and poorer wellbeing outcomes
(Burr et al., 2019). Although job insecurity may be less prevalent among Hong Kong public
kindergarten teachers who typically experience stable employment conditions, it can
significantly affect educators in private or non-governmental organizations, especially during
periods of policy shifts or economic uncertainty.

Overall, the COPSOQ framework underscores a clear relationship between occupational
wellbeing and psychosocial workplace factors. Specifically, conditions characterized by high
demands, limited control, inadequate support, and job insecurity collectively diminish
occupational wellbeing. In contrast, reasonable job demands, high autonomy and influence,
robust social support, and effective leadership promote positive wellbeing (Burr et al., 2019).
This pattern is particularly evident in early childhood education settings. For instance, a recent
study among Chinese ECE teachers demonstrated that work—family conflict, arising from
excessive demands, had direct negative impacts on educators' occupational wellbeing. However,
factors that enhanced personal resources could mitigate these negative effects (Burr et al., 2019).
Similarly, research mapping the work environments of Australian early educators revealed that
current policies frequently overlook crucial psychosocial dimensions, particularly relational and
emotional complexities, which are vital for maintaining educator wellbeing (Cumming et al.,
2021). Consequently, Burr et al. (2019) recommend regular assessments of psychosocial risks
using tools like COPSOQ to identify areas such as workload management, influence levels,

support structures, and leadership quality requiring improvement.
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Outcomes (Consequences) of Occupational Wellbeing

Occupational wellbeing (OWB) significantly impacts not only educators’ immediate
health and happiness but also influences their professional attitudes and behaviors. For teachers,
occupational wellbeing profoundly affects job satisfaction, turnover intentions, work
engagement, burnout susceptibility, work—private life balance, and daily emotional experiences
related to their job. Each outcome represents both an indicator of overall wellbeing and a
consequence of job-related resources, demands, and supports (Skaalvik & Skaalvik, 2011).
Job satisfaction

Job satisfaction is a fundamental aspect of occupational well-being that reflects the
degree to which educators experience contentment and hold positive perceptions of their
professional roles. It is considered a critical reflection of the match between job expectations and
actual job conditions (Tsui, Egan, & O’Reilly, 1992). Higher job satisfaction among teachers is
associated with better overall wellbeing, reduced stress levels, and resilience against burnout,
ultimately fostering higher quality educational environments (Skaalvik & Skaalvik, 2011).
Conversely, dissatisfaction often signals underlying issues such as unmet needs or excessive
stress and is frequently linked to higher turnover intentions (Johnson, Kraft, & Papay, 2012).
Turnover intention

Turnover intention refers to an employee's desire to leave their job and is closely linked
to occupational well-being. High turnover intention among teachers generally stems from factors
like dissatisfaction, burnout, and inadequate support (Skaalvik & Skaalvik, 2011). Numerous
studies have demonstrated an inverse relationship between teachers' wellbeing and their intention
to leave the profession. For example, emotional exhaustion and lack of institutional belonging

significantly predict higher turnover intentions among educators (Leung & Lee, 2006).
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Moreover, turnover intention is problematic because it often precedes actual turnover, disrupting
educational continuity and negatively affecting student outcomes (Ingersoll, 2001).
Work engagement

Work engagement is another essential aspect of occupational well-being, defined by
vigor, dedication, and deep involvement in one's job (Schaufeli, Salanova, Gonzalez-Rom4, &
Bakker, 2002). Engaged teachers exhibit high levels of energy, enthusiasm, and sustained focus,
positively influencing their job satisfaction and resilience against burnout. Research indicates
that optimal job resources such as professional growth opportunities, supportive workplace
cultures, and balanced job demands enhance educators' engagement, creating beneficial
outcomes for both educators and students (Bakker & Demerouti, 2014). Conversely, excessive
job demands or insufficient resources negatively impact engagement, increasing vulnerability to
burnout and dissatisfaction.
Job burnout

Job burnout is a psychological syndrome of emotional exhaustion, cynicism, and reduced
professional efficacy that arises as a major negative outcome of declining occupational well-
being (Maslach & Jackson, 1981). Burnout is particularly prevalent among educators facing high
demands without adequate support, leading to severe personal health consequences, reduced job
performance, increased absenteeism, and higher turnover rates (Leung & Lee, 2006). Empirical
studies highlight the need for interventions aimed at reducing job demands and enhancing
support structures, thereby preventing burnout and improving overall occupational wellbeing.
Work and Private Life Conflicts

Occupational wellbeing also significantly affects the balance between educators’ work

and private lives. High job demands and chronic stress often cause conflicts between
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professional responsibilities and personal life, manifesting as time-related, strain-based, or
behavior-related conflicts. Such conflicts are negatively associated with educators’ overall
wellbeing and their capacity to maintain sustained professional engagement (Wang et al., 2025).
Organizational policies promoting reasonable workloads, flexible scheduling, and respect for
personal boundaries have been shown to reduce work—private life conflicts, enhancing overall
educator wellbeing and job satisfaction (Chao, 2010).

Job-Related Feelings

Educators' daily emotional experiences, spanning from positive emotions like enthusiasm
and pride to negative ones like anxiety and frustration, serve as vital indicators of their
occupational well-being. These affective states directly reflect the quality of the work
environment and significantly influence professional behaviors and performance. Positive
emotions foster greater engagement, satisfaction, and commitment, whereas persistent negative
emotions signal declining wellbeing, potentially leading to burnout and higher turnover
intentions (Chang & Cherng, 2017). Recognizing and addressing these emotional indicators
through regular wellbeing assessments and supportive interventions can significantly enhance
teachers' occupational wellbeing.

In summary, occupational wellbeing is a broad concept encompassing the resources and
stressors in a teacher’s work environment and the positive or negative States that result. Key
predictors like job support, job stress sources, and psychosocial work factors can set the stage for
educators’ wellbeing. Sufficient support and positive psychosocial factors can buffer the impact
of inevitable job demands, leading to better outcomes. In contrast, excessive stressors and poor
work conditions erode wellbeing, often evident through burnout, dissatisfaction, and work-life

conflict. The outcomes of OWB, including job satisfaction, turnover intention, work
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engagement, burnout, work-life conflict, and emotional states, are tightly interlinked. High
occupational wellbeing for early childhood educators tends to foster high satisfaction, strong
engagement, and low burnout and turnover intent, enabling teachers not only to thrive personally
but also to sustain high-quality educational practice. By addressing the antecedents of
occupational wellbeing, stakeholders can indirectly influence the crucial outcomes — increasing
teachers’ job satisfaction and enthusiasm while reducing burnout and turnover. Ultimately,
nurturing the occupational wellbeing of educators is not only vital for their own health and
professional longevity, but it is also in the best interest of students and the educational system.
Teachers who are well, engaged, and supported will be more effective in the classroom and more
likely to remain in the field, contributing to sustainable, high-quality early childhood education.
2.2 Early childhood education development in Hong Kong: Educator Roles, Policy
Evolution, and Contemporary Challenges

The development of early childhood education (ECE) in Hong Kong offers a compelling
case for understanding the significance of occupational wellbeing in sustaining a high-quality
education system. This section explores the evolution of Hong Kong’s ECE sector by examining
the shifting roles of early childhood educators, the trajectory of key policy developments, and the
influence of recent socio-political and public health challenges. Once referred to as the
“Cinderella” of the education system (Opper, 1993), Hong Kong’s pre-primary education
landscape has undergone substantial transformation, marked by increasing government
recognition and support. However, ongoing challenges, including political changes, the COVID-
19 pandemic, and demographic shifts, continue to redefine both the expectations placed on ECE

professionals and their overall wellbeing.
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2.2.1 Overview of Early Childhood Educators in Hong Kong

Early childhood educators (ECESs) in Hong Kong fulfill dual roles as caregivers and
teachers. They provide care and education for children aged 0 to 6 years in childcare centers,
while in kindergartens, they cater to children aged 2 years and 8 months to 6 years. ECEs are
responsible for nurturing young children’s physical, socio-emotional, and cognitive development
through play-based and early academic activities, laying the foundation for lifelong learning
(Curriculum Development Council, 2017). Traditionally, kindergarten teaching in Hong Kong
was viewed as a less formal profession compared to primary and secondary teaching — a legacy
of ECE’s historical exclusion from the formal education system prior to 2000 (Education
Commission, 2000). This perception has gradually shifted as the government and public
recognize the critical importance of quality preschool experiences. Still, many parents tend to
praise ECEs for being “caring” and “loving” while undervaluing their pedagogical skills,
reflecting an enduring challenge in professional identity for these educators (Wong, 2021). ECEs
thus continually advocate for greater professional recognition, emphasizing that they are not
merely babysitters but trained teachers facilitating early learning and development.

Over the past two decades, Hong Kong has made substantial advancements in raising the
qualification requirements for early childhood educators, reflecting a commitment to enhancing
the quality of early childhood education. Since 2003, all newly hired kindergarten teachers must
possess a Qualified Kindergarten Teacher (QKT) certification or equivalent, ensuring they have
undergone specialized training in ECE (Education Bureau, 2003). The vast majority of current
ECEs hold at least a Certificate in Early Childhood Education [C(ECE)], academically known as
higher diploma level, and increasing numbers have obtained bachelor’s degrees in early

childhood education. In fact, the proportion of kindergarten teachers with a university degree
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rose from only 12% in 2008 to nearly 72% by 2024, demonstrating a clear trend toward a more
highly educated workforce (Legislative Council Secretariat, 2018; EDB, 2025). Likewise, since
2009, all new kindergarten principals are required to have a Bachelor’s degree in Early
Childhood Education [BEd(ECE)] plus one year of post-qualification experience and completion
of a principalship training course, underscoring the push for stronger leadership qualifications in
the sector (Education Bureau, 2009). These reforms have professionalized the field, aligning
Hong Kong’s ECE standards more closely with international practices, and have helped improve
the quality of teaching and learning in preschools (Rao & Li, 2009).

Within the ECE profession, educators may take on specialized roles or areas of focus
while still performing core teaching duties. For instance, some teachers serve in kindergarten-
cum-child care centres, which offer integrated services for children from age 2 to 6, requiring
staff to cater to both toddler care and preschool education (Rao & Koong, 2006). Other ECEs
might specialize in supporting children with special educational needs or in implementing
specific pedagogical approaches (such as Montessori or Reggio Emilia methods) within the local
curriculum framework. Despite these specializations, most Hong Kong early childhood educators
share common responsibilities: designing age-appropriate curriculum activities, maintaining a
safe and inclusive classroom environment, assessing children’s developmental progress, and
engaging parents through regular communication and involvement in school events. With
virtually all children aged 3-6 attending kindergarten in Hong Kong (Audit Commission, 2013),
ECEs carry the important duty of preparing children for smooth transition to primary education,
often under the pressure of a competitive education culture (Ng, 2012 Early childhood educators
in Hong Kong adhere to a mandated teacher-to-pupil ratio of 1:15 (excluding the principal),

which has been improved to 1:11 when including the principal (Education Bureau, 2012;
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Education Bureau, 2017). Additionally, many classrooms benefit from the presence of assistant
teachers, who help provide more individualized care and support for students. In recent years,
ECEs have also been expected to partake in ongoing professional development and quality
reviews as part of the government’s quality assurance framework, reflecting higher expectations
for accountability and continual improvement in the sector (Education Bureau, 2017a). Overall,
the profile of Hong Kong’s ECEs today is that of a well-trained, increasingly specialized
professional workforce tasked with balancing educational goals, care duties, and administrative
requirements to deliver “high-quality kindergarten education” for all children (Education Bureau,

2017D).

2.2.2 Policy Development: From PEVS to FQKES

Hong Kong’s early childhood education policies have undergone significant development
in the past two decades, marked most notably by the transition from the Pre-primary Education
Voucher Scheme (PEVS) to the current Free Quality Kindergarten Education Scheme (FQKES).
This section analyzes the evolution of these policies, including their goals, outcomes, and
ongoing challenges as discussed in the chapter.

Pre-primary Education Voucher Scheme (PEVS):

Introduced in the 2007/08 school year, PEVS was a groundbreaking but controversial
policy that sought to make kindergarten more affordable and to spur quality improvements
through market mechanisms (Education and Manpower Bureau, 2006). Under PEVS, the
government provided parents of eligible children with a flat-rate, non-means-tested education
voucher that could be redeemed at registered non-profit kindergartens. The voucher’s value was
initially HK$13,000 per child per year, rising to about HK$23,230 by the scheme’s final year in

2016/17 (Legislative Council Secretariat, 2018). The core goals of PEVS were two-fold: (1) to
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ease the financial burden on families by subsidizing part of the school fees, thereby expanding
access to early education, and (2) to drive quality enhancement by encouraging kindergartens to
compete for enrolment (and voucher revenue) through better services, while also mandating
quality assurance measures (Lau, 2012). In practice, PEVS required participating kindergartens
to be non-profit and undergo a quality assessment accreditation by 2012; it also included a
conditional grant for teachers to upgrade their qualifications, thereby tying public funding to
professional development (Education Bureau, 2007).

PEVS succeeded in boosting kindergarten attendance and standardized certain quality
benchmarks, but it also revealed several shortcomings that drew criticism from parents and
educators (Yuen, 2018). By 2012, about 77% of eligible children were enrolled in PEVS-
participating kindergartens, indicating considerable uptake (Audit Commission, 2013). The
scheme’s introduction coincided with a rapid increase in trained teachers — by 2005/06, even
before full implementation, over 94% of kindergarten teachers had obtained the required basic
teaching qualification (Rao & Li, 2009). Parents’ out-of-pocket fees for half-day classes
modestly decreased or stabilized during the voucher era, making preschool more affordable for
many families (Education Bureau, 2013). However, the voucher model also exposed inherent
tensions. First, it perpetuated a two-tier system between non-profit making (NPM) kindergartens
that accepted vouchers and private independent (P1) kindergartens that did not (often elite
international or for-profit local preschools). Families using PEVS could only patronize NPM
schools, limiting their choices, and those who chose PI kindergartens received no subsidy at all,
leading to concerns about inequity (Chow, 2017). Second, the voucher amount was the same for
half-day and whole-day programs, which inadvertently incentivized schools to offer more half-

day classes — a trend observed as the proportion of half-day-only KGs rose significantly during
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PEVS years (Legislative Council Secretariat, 2018). Whole-day kindergarten remained
expensive for parents, as the voucher covered only part of the higher fees, thus not fully
addressing the needs of dual-income families who required full-day childcare (Chan, 2019).
Third, critics argued that PEV'S’s market-driven approach treated education as a commodity;
while it did introduce accountability measures (like mandatory quality reviews), it also forced
kindergartens into competition for enrollment without adequately raising the public funding level
per child (Wong & Li, 2015). Teacher salaries under PEVS were not standardized by the
government, and many kindergartens faced financial strain trying to improve quality while
keeping fees low (HKPTU, 2012). These unresolved issues eventually led to calls for a more
direct government responsibility in providing free early education, culminating in policy changes
a decade later.

Free Quality Kindergarten Education Scheme (FQKES):

After years of advocacy for 15-year free education (covering the 3 years of kindergarten
in addition to the 12 years of primary and secondary school), the Hong Kong government
launched the Free Quality Kindergarten Education Scheme in the 2017/18 school year to replace
PEVS (Education Bureau, 2016). The FQKES represents a shift from the voucher model to direct
subsidy funding: instead of giving money to parents, the government now provides funding
directly to eligible kindergartens that opt into the scheme. The primary goal of FQKES is to
provide tuition-free half-day kindergarten for all children in local non-profit KGs, and highly
subsidized full-day programs, thereby truly reducing financial barriers to ECE (Education
Bureau, 2017b). Under Hong Kong’s Free Quality Kindergarten Education Scheme (FQKES),
government subsidies are structured to align with session durations. For the 2024/25 academic

year, half-day classes receive full funding through an annual subsidy of approximately
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HK$39,200 per student. Full-day sessions attract a higher subsidy of HK$50,960 per student to
address extended operational costs, while long-whole-day programs receive the most substantial
support at HK$62,720 per student annually. These subsidies are designed to cover most
expenses, with parents typically required to pay only minimal supplementary fees where
necessary (Legislative Council Secretariat, 2018; Education Bureau, 2024). Nearly 97% of
eligible local non-profit kindergartens joined the scheme immediately, indicating the sector’s
broad acceptance of the new policy (Legislative Council Secretariat, 2018).

There are several positive outcomes from the transition to free kindergarten education.
Most notably, parents’ average school expenses dropped substantially. In the final year of PEVS
(2016/17), parents still paid on average HK$5,700 per year for a half-day place (and much more
for full-day) on top of the voucher; after FQKES started, the average top-up fee for half-day
dropped to around HK$3,000, while for full-day it fell from ~HK$21,000 to about HK$8,100 on
average (Legislative Council Secretariat, 2018). This indicates that kindergarten has indeed
become essentially free or much more affordable for most families, achieving a key equity goal
of the policy. Additionally, FQKES brought about improvements in teacher remuneration and
retention by introducing a basic salary scale. To ensure service quality, the government began
providing salary subsidies and recommended pay ranges for different teaching positions, with the
median monthly salary of full-time teachers in non-profit KGs rising to about HK$27,000—
29,000 after the scheme’s implementation — a notable increase that helped reduce the previously
high turnover rates among kindergarten teachers (Legislative Council Secretariat, 2018). The
policy also came with additional grants and continued to mandate quality assurance through
regular Quality Reviews, thereby reinforcing both accountability and support for quality

enhancement (Education Bureau, 2017a). In broad terms, FQKES has reasserted the
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government’s role in early education, moving the sector toward a more public-good orientation
rather than a purely market-driven model (Yuen, 2021). Government control over the formerly
private kindergarten sector is re-established in the long run through a policy that links funding to
compliance with government standards (Wong, 2021).

Despite its benefits, FQKES faces ongoing challenges and unintended consequences that
are highlighted in the chapter. One challenge is ensuring sustainability of quality — the
government subsidies must keep pace with operational costs and inflation. Some kindergartens
report that the current funding, while adequate for basic needs, leaves little surplus for innovation
or facilities upgrades, especially for those running full-day classes that incur higher expenses
(Chan, 2020). There is also concern that the uniform subsidy approach might not fully address
diverse community needs: for instance, kindergartens serving low-income or ethnically diverse
communities may require additional resources (for assistant staff or translation support) to
provide equitable quality, which the scheme’s one-size-fits-all funding may not cover (Lo,
2019). Additionally, FQKES’s emphasis on regulatory compliance — though important for
quality — has increased administrative workload on principals and teachers, who must handle
extensive documentation for funding and undergo periodic inspections (Education Bureau,
2019). Some educators feel that this bureaucratic pressure can detract from the energy and
creativity they devote to teaching (Yuen, 2021). Another issue is that private independent
kindergartens now exist completely outside the main funding system; this small subset of schools
raises questions about how “universal” the free policy truly is and whether a dual track will
persist. Lastly, while FQKES improved teacher pay, parity with primary school teachers has not
been fully achieved — kindergarten teachers still generally earn less and have less job security

than their counterparts in compulsory education, which can affect long-term recruitment of talent
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into the ECE field (Chow & Cheung, 2021). In summary, the evolution from PEVS to FQKES in
Hong Kong reflects a major policy shift towards greater public investment and oversight in early
childhood education, yielding improved affordability and quality, yet it continues to evolve as

stakeholders address the remaining gaps and challenges in the system.

2.2.3 The COVID-19 Impact on ECEs’ Occupational Well-Being and New Job Demands and
Resources

The COVID-19 pandemic, which began in early 2020, had unprecedented effects on early
childhood education in Hong Kong. This chapter provides a detailed discussion of how the
pandemic disrupted ECE operations and how these disruptions affected the occupational well-
being of early childhood educators. It applies a job demands and resources lens to analyze the
new challenges (demands) introduced by COVID-19 and any mitigating supports (resources) that
emerged, highlighting the complex impact on ECE practitioners’ professional and personal well-
being.

Hong Kong kindergartens were subject to periodic closures and strict public health
measures during the pandemic. Almost overnight, ECEs had to pivot to remote teaching
modalities, a task exceedingly difficult for educators of very young children (Lau & Lee, 2021).
Teachers were suddenly required to create home learning packets, record video lessons, or
conduct live online classes for preschoolers — activities far outside the normal scope of
kindergarten pedagogy. The chapter notes that these shifts dramatically increased certain job
demands on ECEs. One major demand was technological adaptation: many veteran kindergarten
teachers were not initially adept with e-learning platforms, yet they had to quickly develop skills
in using Zoom, educational apps, or WhatsApp groups to connect with children and parents

(Chan, 2021). This learning curve, often without formal training, contributed to stress and longer
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working hours as teachers prepared digital content. Another demand was maintaining young
children’s engagement virtually. Keeping a 4-year-old attentive through a screen requires
tremendous energy and creativity, and many teachers reported feeling exhausted by the effort to
sustain children’s interest remotely while also handling their own anxieties about the pandemic
(Li, Yang et al., 2021). Additionally, ECEs faced increased parental interaction and expectations
— since parents were supervising children at home, teachers had to communicate more with
parents, guiding them on facilitating activities and addressing their concerns about learning loss
(Cheung, 2020). When in-person classes intermittently resumed, yet another layer of job demand
emerged: enforcing health and safety protocols (Chung et al., 2021). Teachers had to ensure
children wore masks properly, washed hands frequently, and kept physical distance during play —
effectively adding health monitoring to their daily duties. All these new responsibilities came on
top of the emotional strain of the pandemic’s uncertainties, creating a significant threat to
teachers’ occupational well-being.

The occupational well-being (OWB) of ECEs encompasses job satisfaction, work
engagement, stress levels, and burnout (Hall-Kenyon et al., 2014). Surveys and studies cited in
the chapter show that a large proportion of teachers experienced heightened stress and signs of
burnout during 2020-2022 (Tang, 2022). For instance, in one study of early childhood educators,
over 60% reported high stress related to COVID-19 adjustments, and many indicated lower job
satisfaction due to the loss of normal classroom interactions (Wong et al., 2022). Teachers derive
much of their professional joy from the direct, affectionate contact with young children — smiles,
hugs, group activities — and pandemic restrictions severely curtailed these rewarding
experiences, thereby dampening teachers’ sense of accomplishment and connection (Cumming,

2017). Moreover, uncertainty about job security in some private kindergartens, especially those
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facing financial difficulties amid enrollment drops, led to anxiety among teachers regarding
salary cuts or layoffs (Cheng, 2020). Indeed, the job insecurity emerged as a critical stressor: a
survey by a local teachers’ union in 2021 found that a considerable number of kindergarten
teachers were worried about the stability of their jobs if the pandemic persisted (HKPTU, 2021).
All these factors collectively posed a threat to ECEs’ mental health and occupational well-being,
with anecdotal reports of some teachers contemplating leaving the profession due to pandemic-
related hardships.

Alongside challenges, the chapter also describes how certain job resources helped buffer
the negative impact of COVID-19 on ECE educators. One positive development was the
strengthening of collegial support — many kindergarten teaching teams pulled together closely to
navigate the crisis, sharing lesson plans, troubleshooting tech problems collaboratively, and
providing emotional support to one another (Li, Yang et al., 2021). This team spirit and
solidarity acted as an important resource, as peer support is known to alleviate stress by fostering
a sense of shared burden. Another resource was professional development opportunities that
arose as the sector adapted; for example, some NGOs and the Education Bureau offered free
webinars on e-learning strategies for young children and on teacher well-being and self-care
during the pandemic (Education Bureau, 2020b). ECEs who took part in these training sessions
gained new skills and coping strategies, which improved their efficacy in the new teaching mode
and thus their work engagement. This chapter also highlights parental recognition and gratitude
as a job resource that became more pronounced during COVID-19. Many parents, having had to
facilitate learning at home, developed a deeper appreciation for the patience and creativity of
kindergarten teachers (Liu, 2021). Expressions of thanks from families and communities —

whether through messages, parent-teacher meetings over Zoom, or even media stories
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highlighting teachers’ efforts — provided a motivational boost to ECEs, reinforcing the value of
their work in tough times. Additionally, some kindergarten operators responded to the crisis by
adjusting expectations and workload: for instance, reducing the length of online sessions or
hiring temporary teaching assistants with government subsidy support to help in classrooms
when schools reopened with smaller groups (Cheung, 2021). These measures functioned as
practical resources that reduced individual teacher workload. In terms of the Job Demands-
Resources (JD-R) model (Bakker & Demerouti, 2007) discussed in the chapter, Hong Kong’s
ECEs during COVID-19 faced elevated demands (technological, emotional, safety-related) that
risked higher burnout, but the effect was moderated in part by increased personal and
organizational resources (peer support, new skills, community appreciation) which helped
maintain some level of engagement and morale.

The pandemic experience leaves a complex legacy for the ECE sector. On one hand, it
exposed and intensified issues of work stress and well-being, signaling to policymakers and
school leaders that teacher mental health needs more systematic support. On the other hand, it
accelerated innovations in teaching practice — Hong Kong ECEs are now more adept with
technology and diversified modes of communication, which could be harnessed for future
pedagogical enrichment (Yuen et al., 2022). The chapter suggests that moving forward, policies
should build on the lessons learned by institutionalizing support systems (for example, having
contingency plans for remote learning and clear guidelines to protect teachers’ workload and
wellness during emergencies). In conclusion, COVID-19 profoundly tested the resilience of early
childhood educators in Hong Kong, adding to their job demands but also illuminating the critical
resources and adaptations needed to safeguard their occupational well-being in the face of

unforeseen challenges.
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2.2.4 Sectoral Challenges in Early Childhood Education in Hong Kong

This chapter addresses several sector-wide challenges that have recently emerged in
Hong Kong’s early childhood education landscape. These include declining birth rates,
emigration trends, and resulting drops in kindergarten enrolment — factors that collectively
impact the sustainability, quality, and equity of ECE provision in the city. The analysis shows
that beyond policy and classroom practice, macro-level demographic shifts are now exerting
pressure on the ECE sector, calling for proactive strategies.
Declining Birth Rates

Hong Kong’s birth rate has been on a steady decline, reaching record lows in recent
years, and this has direct consequences for kindergartens. Government statistics indicating that
the number of births fell from about 56,000 in 2016 to just around 32,500 in 2022 (Census and
Statistics Department, 2023). This sharp drop means that smaller cohorts of children are entering
the kindergarten system each year. For context, the kindergarten student population has shrunk
accordingly: Education Bureau data show a decline from roughly 185,000 kindergarten pupils in
2015 to about 136,095 in 2024, with further decreases expected (Legislative Council Secretariat,
2022; Education Bureau 2024). Such a demographic contraction poses a sustainability challenge
for the ECE sector. Many kindergartens that flourished when birth numbers were higher now
face difficulty filling classes. Almost 84% of Hong Kong kindergartens surveyed in 2023
reported a significant drop in their K1 (first-year kindergarten) enrolment for the 2023/24 school
year (China Daily, 2023). With fewer students, schools receive less tuition revenue (or in the
case of FQKES, less subsidy funding, since it is per pupil), yet their fixed costs—rent, utilities,
staff salaries—remain largely the same. Nearly 90% of kindergartens in the survey described

being in financial difficulty due to low enrolment, and over 75% had already taken the drastic
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step of laying off teachers to cut costs (China Daily, 2023). Low birth rates, therefore, threaten
the viability of some ECE centers, especially small, stand-alone kindergartens in districts with
sharper population decline. A few kindergartens have even announced closure or consolidation
of campuses as they anticipate insufficient student numbers in coming years (SCMP, 2023). This
trend, if continued, could lead to an oversupply of kindergarten places relative to children,
inefficiencies in resource allocation, and potentially a reduced diversity of provider choices for
parents if only larger operators survive.
Emigration and Population Outflow

Compounding the low birth trend is the recent wave of emigration from Hong Kong.
Since 2019-2020, significant numbers of residents, including families with young children, have
emigrated or moved abroad, driven by factors such as the socio-political climate and better
opportunities elsewhere. In the two years following the 2019 social movement and during
COVID-19, tens of thousands of students withdrew from Hong Kong schools as their families
left the territory (Tam, 2022). Kindergartens have felt this impact acutely — mid-year
withdrawals became more common and projected enrolments sometimes dropped unexpectedly
when families decided to relocate. Emigration has also affected the ECE workforce: a notable
number of experienced kindergarten teachers and principals have resigned to emigrate, leading to
a loss of skilled professionals in the sector (Chiu & Lai, 2022). The dual loss of students and
teachers intensifies the challenges of maintaining program quality. Schools losing students may
cut classes or combine age groups, which can increase workloads on remaining teachers and
potentially diminish the individual attention each child receives. Meanwhile, the departure of
veteran educators creates gaps in mentorship for newer teachers and can undermine the stability

of teaching teams. The chapter suggests that the government has taken note of these trends;
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measures such as relaxing class size requirements (to allow under-enrolled classes to continue
operating) and providing special relief grants to kindergartens have been implemented to prevent
a rash of school closures (Education Bureau, 2022). However, if current emigration and low birth
patterns persist, Hong Kong’s ECE sector could undergo a contraction, raising concerns about
ensuring equitable access to quality early education across all communities.

Declining enrolment and school closures carry implications for equity in early childhood
education. One concern outlined in the chapter is that if many non-profit kindergartens (which
are the majority under FQKES) close down or merge, families in certain neighborhoods —
particularly outlying or less affluent areas — might be left with fewer nearby options. In extreme
cases, they might only have private independent providers remaining, which charge higher fees
and are not fully covered by government subsidies, potentially pricing out lower-income
families. This scenario could undermine the equity gains achieved by the Free Quality
Kindergarten Education policy. Moreover, a shrinking sector might reduce competition in ways
that are not necessarily beneficial. While a less crowded market could ease pressure on the
schools that remain open, it could also limit parental choice and reduce the incentive for schools
to innovate or maintain high standards—especially if they assume enrolments are guaranteed
simply by their continued existence. Ironically, this trend might present an opportunity to
enhance quality. Smaller cohorts could lead to smaller class sizes and improved teacher-child
ratios, but only if managed strategically. This would require deliberate policy measures to
redirect excess capacity in ways that benefit children, such as providing funding for
kindergartens to operate with 10 to 12 students per class, rather than closing classes altogether
(Lau, 2023). Another dimension of equity is the impact on ECE educators themselves. As

schools lay off staff or freeze hiring, new graduates of ECE programs may struggle to find jobs,
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and remaining teachers may face heavier workloads covering duties of departed colleagues. This
can affect the attractiveness of ECE as a career, potentially leading to a vicious cycle of talent
shortages in the future when birth rates might rebound. Ensuring a stable, motivated workforce is
an equity issue too, as the consistency and quality of teacher-child interactions are at the heart of
educational equity in the classroom (Hall-Kenyon et al., 2014).

TABLE 3

Number of Kindergartens and Scheme Kindergartens in Hong Kong (2012 — 2025)

Academic Year Total Number of Kindergartens Number of Scheme Kindergartens
2012/13 957 N/A
2013/14 969 N/A
2014/15 978 N/A
2015/16 1,000 N/A
2016/17 1,014 N/A
2017/18 1,030 748
2018/19 1,033 753
2019/20 1,046 761
2020/21 1,046 763
2021/22 1,042 762
2022/23 1,026 749
2023/24 1,009 738
2024/25 979 730
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Diagram 1
Development of kindergarten demographic in Hong Kong from 2012/13 to 2024/25 academic
year
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Diagram 2
Total numbers of kindergarten students (K1 — K3) enrolment in Hong Kong from 2012/13
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More kindergartens with vacancy and its relationship with reduced demand for half-day

kindergarten programmes

In recent years, more kindergartens in Hong Kong have been facing a significant
challenge with rising student place vacancies, particularly in the K1 level (first year of
kindergarten). This issue has become more prominent as demographic trends such as declining
birth rates and emigration have reduced the number of children enrolling in kindergartens.
Additionally, there is a notable shift in parental preferences from half-day kindergarten
programmes to full-day options, which is further exacerbating the problem of vacancies in
certain areas.

District-Level Vacancy Analysis

As of July 2023, many districts reported alarmingly high vacancy rates among
kindergartens participating in the Free Quality Kindergarten Education (FQKE). For instance:
Southern District had the highest vacancy rate, with 95% (18 out of 19) of kindergartens
reporting K1 vacancies. Kwai Tsing District followed with 83% (48 out of 58) of kindergartens
showing K1 vacancies. Other areas with significant vacancy rates include Eastern (77%), North
(76%), and Kwun Tong (74%) (See Table 4).

By September 2024, this trend continued, with some districts seeing slight changes but
still maintaining high vacancy rates: Southern District remained at the top, with 94% (17 out of
18) of kindergartens having K1 vacancies. Tuen Mun saw an increase in vacancies, with 83%
(48 out of 58) reporting K1 openings. Kwai Tsing and Kwun Tong continued to struggle with

82% of kindergartens in both districts experiencing vacancies (See Table 4).
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These high vacancy rates are indicative of the growing challenge kindergartens face in

attracting and retaining students, which is closely linked to demographic shifts and changing

parental preferences revealed by the market demand trend.

Table 4

Kindergartens with Nursery (K1) Vacancy in 2023

Rank District Total Number of KG Number of Scheme KG %
participating FQKE with K1 vacancy (as of
Scheme July 2023)
1 Southern 19 18 95%
2 Kwai Tsing 58 48 83%
3 Eastern 52 40 7%
4 North 42 32 76%
5 Island 25 19 76%
6 Kwun Tong 74 55 74%
7 Tuen Mun 58 42 2%
8 Wong Tai Sin 43 31 2%
9 Shatin 59 42 71%
10 Wan Chai 17 12 71%
11 Shum Shui Po 46 32 70%
12 Tsuen Wan 33 22 67%
13 Sai Kung 41 27 66%
14 Taipo 24 15 63%
15 Kowloon City 49 30 61%
16 Yuen Long 69 37 54%
17 Central & West 25 13 52%
18 Yau Tsim Mong 26 10 38%




Table 5

Kindergartens with Nursery (K1) Vacancy in 2024

48

Total Number of KG

Number of Scheme KG

Rank District participating with K1 vacancy %
FQKE Scheme (as of Sept 2024)
1 Southern 18 17 94%
2 Tuen Mun 58 48 83%
3 Kwai Tsing 56 46 82%
4 Kwun Tong 71 58 82%
5 Eastern 48 38 79%
6 Wong Tai Sin 42 33 79%
7 North 41 32 78%
8 Shum Shui Po 45 34 76%
9 Island 25 18 2%
10 Central & West 25 18 72%
11 Kowloon City 45 32 71%
12 Shatin 58 41 71%
13 Sai Kung 41 28 68%
14 Tsuen Wan 31 21 68%
15 | Taipo 24 16 67%
16 Wan Chai 16 10 63%
17 Yuen Long 67 40 60%
18 Yau Tsim Mong 23 12 52%

Enhanced academic qualification of early childhood educators

Recent data retrieved from the Education Bureau (EDB) demonstrate a consistent

enhancement in the academic qualifications of early childhood educators in Hong Kong over the

past six academic years. Recent statistics from the Education Bureau (EDB) reveal that the

percentage of trained teachers with a Certificate in Early Childhood Education (C(ECE))

qualification has risen from 97.3% in the 2018/19 academic year to 98.5% in 2023/24 (Education
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Bureau, 2023). This upward trend underscores a sector-wide commitment to professional

development and the promotion of higher standards in early childhood education.

Further analysis indicates that both Scheme and Non-scheme Kindergartens (KGs) have a
high proportion of degree-holding educators. In Scheme KGs, 69% of teachers are degree
holders (7,060 individuals), while 31% are non-degree holders (3,120 individuals). Similarly, in
non-scheme KGs, 72% of teachers are degree holders (2,639 individuals), compared to 28% non-
degree holders (1,024 individuals). This data suggests that a significant majority of early
childhood educators possess higher academic qualifications, regardless of the kindergarten's
funding scheme (see Table 6).

Table 6

Academic Qualifications of Teachers in Scheme and Non-scheme Kindergartens during 2023/24

Scheme Non-scheme
HR Qualification KGs KGs
Degree holders 7060 (69%) 2639 (72%)
Non-degree holders 3120 (31%) 1024 (28%)

The increasing qualification levels among early childhood educators are crucial for
delivering quality education. According to Sylva et al. (2010), well-qualified teachers are better
equipped to implement effective pedagogical practices that enhance children’s learning
outcomes. Moreover, the Organisation for Economic Co-operation and Development (OECD)
emphasizes that educator qualifications significantly impact the quality of early childhood

education and care (OECD, 2012). Higher qualifications contribute to improved teaching




strategies, better classroom management, and more positive interactions with children (Taguma

etal., 2012).

These improvements align with global efforts to elevate early childhood education

standards. By investing in teacher qualifications, Hong Kong is fostering an educational

environment that supports children's cognitive, social, and emotional development, ultimately

contributing to better long-term educational and societal outcomes (UNESCO, 2015).

An analysis of teachers’ years of experience in kindergartens participating in the Free

Quality Kindergarten Education Scheme further illustrates the dynamics within the sector.

Between the 2021/22 and 2022/23 academic years, the total number of teachers in Scheme KGs

dropped by 838, from 11,012 to 10,174. The number of teachers with over seven years of

experience decreased by 379, from 6,187 (56.2%) to 5,808 (57%). Despite the reduction in

overall teacher numbers and experience levels, the proportion of highly qualified educators

remains significant (see Table 6 and Table 7).

Table 7

Comparative Analysis of teachers’ years of experience in institutions taking part in the Free

Quality Kindergarten Education Scheme 2021/22 & 2022/23

Total no. of Work Work Work
Teachers in experience < experience experience >
Scheme 4 years 4 -7 years 7 years
2021/22 11,012 2574 (23.4%) 2251 (20.4%) | 6187 (56.2%)
2022/23 10,174 2365 (23%) 2001 (20%) 5808 (57%)
Chanae Dropped by Dropped by Dropped by Dropped by
g 838 teachers 209 teachers 250 teachers 379 teachers
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The increasing academic qualifications among educators are essential for maintaining and
improving the quality of early childhood education in Hong Kong. Well-qualified teachers are
more adept at delivering comprehensive curricula and fostering environments conducive to
holistic child development. This commitment to educator qualification is particularly significant
in light of the slight decline in experienced teachers, as it helps mitigate potential impacts on
educational quality.

By investing in the professional development of early childhood educators, Hong Kong
aligns itself with international best practices. The city’s efforts contribute to a robust early
childhood education system that not only benefits children’s immediate learning experiences but
also supports their long-term educational trajectories and societal contributions (UNESCO,
2015).

Rising drop-out rate of early childhood educators

The enhanced professional standard of Hong Kong early childhood educators is
somewhat overshadowed by a concerning trend of qualified teachers leaving the profession. The
dropout trend among qualified teachers is a critical issue that needs to be addressed. It could be
driven by various factors such as job stress, inadequate compensation, lack of professional
development opportunities, or the demanding nature of the job. This trend not only depletes the
sector of skilled and experienced educators but also disrupts the continuity of learning for

children.
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Table 8

Wastage rate of early childhood education teachers from 2017 — 2024

School year

17/18 18/19 19/20 20/21 21/22 22/23 23/24

Wastage Rate of
10.50% 12.30% 12.00% 10.20% 13.20% 17.60% 19.10%
ECE Teachers (%) %2

Remarks: 1 Only data from local kindergartens were included
2 The percentage of teachers who left local kindergartens compared to the total
number from the previous school year. These "drop-out teachers" were employed
last year but are no longer working in any kindergarten this year. It highlights the

turnover rate in the local kindergarten teaching workforce.

The public data retrieved from Education Bureau’s collected statistics (See Table 8) also
revealed the rising wastage rate amongst kindergarten teachers. Although the percentage of
trained kindergarten teachers have reached almost 98.5% in year 2023/24 academic year,
qualified teachers who chose to drop out from the sector has climbed to historical high of 19.1%.
The turnover intention of early childhood educators is very much concerning the sector. A study
conducted with over 1100 early childhood educators in Hong Kong revealed that 42% of the
interviewees expressed their turnover intention while 54% of the participants reported that over 3
colleagues working in the same organisation had resigned in a single academic year (Hong Kong
Federation of Education Workers, 2019). The EDB statistic highlighted the situation of younger
teachers resigned than their more experienced counterparts. From 2021/22 to 2022/23 academic
year, there’s an alarming record of 459 teachers working in the early childhood sector for less

than 7 years dropping out from the field, in comparison to 379 more experienced counterparts.
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Younger teachers (with work experience less than 7 years) consist of around 43% of the total
teacher population. Hence it is crucial to address challenges faced by the novice and junior
teachers to reduce job turnover intention among kindergarten teachers in Hong Kong (EDB,
2022 & EDB, 2023).

In summary, Hong Kong's early childhood education sector is facing a pivotal moment,
dealing with a decline in student enrolment and a reduction in kindergarten numbers while also
working to enhance professional standards. Retaining qualified teachers is critical to maintaining
the quality of early childhood education. These challenges highlight the urgent need for well-
rounded strategies and policies that promote the sector's sustainable growth. To tackle these
issues, collaboration between policymakers, educators, and other key stakeholders is essential to
ensure sufficient resources, training, and support for early childhood educators. By focusing on
the needs of both educators and children, efforts can be made to foster a more supportive and
nurturing educational environment in Hong Kong.

Declining needs for half-day kindergarten programmes in Hong Kong

The data from the Kindergarten Profile by the Education Bureau reveals notable trends in
the modes of Early Childhood Education (ECE) services in Hong Kong between the 2021/22 and
2024/24 academic years (Education Bureau, 2021, 2025). There has been a 4.5% decrease in the
total number of Scheme Kindergartens (KGs), from 763 to 730, indicating a contraction in the

ECE sector during this period.

Specifically, Full-day Kindergartens cum Child Care Centers (CCC) decreased
marginally by 0.41%, from 245 to 244 institutions (Education Bureau, 2021, 2023). This
minimal reduction suggests that the demand for full-day programs remains relatively stable. The

stability may be attributed to working parents' ongoing need for full-day care to accommodate
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their schedules (Census and Statistics Department, 2022) and a preference for programs offering

extended educational and care services throughout the day (Education Commission, 2015).

In contrast, Half-day Kindergartens experienced a significant decrease of 9.79%, from
143 in year 2021/22 to 129 institutions in year 2023/24 (Education Bureau, 2021, 2023). This
substantial decline indicates a shifting preference away from half-day programs. Possible reasons
include an increase in dual-income households where both parents work full-time, reducing the
practicality of half-day services (Labor Department, 2020). Additionally, there is a perception
that full-day programs provide a more robust educational experience (Education Commission,
2015), and challenges in sustaining half-day programs financially may have led to closures or

mergers (Education Bureau, 2017).

Mixed Mode Kindergartens cum CCC saw a modest decrease of 2.14%, from 373 to 365
institutions (Education Bureau, 2021, 2023). Despite the slight decline, mixed-mode programs
remain prevalent due to their flexibility. They offer both full-day and half-day options, catering
to diverse family needs (Education Commission, 2015), and can adjust their service offerings

based on demand trends (Education Bureau, 2017).

These trends have significant implications. The growing demand for full-day ECE
services is likely driven by societal shifts such as increased workforce participation among
parents, especially mothers (Census and Statistics Department, 2022), and the pursuit of work-
life balance, prompting families to seek ECE services that align with standard working hours
(Labor Department, 2020). The decreased demand for half-day programs may render them less

sustainable (Education Bureau, 2017), leading to service consolidation where some half-day
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kindergartens integrate into mixed-mode or full-day programs to remain viable (Education

Bureau, 2017).

Policy and resource allocation may need adjustment. Government support could be
necessary to sustain half-day programs if they are deemed essential (Education Commission,
2015). Revisiting funding and subsidy models to reflect current demands and encourage a
diverse range of services is also important (Education Bureau, 2017). For the future of ECE
services, kindergartens may need to adapt their service modes to meet changing demands,
possibly by expanding full-day offerings (Education Bureau, 2017), while ensuring that the
expansion does not compromise educational quality (Quality Assurance Division, Education

Bureau, 2019).

In conclusion, the decreasing number of half-day kindergartens alongside the relative
stability of full-day and mixed-mode institutions indicates a significant shift in the needs and
preferences of families in Hong Kong. Factors such as increased parental workforce participation
and the desire for comprehensive childcare solutions are driving this change (Census and
Statistics Department, 2022). It is crucial for policymakers, educators, and service providers to
recognize these trends and adapt effectively to ensure that early childhood education services

continue to meet the evolving needs of the community.
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Changes in the Number of Scheme Kindergartens by Mode of Services in Hong Kong (2021/22 to

2023/24)
Scheme KGs Scheme KGs
Mode of ECE services Change
(2021/22) (2023/24)
Full-day KG cum CCC 245 244 -0.41%
Half-day KG 143 129 -9.79%
Mixed mode KG cum CCC 373 365 -2.14%
Total: 761 738 -3.02%
Remarks:

Full-day KG cum CCC refers to institutions registered as kindergarten and childcare center running solely

full-day programmes

Half-day KG refers to institutions registered as kindergarten running solely half-day programme in either

morning or afternoon or both sessions

Mixed mode KG cum CCC refers to institutions registered as kindergarten and childcare center running

both full-day and half-day programmes

A key factor contributing to the increasing vacancy rates in Hong Kong kindergartens is

the reduced demand for half-day programmes. As of the 2024-25 academic year, 736

kindergartens are participating in the Free Quality Kindergarten Education (FQKE) Scheme, yet

only 101 kindergartens reported zero vacancies in student enrolments. Among the 101

kindergartens that reported zero vacancies, the majority—75 kindergartens—operate in the

solely full-day mode. This dominant representation of full-day programmes highlights the

growing demand for extended care options. In contrast, only 23 kindergartens offer a solely half-

day mode, indicating that fewer families are opting for this more limited format. Additionally,

just 3 kindergartens provide a mixed mode, blending both full-day and half-day options, further
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underscoring the marginal appeal of half-day programmes in today’s market. This breakdown
clearly shows a strong parental preference for full-day kindergarten programmes, driven by the
need for flexibility and extended childcare hours in modern family dynamics. The high number
of full-day kindergartens without vacancies highlights the growing demand for this mode, while
the minimal vacancies in half-day and mixed-mode programmes reflect their decreasing
relevance.

The reduced demand for half-day programmes can be attributed to several factors,
including the need for parents, especially in dual-working families to have reliable and extended
care for their children. Full-day programmes not only offer a more comprehensive educational
experience but also allow parents to better manage their work-life balance, a crucial factor in
Hong Kong’s fast-paced, urban environment.

The low number of kindergartens offering half-day programmes without vacancies
further illustrates the waning appeal of this model. In contrast, full-day programmes continue to
dominate the enrolment landscape, forcing many kindergartens that operate half-day
programmes to either adapt or face challenges in attracting sufficient enrolments. This preference
for full-day care reflects a broader shift in Hong Kong society, where dual-income households
and longer working hours make extended childcare options more practical. As the demand for
full-day programmes grows, kindergartens offering only half-day modes are increasingly under
pressure to either switch to full-day or mixed modes or risk high vacancy rates and financial

strain.



Table 10

Proportion of kindergartens with full student enrolment in 2024-25 academic year

Mode of kindergarten programmes

No. of kindergartens

Solely Full-Day Mode 75
Solely Half-day Mode 23
Mixed Mode 3
Total number of kindergartens with no vacancy 101

Diagram 3

Proportion of kindergartens with full student enrolment in 2024-25 academic year

Proportion of kindergartens with full student enrollment
(No vacancy as of Sept 2024)

= Solely Full-Day Mode = Solely Half-day Mode

= Mixed Mode




59

Table 11
EDB Statistic of Kindergarten Education (From 2012/13 to 2023/24 academic year)

School year

2012/13  2013/14 2014/15 2015/16  2016/17  2017/18 2018/19 2019/20  2020/21 2021/22 2022/23 2023/24

Total numbers of kindergartens 957 969 978 1000 1014 1030 1033 1049 1046 1042 1026 1009
Of which joining the FQKE Scheme NA NA NA NA NA 748 753 761 763 762 749 738
Total Enrolment of Students 164764 169843 176397 185398 184032 181147 174402 174297 164935 155956 143676 136095
K1 (Nursery) 54829 57824 62 369 65323 57355 59350 58168 58710 53877 50 003 46 985 42182
K2 (Lower) 56483 56699 58 738 63315 65769 58481 59978 58534 57195 53199 48 646 47947
K3 (Upper) 53452 55320 55 290 56760 60908 63316 56256 57053 53863 52 754 48 045 45966
No. of Kindergarten Teachers 11817 12 384 12 893 13552 13930 14155 14145 14389 14119 13 486 12 644 11733
Percentage of Trained Teachers @ 95.70%  95.30%  96.10% 96.00% 96.70%  97.30% 97.30%  97.80%  98.10% 98.30%  98.00% 98.50%
With C(ECE) qualification ©® or above 84.80%  87.60%  90.40% 91.20%  92.70%  93.90%  94.40%  95.40%  95.90% 96.30% 96.30% 97.00%

Other kind of teacher qualification

(including QKT & QAKT) ® 10.90% 7.70% 5.70% 480%  4.00%  3.40%  290%  240% = 2.20% 2.00% 1.70% 1.50%
Student-Teacher Ratio ) 9.3:1 9.3:1 9.1:1 9.0:1 8.7:1 8.6:1 8.4:1 8.3:1 8.1:1 8.0:1 8.0:1 8.3:1
Wastage Rate of Teachers (%) @®) 8.30% 8.00% 9.20% 8.60% 10.50% 10.50% 12.30%  12.00%  10.20% 13.20% 17.60% 19.10%
With C(ECE) qualification @ or above 5.90% 6.60% 7.20% 7.40% 9%  9.20% 11.40% 11.10%  9.60%  12.70%  17.00% 18.60%
Other kind of teacher qualification 1420%  1360%  18.40%  13.70% 18% 26.00% 2290% 2530% 10.40%  22.60%  34.40% 24.90%

(including QKT & QAKT)®
Untrained © 26.90% 22.50% 31.50% 28% 34.70%  26.80% 29.80% 27.80%  26.80% 25.40% 32.70% 38.20%

All figures above include kindergartens and kindergarten-cum-child care centers, but not special childcare centers with registration under the Social Welfare
Remarks:  Department. Figures for the 2020/21 school year refer to the statistics as at mid-October 2020, and others refer to the statistics as at mid-September of the
respective school years.

-1 " FQKE " refers to the Free Quality Kindergarten Education Scheme, which has been implemented since the 2017/18 school year.

-2 Figures include teachers from local kindergartens, but not from non-local kindergartens.
3 C(ECE) — Certificate in Early Childhood Education. QKT — Qualified Kindergarten Teacher. QAKT — Qualified Assistant Kindergarten
Teacher.
-4 Figures are calculated based on half-day equivalent unit.
Figures represent the percentage of drop-out teachers who left their jobs in local kindergartens in the preceding school year. "Drop-out teachers" refer to

-5 the teachers who were teaching in local kindergartens in the preceding school year but were no longer working in any kindergarten during the school year
concerned.

6 "Untrained" refers to teachers who did not obtain any teacher training qualifications equivalent to C(ECE) or above or other professional qualifications
(including QKT & QAKT).
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2.2.5 Occupational wellbeing amongst early childhood educators in Hong Kong

Occupational wellbeing amongst early childhood educators is a concerning topic in Hong
Kong, especially when there’s alarming rise in wastage rate of teachers observed since 2020/21
academic years, dropping total numbers of kindergartens since 2019/20 academic year and
significant dropping trend of kindergarten teachers from the field since 2019/20 academic year
(see diagram 3, diagram 5 and table 3). Several factors have been identified in research that
contribute to the occupational well-being of early childhood educators in Hong Kong, including
high stress level and burnout causing by prolong working hours, heavy job demands, work-
family conflict, lack of job autonomy and limited provision of job resources at workplace.

The early childhood profession in Hong Kong is often linked with high stress level and
burnout due to the prolong working hours compared to other occupation and the daily teaching
process in high-intensity nature and this always causes conflicts towards the individual’s roles at
home. Early childhood educators in Hong Kong spend an average of 9.2 hours daily in schools,
exceeding the optimal 8-hour work period (Wong, 2015). Furthermore, a survey conducted by
the Hong Kong Federation of Kindergarten Teachers revealed that more than 90% of the 1,255
respondents reported working up to 70 hours a week, with nearly half of them working between
60 to 70 hours, a significant increase from previous work hours. This prolonged working time is
associated with sleeping problems, stress issues, and conflicts in balancing professional and
personal roles. The demanding nature of the daily teaching process and administrative burden
further exacerbates the challenges faced by kindergarten teachers in Hong Kong (Leung, 2019).
These findings underscore the substantial impact of long working hours on the well-being of

early childhood educators in Hong Kong.
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Job demands and work-family conflict are two factors that can negatively impact the
occupational well-being of early childhood education educators in Hong Kong. Job demands
refer to the physical, cognitive, and emotional demands of the job, such as stress on time
management, workload, and emotional exhaustion. Studies have found that high job demands
are associated with greater degree of burnout and lower job satisfaction among kindergarten
teachers in Hong Kong (Fong et al., 2020; Wong & Tsang, 2016). Work-family conflict, which
refers to the conflicts brought by both work and family roles of an individual, has also been
found to be negatively associated with the occupational well-being of early childhood education
educators in Hong Kong (Wang et al., 2025). Fong et al. (2020) found that high demands from
the workplace were associated with greater degree of burnout and reduced job satisfaction
among kindergarten teachers in Hong Kong. Similarly, Wong and Tsang (2016) found that high
job demands were linked with reduced job satisfaction and higher degree of emotional
exhaustion among kindergarten teachers in Hong Kong. Wang et al (2025) found that work-
family conflict was negatively linked with the occupational well-being of early childhood
education educators in Hong Kong. The study suggested that there should be further
intervention designed to solve the challenges imposed by work-family conflict and to improve
work-life balance so there would be potential to enhance the occupational well-being of
kindergarten teachers. Research has shown that teachers' work-family conflict with immediate
family members and colleagues can lead to negative outcomes, such as stress, burnout, and
lower job satisfaction (Grzywacz & Marks, 2000). Family-work conflict refers to the extent to
which demands from workplace overwhelmed the individual’s family responsibilities, and vice
versa. Shoshani and Eldor (2016) revealed in their research that teachers who reported higher
levels of family-work conflict were more likely to experience burnout and stress. The study

found that teachers who experienced higher degree of family-work conflict tend to experience



62

worse depersonalization, exhaustion in emotion and less sense of personal accomplishment, all
of which are key components of personal and job burnout. The negative impact of these
challenges on teachers' well-being and job satisfaction can ultimately affect the quality of
education that young children receive.

Another factor contributing to teachers’ occupational wellbeing is job autonomy, which
refers to the degree of control and independence that employees have in managing their work
and making work-related decisions. This aspect is crucial because the absence of job autonomy
can lead to negative emotions, self-doubt, dissatisfaction, and burnout (Tait, 2008). Job
autonomy is an essential aspect of teachers' occupational well-being because it allows them to
have a sense of control over their work and make decisions based on their professional judgment.
When teachers experience high levels of job autonomy, they are more likely to feel empowered
and satisfied in their roles, which can contribute to their overall well-being. On the other hand, a
lack of job autonomy can lead to feelings of powerlessness and dissatisfaction, further
exacerbating the challenges faced by teachers in high-pressure environments such as Hong
Kong. The level of job autonomy can vary depending on the school context. A study examining
the occupational well-being of novice early childhood educators in Hong Kong found that job
resources, including job autonomy, were significant predictors of occupational well-being (Li,
Yang et al., 2021). Studies have also found that higher degree of job autonomy are positively
associated with greater work engagement and satisfaction of job among early childhood
education educators (Fong et al., 2020).

Research has consistently shown that job autonomy is positively associated with
employee well-being (Clausen et al., 2022; Ryu et al., 2022). Teachers who perceive themselves
as having autonomy in their work tend to display better job satisfaction level (Dou et al., 2017).

Furthermore, the lack of job autonomy has been associated with a cascade of inefficacy and
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attrition within the first few years of teaching (Harmsen et al., 2018). In the context of Hong
Kong kindergartens, the demands of the daily teaching process and administrative burden can
significantly contribute to the long working hours and high levels of stress experienced by
teachers. These factors can limit the degree of job autonomy that teachers have, leading to a
decline in their occupational well-being. It is crucial to address this issue by providing teachers
with the necessary support, resources, and training to help them manage their workload and
maintain a healthy balance between their professional and personal lives. Therefore,
understanding the level of job autonomy among early childhood educators in Hong Kong is
essential for addressing occupational well-being concerns.

The occupational well-being of early childhood education educators can also be
significantly influenced by the availability of job resources, which encompass both tangible and
intangible assets that aid teachers in effectively carrying out their professional responsibilities
(Bakker & Demerouti, 2017). The demands of the daily teaching process, administrative burden,
and prolonged working hours significantly impact the availability of job resources for these
educators. Job resources, which include teaching materials, training opportunities, and a
supportive organizational culture, are essential for teachers to perform their duties effectively
and maintain their occupational well-being. However, the strain caused by the extended work
hours and administrative burden has led to a scarcity of these resources, further exacerbating the

challenges faced by kindergarten teachers in Hong Kong.

2.3 The Bronfenbrenner's ecological system theory
Humans possess a unique capability to shape and modify their environment to suit their
needs. This ability is not just about physical alterations to the environment, but also includes the

creation of social norms, cultural practices, and institutions. This active engagement with the
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environment makes humans active agents in their own development, a concept articulated by

Urie Bronfenbrenner in 1979.

For instance, consider a child growing up in a safe and stimulating environment. Such an
environment could include a home with supportive parents, a school with dedicated teachers, and
a neighborhood with accessible recreational facilities. In such an environment, the child is more
likely to thrive, developing cognitive, emotional, and social skills at a healthy pace. Similarly,
adults working in a safe and motivating workplace tend to achieve better both personally and
professionally. They are likely to be more productive, have higher job satisfaction, and maintain

a better work-life balance.

The environment, therefore, plays a critical role in shaping human experiences and
opportunities. It is within this context that Urie Bronfenbrenner, an American psychologist,
developed the ‘Ecological Systems Theory’. This theory posits that an individual’s development
is influenced by a series of interconnected environmental systems, ranging from the individual’s
immediate surroundings to broader societal elements. He identified the five different systems:

the microsystem, mesosystem, exosystem, macrosystem, and chronosystem.

2.3.1 Microsystem

The microsystem, as defined by Urie Bronfenbrenner’s ecological system theory, is the
immediate environment in which an individual closely interacts. This includes various contexts
such as the classroom, playground, home, workplace, and religious institutions. In these settings,
the developing individual experiences specific activities, roles, and interpersonal relationships

(Bronfenbrenner, 1979).
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The microsystem plays a pivotal role in shaping human development. It is within this
immediate environment that individuals, particularly children, first learn to navigate the world
around them. Children who grow up in safe, supportive, and stimulating environments are more
likely to thrive (Bronfenbrenner & Morris, 1998). The quality of the microsystem environment
can significantly impact an individual’s cognitive, social, and emotional development (Sameroff

& Fiese, 2000).

For instance, children who experience positive interactions with their parents and
teachers are more likely to develop healthy social skills and self-esteem. These positive
interactions can foster a sense of security and belonging, which are crucial for the development
of a healthy self-concept and positive interpersonal relationships. On the other hand, children
who experience negative interactions with their parents and teachers are more likely to develop
behavioral problems and low self-esteem (Pianta & Walsh, 1996). These negative experiences
can lead to feelings of insecurity and inadequacy, which can hinder the child’s social and

emotional development.

However, the microsystem is not a static environment. It is constantly changing and
evolving as the individual grows and develops. As the individual’s needs and abilities change,
the microsystem must adapt to meet those needs (Bronfenbrenner, 1994). For example, as a child
grows older, they may require more challenging academic work or more opportunities for social
interaction. The microsystem, in this case, the school environment, must adapt to provide these

opportunities.

Similarly, as adults develop in the workplace, they seek more stimulating and rewarding
work opportunities in order to advance in their career pathway. The workplace, as a

microsystem, must adapt to provide these opportunities. This could involve providing
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opportunities for professional development, creating a supportive and inclusive work culture, or

implementing policies that promote work-life balance.

In conclusion, the microsystem, as the first level of Bronfenbrenner’s ecological system,
plays a critical role in human development. It is within this immediate environment that
individuals learn, grow, and develop. The quality of the microsystem can significantly impact an
individual’s cognitive, social, and emotional development. Therefore, it is crucial to ensure that
the microsystem environment is safe, supportive, and stimulating, and that it evolves to meet the

changing needs of the individual.

2.3.2 Mesosystem

The mesosystem, as defined by Urie Bronfenbrenner’s ecological system theory,
represents the interrelations among two or more settings in which the developing person actively
participates. This level of the ecological system can include various relationships such as those
between home, school, and neighborhood peer groups for a child, or among family, work, and

social life for an adult (Bronfenbrenner, 1979; Bronfenbrenner & Morris, 1998).

The mesosystem plays a crucial role in shaping human development. It is within this
environment that individuals interact with multiple settings, each of which can significantly
influence their development. For instance, a child’s development can be profoundly influenced
by the relationship between their home and school environments. If these two settings are
harmonious and mutually supportive, the child is more likely to develop positive characteristics
such as resilience, adaptability, and a love for learning. They are likely to feel secure and
confident, knowing that they have a consistent support system across multiple aspects of their

life.
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Conversely, if there is a negative relationship between the two settings - for example, if
the child’s learning style is encouraged at home but not at school, or if there is a lack of
communication or cooperation between the child’s parents and teachers - the child may
experience stress and anxiety. This discordance can impact their overall development, leading to

issues such as decreased academic performance, behavioral problems, and low self-esteem.

However, it’s important to note that the mesosystem, like all other levels of the ecological
system, is not a static environment. It is constantly changing and evolving as the individual
grows and develops. As the individual’s needs, interests, and abilities change, so too must the

mesosystem adapt to meet those emerging needs (Bronfenbrenner, 1994).

For example, as a child transitions from elementary school to middle school, their
mesosystem will also undergo a transition. The child will be introduced to a new school
environment, new teachers, and a new peer group. The relationships among these settings will
form a new mesosystem, which will play a crucial role in shaping the child’s development during

this critical transition period.

Similarly, as adults progress through different stages of life, their mesosystem also
evolves. The relationships among family, work, and social life can change significantly over
time. For instance, the birth of a child, a job change, or a move to a new city can all lead to

significant changes in an adult’s mesosystem.

In conclusion, the mesosystem, as the second level of Bronfenbrenner’s ecological
system, plays a critical role in human development. It represents the interrelations among the
various settings in which an individual actively participates. These interrelations can

significantly influence an individual’s development, shaping their experiences, behaviors, and
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overall wellbeing. As such, it’s crucial to foster positive and supportive relationships among

these settings to promote healthy human development.

2.3.3 Exosystem

The exosystem, as defined by Urie Bronfenbrenner’s ecological system theory, represents
the third level of the ecological system. It refers to larger social systems that do not directly
involve the developing person as an active participant but can impact or be affected by events in
the immediate setting containing the developing person. This can include various elements such
as institutional policies, events that happened to the individual’s family members or stakeholders
at workplaces, as well as the impact of media can indirectly influence the individual

(Bronfenbrenner, 1979; Olivia, 2023).

Families’ working hours and their demands for childcare services

The exosystem plays a critical role in shaping human development. It is within this
environment that individuals are influenced by events and circumstances in a broader context,
even though they do not actively participate in these settings. A pertinent example is the impact
of parents' working hours on a child's need for extended childcare services, which would both
influence the child’s learning experience and the workload of corresponding early childhood
educators. When parents have flexible or reasonable working hours, they can allocate more time
to engage with their children. This increased availability allows them to provide emotional
support, fostering secure attachments and healthy emotional development (Bowlby, 1988). They
can offer cognitive stimulation through activities like reading, playing, and exploring, which
enhances learning and intellectual growth (Hart & Risley, 1995). Additionally, parents can

consistently reinforce positive behaviors and address challenges promptly, offering
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essential behavioral guidance (Baumrind, 1991). Conversely, long or inflexible working

hours can limit parents' availability, leading to reduced parent-child interaction (Brooks-Gunn et
al., 2002). There is less time for meaningful conversations and activities that promote bonding
and development. This limitation may cause emotional strain on the child, with feelings of
neglect or abandonment potentially leading to insecurity or low self-esteem (Steinberg & Silk,
2002). Critical periods for language development, social skills, and moral understanding might
not receive adequate parental input, resulting in missed learning opportunities (Shonkoff &

Phillips, 2000).

In response to parents' extended working hours, the demand for longer childcare service
hours increases (Fuller et al., 2002). This need arises from the necessity to ensure that children
are in a safe environment during the hours parents are unavailable. Quality childcare can provide
educational and social experiences that promote development in the absence of parental
interaction (NICHD Early Child Care Research Network, 2006). Extended hours at a childcare
facility also offer a stable routine, which is essential for a child's sense of security (Cassidy,

1994).

While extended childcare services can mitigate some negative effects of parents' long
working hours, they introduce new dynamics. The developmental benefits largely depend on
the quality of the childcare provided; high-quality programs with trained staff can offer
significant support (Vandell et al., 2010). Children have the opportunity to interact with peers,
enhancing social skills and emotional intelligence (Denham et al., 2003). However, caregivers
may become significant attachment figures, which can be positive but might also complicate the

child's primary attachment relationships (Howes & Hamilton, 1992).
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Parents' workplaces, policies, and societal expectations about work-life balance are
components of the exosystem that indirectly affect the child (Bronfenbrenner, 1979). Companies
that do not offer flexible working arrangements force parents to spend less time at home (Hill et
al., 2001). In economies where dual incomes are necessary for a household, both parents may
need to work long hours due to economic demands (Bianchi, 2000). Societal expectations about
career dedication can pressure parents into prioritizing work over family time, reflecting cultural
norms (Hochschild, 1997). These exosystem factors necessitate adjustments in the child’s
microsystem, such as seeking extended childcare services to fill the gaps left by parental
absence. Recognizing the influence of the exosystem highlights the importance of considering
broader social and institutional factors when addressing a child’s developmental needs and
educators’ occupational and professional demands (Bronfenbrenner, 1979). Therefore, the
evolving trend in families' demands for different modes of kindergarten or childcare programs
will impact how early childhood education is provided, leading to transformations in the sector

accordingly.

Changing institutional policies as an exosystem factor

The exosystem is not a static environment; it continually changes and evolves as the
individual grows and develops (Bronfenbrenner, 1979). For example, the practices and policies
of a school and its district can significantly impact the resources and support that kindergarten
teachers receive, which in turn affects their ability to provide quality education to their students
(Darling-Hammond, 2000). If the school district implements policies that promote professional
development and provide adequate resources for facilitating educators to work with dual-work
families, teachers will be better equipped to facilitate effective learning experiences for their

students (Guskey, 2002). In the context of Hong Kong, families' working hours demands have a
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significant impact on the institutional policies of early childhood settings. The city's fast-paced
work environment, characterized by long working hours and a high prevalence of dual-income
households, requires early childhood education and care (ECEC) services to adapt to the diverse
scheduling needs of families (Choi & Cheung, 2013). Many parents engage in non-traditional
work schedules, including extended hours, shift work, and weekend employment, increasing the

demand for flexible ECEC services beyond standard operating hours.

Early childhood institutions in Hong Kong have responded by extending opening hours in
as part of the childcare centres policies, offering flexible drop-off and pick-up times, and
providing full-day kindergarten programs and extended childcare hours service. These
adaptations aim to support parents in balancing work and family responsibilities, thereby
promoting greater workforce participation, especially among mothers (Hong Kong Special
Administrative Region Government, 2015). Some centers offer part-time or occasional care

options to cater to parents with variable work schedules, acknowledging the need for flexibility.

Moreover, the demand for flexible ECEC services influences staffing policies and
resource allocation within institutions. Early childhood settings may need to implement
staggered staffing schedules, provide staff training for extended hours care, and ensure
compliance with regulatory requirements for child-to-educator ratios at all times (Education
Bureau, 2017). Institutions might also collaborate with employers and community organizations
to support the provision of extended care services, enhancing the support network for working

families.

These policy adjustments aim to enhance the accessibility and inclusivity of early
childhood programs in Hong Kong, acknowledging the changing nature of work and its impact

on family life. By aligning institutional policies with families' working hours demands, early
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childhood settings contribute to better developmental outcomes for children and support parental
employment (Xu, et al., 2023). This alignment not only benefits families but also promotes social
equity by providing all children with quality early education opportunities regardless of their

parents' work schedules (OECD, 2012).

Media as an exosystem factor

Media and social media significantly influence children's and families' demand for early
childhood education by shaping perceptions, disseminating information, and creating social
norms regarding educational expectations. Traditional media outlets, such as television,
newspapers, and magazines, often highlight the importance of early education through news
stories, educational programs, and expert interviews. These narratives can raise public awareness
about the benefits of early childhood education, leading parents to prioritize enrolling their

children in quality programs (OECD, 2012).

Social media platforms amplify this influence by enabling parents to share personal
experiences, reviews, and recommendations about early childhood education providers. Online
parenting communities and forums allow for rapid information exchange, where parents discuss
curricula, teaching methods, and the reputations of specific kindergartens (Dworkin, Connell, &
Doty, 2013). Such peer-to-peer communication can significantly impact other parents' decisions,
as they may trust the opinions and experiences shared by fellow parents over traditional

advertising or institutional messaging (Shim, 2012).

The influence of media and social media extends to the professional image of
kindergarten educators. Positive portrayals of educators in media can enhance their professional

status by highlighting their expertise, dedication, and the crucial role they play in children's
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development (Barnett, 2003). For example, media stories that showcase innovative teaching
methods or successful student outcomes can elevate public perceptions of educators'

professionalism.

Conversely, negative media coverage can harm educators' professional image. Instances
of misconduct or underperformance, when publicized, can lead to generalized skepticism about
the quality of educators in early childhood settings (Osgood, 2006). Social media further
complicates this dynamic, as educators' actions can be recorded and shared widely, sometimes
without context, leading to misinterpretations that damage their professional reputation

(Hildebrandt & Couros, 2016).

Additionally, social media platforms have become spaces where educators can build their
professional identity by sharing educational resources, engaging in professional discourse, and
connecting with peers globally (Carpenter & Krutka, 2014). A positive online presence can
enhance their professional image and demonstrate commitment to ongoing professional
development. However, it also requires educators to be mindful of their digital footprint, as

personal and professional boundaries can become blurred (Sargeant, 2019).

As the individual's needs and abilities change, the exosystem must adapt accordingly
(Bronfenbrenner, 1986). For instance, as a child transitions from elementary to middle school,
changes in the school district's policies or the parents' work situations can significantly impact
the child's learning environment and experiences (Eccles, 1999). Adjustments in educational
practices or shifts in parental employment can alter the support systems available to the child,

thereby influencing their developmental trajectory.
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In conclusion, the exosystem, as the third level of Bronfenbrenner’s ecological system,
plays a critical role in human development. It represents the broader context that indirectly
influences the individual’s development. Understanding the dynamics of the exosystem can

provide valuable insights into the complex interplay of factors that shape human development.

2.3.4 Macrosystem

The macrosystem, as defined by Urie Bronfenbrenner’s ecological system theory,
represents the fourth level of the ecological system. It encompasses the larger cultural context
surrounding the individual, including societal belief systems, cultural norms, ideologies, policies,
or laws that indirectly influence the person. The macrosystem involves the broader cultural and
societal influences that shape an individual’s development and evolve over time

(Bronfenbrenner, 1979).

The macrosystem is a critical component of the ecological systems theory as it provides a
broader context for understanding the individual’s development. Unlike the microsystem,
mesosystem, and exosystem, which are more immediate and tangible, the macrosystem
represents the overarching patterns of the micro-, meso-, and exosystems characteristic of a
given culture, subculture, or other broader social context. It is less about specific interactions and

more about the societal blueprint that dictates what forms those interactions should take.

The cultural and societal influences that shape an individual’s development are not static
and evolve over time. The macrosystem is a dynamic system that is influenced by historical,
social, and political factors. For example, the cultural norms and values that shape an

individual’s development in one society may not be the same as those that shape development in
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another society after migration or job relocation. This highlights the role of the macrosystem in

shaping our understanding of normality and acceptability.

One of the factors that influence the macrosystem is the cultural beliefs and values of a
society. These beliefs and values shape the norms and expectations that individuals are expected
to follow. For example, in some cultures, it is considered disrespectful to speak to an elder in a
certain way. In other cultures, it may be acceptable to speak to an elderly person in a more
informal manner. These cultural norms can significantly influence an individual’s behavior and

interactions with others.

Another factor that influences the macrosystem is the policies and laws of a society.
Policies and laws are created to regulate the behavior of individuals in a society. They are
designed to promote the individual’s well-being and the society as a whole. For example,
policies and laws that promote equal opportunities for all individuals regardless of their race,
gender, or socioeconomic status can have a positive impact on the macrosystem. These policies

and laws can shape societal structures and influence individual behaviors and attitudes.

The macrosystem also includes the broader cultural and societal influences that shape an
individual’s development. These influences can include the media, religion, and other cultural
institutions. The media, for example, can shape the way individuals perceive the world around
them. It can influence their beliefs, attitudes, and behaviors. Religion can also play a significant
role in shaping an individual’s development. It can provide individuals with a sense of purpose

and meaning in life (Bronfenbrenner, 1979).

In conclusion, the macrosystem, as the fourth level of Bronfenbrenner’s ecological

system, plays a critical role in human development. It represents the broader cultural and societal
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context that indirectly influences the individual’s development. Understanding the dynamics of
the macrosystem can provide valuable insights into the complex interplay of factors that shape

human development.

2.3.5 Chronosystem

The chronosystem, as defined by Urie Bronfenbrenner’s ecological system theory,
represents the fifth and final level of the ecological system. It considers the role of time in
shaping development, including both personal life events and broader historical events
(Bronfenbrenner, 1979). The chronosystem adds the useful dimension of time to the ecological
systems theory, demonstrating the influence of both change and constancy in the individual’s
environments. It is an essential component of the ecological systems theory because it highlights

the importance of understanding the dynamic nature of development.

Development is not a static process but rather an ongoing dynamic process that is
influenced by both change and constancy over time. The chronosystem recognizes this
dynamism and underscores the importance of considering the temporal context in which
development occurs. For instance, personal life events such as birth, death, marriage, divorce,
job change, relocation, illness, or any other significant life event can profoundly impact an
individual’s development. These events can lead to changes in the individual’s microsystem,
mesosystem, exosystem, and macrosystem, thereby influencing their development. Similarly,
broader historical events such as wars, economic crises, natural disasters, technological
advancements, societal changes, or any other significant historical event can also have a

substantial impact on development. These events can lead to changes at the societal level,
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influencing cultural norms, societal structures, policies, and laws, thereby indirectly affecting the

individual’s development.

The chronosystem also emphasizes the importance of understanding the historical context
in which development occurs. It recognizes that individuals do not develop in isolation but are
part of a broader historical and cultural context. This context shapes their experiences, influences
their perceptions, and guides their actions and interactions. Historical events such as wars,
economic crises, and natural disasters can have a significant impact on development. For
example, a war can lead to changes in societal structures, disrupt the normal functioning of
institutions, and result in trauma, loss, and displacement. These changes can significantly impact
an individual’s development, influencing their physical, psychological, social, and emotional
well-being. Similarly, economic crises can lead to changes in economic structures, result in
unemployment, poverty, and economic insecurity, and increase stress and anxiety. These
changes can also significantly impact an individual’s development, influencing their physical,
psychological, social, and emotional well-being. Natural disasters can lead to changes in the
physical environment, result in loss of life and property, disrupt the normal functioning of
institutions, and result in trauma and displacement. These changes can also significantly impact
an individual’s development, influencing their physical, psychological, social, and emotional

well-being.

In conclusion, the chronosystem, as the fifth and final level of Bronfenbrenner’s
ecological system, plays a critical role in human development. It represents the temporal context
that influences the individual’s development. Understanding the dynamics of the chronosystem
can provide valuable insights into the complex interplay of factors that shape human

development.
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2.4 Factors affecting teachers’ occupational wellbeing analysed by the

Bronfenbrenner's ecological system theory

The theory of Bronfenbrenner's ecological systems provides a practical theoretical
framework for understanding the various environmental factors that can influence the
occupational well-being of early childhood education educators in Hong Kong. The theory
provides a holistic and comprehensive approach to understanding the complex relationships
between individuals and their environment, and the impact of these relationships on development
and experiences amongst early childhood educators. The ecological system theory emphasizes
that individuals can be influenced by a variety of environmental factors, starting from the
immediate surroundings of the individual (microsystem) to larger societal factors (macrosystem)

(Bronfenbrenner, 1979).

In the context of kindergarten teachers in Hong Kong, Bronfenbrenner’s ecological
systems theory provides a comprehensive framework for understanding the various factors that
influence their occupational well-being. This theory posits that an individual’s development is
shaped by their interaction with various interconnected systems, ranging from their immediate
environment to broader societal influences. The microsystem includes factors from their
immediate work environment and family. The mesosystem includes the relationships between
the teachers and other stakeholders in the education system, such as parents, administrators.
Factors influencing work-family conflict will also be explored. The exosystem includes factors
such as government policies, funding and economic factors, and societal expectations of
teachers. The macrosystem includes broader cultural factors towards work-live balance, and

cultural values towards early childhood education.
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Research has indeed shown the utility of the ecological systems theory in understanding
the occupational well-being of early childhood education educators in Hong Kong. A study by
Chan et al. (2018) found that factors such as job demands, support from colleagues, and school
culture were important predictors of teacher well-being. Another study by Lee et al. (2021)
revealed that societal factors such as government policies and societal expectations of teachers
also significantly influenced teacher well-being. The ecological systems theory provides a
comprehensive framework for understanding the occupational well-being of kindergarten
teachers in Hong Kong. It highlights the complex interplay of various factors, ranging from
immediate interpersonal relationships to broader societal influences. Understanding these
relationships can provide valuable insights into the factors that affect teacher well-being and can
inform interventions to improve teacher well-being in Hong Kong and other similar contexts.
2.4.1 Microsystem Level Application

The microsystem is the most immediate system in which an individual directly
experiences in life, which includes the people and institutions in the individual's immediate
environment (Bronfenbrenner, 1979). In the case of a kindergarten teacher, the microsystem
includes various factors that can influence the teacher's experiences and well-being in family and
workplace domains.

Family domain of microsystem

The first factor influencing kindergarten teachers' well-being in Hong Kong is the family
microsystem. Occupational well-being of early childhood education educators can be influenced
by factors related to their personal lives, including 1) Support received from their family
relationships, 2) Roles and duties in the core family, and 3) Family-related emotional demand.
For example, a study conducted by Leung and McBride-Chang (2016) revealed that quality of

teachers’ relationship with their spouses was positively associated with their job satisfaction, and
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that this relationship was partially mediated by self-efficacy. In other words, teachers who
reported higher quality relationships with their spouses also reported greater self-efficacy in
working as a teacher, which in turn was associated with higher job satisfaction. Similarly,
positive relationships with their own children can also impact kindergarten teachers' occupational
well-being. This suggests that the quality of a teacher's personal relationships can influence their
overall well-being, which in turn can impact their job satisfaction and overall effectiveness as a
teacher. Positive support received from family relationships can act as a protective factor against
burnout and other negative outcomes associated with occupational stress (Shoshani and Eldor,
2016). A study conducted by Bakker et al. (2014) discovered that teachers who reported higher
degree of support from their spouses and families have less opportunity to experience burnout
and a higher potential to report active work engagement. The study also found that work
engagement mediated the relationship between family support and burnout, suggesting that
supportive family relationships can enhance teacher's engagement at work and lower the risk of
burnout at workplace.

The roles and duties that kindergarten teachers have within their core family can have a
significant impact on their well-being. (Chan, et al., 2018; Wong et al., 2021; Tung et al, 2020).
Core family refers to the immediate family members of a person, such as their spouse, children,
and parents. A study in Hong Kong revealed that family-related roles and responsibilities were
significant predictors of teacher burnout (Chan et. al, 2018). Teachers who had higher degree of
family-related roles and responsibilities reported higher levels of exhaustion in emotions, higher
degree of depersonalization, and less sense of personal accomplishment, all of which are
symptoms of burnout. In the context of Hong Kong, kindergarten teachers often have multiple
roles and responsibilities within their core family, such as caring for children, managing

household responsibilities, and providing support for elderly parents. These roles and
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responsibilities can create additional stress and demands on teachers, which can impact their
well-being.

On the other hand, research has shown that family-related emotional demand can have a
significant impact on the well-being of kindergarten teachers in Hong Kong. (Hobfoll, 1989;
Chan et al, 2018; Yuen et al., 2017, Lam et al, 2021). When individuals have a limited amount of
personal and social resources, the demands placed on these resources can lead to stress and
burnout (Hobfoll, 1989). In the context of kindergarten teachers in Hong Kong, family-related
emotional demand can be a significant source of job stress and burnout at workplace, as teachers
may find struggle to balance their responsibilities at work with their responsibilities at home. A
study found that family-related emotional demand was a significant predictor of teacher burnout
in Hong Kong (Chan et. al, 2018). Another study also revealed that family-related emotional
demand was a significant predictor of psychological distress among early childhood educators in
Hong Kong. The study discovered that educators who experienced higher levels of family-
related emotional demand reported higher levels of psychological distress (Yuen et al, 2017).
Workplace domain of microsystem

The next domain influencing kindergarten teachers' well-being in Hong Kong is the
workplace microsystem. Occupational well-being of early childhood education educators can be
influenced by elements related to their workplace, including 1) work demand, 2) work resources
and support, 3) job autonomy and 4) demand for professional development.

One of the most significant factors affecting kindergarten teachers' well-being in the
microsystem at workplace is workload. Kindergarten teachers often have a heavy workload that
can lead to stress and burnout. They are often responsible for planning and implementing
curriculum, assessing student progress, and communicating with parents. Additionally, they may

have to deal with challenging behaviours, special needs, and classroom management issues
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(Friedman-Krauss, Raver, Neuspiel, & Kinsel, 2014). In Hong Kong, kindergarten teachers are
known to work long hours, which can have significantly influenced their well-being and
satisfaction for work. Several studies have investigated the working hours of kindergarten
teachers in Hong Kong, as well as their effects on teacher burnout, job satisfaction, and other
related factors. Kindergarten teachers in Hong Kong are known to work long hours, with many
teachers reporting that they work between 9 and 11 hours a day (Cheung et al., 2019; Chan et al.,
2015). This is in addition to work that may need to be done at home, such as administering
lesson plans, teaching preparation and children’s learning documentation etc. Kindergarten
teachers are often expected to work during weekends and school holidays in order to fulfil their
job requirements or professional development. The long working hours can cause burnout and
reduced job satisfaction (Cheung et al., 2019; Lee et al., 2019). Similarly, a study by Li and Li
(2019) found that long working hours and high levels of workload were significant predictors of
teacher burnout among early childhood education educators in Hong Kong. The study also
revealed that emotional exhaustion mediated the relationship between workload and job burnout,
the researcher suggested that high degree of emotional exhaustion may be one of the key
outcomes of long working hours. Moreover, the long working hours for kindergarten teachers in
Hong Kong can also impact their work-life balance and lead to negative outcomes in their
personal lives. A study by Chan et al. (2015) revealed that teachers who reported longer working
hours tend to experience negative impacts on their social lives, such as less time spent with their
personal social networks and family, which also lead to a lower level of life satisfaction.
However, the study by Li et al. (2021) found that work engagement was negatively related to
work stress and burnout among novice early childhood educators in Hong Kong. The study
suggests that interventions aimed at enhancing work engagement can reduce work stress and

burnout among early childhood education educators in Hong Kong. In Hong Kong, where
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teachers are used to work prolong hours and face high levels of stress, family support and
positive relationships with family members can serve as a buffer to reduce the negative impact of
work stress on teachers' well-being. Supportive spouses, family members, and flexible work
arrangements provided by family-friendly employer can contribute to teachers' overall
occupational well-being.

Work resources and support are also important factors that can influence the occupational
well-being of early childhood education educators in Hong Kong. Work resources refer to the
tangible and intangible resources that are available to teachers in their work environment, such as
adequate staffing, materials and equipment, and administrative support. Tangible resource like
compensation is viewed as a significant factor that affects kindergarten teachers' well-being.
Compensation refers to the financial and non-financial rewards that teachers receive for their
work, such as salary, benefits, and opportunities for professional development. Low pay, lack of
benefits, and limited opportunities for career promotion can lead to financial stress and
dissatisfaction with their work (Sutcher, Darling-Hammond, & Carver-Thomas, 2016). The EDB
statistics recorded in 2021/22 academic year revealed that over half (54%) of teachers in Hong
Kong kindergarten participating in the FQKES were earning below HK $30,000 per month,
given that the recommended salary range for teachers, senior teachers, vice principals and
principals lied between HK$22,790 — HK$67,140 (see Table 12). Only around 15% of teachers
were earning more than HK$40,000 per month, of which most of them are senior teachers, vice
principals and principals (EDB. 2021). Even though the minimum monthly salary has reached
HK$23,360 in the 2022/23 academic year, the fact that most kindergarten teachers are earning
below the mean of recommended salary led to dissatisfaction amongst teachers who aspire career

advancement or a more justified tangible compensation for their profession.



Table 12

Comparative Analysis of teachers’ salary ranges in institutions taking part in the Free Quality

Kindergarten Scheme

Total no.

salary salary
of salary
< $30,001 - NA
Teaching > $40,000
$30,000 $40,000
staff
11012 5951 3370 1610 81

(54%) (31%) (15%) (1%)

Diagram 4

Comparative Analysis of teachers’ salary ranges in kindergartens participating in the Free

Quality Kindergarten Scheme

Teachers' monthly salary in HK FQKS
kindergartens (2021/22 academic year)

0,

= salary
$30,001 - $40,000

= salary NA
> $40,000

= salary
<$30,000

Intangible resources like work support refers to the emotional and instrumental support

that teachers receive from their colleagues, supervisors, and other stakeholders in the education
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system. Research has shown that work resources and support can have a significant impact on
the occupational well-being of kindergarten teachers in Hong Kong. Chan et al. (2018) found
that work support was a significant predictor of teacher well-being in Hong Kong. The study
found that teachers who received higher levels of support from colleagues and supervisors
reported higher levels of job satisfaction and commitment in the organization. Another study
revealed that work resources were significant predictors of teacher burnout in Hong Kong. The
study found work resources such as professional development opportunities, support from
colleagues and superiors, and access to resources can significantly influence teacher well-being
and reduce burnout, while teachers who received adequate support and resources reported lower
levels of burnout and higher levels of job satisfaction (Li et. al. 2021). In the context of Hong
Kong, kindergarten teachers often face significant work demands, such as large class sizes, long
work hours, and high levels of administrative tasks. Work resources and support can play an
important role in mitigating the impact of these work demands on teacher well-being.

The complexity of teacher work within the early childhood context often demands
attention and ethical decision-making, which can be enhanced through professional development.
Programmes for professional development are a crucial mechanism for educators to enhance the
quality of teaching and learning, which can positively associate with improved achievement
amongst young children (Ball & Cohen, 1999; Cohen & Hill, 2000; IES, 2007; Yuen, 2011).
Professional development can provide opportunities for work-embedded learning and support the
ongoing development of teachers' pedagogical practices. Access to professional development
opportunities can significantly impact kindergarten teachers' well-being. Professional
development can provide them with new skills and knowledge, enhance their teaching practices,
and lead to the potential advancement in for career pathway. Employees need opportunities to

develop their skills and knowledge in order to stay engaged, satisfied and motivated in their
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work. (Zhang, 2017). Therefore, engaging in professional development can help kindergarten
teachers in Hong Kong improve their teaching practices, enhance their knowledge and skills, and
ultimately improve the quality of education for young children and creating effective teaching
and learning environments. However, professional development that is not aligned with teachers'
needs and interests can lead to feelings of frustration and disengagement, which can negatively
impact their well-being. By contrast, professional development that is relevant, meaningful, and
supportive can enhance teachers' knowledge and skills, promote their sense of efficacy, and
improve their well-being (Yuen, 2011). Therefore, it is important for professional development
programs to be designed with teachers' needs and interests in mind, and to provide opportunities
for collaboration, reflection, and ongoing support (Darling-Hammond et al., 2017). By doing so,
professional development can contribute to the well-being of kindergarten teachers and

ultimately sustain the quality improvement of education for young children.

2.4.2 Mesosystem Level Application

According to ecological systems theory, the mesosystem is a part of an individual's
development that involves interactions between different elements within the microsystem
(Bronfenbrenner, 1979). In the case of kindergarten teachers, their mesosystem involves the
interactions between their family and workplace including job-related stakeholders like
colleagues and parental involvement of their students. These interactions can have a significant
impact on their well-being, and identifying the factors that affect them can help address the
challenges they face. The study will consider a variety of factors, such as work-family conflict,
the challenges of balancing work and family life, and the role of social support networks in

helping teachers cope with stress.
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Work-life balance

Balancing work and family life is essential to ensure that teachers can manage their
workload effectively and balance their work, family responsibilities and other life commitments
(Agha, Azmi & Irfan, 2017). Achieving a healthy balance between work and family roles can be
a significant challenge for early childhood education educators, as their work often spills over
into their personal time. They may have to work evenings and weekends, attend meetings, or
complete administrative tasks outside of classroom hours. For kindergarten teachers to reach a
balanced level between work and personal life can be a challenge due to the high expectations
and workload in the profession. Teachers often struggle with finding the right balance between
their work and personal life. Studies have found that when teachers experience difficulty with
work-life balance, it can lead to negative outcomes such as stress, burnout, and decreased job
satisfaction (Barile, N.D.). In many cultures, there is a strong emphasis on work, which can make
it difficult for teachers to achieve a healthy work-life balance. Long working hours, heavy
workloads, and lack of time for personal interests and family can contribute to stress and burnout
among kindergarten teachers (Jahangir & Akhtar, 2020). Additionally, in some cultures, women
are expected to take on most of the responsibilities for childcare and household chores, which
can make it even more difficult for kindergarten teachers to achieve a positive work-life balance.
A lack of balance between work and family life can lead to stress and burnout and negatively
impact their well-being (Brouwer & Koster, 2015).
Social support

Early childhood education (ECE) educators' occupational well-being can be significantly
impacted by their social relationships with multiple stakeholders, including colleagues, parents,
and students (Mashburn et al., 2008). These relationships can be conceptualized within the

framework of Bronfenbrenner's mesosystem, which refers to the interactions between the
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different settings in a child's life (Bronfenbrenner, 1979). Teachers’ well-being at early
childhood education sector is often overlooked, and they may experience feelings of isolation
and burnout due to a lack of support and collaboration from their counterparts, job-related
stakeholders and other social networks in personal life. Positive interactions between early
childhood education educators and these stakeholders can create a more supportive and nurturing
environment for children, which can lead to better outcomes for both the children and the early
childhood education educators themselves. Early childhood education educators who had
positive relationships with their colleagues experienced less stress and more job satisfaction. On
the other hand, negative interactions between early childhood education educators and these
stakeholders can create a stressful and challenging environment for both the children and the
early childhood education educators. Early childhood education educators who experienced
conflict with their colleagues were more likely to report symptoms of burnout (Spilt et al. 2011).
Rimm-Kaufman et al. (2003) found that early childhood education educators who had negative
relationships with their students' parents reported lower levels of well-being. Working in team at
early childhood education sector can benefit educators’ mutual emotional support, resources
distribution, and exchange of feedback and ideas. When teachers receive support from their
colleagues, they feel more connected and less isolated, which positively affects their well-being.
On the other hand, the lack of support and collaboration can lead to feelings of isolation, which

can negatively affect their well-being (Jennings & Greenberg, 2009).

Parents are key partners in sustaining quality early childhood education. Parental
involvement can have both positive and negative effects on kindergarten teachers' well-being
(Rimm-Kaufman et al., 2003). When parents are involved in their children's education and

support the teachers, it can lead to a positive working relationship. This can help teachers feel
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more supported and valued, which can contribute to their well-being. Early childhood education
educators who had positive relationships with their students' parents reported higher levels of
well-being. However, parental involvement can also have negative effects on teachers' well-
being, especially when it is excessive or demanding. For example, parents who are constantly
micromanaging their children’s education or putting unrealistic expectations on teachers can
create a stressful and unsupportive work environment. Teachers feel appreciated and valued
when parents show interest in their children's education. This positive relationship can lead to
better communication and collaboration between teachers and parents (Cardona & Neas, 2021).
However, when parents are overly critical or demanding, it can lead to stress and burnout
(Harrington & Voelkl, 2016). Teachers may feel overwhelmed and unsupported when parents are
not cooperative, which can negatively affect their well-being. It is essential to prioritize the well-
being of kindergarten teachers to ensure that they can provide quality education to young
children. Teachers who have more positive emotions and more enthusiastic to their social
surroundings tend to develop a good work environment actively with positive social rapport
(Jennings & Greenberg, 2009). Teachers who receive support and collaboration from colleagues
and parents are more likely to feel connected and valued, which positively affects their well-

being.

Social support can act as a buffer against job stressors, leading to increased positive
affect and decreased negative affect which would eventually benefit teachers’ occupational
wellbeing (Cohen & Wills, 1985; Li & Li, 2020; Shirom & Ezrachi, 2003; Waldinger, 2021).
Social support refers to the emotional and practical support offered by others, including
colleagues, friends, and family (Thoits, 2011). The interaction between these stakeholders in
teachers’ work life would also formulate collaborations and multiply the social support

perceived. Kindergarten teachers with high levels of social support may experience increased
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OWSB, as they have access to emotional and practical resources to cope with job demands at their
workplace. Ye et al. (2020) found that social support was positively related to OWB among
Chinese preschool teachers, including kindergarten teachers. On the other hand, a significant
factor that can help alleviate the negative effects of distress on mental and physical health is
social support. Research has shown that social support can improve mental health and serves as a
buffer against life events with high stress level (Szkody & McKinney, 2019; Cohen & Wills,
1985). Research also revealed the importance of social support and self-control in mitigating the
downsides of workplace stress over well-being of early childhood education educators in
Mainland China. Perceived social support, as a crucial component of human’s coping
mechanism, can moderate the relationship between job stress and emotional issues, while self-
control can mediate the relationship between emotional issues and job stress (Li & Li, 2020).
These findings suggest that increasing social support may be a key strategy for improving

occupational wellbeing among kindergarten teachers in Hong Kong.

2.4.3 Exosystem Level Application

The exosystem refers to the interactions and dynamics occurring between two or more
contexts, with at least one context being external to the immediate setting of the developing
individual. Such contexts have indirect effects on the immediate setting of the developing person
and the developmental processes that take place within it (Bronfenbrenner, 1979). The
exosystem of kindergarten teachers in Hong Kong refers to the external factors that impact their
work environment and professional development in general, including the administrative policies
and procedures that govern teaching practices for early childhood education system, 2) mass
media and 3) the social media influence. These factors can indirectly influence the wellbeing of
kindergarten teachers by creating a stressful work environment, limiting their autonomy and

decision-making power, and affecting their emotional state (Yin et al., 2022).
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A primary exosystem factor that can impact the well-being of kindergarten teachers is the
administrative policies and procedures that govern teaching practices. Such policies are
considered as part of the exosystem factors as they may be out of direct control of the individual
kindergarten teacher, but they still represent a substantial exogenous factor that influences their
teaching performance. Hong Kong is a highly urbanized city with a well-developed education
system. The Education Bureau emphasized the importance of child-centredness, holistic
education, play-based learning in school-based curricula, education quality and accountability,
outcome-based curriculum and continuous school evaluation within the early childhood
education system through introduction of Free Quality Kindergarten Education (FQKE) Scheme
alongside the Kindergarten Education Curriculum Guide in 2017 to provide early childhood
education in high quality for 3 — 6-year-old students. (Cheuk & Hatch, 2007; Tse, 2005; Yin et
al 2023). The scheme aimed to improve access to kindergarten education, increase the quality of
education, and enhance the well-being of both children and kindergarten teachers. One of the key
changes brought about by the FQKS is the reduction in the teacher-to-children ratio. The
government implemented a 1:11 teacher-to-children ratio, which is a considerable reduction from
previous ratios of 1:15 (EDB, 2017). The public database released from the Education Bureau
revealed that the teacher-to-children ratio of most kindergartens participating in the scheme is
gradually dropping below the required standard due to the reducing number of kindergarten
children enrolment. Kindergartens offering lower than 1:11 teacher-to-children ratio reached
89% and 99% respectively in AM and PM sessions while kindergartens offering lower than 1:8
teacher-to-children ratio also reached 28% and 63% respectively (EDB, 2022; see Table 13).

This change would lead to a potential improvement of kindergarten teachers' occupational well-
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being since they can now better manage their classrooms and maintain a higher level of
individual attention for each child, leading to improved learning outcomes.
Table 13

Comparative Analysis of teacher: children ratio in AM and PM session of institutions taking part

in the Free Quality Kindergarten Scheme

Teacher: Children
AM PM
Ratio

<1.8| 207 28% 472 63%
1:8.1-1:10.9 | 458 61% 268 36%
>1:11| 82 11% 5 1%
NA 4 1% 6 1%
Total number: | 751 100% 751 100%

Another significant impact of the FQKE Scheme is the upgrade in teacher qualifications.
The Hong Kong government required all kindergarten principals to pursue a Bachelor degree
qualification in Early Childhood Education (BEJECE) since 2009/10 academic year. The launch
of FQKE Scheme in 2017 recommended the priority of appointing and promoting senior teachers
for candidates with Bachelor degree in early childhood education or equivalent (Education
Bureau, 2020). This has created opportunities for kindergarten teachers to improve their
pedagogical knowledge and professional skills alongside a clearer career advancement pathway.
However, upgrading qualifications could also mean increment of the workload for kindergarten
teachers who are already in the profession. Teachers who have been teaching for years with a
Diploma in early childhood education may need to upgrade their qualifications to maintain job
security and salaries aligned with the new requirements. Transitioning from a Higher Diploma to
a Bachelor Degree, while still working full-time, could be a challenge for teachers. The

additional workload of attending classes and completing coursework may impact their well-
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being and work performance. According to the Education Bureau statistics released in 2021, 602
out of 751 (over 80%) kindergartens participating in the FQKS are employing over 50% of
degree-holder teachers, while also 192 out of 274 (over 70%) non-FQKS kindergartens also
reported over 50% of their teaching team obtained undergraduate training (EDB, 2021 & Table
14). The requirement for teachers to upgrade their educational qualifications has become a
leading trend in the early childhood education field, which may lead to a higher teacher turnover
rate as teachers who have no interest in upgrading their qualifications may face job insecurity
and may look for opportunities in other professions. This could the long-term impact of early
childhood education and training in Hong Kong.
Diagram 5
Comparative Analysis of Degree-Holding Kindergarten Teachers in Free Quality Kindergarten
Scheme and Non-Scheme Kindergartens in 2021/22 academic year
Qualification of Degree-holding KG Teachers in HK

200

150

100

50

0-10% 11-20% 21-30% 31-40% 41-50% 51-60% 61-70% 71-80% 81-90% 91-100% NA

KG Scheme Non-KG Scheme
- degree holder Degree holder
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Comparative Analysis of Degree-Holding Kindergarten Teachers in Free Quality Kindergarten

Scheme and Non-Scheme Kindergartens in 2021/22 academic year

Ratio of teachers KG Scheme Non-KG Scheme
in a Kindergarten - degree holder Degree holder
0-10% 0 2
11-20% 5 4
21-30% 16 12
31-40% 45 19
41-50% 80 33
51-60% 130 24
61-70% 174 34
71-80% 156 38
81-90% 95 40
91-100% 47 56
NA 3 12
Total number: 751 274

The occupational well-being of kindergarten teachers in Hong Kong has been under the

spotlight during the recent years, with increasing attention being given to the impact of mass

media on their job satisfaction and turnover rates. According to a survey conducted by the Hong

Kong Federation of Education Workers (HKFEW) in 2019, nearly half of the respondents

reported that their workload had increased over the past year, over 50% of respondents worked

over 60 hours per week and 90% expressed their occupational stress caused by the high

workload demand (HKET, 2019). A similar proportion reported feeling underappreciated and
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undervalued by society Another survey conducted by HKFEW in 2020 revealed that 80% of
teachers from the kindergarten, primary and secondary school settings reported their exhaustion
from work during the pandemic period (SCMP, 2020). These negative perceptions of
kindergarten teachers are often perpetuated by media reports, which tends to depict them as
overworked and underpaid, leading to decreased job satisfaction and higher rates of burnout. The
media influence also contributes to a stressful work environment for teachers by sensationalizing
negative incidents that occur in preschools and kindergartens. Incidents like child abuse cases
found in Hong Kong kindergartens which were reported by a wide range of media have had
significant impact on the occupational well-being of early childhood education educators. These
cases have not only caused immense psychological stress on the teachers but have also brought
down morale and job satisfaction. Teachers who have been implicated in these cases have been
subjected to intense public scrutiny, which has negatively affected their mental health. Teachers
may experience anxiety, depression, and stress as a result of being in the spotlight and being
accused of such heinous crimes. The media has played a significant role in shaping public
opinion on these cases. The media portrays teachers negatively and the public perception of
kindergarten teachers might be that they are abusive towards children. This public perception can
lead to decreased job satisfaction, burnout, and high teacher turnover rates, which can ultimately
negatively affect the quality of early childhood education.

Kindergarten teachers’ occupational wellbeing can also be affected by usage of social
media. While social media can be a beneficial tool, it can also be a double-edged sword,
particularly for teachers in kindergartens. Given the rise of cases such as cyberbullying, online
harassment, and personal privacy concerns, teachers are more cautious about using social media,
which can ultimately affect their occupational wellbeing and job satisfaction. According to a

survey conducted by the Hong Kong Professional Teachers' Union in 2020, approximately 30%
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of teachers reported experiencing cyberbullying or online harassment. Cyberbullying can have
severe psychological effects on individuals, leading to stress and anxiety (Patchin & Hinduja,
2020). Teachers who are victims of cyberbullying may face issues such as reduced motivation,
burnout, and even depression, which can ultimately affect their performance at work. Social
media can create challenges for teachers in Hong Kong regarding their relationship with students
and parents. Social media may blur the line between social relationships and professional ones,
leading to misunderstandings. While socializing with students and parents is an important aspect
of teaching, it can lead to inappropriate interactions, leading to misinterpretations and negative
perceptions regarding the teacher (Hershkovizt & Forkosh-Baruch, 2017). Furthermore, teacher
actions on social media can create a negative perception of the school as well, and it may become
difficult for the educational system to control, leaving schools at risk. Survey conducted by Hong
Kong Professional Teachers' Union in 2019 revealed that teachers from different sectors all
worried about their political stands would be monitored by different stakeholders in the public or
colleagues at workplace caused by their personal sharing on social media. 60% of the
respondents expressed that they would avoid using social media platforms in order to refrain
from bringing political issues to their campuses and impact on the learning and teaching quality
(HKPTU, 2019). The role of media in shaping public perception of teachers is important and
controversial. Irresponsible reporting can exacerbate the negative effects of child abuse cases,
leading to further difficulties for the educational system (Moyer-Gusé, 2008). Responsible media
reporting of such incidents can promote awareness, prevention, and positive change in the
educational system.
2.4.4 Macrosystem Level Application

Macrosystem is the outermost level of his ecological systems theory and refers to the

cultural, economic, and political factors that can affect individuals’ life experience
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(Bronfenbrenner, 1979). Macro-level factors such as economic factors and cultural values
towards the professional identity can impact the broader context in which kindergarten teachers
operate.

Organisation for Economic Co-operation and Development reported that teaching is one
of the most important professions in ensuring that societies are well-functioning and progressing,
and that young people are prepared for the future (OECD, 2019). However, kindergarten teachers
in many countries are often undervalued, underpaid and under-resourced. In Hong Kong, the
occupational well-being of kindergarten teachers is affected by various economic factors, such as
financial pressure, limited resources, and high competition. Hong Kong kindergartens are facing
challenging economic factors due to global decline in birth rates, less immigration families and
trends of out-bound migration. Lower birth rates mean that there are fewer children to enrol in
kindergartens, which can lead to rising operational costs and a decrease in revenue for these
institutions, in both private independent kindergarten and those participating in Free Quality
Kindergarten Scheme (Roy, 2021; Bricker, 2021; Chan, 2021). According to the Census and
Statistics Department of Hong Kong (2022), the number of births in Hong Kong has been
decreasing since 2018, with a record low of 36,039 births in 2021. The COVID-19 pandemic has
exacerbated the challenges faced by Hong Kong kindergartens, as many parents have chosen to
keep their children at home due to health concerns (Mengyan, 2020). Additionally, emigration
trends can also impact the number of children enrolling in kindergartens. These factors can lead
to financial difficulties for kindergartens, which may struggle to maintain their operations and
provide quality education to their students. In Hong Kong, some kindergartens have been forced
to close due to declining enrolment and financial difficulties. A survey of 240 kindergartens and
nursery schools in Hong Kong revealed that more than 70% of respondents reported that they

have either terminated or plan to terminate the employment of teachers during the current
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academic year due to financial constraints (Chan, 2021). Dropping student enrolment and
revenue for kindergartens may have contributed to the layoffs. According to a survey conducted
by the Federation of Education Workers, over 75% of Hong Kong kindergartens and nursery
schools have either laid off teachers this school year or plan to do so (HK01, 2023). This can
have a ripple effect on the education system as a whole, as fewer kindergartens mean fewer
options for parents and children. A significant economic consequence also occurs as a declining
workforce means less productivity and fewer taxpayers to support social funded programs.
Inadequate funding and resources can contribute to low pay, heavy workloads, and limited
professional development opportunities for teachers, which can have a direct impact on teachers’
working conditions and job satisfaction (Baker & Farrelly, 2021).

Cultural factor towards professional identity that can affect kindergarten teachers’
wellbeing is the status of the teaching profession. The lack of recognition and appreciation from
parents and society, coupled with high societal expectations, still exists. Addressing this cultural
and societal issue is imperative to ensure that teachers’ well-being during their tenure in the
profession is consistently positive. The professional identity of kindergarten teachers is
influenced by their past experiences, community, personal qualities, relationships, and status
(Cheuk & Hatch, 2007). In some cultures, teaching is considered a highly respected profession
with good pay and benefits, while in other cultures, it is considered a low-status profession with
low pay and little recognition. Teaching in kindergarten may be viewed as a low-status
profession with low compensation, leading to feelings of undervaluation and stress (Sharmila &
Shanthi, 2018). Kindergarten teachers in Asian contexts, including Hong Kong, are often
neglected by the professional community, and their professional identities are defined solely in
terms of social status, qualifications and monthly remuneration. Teaching in the early childhood

education sector is a demanding and emotionally engaging profession that requires mature
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emotional competence to manage the ever-changing and challenging situations that arise daily,
maintain relational connections with children and parents, and collaborate with all work-related
stakeholders (Pan, et al, 2023). The social status of the early childhood education profession can
have a significant impact on educators’ job satisfaction and overall wellbeing. Teachers who feel
that their profession is respected and valued tend to be satisfied with their job and experience less
job stress and burnout (Kanuka, 2019). There are a number of factors that can contribute to the
status of the teaching profession, such as teacher salaries, public perception of teachers, and
government policies. For example, kindergarten teachers who are paid fairly and feel that their
work is valued by the public and the government are more likely to be satisfied with their job and
experience less stress and burnout. On the other hand, kindergarten teachers who are underpaid,
feel disrespected, or feel that their work is not valued are more likely to be dissatisfied with their
job and experience more stress and burnout. This can lead to teacher turnover, which can have a
negative impact on students' learning outcomes (Watlington et al., 2010).

Community recognition plays a crucial role in the wellbeing of early childhood education
educators. A supportive community can offer essential resources, volunteer assistance, and
positive recognition for teachers, leading to an enhanced sense of job satisfaction. However, a
lack of community support can lead to feelings of isolation and frustration (Rimm-Kaufman,
Pianta, & Cox, 2000). In Hong Kong kindergarten education, community involvement has been
recognized as an important factor in promoting positive relationships between teachers, students,
and families, which can ultimately contribute to the enhancement of teacher wellbeing (Eccles &
Roeser, 2019). The involvement of communities in the education of kindergarteners is also
recognized by the Education Bureau, which introduced a newly developed Curriculum
Framework on Parent Education (Kindergarten) to highlight the importance of home-school-

community collaborations. (Education Bureau, 2021). When communities are supportive of
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early childhood education, teachers can enjoy better resources and opportunities, which can
positively impact their wellbeing. Therefore, it is crucial to recognize the importance of the work
of kindergarten teachers and provide them with the necessary resources and support to help them

cope with the challenges they face.

2.4.5 Chronosystem Level Application

The chronosystem in Bronfenbrenner’s ecological systems theory refers to the dimension
of time and how changes over time, both in the individual’s life and in the broader environment,
can influence development and well-being (Bronfenbrenner, 1979). For early childhood
educators in Hong Kong, the chronosystem captures how historical events, societal shifts, and
personal life transitions impact their occupational well-being. These changes include significant
societal events such as policy reforms, evolving cultural attitudes towards education, and even
global disruptions like the COVID-19 pandemic.

One of the key chronosystem factors influencing early childhood educators in Hong
Kong is the introduction and evolution of government policies related to early childhood
education that changes over time. The Free Quality Kindergarten Education (FQKE) Scheme
launched in 2017, for instance, marked a pivotal change in the early childhood education
landscape. This policy aimed to improve the quality of education by providing free education to
children aged three to six and establishing benchmarks for teacher qualifications and school
standards. Over time, the implementation of this policy has had both positive and negative
effects on kindergarten teachers’ well-being.

On the positive side, the scheme’s reduction in class size, with a mandated teacher-to-
children ratio of 1:11, has allowed teachers to provide more individualized attention to students,
thus improving their teaching experience and reducing work-related stress. Furthermore, the

requirement for teachers to pursue higher educational qualifications, such as a bachelor’s degree
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in Early Childhood Education, has provided them with opportunities for professional
development and career advancement. However, this requirement has also increased workload
and pressure on educators who must balance full-time teaching with further studies, especially
those who have been in the profession for many years. The long-term expectation of continuous
professional development can lead to stress and burnout, especially for older educators who may
feel less inclined to pursue further academic qualifications (Chan et al., 2021).

The chronosystem also encompasses cultural shifts that affect how early childhood
educators are perceived and valued in society, especially before and after the return of political
sovereignty to Mainland China in 1997. Over the past few decades, the role of kindergarten
teachers in Hong Kong has evolved from being seen primarily as caretakers to being recognized
as professional educators responsible for the holistic development of young children. This shift
in perception has gradually improved the professional identity of kindergarten teachers,
contributing positively to their occupational well-being. However, societal expectations towards
quality early childhood educators have also increased. Teachers are now expected to play a
greater role in children’s social, emotional, and academic development, often without a
commensurate increase in resources or compensation. The cultural demand for high-quality
education and pressure to meet rigorous standards can lead to heightened stress, especially in a
context where teachers feel undervalued by the broader community (Cheuk & Hatch, 2007).

The COVID-19 pandemic is a prime example of how external global events can influence
the chronosystem of early childhood educators. The pandemic disrupted normal teaching
routines, with schools closing or shifting to online learning. Many teachers in Hong Kong faced
increased workload during this period as they had to adapt to new modes of teaching, manage
remote interactions with parents, and continue providing quality education in an unfamiliar

online environment. This period also brought about increased job insecurity, with many
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kindergartens facing financial difficulties due to lower enrolment rates, resulting in layoffs and
salary cuts for teachers (Chan, 2021). The psychological impact of the pandemic was significant,
with many teachers reporting heightened levels of anxiety and burnout due to prolonged working
hours, lack of resources for remote teaching, and concerns about their health and safety (Lee et
al., 2021). In addition to these immediate effects, the long-term consequences of the pandemic,
such as the restructuring of the education system and shifts in parental expectations are likely to
continue influencing the occupational well-being of early childhood educators in Hong Kong.

On an individual level, the chronosystem also includes personal life transitions such as
career progression, changes in family structure, and aging. For instance, teachers who have been
in the profession for many years may face challenges related to ageing and health, which can
affect their energy levels and ability to cope with the physical demands of working with young
children. Furthermore, life events such as marriage, parenthood, or caring for aging parents can
increase stress levels, particularly for educators who are already managing high work demands.
The interaction between these life transitions and occupational stress can exacerbate the work-
family conflict, particularly for female teachers who often bear the brunt of caregiving
responsibilities in their families (Chan et al., 2018). As these transitions unfold over time, the
cumulative effects can significantly impact educators’ mental and emotional well-being.

Finally, technological changes also play a role in the chronosystem. The growing
emphasis on integrating technology in early childhood education has required teachers to
continually update their skills and adapt to new teaching methods. While technology offers new
opportunities for engaging students, it also adds to the workload and stress, particularly for
educators who may not be as tech-savvy.

In summary, the chronosystem highlights how time-related changes whether through

policy reforms, societal shifts, global crises, or personal life transitions can influence the
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occupational well-being of early childhood educators in Hong Kong. Understanding these long-
term, evolving factors is crucial for developing strategies that can support educators throughout

their careers and enhance their professional satisfaction and well-being.

2.5 The Present Study

The present study will encompass two studies to investigate the occupational wellbeing
of early childhood educators in Hong Kong. Each study carries unique goals and they will jointly
contribute to the existing literature on teacher wellbeing by addressing the research objectives
and answering research question. This chapter comprises 6 sections: 1) The research objectives
2) The research question 3) The research hypothesis 4) The research design, 5) The research

sampling method and 6) The procedures and statistical analysis.

2.5.1 The Research Objectives

The present study aims to investigate the occupational well-being of early childhood
educators in Hong Kong through the lens of Bronfenbrenner’s ecological systems theory.
Specifically, the study seeks first to identify and categorize the ecological system factors—
namely, those within the microsystem, mesosystem, exosystem, macrosystem, and
chronosystem—that are relevant to the occupation-related experiences of early childhood
educators. This objective lays the foundation for understanding the complex, multi-layered
contexts in which these educators operate
2.5.2 The Research Question

This study used a mixed-methods research design to answer how are the environmental
factors from the 5 levels of the Bronfenbrenner's ecological systems framework (microsystem,
mesosystem, exosystem, macrosystem and chronosystem) that influence teachers’ occupational

wellbeing. The key research question is:
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Which ecological system layers (microsystem, mesosystem, exosystem, macrosystem,
chronosystem) are associated with occupational well-being among early childhood
educators in Hong Kong?
2.5.3 The Research Hypothesis
Specific factor(s) from Bronfenbrenner’s ecological system are significant predictors of
occupational well-being amongst early childhood educators in Hong Kong:
1) Perceived support within the microsystem (such as support from colleagues and leaders,
overall job support etc.) is positively associated with occupational well-being.
2) Conflict between work and personal life within the mesosystem is negatively associated

with occupational well-being.
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Chapter 3: Methodology

3.1 The Research Design
Study 1

This section is designed to delve into the current state of occupational wellbeing among
early childhood education (ECE) teachers in Hong Kong and investigate how various
demographic factors might influence it. Hence, a survey-based approach was chosen, leveraging
online questionnaires for data collection. Study 1 is quantitative in nature to survey 144 early
childhood education educators from 13 early childhood settings by online questionnaires to
understand their different aspects of occupational wellbeing. To enhance the vigorous of
research, the online questionnaires were given to the interviewees at a two-time point, with 10 -
12 months in between. Demographic data will also be analysed in comparison to the public data
retrieved from statistics collected by the Education Bureau in Hong Kong. Study 1 invited
participants to answer the same survey (See Appendix A) at two time points and the results
collected were analysed in a more rigorous manner. By applying the 2-wave panel design, it
allows researcher to measure the predictor and outcome variables at different time points, which
can help establish the direction of causality and rule out any alternative explanations for the
relationship between the variables (Zapf, Dormann & Frese, 1996). Utilizing both partial
correlational and hierarchical multiple regression analyses on data from both time points
provides deeper insights into the relationships between variables (i.e., each time-point has around
10-12 months in between). By delving into the current state of occupational wellbeing among
ECE teachers in Hong Kong and exploring its relationship with demographic factors, Study 1 has
the potential to provide valuable insights and inform future initiatives aimed at supporting

teachers and enhancing the early childhood education landscape.
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Design of the questionnaire in Study 1:

The study aimed to assess occupational well-being among early childhood educators
using a comprehensive questionnaire. This instrument encompassed several facets of
occupational well-being, including job satisfaction, turnover intention, job support, work
engagement, job burnout, job stress, job-related feelings, conflicts between work and private life,

and job burnout (Tsui et al., 1992; Schaufeli et al., 2006; Maslach & Jackson, 1981).

Part 1 — Job satisfaction

For measuring participant’s level of overall job satisfaction, the Chinese version of the
Job Satisfaction Scale used in the study by Li et al. (2021) was adapted to specifically measure
job satisfaction in the context of early childhood education (ECE) settings. The original scale,
developed by Tsui et al. (1992), was modified to align with the unique work environment and
responsibilities of early childhood educators. In the adaptation process, the word "organization"
in the original items of the scale was replaced with "kindergarten™ to better reflect the specific
workplace of the participants. This modification aimed to ensure that the questionnaire items
were relevant and applicable to the experiences and perceptions of job satisfaction among early
childhood educators in Hong Kong. By tailoring the scale to the early childhood education
sector, the researcher sought to capture the nuanced aspects of job satisfaction that are pertinent
to educators working in kindergartens. This adaptation acknowledges the distinct nature of the
early childhood education profession and the factors that contribute to job satisfaction within this
specific context. Six 5-point scale questions from 1 (strongly disagree) to 5 (strongly agree)
were included in this section measuring 1) respondents’ satisfaction towards career advancement

opportunities within the kindergarten, 2) interpersonal relationships and the working atmosphere

among the staff team, 3) satisfaction of working with their direct supervisor which would also
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provide insights into the quality of leadership and management within the kindergarten, 4)
satisfaction of the work nature they do which would reveal how fulfilling and enjoyable they find
from their job role, 5) satisfaction with their compensation, which provide information about
whether the staff feels they are fairly compensated for their work, and 6) a general measure of
the respondent’s overall job satisfaction which encapsulates all aspects of the job, providing a
holistic view of the respondent’s job satisfaction. These questions together provide a
comprehensive view of job satisfaction among early childhood educators, covering various
aspects from interpersonal relationships to compensation and overall job fulfilment. They can be
very useful for identifying areas of strength and areas that may need improvement in the

kindergarten’s work environment.

Part 2 — Turnover intention

Study reveals that organizational commitment, job characteristics, and job satisfaction
negatively and significantly predicted turnover intention among early childhood educators
(Chao, 2010). Specifically, the findings highlighted job satisfaction as the most potent predictor
of turnover intention, accounting for a substantial portion of the variance in turnover intention
scores. Furthermore, job characteristics emerged as the second most influential predictor of
turnover intention, also explaining a significant proportion of the variance in turnover intention
scores. Conversely, while organizational commitment did contribute to the variance in turnover
intention scores, it was not identified as a strong predictor of turnover intention. These findings
underscore the complex interplay of factors influencing turnover intention in the context of early

childhood education.

For measuring participant’s level of turnover intention, a self-reported questionnaire used

in measuring turnover intention amongst kindergarten teachers in Malaysia was adapted in the



108

current research (Chao, 2010). This section included three questions that asked early childhood
educators to indicate their intention to leave their current job on a 5-point Likert scale ranging
from 1 (strongly disagree) to 5 (strongly agree). The three questions asking about the educators’
past thoughts about seeking new employment, current job-seeking behaviour and future
intentions to leave the kindergarten. They are designed to assesses whether the respondent has
seriously considered finding a new job in the past few months. This can provide insights into the
respondent’s level of job satisfaction and their commitment to the kindergarten. It can also reveal
whether the respondent is actively looking for other jobs at the moment. This can be a strong
indicator of turnover intention, as active job-seeking behaviour often precedes actual turnover.
Moreover, the feedback would further provide information about the respondent’s plans and their
likelihood of leaving their current job in the near future. These questions together provide a
comprehensive view of turnover intention among kindergarten staff, covering past, present, and
future aspects. They can be very useful for identifying staff who may be at risk of leaving, which
can help the kindergarten take proactive measures to retain their staff and maintain a stable

workforce.

Part 3 — Job support

Job support from supervisors and positive relationships with colleagues and parents can
contribute to teachers' feelings of belonging and job satisfaction (Skaalvik & Skaalvik, 2011). In
academic parlance, it has been observed that an affirmative social environment and the presence
of social support have a direct and positive correlation with the satisfaction and motivation of
educators, while having an inverse relationship with instances of burnout. The provision of
emotional support, along with fostering positive interactions with superiors, peers, and parents,

can potentially enhance a sense of inclusion. Therefore, it can be inferred that the connection
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between positive social interactions and job satisfaction is, to some extent, influenced by the

sense of belonging (Smithers & Robinson, 2003; Weiss, 1999).

This section, structured with a four-item six-point Likert scale, is intended to gauge the
degree of job support experienced by participants within early childhood environments.
Respondents are encouraged to express their concurrence with statements pertaining to various
factors, including 1) perception of peer support in terms of teaching, 2) perception of
interpersonal relationships among colleagues, 3) perception of mutual support amongst teachers
and 4) support receive from leadership. The questions “I always get good help from colleagues
regarding teaching” and “The teachers at this school help and support each other” are assessing
whether employees feel they can rely on their colleagues for help or advice when needed. The
question “In this school, the relationship between colleagues is friendly and caring” is assessing
how employees feel about their work environment and whether they feel cared for and respected
by their colleagues. The question “Regarding teaching, I always get help and advice from the
school leadership” is assessing whether employees feel that their leadership provides adequate
support when help or advice is needed. Overall, these questions are evaluating the work
environment of the school and whether employees feel they are receiving adequate support and
respect in their work. This is crucial for enhancing employee job satisfaction and maintaining an

efficient and supportive work environment.

Part 4 — Work Engagement

Work engagement can be conceptualized as a positive and fulfilling mindset related to
work, distinguished by three key dimensions: vigour, dedication, and absorption. Vigor
embodies high energy levels, mental toughness, and the tenacity to overcome challenges.

Dedication is marked by a feeling of importance, zeal, inspiration, pride, and the willingness to
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take on challenges. Absorption represents a state of deep immersion in one’s work, where time
seems to fly and disengaging from work becomes difficult. These dimensions are deemed
fundamental to work engagement. Encouraging such engagement in the workplace could

potentially enhance employee well-being and productivity (Schaufeli, et al., 2002).

To evaluate the degree of work engagement among participants, this segment of the
survey has been adapted from the instrument originally developed in the study by Schaufeli, et
al. (2002). This adaptation ensures that the survey is grounded in established research, enhancing
its validity and reliability. This section of the survey comprises 17 questions, each based on a
five-point rating scale. These questions are specifically designed to evaluate three fundamental
dimensions of work engagement: vigour, dedication, and absorption. Each dimension is crucial
in understanding the overall level of engagement an individual experience in their work
environment of early childhood settings. The following questions are designed to assess the
vigour dimension of work engagement: “1) I feel energetic at work, “4) I feel strong and vibrant
when working, “8) I look forward to going to work when I wake up in the morning”, “12) I can
work for long periods at a time, “15) Even when I feel mentally tired at work, I recover quickly,
“17) Even when work is not going well, I always persevere”. The subsequent questions measure
the dedication dimension of work engagement: “2) I feel the work I do is clear and meaningful”,
“5) I am passionate about my work”, “7) My work inspires me”, “10) I take pride in the work I
do”, “13) My work is challenging to me”. The remaining questions assess the absorption
dimension of work engagement: “3) Time flies when I’'m working”, “6) When I’m working, I
forget everything else around me”, “9) I feel happy when I’'m busy at work, “11) I immerse
myself in my work”, “14) | reach a state of forgetting myself when working”, and “16) | feel |

can’t leave this job. ”
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To facilitate a more nuanced understanding and evaluation of the three fundamental
dimensions of work engagement - vigour, dedication, and absorption - the questions were
translated into Chinese and contextualized with practical applications. This approach enables
respondents to assess a variety of aspects. These include the degree of energy, enthusiasm, and
passion that employees invest in their work, the extent to which employees perceive their work
as meaningful and take pride in their accomplishments, the level of engagement and immersion
that employees demonstrate in their work, the resilience and persistence exhibited by employees
when confronted with challenges and setbacks, and finally, the degree to which the work inspires
employees and elicits anticipation for the workday. This comprehensive assessment aids in
understanding the multifaceted nature of work engagement. Questions like “1) I feel energetic at
work”, “4) | feel strong and vibrant when working”, “5) | am passionate about my work, and “9)
Even when work is busy, I feel happy” can reveal the level of energy, enthusiasm, and passion
employees bring to their work. The questions “2) I feel the work I do is clear and meaningful”
and “10) | take pride in the work | do” are evaluating whether employees find their work
meaningful and take pride in what they do. Questions such as “3) Time flies when I’'m working”,
“11) I immerse myself in my work”, “12) | can work for long periods at a time”, and “14) | reach
a state of forgetting myself when working” are assessing the level of engagement and immersion
employees experience in their work. The questions “15) Even when | feel mentally tired at work,
| recover quickly”, “16) I feel I can’t leave this job”, and “17) Even when work is not going well,
I always persevere” are evaluating the resilience and persistence of employees in the face of
challenges and setbacks. The questions “7) My work inspires me” and “8) | look forward to
going to work when | wake up in the morning” are assessing whether the work inspires
employees and whether they look forward to it. Overall, these questions aim to measure the level

of employee’s work engagement at early childhood education settings, which includes their
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emotional connection to their work, their sense of purpose, and their level of dedication and
commitment. This is crucial for understanding employee’s work engagement with motivation

and productivity.

Part 5 — Job Burnout

Job burnout could potentially lead to a deterioration in the quality of care or service
provided by staff, a correlation with job turnover, absenteeism, and low morale, and a correlation
with various self-reported indices of personal distress. These indices encompass physical
exhaustion, insomnia, increased use of alcohol and drugs, and issues related to marital and
familial relationships. Moreover, burnout has the potential to impair relationships with people in
general, affecting interactions both on and off the job. Study revealed that younger individuals
are more predisposed to experiencing emotional exhaustion, whereas older individuals tend to

exhibit higher scores on personal accomplishment (Maslach & Jackson, 1981).

The Maslach Burnout Inventory (MBI) developed by Maslach & Jackson (1981) is a
pivotal tool in the disciplines of psychology and organizational behavior, extensively utilized to
evaluate burnout experienced by a range of human service workers. The MBI is significant as an
assessment tool in measuring individual’s job burnout, it is recognized for its reliability and
validity in measuring burnout. It comprises three subscales that probe into various facets of
experienced burnout: emotional exhaustion, depersonalization, and diminished personal
accomplishment. In terms of research and understanding, the MBI’s incorporation in research
studies facilitates a more profound comprehension of the personal, social, and institutional
variables that either foster or mitigate burnout. This understanding aids in the formulation of

theories related to emotion and job stress, and has practical implications for recruitment, training,
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and job design aimed at alleviating the severe issue of burnout. From a practical application
perspective, the MBI’s significance is further underscored by its utility in suggesting alterations
in recruitment, training, and job design that may alleviate burnout. This, in turn, enhances the
well-being of individuals and the quality of care or service provided by staff. In terms of
standardization, the MBI offers a standardized approach for assessing burnout across various
professions and settings. This allows for comparisons and generalizations across a diverse array

of human service workers.

In order to quantify the participants’ degree of job burnout, this survey employed an
adapted version of the Maslach Burnout Inventory in Chinese. This particular version has been
validated and is recognized for its highly reliable and internally consistent subscales (Yuen et al.,
2002). This portion of the survey consists of 22 items, each utilizing a seven-point rating scale.
These items are intentionally crafted to assess three core aspects of job burnout, namely

emotional exhaustion, depersonalization, and personal accomplishment.

The dimension of Emotional Exhaustion can be evaluated through the following
questions: 1) “My enthusiasm for teaching work has declined”, 2) “A day’s work makes me feel
exhausted”, 3) Waking up every morning to face a new day of work makes me feel tired”, 6)
“Having to interact with people all day is really a burden for me”, 8) “Work makes me feel
drained”, 13) “My profession makes me feel frustrated”, 14) “ I feel I work too hard”, 16)
“Working with people really puts too much pressure on me” and 20) “I feel as if lam in a
desperate situation”. These questions are designed to gauge the level of emotional exhaustion
experienced by the respondents in their professional roles, providing valuable insights into their
emotional state in relation to their work. The dimension of Depersonalization can be assessed

through the subsequent inquiries: Q5) “I perceive that my treatment of students is akin to
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interacting with dehumanized entities.” Q10) “Subsequent to my initiation into teaching, | have
developed a sense of indifference and emotional numbness towards individuals.” Q11) “I harbor
concerns that my professional engagement in education is leading to emotional desensitization.”
Q15) “I exhibit a lack of concern regarding the occurrences in the lives of certain students.”
Q22) “I sense that students attribute their issues to me.” The dimension of Personal
Accomplishment can be assessed through the subsequent inquiries: Q4) “I can easily understand
students’ feelings about things.” Q7) “I handle student problems effectively. Q9) “I feel that |
can positively impact others’ lives through my work. Q12) I feel energetic.” Q17) “I can easily
create a relaxed atmosphere when interacting with students.” Q18) “I often feel relaxed and
happy after closely interacting with students. Q19) “I have many meaningful achievements in my
work.” Q21) “I can calmly handle emotional issues at work.” Job burnout is a multidimensional
construct, encompassing three interrelated yet distinct components. The Maslach Burnout
Inventory, as a widely recognized measure of burnout, provided a guiding framework to invite
respondents’ self-assessments via specific contributing factors to job stress and job burnout
(Maslach & Jackson, 1981). It is anticipated that educational practitioners and administrators can

devise targeted interventions.

Part 6 — Job Stress

Hong Kong Federation of Education Workers & Hong Kong Education Workers Union
(2021) conducted a survey to measure the job stress of kindergarten teachers in Hong Kong. The
survey was a critical tool for understanding the unique challenges faced by kindergarten teachers
in the region. It provides valuable insights into the sources of stress, which can inform the
development of strategies and interventions to improve teacher well-being and job satisfaction.

The survey’s findings have indicated that many teachers are overworked and sleep-deprived,
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with more than 90% of the 1255 kindergarten teachers and principals who participated in the
survey considering leaving the education sector due to stress and sleep deprivationl. This
underscores the importance of addressing these issues to ensure the retention of quality educators
in the field. To adapt this reference into the current research study, this section is designed to
measure the sources of job stress among kindergarten teachers through questions that utilize a 5-
point rating scale. Firstly, the respondents were invited to rate their overall job stress level. Then
13 questions are included to invite them to rate their source of job stress in relation to the
following aspects: 1) Administrative work at school, 2) Parental demands, 3) Career
development, 4) Compensation, 5) Lack of understanding, 6) Low social status, 7) Teaching, 8)
Handling students with special learning needs, 9) Parental complaints, 10) Lack of job security,
11) Personnel issues, 12) Various demands from the education bureau and 13) Insufficient rest
time. Each of these aspects represents potential sources of stress for kindergarten teachers. By
rating their stress levels in relation to each aspect, the survey can help identify the most
significant stressors. This information can then be used to develop strategies and interventions to

reduce stress and improve job satisfaction among kindergarten teachers.

Part 7 — Copenhagen Psychosocial Aspects

For measuring participant’s psychosocial perspectives towards their occupational
wellbeing, Copenhagen Psychosocial Questionnaire (COPSOQ) is adapted in this section for its
significance and reliability has been validated in many languages and cultural contexts. This tool
allows for a comprehensive assessment of psychosocial factors in the workplace, providing a
thorough understanding of factors impacting the occupational wellbeing of early childhood
educators. Developed through factor analyses and tested for reliability, it ensures valid
measurements of the constructs it assesses. Its translation and validation in many languages and

cultural contexts make it valuable for international research and practice, particularly relevant for
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a study in multicultural Hong Kong. In the context of psychosocial aspects of occupational
wellbeing, the following questions are formulated in a survey using a 5-point rating scale to
evaluate the frequency of occurrence: Q1) Is your work piling up due to uneven distribution?
Q2) How often do you not have enough time to complete your work? Q3) Is your work progress
lagging? Q4) Do you have sufficient time to complete your work? Q5) Do you have to
simultaneously focus on many things in your work? Q6) Does your work require you to
remember many things? Q7) Does your work require you to be good at proposing new ideas?
Q8) Does your work require you to make difficult decisions? Q9) Does your work cause you
emotional distress? Q10) Is dealing with others’ personal problems part of your job? Q11) How
high are the emotional demands of your work? Q12) Do you have a significant influence on
decisions in your work? Q13) Do you have a say in choosing who to collaborate with? Q14) Can
you influence the workload assigned to you by your unit? Q15) Do you have a say in your own
work content? Q16) Can you determine your own work pace? Q17) Can you decide how to
complete your work? Q18) Is your work meaningful? Q19) Do you think your work is
important? The following questions are designed to evaluate respondents’ perceptions of their
direct supervisors: Q20) To what extent does your supervisor ensure that employees have good
development opportunities? Q21) How much does your supervisor value employee job
satisfaction? Q22) How proficient is your supervisor at organizing work? Q23) How adept is
your supervisor at resolving conflicts? Q24) How often is your direct supervisor willing to listen
to your work-related difficulties, if needed? Q25) How often do you receive help and support
from your direct supervisor, if needed? Q26) How frequently does your direct supervisor discuss
your job performance with you? Additionally, the following questions assess the relationship
with colleagues: Q27) How often do you receive help and support from colleagues, if needed?

Q28) How often are your colleagues willing to listen to your work-related difficulties, if needed?
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Q29) How frequently do your colleagues discuss your job performance with you? Q30) How
would you rate the atmosphere between you and your colleagues? Q31) How well do colleagues
collaborate in the workplace? Furthermore, the following questions evaluate the respondents’
sense of belonging and attitudes towards their school: Q32) How often do you feel part of a
collective in your work? Q33) Are you willing to introduce your school to others? Q34) How
important is your current school to you? Q35) Would you recommend others to seek
employment at your school? Q36) How often do you consider changing jobs? Q37) As a member
of the school, do you feel proud? By identifying the specific psychosocial factors that are
impacting the occupational wellbeing of early childhood educators, it is hoped that interventions
can be designed to target these areas by school policy maker. This can lead to more effective
strategies for improving occupational wellbeing and reducing work-related stress in the early

childhood settings in Hong Kong.

Part 8 — Job-related feelings

For measuring participant’s job-related feelings in Hong Kong early childhood settings,
this section of the questionnaires was derived from “The Early Childhood Educators’ Work-
Related Wellbeing Survey” which was originally conducted by the Early Childhood Research
Group at Charles Sturt University (Cumming, et al 2021). To ensure linguistic accuracy and
cultural appropriateness, all questions were translated into Chinese using a rigorous back-
translation procedure. This method involves translating the text from the source language to the
target language, and then translating it back to the source language to verify the accuracy of the
translation. This process ensures that the meaning of the questions remains intact across different
languages and cultural contexts. “The Early Childhood Educators” Work-Related Wellbeing

Survey” unveiled a propensity among educators to report high levels of job satisfaction
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stemming from the ‘emotional rewards’ of their profession, even as they consistently place the
needs of children and families above their own. The survey indicates that educators often feel
obligated to subordinate their needs due to a prevailing discourse that implies that fulfilling the
needs of the educators could potentially infringe upon the needs of the children. The authors
emphasized the need to broaden our understanding of the factors that lead educators to habitually
suppress their needs. This insight could influence future discussions about potential ‘risks’ to the
quality of early childhood education and care (Cumming, et al 2021). The following four
questions, assessed on a 5-point scale, are designed to gauge respondents’ level of agreement
with the subsequent statements: Q1) My work is both stimulating and challenging, Q2) My work
gives me a sense of accomplishment, Q3) I have a positive impact on the lives of children and
Q4) | feel that my skills and abilities are fully utilized in my work. By incorporating these
questions in the current study, it is hoped to reveal the need for improving work environment

quality and educators’ wellbeing in the early childhood sector.

Part 9 — Work and Private life conflicts

Work-life conflict can be gauged using a comprehensive scale that scrutinizes the
compatibility of work schedules with family and personal commitments. Mellner et. al (2021)
suggested a detailed analysis of diverse forms and intensities of work-nonwork boundary
congruence and incongruence. This includes congruence in segmentation, where both enactment
and preference align towards segmentation, and congruence in integration, where both enactment
and preference align towards integration. It also includes situations of intrusion, where
integration is enacted but segmentation is preferred, and distance, where segmentation is enacted

but integration is preferred. The extent of work-life conflict can be deduced from the degree of
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alignment or misalignment between the enacted and preferred states of segmentation or

integration.

The subsequent four questions evaluated on a 4-point scale probe the frequency of
respondents’ encounters related to Q1) Do you often feel a conflict between work and personal
life, making it difficult for you to balance both? Q2) Do you feel that work consumes too much
of your energy, resulting in a negative impact on your personal life? Q3) Do your friends and
family remind you that you are working too much? and Q4) Do you feel that work occupies too
much of your time, resulting in a negative impact on your personal life? By incorporating these 4
questions in this section, the important elements like work-personal life conflict, energy
consumption, external perception of workload and time allocation can be measured to evaluate
the work-life conflicts amongst early childhood educators in Hong Kong.

Part 10 - Demography

In addition to the measures designed in the first 9 sections of the survey, demographic
data were collected from the participants in the final section. The demographic data collected in
this survey includes the following elements: 1) Length of Service working as a preschool
educator. 2) Highest Education Level achieved in the field of Early Childhood Education 3) The
average number of hours the respondent works at school in a typical week. 4) The number of
overtime hours the respondent works at school in a typical week. 5) The respondent’s age, 6) The
type of ECE service the respondent’s workplace primarily provides ,7) the respondent’s job rank
at school. 8) Length of Service at Current Workplace: How long the respondent has been
working at their current workplace. 9) The number of children the respondent is responsible for
at kindergarten. 10)Whether there are students with special needs in the classes the respondent
teaches. 11) The teaching arrangement of the respondent’s kindergarten (full-day, half-day, or

mixed mode) and 12) The respondent’s monthly salary. These elements provide a comprehensive
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overview of the respondent’s demographic and occupational characteristics, which can be used

to analyze and understand their occupational wellbeing in general.

In summary, the questionnaire employed in this study was meticulously designed to
capture a holistic view of occupational well-being among early childhood educators. It was
tailored to align with the specific context of their work, thereby ensuring its relevance and
applicability. This comprehensive approach provides a robust framework for understanding and
improving occupational well-being in this critical sector.

Study 2

The design of Study Two consists of the following two steps:

Step 1: Interviewees will first be briefed on the definition of occupational well-being to
ensure a shared understanding of the concept before the interview begins.

Step 2: The following questions, which will be translated into Cantonese or Mandarin
based on the interviewee's native language (see Appendix B), are designed to elicit feedback
through a one-on-one interview format. These questions will encourage participants to reflect on
their professional experiences and provide insights into the factors that shape their well-being in
the workplace.

Table 15

Interview questions used in study two

Microsystem 1. Please share the major factors about your family affecting your
occupational wellbeing. Why?
2. Please share the major factors about your workplace affecting your

occupational wellbeing. Why?
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Mesosystem

Please share your concern over struggles between work and family.

. What is the main reason influencing your work-life balance?

Do you think you received any positive support from your family,
colleagues and the community, especially during the time when you are
under work stress? Do these supports received from different parties

influence one another? Please describe.

Exosystem

Did mass media (e.g., any news report, magazine articles or social media
etc.) affect your occupational well-being (e.g., job engagement, job
satisfaction, burnout, turnover intention etc) as early childhood education

practitioner?

Macrosystem

Please share your concern over any local policy (not limited to education
policy) in Hong Kong that might affect your job as early childhood

educator?

. What do you think about the recent change with the socio-economic

climate in your kindergarten / Hong Kong affect you? How?
Does Chinese traditional culture (e.g., Confucianism) or any other culture

affect your role working as early childhood education practitioners?

While Study 1 paints a broad quantitative picture of teacher wellbeing in Hong Kong,

Study 2 invites us to dive deeper, exploring the rich tapestry of experiences through qualitative

inquiry. Here, the spotlight shifts from numbers to voices, as 15 early childhood education (ECE)

educators from diverse roles and settings, invited from 6 early childhood settings, share their

perspectives on the ecological factors that shape their occupational well-being. Unlike the
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structured survey of Study 1, Study 2 employs semi-structured, one-on-one interviews. These
open-ended conversations provide fertile ground for participants to unravel their unique
narratives, weaving together threads of personal experiences, work demands, and environmental
influences.

Guided by Bronfenbrenner's ecological model, the interviews delve into the intricate
interplay of environmental factors that shape teachers' occupational well-being. These interviews
use a series of structured questions to explore how different systems, from the immediate to the
broader societal context, impact early childhood educators' professional lives in Hong Kong.

Beginning with the microsystem, which includes the teacher's immediate relationships
and surroundings, the interview questions focus on how both family and workplace directly
influence well-being. Participants were asked, "Please share the major factors about your family
affecting your occupational well-being. Why?" This question explores how family dynamics such
as emotional support, household responsibilities, or family stress may either enhance or
undermine their professional satisfaction and mental health. Additionally, they were asked,
"Please share the major factors about your workplace affecting your occupational well-being.
Why?" This question targets workplace conditions, including relationships with colleagues and
students, access to resources, and the physical environment, uncovering how daily classroom
interactions contribute to their overall sense of job satisfaction or stress.

Moving to the mesosystem, which focuses on the interactions between different parts of
the microsystem, the interview questions probe the balance between work and family life.
"Please share your concern over struggles between work and family™ addresses how these two
central aspects of their lives intersect, while "What is the main reason influencing your work-life
balance?" aims to uncover the primary challenges or enablers in maintaining a healthy balance.

Moreover, the question "Do you think you received any positive support from your family,
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colleagues, and the community, especially during times of work stress? Do these supports
received from different parties influence one another? Please describe.” investigates how
support systems both at home and in the workplace can interact and either alleviate or exacerbate
the stress they experience. This section helps reveal whether these supportive networks are
interrelated, offering a deeper understanding of the combined effect of various personal and
professional relationships on occupational well-being.

At the exosystem level, the interview guestions shift focus to external forces that
indirectly influence teachers' well-being, such as media and community resources. Participants
were asked "Did mass media (e.g., any news report, magazine articles, or social media, etc.)
affect your occupational well-being (e.g., job engagement, job satisfaction, burnout, turnover
intention, etc.) as an early childhood education practitioner?" This question explores the impact
of public discourse and media portrayal of early childhood education on their professional
identity, job motivation, and stress levels. Although teachers may not engage directly with these
systems, the media's influence on public perception of their work can profoundly affect their
professional experiences.

In the macrosystem, the interview questions explore broader societal and cultural
influences on teachers' professional lives. "Please share your concern over any local policy (not
limited to education policy) in Hong Kong that might affect your job as an early childhood
educator?" This question addresses how local governmental policies, including but not limited to
education, impact their job security, work conditions, and professional development
opportunities. Additionally, the question, "What do you think about the recent change with the
socio-economic climate in your kindergarten/Hong Kong? How?" seeks to understand how shifts
in the local economy or socio-political environment affect their job. Changes in community

demographics, economic pressures, or social attitudes can create stress or new challenges for
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teachers. Lastly, the interview addresses cultural factors by asking, “Does Chinese traditional
culture (e.g., Confucianism) or any other culture affect your role working as an early childhood
education practitioner?" This question investigates whether cultural expectations, values, and
traditions shape their role and responsibilities, particularly in the context of Hong Kong’s unique
cultural blend of Chinese traditions and global influences.

Finally, the chronosystem is subtly incorporated by considering how changes over time
in both their personal and professional lives influence their well-being. For example, evolving
government policies or personal life changes, such as starting a family, having a newborn baby
or career advancements, may have had long-term impacts on their professional satisfaction and
stress levels. The inclusion of follow-up probing questions throughout the interviews allows
educators to reflect on how shifts in both the educational system and their personal
circumstances have shaped their professional experiences over time.

Through this multi-layered approach, the interview questions provide a comprehensive
analysis of how environmental factors, ranging from direct personal interactions in the
microsystem to broad societal forces in the macrosystem, interact to influence early childhood

educators' occupational well-being in Hong Kong.

Transcribing, coding and analysis on study 2 data

The interview dialogues were systematically coded and analyzed using NVivo software, a
powerful qualitative analysis tool designed to handle complex narrative data. NVivo helped
organize the transcribed interviews into "tree nodes" and "free nodes" for a more structured and
detailed analysis. The tree nodes represented pre-defined categories based on Bronfenbrenner's

ecological model, such as the microsystem, mesosystem, exosystem, macrosystem, and
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chronosystem. Each of these categories served as a thematic umbrella under which related
interview responses were organized. For example, any dialogue related to family dynamics was
categorized under the microsystem, while responses addressing workplace policies were coded
under the exosystem. On the other hand, free nodes captured any new, unexpected themes that
emerged organically from the interviews, beyond the pre-defined categories. This flexible
approach allowed the analysis to remain open to novel insights, such as unforeseen factors

influencing well-being that had not been initially considered.

This two-pronged coding approach, using both tree and free nodes, ensures that the
analysis is both comprehensive and nuanced, enabling a thorough exploration of the complex
factors affecting early childhood educators' occupational well-being. While tree nodes maintain
the structural integrity of the ecological model, free nodes allow for flexibility in identifying new

dimensions of teacher experiences that may otherwise be overlooked.

Additionally, demographic characteristics such as age, academic background, and years
of experience were incorporated into the analysis as potential variables influencing well-being.
By cross-referencing these variables with the qualitative data, NVivo enables a deeper
understanding of how individual attributes interact with interpersonal and societal factors. This
holistic approach ensures that both personal and environmental influences are thoroughly
examined, offering a nuanced view of how various layers of experience shape the professional

lives of early childhood educators.

Ultimately, Study 2 aims to illuminate the intricate tapestry of factors influencing early
childhood educators' well-being. By listening to the diverse voices of these educators and
systematically analysing their narratives, the study seeks to unravel the complex interplay of

ecological factors that impact their professional lives.
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In particular, the occupational roles of educators such as class teacher, special childcare
worker, head teacher, and principal will be carefully examined to understand how their distinct
responsibilities influence well-being. Additionally, the workplace setting will be analysed, with a
focus on whether the institution offers a full-day program exclusively or a mixed mode that
includes both half-day and full-day programs. These elements provide critical context for
understanding how the structure and demands of different roles and settings shape the

professional experiences of early childhood educators.

The study also aims to identify hidden threads and unexpected influences that may not be
captured by quantitative methods, providing a richer, more nuanced understanding of the factors
affecting well-being. By examining how demographic characteristics such as age, academic
background, and years of experience interact with these occupational roles and workplace
settings, the study will offer deeper insights into how individual, interpersonal, and
environmental factors converge to shape the well-being of early childhood educators. Study 2
utilizes metaphorical language and expands on the rationale and potential impact of the research.
The complexity of teacher well-being would be explored and that becomes the study's potential

to contribute to meaningful change.

3.2 Research sampling method and participants
Study One

A cover letter and online questionnaire (all in Chinese) were emailed to 13 non-profit
making kindergarten cum childcare centers in Hong Kong. The questionnaire was designed to
assess different aspects of occupational wellbeing amongst early childhood educators in Hong
Kong. Purposive sampling method was applied in this research. Participants were 144 in-service

early childhood educators (143 females, Mage= 35.1 years) recruited to participate in Study 1
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online survey (1% wave) and 49 early childhood educators (48 females, Mage= 36.6 years)
recruited from the same 13 early childhood institutions to participate in Study 1 online survey
(2" wave). Response retention rate was 34%. Participants reported their well-being status quo by
answering multiple-choice questions from the online survey at two-time points, with
approximately 10 - 12 months in between.

The 49 samples participating in both waves were used for final data analysis. They are
predominantly female in study one (98%). Respondents consist of assistant teachers (2%), class
teachers (59.2%), senior / head teachers (14.3%), principals (6.1%), specialist teacher (2%) and
the rest did not disclose their occupation (16.3%). Most are serving in the current organization
as full-time staff (98%). According to the present study, most of the interviewees serve a group
of 10 — 19 children (36.7%), followed by a group of 30 — 39 children (20.4%), a group of more
than 50 children (18.4%), a group of less than 10 children (12.2%), and a group of 20 — 29
children (8.2%). 89.8% of respondents expressed the need to work with children with special
educational needs (SEN). 69.4% of the respondents work with children on whole-day learning
mode, 6.1% work with children on half-day learning mode, while 24.5% work with children on
both full-day and half-day learning mode. For remuneration in terms of monthly salary, most
respondents are earning HK$25,001 — 30,000 (28.6%), followed by HK$20,001 — 25,000
(26.5%), HK$35,001 — 40,000 (22.4%), HK$30,001 — 35,000 (12.2%), HK$40,001 — 45,000

(4.1%), over HK$50,000 (4.1%) and HK$15,001 — 20,000 (2%).
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Table 16

Descriptive Statistics of the early childhood educators (N = 49) participated in both

waves of Study One:

. Number/|
Question Mean Y% SD

Duration of early childhood education work experience (in
months) 146.02 114.40

Highest degree in early childhood education (Qualification)

No non- early childhood education certificate 26 53.10 %

Certificate 10 20.40 %

Diploma 4 8.20 %

Bachelor degree 8 16.30 %

Postgraduate 1 2.00 %
Age 35.73 7.93

Gender

Male 1 2.00 %

Female 48 98.00 %
Weekly working hours in average 34.02 21.05
Weekly OT (overtime) 6.47 7.22
No. of children in school 138.44 71.55

Job rank in organization

Principal 3 6.10 %
Headteacher 7 14.30 %
Class teacher 29 59.20 %
Specialist teacher 1 2.00 %
Teacher Assistant 1 2.00 %
Not disclosed 8 16.30%
Tenure in the current institution (in months) 82.04 82.24
Current contract term
Part-time employment 1 2.00 %

Full-time employment 48 98.00 %
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Numbers of children you mainly work with
less than 10 6 12.20 %
10to 19 18 36.70 %
20 to 29 4 8.20 %
30 to 39 10 20.40 %
40 to 49 2 4.10 %
more than 50 9 18.40 %
Currently working with SEN children
No 5 10.20 %
Yes 44 89.80 %
Currently teaching whole-day or half-day mode
Whole-day mode 34 69.40 %
Half-day mode 3 6.10 %
Mixed mode 12 24.50 %
Remuneration (monthly salary)
15001 - 20000 HKD 1 2.00 %
20001 - 25000 HKD 13 26.50 %
25001 - 30000 HKD 14 28.60 %
30001 - 35000 HKD 6 12.20 %
35001 - 40000 HKD 11 22.40 %
40001 - 45000 HKD 2 4.10 %
more than 50000 HKD 2 4.10 %

Study Two

Out of the 49 respondents in 2" wave of Study One, 15 early childhood educators (15
females, Mage = 36.1 years) were willing to take part in face-to-face interview in Study 2.
Youngest educator is 25 years old verse oldest at 52 years old. They have an average work
experience at 13.6 years (162.8 months) with the shortest at 2.6 years and longest at 33.8 years
serving in the ECE sector. Out of the 15 participants in study two, 9 are class teachers, 2 special

childcare workers serving in the extended learning group for SEN children ( 3EUg4H ) , 2 head

teachers and 2 principals. Among the 15 participants in this study, 11 educators (73%) work in

institutions that offer exclusively full-day kindergarten combined with childcare programs. The
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remaining 4 educators (27%) are employed at institutions providing mixed-mode kindergarten
programs, where part of the student population is enrolled in half-day programs and the rest in
full-day services. None of the Study 2 participants work in institutions offering solely half-day
kindergarten programs. Average age of the nine class teachers is 31.7 years old, they have been
working in the early childhood education sector for an average of 7.2 years. Average age of the
two special childcare worker is 41 years old; they have been working in the early childhood
education sector for an average of 22.4 years. Average age of the two head teachers is 41.5 years
old, they have been working in the early childhood education sector for an average of 21.7 years.
Both principals are 46 years old, they have been working in the early childhood education sector
for an average of 25.3 years. The profile of the 15 participants can be referred from table 17,
while the data collected from wave 1 and wave 2 of Study one is also compared to form a new
set of data illustrating the change of occupational wellbeing in multiple dimensions amongst the

15 invited respondents for Study 2 (see table 18).
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Profiles of the early childhood educators (N = 15) participated in Study Two:
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Work experience in ECE

Rank # KG | Mode | Age field A‘g:ge A\\//v%?? i
Months year experience
Class teacher C1 KG1 | Mixed 30 72 6.0
Class teacher C2 KG1 | Mixed 33 100 8.3
Class teacher C3 KG2 FD 31 96 8.0
Class teacher C4 KG2 FD 28 50 4.2
Class teacher C5 KG3 FD 42 252 21.0 31.7 7.2
Class teacher C6 KG4 FD 34 31 2.6
Class teacher C7 KG5 FD 25 36 3.0
Class teacher C8 KG5 FD 34 49 4.1
Class teacher C9 KG5 FD 28 91 7.6
Special
childcare SC1 | KG4 FD 30 132 11.0
worker a1 224
Special '
childcare SC2 | KG5 FD 52 405 33.8
worker
Head teacher HT1 | KG1 | Mixed 41 228 19.0
415 21.7

Head teacher HT2 | KG3 FD 42 292 24.3
Principal P1 KG5 FD 46 332 21.7 46 253
Principal P2 KG6 | Mixed 46 276 23.0

36.1 M=162.8 M=13.6

SD =

8.09 SD =122.7 SD=10.23

Remarks: KG means kindergarten. FD means Kindergartens provide solely full-day programmes.

Mixed means kindergartens provide mixed mode with both half-day and full-day programmes.
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3.3 Procedures and statistical analysis

Study One

To investigate the key focus in this research study — kindergarten teachers' occupational
well-being — Study 1 embarked on a careful process of casting the research net. This involved
collaborating with kindergartens willing to participate, meticulously informing potential
participants, and ensuring their voluntary engagement in the study. Each kindergarten received
an electronic invitation letter, a carefully crafted document outlining the study's purpose,
methodology, and potential benefits. This transparency aimed to ensure informed consent from
individual teachers, guaranteeing their voluntary participation and respect for their autonomy.
The study 1 delved into various aspects of teachers' professional lives, crafting a questionnaire
that served as a multifaceted measuring tool.

Questionnaire design covers questions measuring the participants’ job satisfaction,
turnover intention, job support, work engagement, job burnout, job stress, job-related feelings,
conflicts between work and private life, and job burnout (Tsui et al., 1992; Schaufeli et al., 2006;
Maslach & Jackson, 1981). This comprehensive questionnaire served as a window into the
diverse experiences of kindergarten teachers, allowing researchers to gather rich data and paint a
nuanced picture of their occupational well-being. By enriching the narrative with details about
the collaboration with kindergartens, the careful consent process, and the specific instruments
used, this version provides a more vivid and engaging description of the initial stages of Study 1.

Study 1's investigation into the interplay between demographic factors and teacher well-
being in Hong Kong employed a robust arsenal of statistical tools to glean insights from the
collected data. This elaboration focuses on unpacking the intricacies of the analysis, shedding

light on the choices made and the potential implications of the findings.
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To gain a more nuanced understanding of the intricate relationships between the
independent and dependent variables, the researcher employed Structural Equation Modelling
(SEM) using AMOS software (Kline, 2015). This analytical approach offered the advantage of
assessing both direct and indirect effects concurrently, thereby contributing to a more
comprehensive interpretation of the factors influencing teacher well-being. Prior to developing
the SEM model, careful attention was given to evaluating the properties of the inventories used
in the study. Descriptive statistics, including means and standard deviations, were calculated,
alongside Cronbach's alpha coefficients to examine the central tendency and internal consistency
of the variables. Furthermore, the factor structures were thoughtfully examined to ensure that the
constructs measured aligned appropriately with the theoretical framework guiding the study.

To address the research question and examine the stated hypotheses in a systematic and
theoretically grounded manner, both partial correlational analysis and hierarchical multiple
regression analysis were employed. These statistical approaches were chosen due to their
complementary strengths in exploring complex, multivariate relationships within the ecological

systems framework.

Partial Correlational Analysis

Partial correlational analysis is especially useful for isolating the unique relationships
between specific variables while controlling for the influence of others. In the context of this
study, it allows the researcher to examine how distinct ecological layers—such as the
microsystem or mesosystem—relate to occupational well-being while statistically accounting for
potential confounding influences from other layers or demographic variables (e.g., age, teaching

experience). This analytic strategy is particularly well-suited for answering Research Question as
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it helps clarify which ecological layers and factors are independently associated with educators'

well-being, beyond the shared variance with other systems.

For instance, by controlling for external or contextual factors (e.g., exosystem influences
like institutional policies), partial correlation helps uncover whether perceived support within the
microsystem or conflicts within the mesosystem exert a unique and statistically significant
influence on occupational well-being. Such insights contribute meaningfully to testing
Hypotheses 1 and 2 by highlighting the specific directional relationships between ecological

factors and well-being outcomes.

Incremental Predictive Modeling of Teacher Well-Being Outcomes: Integrating Demographic,

Contextual, and Psychosocial Factors

By analysing with Incremental Predictive Modeling of Teacher Well-Being Outcomes
through integrating demographic, contextual, and psychosocial Factors, it allows researcher to
systematically isolate and examine the unique contributions of multiple layers of the ecological

system to occupational well-being among early childhood educators.

First, this modeling approach aligns well with the need to identify which ecological
system layers influence occupational well-being. By entering variables in blocks—beginning
with demographic factors (which can be seen as reflecting stable aspects of the exosystem and
macrosystem), then adding contextual factors (that capture situational, mesosystem influences),
and finally including psychosocial variables (key elements of the microsystem)—the analysis

mirrors Bronfenbrenner’s conceptualization of nested environmental influences (Bronfenbrenner,
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1979). This stepwise strategy enables the researcher to discern how each layer contributes

incrementally to explaining variations in teacher well-being outcomes over time.

Second, incremental predictive modeling is essential for pinpointing specific factors
within Bronfenbrenner’s ecological systems that significantly predict occupational well-being.
Each block of variables represents a different dimension of teachers’ environments. For instance,
when the demographic block is entered first, it allows one to assess baseline influences such as
age, tenure, and qualification. By then including contextual demands (like quantitative,
emotional, or cognitive demands), the analysis can reveal which situational stressors or supports
have predictive utility. Finally, incorporating psychosocial factors (such as job support, meaning
of work, quality of leadership, and social support) uncovers the nuanced dynamics of the
microsystem that influence well-being. The model’s incremental nature clarifies the independent
predictive power of these various factors, demonstrating which specific predictors remain

significant even after accounting for other layers of influence.

Third, this modeling technique is crucial for examining how interactions between
different ecological system levels influence occupational well-being. Incremental predictive
modeling reveals how adding variables from one ecological level alters the explanatory power of
those already in the model. For example, the change in R? (AR?) when contextual factors are
added after demographic factors indicates the extent to which work-related demands and
environmental variables contribute to well-being beyond what is already explained by personal
characteristics. Similarly, further inclusion of psychosocial variables shows how interpersonal
and intra-organizational dynamics (microsystem factors) further refine the prediction of

outcomes. Observing these incremental changes provides valuable insight into how layered
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influences interact—whereby a strong microsystem might buffer the negative impacts of

stressful mesosystem or exosystem conditions.

Hence, the incremental predictive modeling framework not only answers which
ecological layers (demographic, contextual, psychosocial) affect teacher well-being, but also
distinguishes the specific factors that are most influential within each layer, and finally examines
the additive and interactive effects of these variables over time. This comprehensive approach is
therefore instrumental in addressing the research question regarding the perceived influences,
significant predictors, and cross-level interactions within Bronfenbrenner’s ecological systems

that shape occupational well-being among early childhood educators in Hong Kong.

Hierarchical Multiple Regression Analysis

Hierarchical multiple regression analysis provides a robust framework for understanding
how different sets of predictors contribute incrementally to explaining variance in occupational
well-being. By entering ecological system variables into the regression model in theoretically
informed blocks (e.g., entering microsystem variables first, followed by mesosystem, exosystem,
etc.), the researcher can systematically assess the relative and additive predictive power of each
system level. This stepwise approach is particularly aligned with the layered structure of

Bronfenbrenner’s ecological model and directly addresses Research Question.

Moreover, hierarchical regression allows for the investigation of interaction effects
between different system levels—thus responding to Research Question, which concerns the
interplay among ecological systems. For example, the analysis can reveal whether the negative

impact of work-life conflict in the mesosystem is buffered by strong support within the
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microsystem, suggesting a possible moderating effect. This method also aids in confirming the
stated hypotheses by identifying which specific ecological variables significantly predict

occupational well-being, and to what extent.

However, due to the limited sample size in the second wave of the survey and the
sizeable number of items in some inventories, a full-fledged factor analysis was not feasible.
This highlights the importance of carefully considering sample size limitations when choosing
appropriate statistical analyses. To further explore the relationships between key variables,
researcher analysed their correlations. This provided valuable information about the strength and
direction of associations between, for example, specific demographic factors and different
aspects of teacher well-being. Ensuring the reliability of the data was paramount. Cronbach's
alpha coefficients was calculated for each group of variables within the study, verifying that the
items measuring each construct consistently assessed the intended concept. Internal consistency
was performed by checking the Cronbach's coefficient alpha amongst the different variables. The
findings of this study can be used to improve the validity and reliability of inventories used in

research.

Study Two

Study Two is a qualitative research study that aims to investigate the factors that
influence occupational wellbeing (OWB) amongst early childhood educators in Hong Kong. The
study will use in-depth interviews to collect data from class teachers (N=8), special childcare
worker (N=2), headteachers (N=2) and principals (N=2) working in 6 Hong Kong kindergartens
operating either in solely full-day mode (N = 11) and mixed mode with both half-day and full-
day mode (N = 4), which will be analysed using NVivo 12 software. The coding process will

involve creating tree nodes and free nodes. Tree nodes in qualitative data analysis are used to
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represent concepts or themes that are identified in the data. They can be organized in a
hierarchical structure to show how different concepts relate to each other. Free nodes, on the
other hand, are nodes that are not linked to any other nodes in the hierarchy. This can be useful
for representing concepts or themes that are unique or unexpected.

Tree nodes would be constructed according to a hierarchical structure of
Bronfenbrenner’s ecological system while free nodes are independent nodes with no clear
connection with other nodes, as proposed by the interviewees during the open-ended
conversation. Using a qualitative data analysis software program such as NVivo can help to
improve the accuracy and efficiency of the analysis.

The coding process is an essential part of qualitative data analysis, and it involves
identifying and organizing concepts and themes in the data. The coding process can be divided
into three stages: initial coding, axial coding, and selective coding to extract the main factors
associated with occupational well-being of ECE educators. Initial coding involves identifying the
main concepts and themes in the data. This is typically done by reading the data carefully and
making notes about the key ideas and patterns that emerge. Axial coding involves organizing the
initial codes into categories and exploring the relationships between them. This helps to identify
the main factors that are associated with kindergarten teachers' occupational well-being (OWB).
Selective coding involves selecting the most important factors and developing a theoretical
model to explain how they are related to each other. It be used to understand the factors that
contribute to OWB in ECE educators.

The coding process is typically developed from a general to a specific level of analysis.
The main path of coding would direct towards detailed analysis for further associating the main
factors related to the occupational wellbeing of ECE educators. Once these factors have been

identified, then the nodes can be developed for each factor and coding can explain the data in
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more detail. When the data has been coded in detail, they would then be merged and grouped
under the nodes to form relevant categories for further analysis.

The results of Study 2 were prescribed and analysed using Bronfenbrenner's ecological
systems framework, encompassing the microsystem, mesosystem, exosystem, macrosystem, and
chronosystem. This approach offers a comprehensive understanding of the diverse factors
influencing the occupational well-being (OWB) of early childhood educators in Hong Kong. By
employing this multi-level model, the study will explore how personal, relational, institutional,
societal, and temporal influences collectively shape educators' experiences.

The findings from this study are expected to guide the development of targeted
interventions and policies to enhance the well-being of kindergarten teachers. Utilizing
qualitative research methods, such as in-depth, one-on-one interviews, will enable a nuanced
exploration of the unique experiences and perspectives of educators working across different
roles within kindergarten settings. A thematic coding process will be employed to identify key
themes and patterns, providing rich insights into the interconnected factors affecting OWB. This
analysis will serve as a foundation for developing a theoretical model of occupational well-being
among early childhood educators in Hong Kong, offering practical implications for educational

policy and institutional support strategies.
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Ecological Systems Model Applied to Occupational Well-being of Early Childhood Educators:

Factors and Analysis Framework

hours, job-related
emotional demand,
work resources, job
autonomy, demand for
professional
development.

emotional demands,
significantly affect educators'
well-being. Access to resources,
autonomy, and professional
development can alleviate some
of these pressures.

System Factors Insights \ References
1. Microsystem
1.1 Family Family support, family | The family environment has a Bronfenbrenner
factors duty, family-related direct influence on educators’ (1992);
emotional demand, emotional and mental health. Greenhaus &
roles in the family. Family duties and roles can Beutell (1985);
increase stress, while family Hobfoll (2001)
support is often crucial in
managing the demands of work.
1.2 Work Heavy workload, time | Work-related factors, such as Skaalvik &
factors pressure/long working | workload, time constraints, and | Skaalvik (2018);

Day, Sammons,
& Stobart
(2007); Johnson,
Cooper,
Cartwright,
Donald, Taylor,
& Millet (2005)

2. Mesosystem

stakeholders

and family, as well as
their mutual
relationships.

being. The network of support
from colleagues, friends, and
family offers emotional relief
and resources when needed.

2.1 Factors Interaction of personal | Maintaining a balance between | Greenhaus &
affecting and work-related work and personal life is Beutell (1985);
work-life demands. essential to well-being. Factors | Allen, Herst,
balance like work schedules, family Bruck, & Sutton
responsibilities, and social (2000)
relationships can either support
or challenge this balance.
2.2 Social Support from Social support from various House (1981);
support from | colleagues, job-related | groups helps educators manage | Hobfoll (2001);
multiple stakeholders, friends, work stress and maintain well- Bakker,

Demerouti, &
Schaufeli (2003)

3. Exosystem

3.1
Institutional
policies in
relation to
demands

Policies regarding
workload, work hours,
and professional
development that
influence educators’

Institutional policies around
work demands and expectations
from various stakeholders,
including parents,
administrators, and

Day, Sammons,
& Stobart
(2007); Johnson
et al. (2005)
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from work demands and their | policymakers, can directly
stakeholders | ability to meet impact educators’ work
stakeholder conditions and stress levels.

expectations.

3.2 Education | Local educational Policies in Hong Kong related to | Bray & Koo
Policies in reforms and standards, | education shape the working (2004); Tse, Yu,
Hong Kong which directly influence | environment for early childhood | & Wong (2014)
work conditions and educators, impacting curriculum
expectations of early expectations, professional
childhood educators. development, and workloads.
3.3 Media Representation of early | The portrayal of educators in van Daalen
childhood educators media shapes societal attitudes (2004);
and their work in and can either enhance or Smetherham
media, influencing challenge the respect and (2006)
public perceptions and | support teachers receive from
societal expectations. the community.
4. Macrosystem
4.1 Societal Societal expectations Broader societal norms and Bronfenbrenner
attitudes and | for the roles of early values influence how educators | (1992); Croll
norms childhood educators, are viewed, their social status, (2008); Mills &
including gendered and the expectations placed on Gale (2004)
roles, expectations, and | them regarding nurturing and
societal valuation of educational duties.

their profession.

4.2 Cultural Cultural views on the Cultural differences in the value | Hofstede

values importance of early placed on education and the (2001); Ball
childhood education, status of early childhood (2003)
work ethics, and educators shape their working
professional recognition | conditions and societal
for educators. recognition, affecting both

motivation and well-being.

5. Chronosystem

5.1 Practices, | Changes in societal Changes in education systems, Bronfenbrenner
perceptions, | norms, education policies, and public perceptions | (1992); Day et
relations, and | policies, and over time affect the job al. (2007);
policies that | professional practices demands, professional Fullan (2007)
change over | that affect educators’ expectations, and the social roles
time roles and work of educators, influencing their

environments over occupational well-being and

time. career longevity.
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Chapter 4: Data Analysis and Results (Study 1)

4.1 Profiles of the selected early childhood education institutions and their educators

The locations of the selected 13 non-profit making kindergartens and childcare centre (all
are participating the Free Quality Kindergarten Education Scheme) scattered at most area of
Hong Kong including Hong Kong Island, Kowloon, East New Territories and West Territories in
order to represent most social-economic status in different districts. Amongst the 13
kindergartens, the founding year ranges from 1959 to 2021, and team size range from 5 to 24
teaching staff in order to cover organizations with different scope of organisation and
corresponding operational experience. 6 out of all 13 institutions (i.e., 46 %) are registered as
kindergarten cum childcare centers providing services for children under 3 years old, which
provide a balanced insight into early childhood settings that are operated on different subsidized
modes. This study is characterized by the participation of 13 institutions, all of which operate
within the realm of early childhood education and are non-profit in nature. Selecting these
institutions from the Free Quality Kindergarten Education Scheme provided a common research
background for the study. The Free Quality Kindergarten Education Scheme’s involvement is
particularly noteworthy as it underscores the commitment of these institutions to providing
quality education without the motive of profit-making. This shared characteristic among the
participating institutions enhances the comparability of the research findings, as it minimizes the
potential influence of differing operational motives and financial structures on the study

outcomes.

Furthermore, participation in the Free Quality Kindergarten Education Scheme suggests a
shared educational philosophy and approach among the institutions, which could contribute to a

more homogeneous research environment. This homogeneity could potentially increase the
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reliability of the research findings, as it reduces the likelihood of external variables influencing
the results. The non-profit nature of the participating institutions and their involvement in the
Free Quality Kindergarten Education Scheme provide a consistent and focused research
background for this study. This consistency is likely to enhance the validity and applicability of

the research findings within similar educational contexts.

4.2 Reliability and validity of the inventories

Internal consistency is a crucial aspect of survey reliability, referring to the degree to
which items within a scale consistently measure the same underlying construct. This is typically
assessed using Cronbach's Alpha, where values above 0.90 indicate excellent reliability, values
between 0.80 and 0.90 signify good reliability, values between 0.70 and 0.80 are considered
acceptable, and values below 0.70 denote poor reliability (Cronbach, 1951). The present analysis
evaluates the internal consistency of various scales and subscales within the survey based on

their Cronbach's Alpha values and the number of items each comprises.

From the analysis summary in table 19, the survey demonstrates strong internal
consistency across most of its scales. Constructs such as Job Satisfaction (o = 0.883), Turnover
Intention (a = 0.931), Job Support (o = 0.855), and the different dimensions of Work
Engagement—including Vigor (o = 0.874), Work Engagement (o = 0.879), and Absorption (o =
0.845)—all exhibit good to excellent reliability. Similarly, the Emotional Exhaustion scale (o =
0.912) and Depersonalization (o = 0.817), along with Personal Accomplishment (o = 0.867),
demonstrate high reliability, indicating that these scales effectively measure their intended
constructs. The Copenhagen Psychosocial Questionnaire (CPQ) subscales also largely reflect
good internal consistency. Quantitative Demands (CPQ QD, o = 0.844) and Cognitive Demands
(CPQ CD, a = 0.815) both show good reliability. Influence at Work (CPQ IN, a = 0.847),

Quality of Leadership (CPQ QL, a = 0.892), and Commitment to the Workplace (CPQ CW, a =
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0.917) further confirm the survey’s robust measurement quality. Even scales with fewer items,
such as Meaning of Work (CPQ MW, a = 0.917) and Sense of Community at Work (CPQ SW, a

=0.899), achieve excellent reliability, underscoring the effectiveness of their item composition.

While majority of Chinese translated inventories in this survey exhibited factor structures
that were consistent with their original English versions, indicating good construct validity. This
consistency in factor structures across different language versions of the inventories strengthens
the validity of the study’s findings and suggests that these inventories are appropriate tools for

measuring occupational well-being in this context.

In conclusion, the study’s findings provide significant evidence of the validity and reliability of
the inventories used. However, the variability in the reliability of the subscales of the Copenhagen
Psychosocial Questionnaire inventories suggests that further research may be necessary to refine
these tools and ensure their reliability in measuring occupational well-being among early
childhood educators in Hong Kong. These findings contribute to the growing body of research on
occupational well-being in early childhood education and have important implications for future

research and practice in this field.
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Internal Consistency (T2)
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Cronbach Number of

Alpha Items
Job satisfaction (JSAT) 0.883 6
Turnover Intention (TI) 0.931 3
Job Support (JS) 0.855 4
Work EngagementV (Q 1, 4, 8,12, 15 & 17) 0.874 6
Work Engagement W (Q 2,5, 7, 10 & 13) 0.879 5
Work Engagement A (Q 3,6, 9, 11, 14 & 16) 0.845 6
Emotional Exhaustion (Q1, 2, 3, 6, 8, 13, 14, 16, 20) 0.912 9
Depersonalization (Q 5, 10, 11, 15, 22) 0.817 5
Personal Accomplishment (Q 4,7,9,12,17,18,19, 21) | 0.867 8
Job Stress Sources NA 13
Job-Related Feelings .887 4
Work and Private Life Conflicts 904 4
Subscale Cronbach Number of

Alpha Items
Copenhagen Psychosocial Questionnaire
Quantitative Demands | CPQQD 1,2, 3 /4r 0.844 4
Cognitive Demands CPQCD |5,6,7,8 0.815 4
Emotional Demands CPQED 9,10,11 0.234 3
New Emotional NPQED |10,11 0.491
Demands
Influence at Work CPQIN 12,13, 14, 15, 0.847 6

16, 17

Meaning of Work CPQ MW | 18,19 0.917 2
Quality of Leadership CPQ QL 20, 21, 22, 23 0.892 4
Social Support from CPQ SS 24, 25, 26 0.815 3
Supervisor
Social Support form CPQ SC 27,28, 29 0.792 3
Colleagues
Sense of Community at | CPQ SW | 30, 31, 32 0.899 3
Work
Commitment to the CPQCW |33, 34, 35,36r, |0.917 5
Workplace 37
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4.3 Partial Correlation Analysis

The following section illustrating through Table 20 presents the results of analyses of
means, standard deviations, and partial correlations between baseline (T1) variables and
occupational well-being outcomes measured one year later (T2) among kindergarten teachers in
Hong Kong. T1 represents the initial wave of the study, while T2 reflects the follow-up
assessment. In the table below, outcomes are annotated with significance markers (*p < .05,
***p < .001), which highlight the statistically significant relationships. These findings offer a
detailed snapshot of the occupational well-being landscape and provide insights into how early

workplace experiences relate to later outcomes.

T2 Job Satisfaction

The analysis reveals that baseline measures of support and commitment are strongly and
positively associated with job satisfaction measured one year later. For instance, T1 Commitment
to the Workplace shows a robust positive correlation with T2 Job Satisfaction (r = 0.750, p
<.001), indicating that teachers who initially feel a high level of commitment tend to report
significantly higher job satisfaction over time. Other supportive factors, such as T1 Job Support
(r=0.534, p <.05), Influence at Work (r = 0.502, p < .05), and a sense of meaningful work (with
correlations ranging from r = 0.637 to 0.680, all p < .05), also significantly predict enhanced job
satisfaction at T2. Conversely, baseline stressors such as T1 Job Stress Source (r = -0.427, p
<.05) and high Quantitative Demands (r = -0.417, p < .05) are significantly associated with
lower T2 Job Satisfaction. These findings are consistent with the fundamental tenet of
Bronfenbrenner’s microsystem, where the immediate work environment exerts a direct influence

on an individual’s well-being. When teachers perceive their environment as supportive and feel a
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sense of commitment, the quality of their work experience is likely to be more positive, thereby
leading to higher job satisfaction in the long term (Bronfenbrenner, 1979).
T2 Turnover Intention

In a parallel narrative, the data indicate that an environment characterized by high support
and meaningful work inversely relates to teachers’ intentions to leave their job. Significant
negative correlations are observed for T1 Job Support (r = -0.345, p < .05) and for supportive
factors such as Influence at Work, Meaning of Work, and Quality of Leadership (with
correlations ranging approximately from r = -0.632 to -0.691, all p < .05). In contrast, stress-
related factors such as T1 Job Stress Source (r = 0.404, p < .05) and Quantitative Demands (r =
0.304, p < .05) correlate positively with turnover intention. These relationships suggest that when
teachers experience a supportive and cohesive work environment, they are less inclined to
consider leaving their roles. Conversely, when the work environment is marked by high demands
and stress, turnover intention increases. This pattern reinforces the idea that microsystem
characteristics have a lasting impact on occupational decisions, echoing Bronfenbrenner’s
assertion that immediate environmental factors significantly guide one’s trajectory over time
(Bronfenbrenner, 1979).
T2 Work Engagement and Its Subdimensions

Work engagement, as a construct encompassing vigor, dedication, and absorption, is
notably influenced by early workplace conditions. The overall engagement measure is positively
related to a range of T1 support variables (with coefficients between 0.474 and 0.749,
predominantly significant at p < .05 or better). Specifically, vigor and dedication exhibit
significant positive associations with supportive factors such as T1 Meaning of Work and
Commitment, with some correlations reaching the level of p <.001. Conversely, key stressors—

namely, T1 Job Stress Source and Cognitive Demands—are significantly associated with lower
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levels of engagement. These findings suggest that when teachers experience a nurturing work
environment, their energy and dedication are enhanced; they become more vigorous and
dedicated over time. Bronfenbrenner’s ecological framework posits that such positive
microsystem experiences directly nurture the inner psychological resources required for
sustained work engagement (Bronfenbrenner, 1979).
T2 Job Burnout and Its Dimensions

An inverse pattern emerges when examining T2 Job Burnout, along with its
subdimensions of Emotional Exhaustion, Depersonalisation, and Personal Accomplishment. The
data indicate that T1 factors reflecting a supportive work environment—such as Job Support,
Social Support from Supervisors and Colleagues, and Commitment—correlate significantly and
negatively with T2 burnout. For example, the overall burnout measure is significantly and
negatively related to T1 Job Support (r = -0.453, p <.05) and Social Support from Colleagues (r
=-0.581, p <.05). Emotional Exhaustion, in particular, shows a strong relationship with stress-
related variables, with one correlation reaching r = 0.921 (p <.001), underscoring the severe
impact of excessive demands on emotional resources. In contrast, higher personal
accomplishment is associated with supportive conditions, although one notable strong inverse
relationship (r = -0.883, p < .001) suggests that diminished feelings of competence are strongly
tied to the absence of a supportive environment. These patterns affirm that a well-functioning
microsystem that fosters positive interactions and support mitigates burnout, while persistent
high demands from the work environment contribute significantly to the erosion of teachers’
emotional reserves over time (Bronfenbrenner, 1979).
T2 Job-Related Feelings and Work—Private Life Conflict

Positive job-related feelings at T2 are significantly bolstered by supportive conditions at

T1, as demonstrated by a very strong positive correlation (r = 0.740, p < .001). This implies that
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a positive early work climate not only enhances overall job satisfaction and engagement but also
improves the affective experience related to the teaching role. Conversely, work—private life
conflict shows significant relationships with baseline stressors; for example, higher T1
Quantitative Demands and Job Stress Source are associated with greater work—life conflict at T2
(with significant correlations such as r = 0.414 and r = 0.329, respectively, both p < .05). These
findings illustrate how conflicts between work and personal life—an outcome emerging from the
mesosystem—are intertwined with the quality of microsystem experiences. When the demands
of work spill over into private life, they undermine overall well-being, highlighting the

importance of creating environments that facilitate work—life balance (Bronfenbrenner, 1979).

Integrative Ecological Interpretation through partial Correlation Analysis

When viewed through the lens of Bronfenbrenner’s ecological systems theory, the Table
20 data collectively underscore the pivotal role of the microsystem in shaping teacher well-being
over time. The immediate work environment as characterized by support, leadership quality, and
commitment, directly influences not only immediate job satisfaction and engagement but also
longer-term outcomes such as burnout and turnover intention. Meanwhile, high baseline stress
and excessive demands, which may mirror broader exosystem pressures, predispose teachers to
negative outcomes. The findings suggest that interventions aiming to improve teacher well-being
should adopt a multi-layered approach; enhancing support and reducing work demands can
mitigate adverse trajectories, fostering a sustainable professional climate. Such relationships also
highlight the mesosystem, where the interaction between work and personal life is crucial,
indicating that institutional and public policies promoting work—life balance would be beneficial

(Bronfenbrenner, 1979).
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4.4 Correlations between T1 Predictors and T2 Job Satisfaction

Table 21 shows the Pearson correlations between T2 Job Satisfaction and T1
demographic and predictor variables. In this analysis, significance is denoted as * (p < .05) and
*** (p <.001). All correlations refer to Wave 1 (T1) variables predicting Wave 2 (T2) job
satisfaction.

Among the T1 demographic variables, ‘Age’ shows a positive correlation with T2 Job
Satisfaction (r = .217), although it does not reach conventional levels of statistical significance.
The ‘Duration of ECE work experience’ exhibits an extremely strong intercorrelation with Age
(r = .849***), and both the ‘Duration of ECE work experience’ and ‘Tenure in the current job’
show positive correlations with T2 ‘Job Satisfaction” (r = .146 and r =.135, respectively).
Notably, ‘Tenure in the current job’ is also positively correlated with the ‘Duration of ECE work
experience’ (r = .592***), ‘Academic Qualification’ and ‘Job Rank’ display very weak
correlations with T2 ‘Job Satisfaction’ (r =.002 and r = .039, respectively), and ‘Having SEN
students in class’ shows an almost negligible negative correlation (r = -0.013). However, ‘Mode
of ECE Settings’ demonstrates a significant negative correlation with T2 Job Satisfaction (r = -
0.312*, indicating that variations in this variable may be associated with lower satisfaction).
‘Salary’ is positively correlated with T2 ‘Job Satisfaction’ (r = .065) and also shows significant
positive associations with other demographic variables: for example, ‘Salary’ is strongly
correlated with both ‘Duration of ECE work experience’ (r = .563***) and ‘Tenure in the current
job’ (r = .477%**),

Regarding the T1 predictor variables, several are markedly associated with T2 ‘Job
Satisfaction’. T1 “Job Satisfaction’ itself exhibits a strong positive correlation with T2 ‘Job
Satisfaction’ (r = .615***). T1 ‘Job Support’ is also strongly associated with T2 Job Satisfaction

(r =.552***). In contrast, T1 ‘Job Stress Source’ shows a significant negative correlation (r = -
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0.452%*), as does ‘Quantitative Demands’ (QD) with a correlation of r = -0.373*. Additionally,
‘Cognitive Demands’ (CD) and ‘Emotional Demands’ (ED) present negative associations with
T2 “Job Satisfaction’, with ‘Emotional Demand’ reaching significance (r = -0.354*). “Influence
at Work’ (IN) reveals a significant positive correlation with T2 ‘Job Satisfaction’ (r = .423%*).

Further, several of the psychosocial predictors exhibit strong associations with T2 Job
Satisfaction. Specifically, ‘Meaning of Work’ (MW) has a very strong positive correlation (r
= .572***), ‘Quality of Leadership’ (QL) is similarly strongly correlated (r = .609***), as is
‘Social Support’ (SS) from supervisors (r = .571***). Other predictors such as ‘Support from
Colleagues’ (SC), ‘Sense of Community at work’ (SW), and work-related aspects like
‘Commitment to the Workplace’ (CW) show positive correlations with T2 “Job Satisfaction’
(with CW demonstrating one of the highest associations at r = .684***), These positive
correlations are typically significant at either the p < .05 or p < .001 levels, indicating that higher
levels of these supportive and resource-related variables at T1 are associated with higher T2 Job
Satisfaction.

In summary, the table indicates that several key psychosocial variables measured at T1
including Job Support, Meaning of Work, Quality of Leadership, Social Support from
Supervisors, and Commitment to the Workplace, are strongly and significantly positively
correlated with T2 Job Satisfaction, whereas certain stress-related factors (such as Job Stress
Source, Quantitative Demands, and Emotional Demands) are significantly negatively correlated.
Demographic variables, apart from the strong intercorrelations among experience-related

measures, display relatively modest associations with T2 Job Satisfaction.
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4.5 Incremental Predictive Modeling of Teacher Well-Being Outcomes: Integrating
Demographic, Contextual, and Psychosocial Factors

Table 22 displays the incremental predictive power of T1 demographic and work-related
variables on various T2 outcomes using three successive model specifications. Model A includes
only demographic and basic work-related predictors (i.e., T1_Age, T1 Qualification, T1_Job
Rank, T1_SEN in class, T1_Tenure in current job, T1 Salary, and T1_Duration of work
experience in ECE filed). Model B adds three contextual work demand variables—Quantitative
Demands (QD), Influence at Work (IN), and Emotional Demands (ED)—to the predictors used
in Model A. Model C further expands the predictor set by including key psychosocial factors
such as T1 Job Stress Source (JSS), T1 Job Support (JSUP), Meaning of Work (MW), Social
Support from supervisor (SS), Social support from Colleagues (SC), Cognitive Demands (CD),
Quality of Leadership (QL), Sense of Community at work (SW), and Commitment to the
Workplace (CW).

For T2 Job Satisfaction, Model A accounts for 68.4% of the variance (R? = .684, AR?
=.468). When contextual factors are added in Model B, the explained variance increases to
77.6% (R?=.776, AR? = .602). The most comprehensive Model C, which also includes
psychosocial factors, explains 87.8% of the variance (R? = .878, AR? = .772). A similar pattern
emerges for T2 Turnover Intention. Model A explains 66.1% of the variance (R? =.661, AR?
=.436), Model B explains 68.3% (R?=.683, AR? = .467), and Model C greatly improves the
explained variance to 85.6% (R? = .856, AR? =.732).

In the case of T2 Work Engagement, Model A explains 79.6% (R* =.796, AR? = .633),
Model B explains 83.7% (R? =.837, AR?=.701), and Model C accounts for 88.2% of the
variance (R? = .882, AR? =.778). Similar trends are observed for T2 Job Burnout, T2 Job-

Related Feelings, and T2 Work—Personal Life Conflict. Specifically, for Job Burnout, Model A
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shows an R? of .833 (AR? =.694), Model B an R? of .849 (AR?=.721), and Model C the highest
R? of .903 (AR? = .815). For Job-Related Feeling, the respective R2 values across Models A, B,
and C are .722 (AR? = .521), .780 (AR? = .609), and .838 (AR? =.702). Finally, for Work—
Personal Life Conflict, Models A, B, and C yield R? values of .761 (AR? =.579), .783 (AR?

= .613), and .872 (AR? = .760).

In summary, the results from Table 22 indicate that while basic demographic and work-
related variables (Model A) explain a considerable portion of the variance in T2 outcomes, the
addition of contextual (Model B) and subsequently psychosocial predictors (Model C)
substantially enhances the predictive power of the models. These findings highlight that the most
comprehensive model—which integrates demographic, contextual, and psychosocial factors—
accounts for the highest proportion of variance across all T2 outcomes (Job Satisfaction,
Turnover Intention, Work Engagement, Job Burnout, Job-Related Feelings, and Work—Personal
Life Conflict), with many delta R* values approaching or exceeding 0.70 (e.g., AR?=.772 for T2
Job Satisfaction in Model C and AR? = .815 for Job Burnout in Model C). The marked
improvements in R? and AR? values (denoted by *p <.05 and ***p <.001) across the successive
models suggest that the inclusion of contextual and psychosocial variables adds substantial
incremental value to the prediction of teacher outcomes one year later.

4.6 Hierarchical Regression Analysis

Table 23 presents the regression coefficients for various T2 job outcomes and well-being
indicators as predicted by T1 demographic, early childhood education (ECE) work, and job
demand-resource variables. This section of data analysis focuses on significant predictors, with
significance denoted as * (p <.05) and *** (p <.001), and emphasizes the direction and

magnitude of these relationships.
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T2 Job Satisfaction

For the prediction of T2 Job Satisfaction, most demographic variables did not emerge as
significant predictors. In particular, Duration of ECE work experience, Job Rank, Qualification,
Tenure in the current institution, Salary, and Age all had non-significant effects (p > .05).
Among the T1 predictors, however, two variables achieved significance. First, the variable “SEN
in class” had a positive coefficient (B = 0.570, SE = 0.257, Beta = 0.245, p = 0.035%*), indicating
that teachers reporting a higher incidence of having SEN students in class at T1 were associated
with higher levels of job satisfaction at T2. Second, Quantitative Demands (QD) yielded a
negative coefficient (B = -0.288, SE = 0.108, Beta = -0.345, p = 0.013*), signifying that greater
quantitative demands at T1 are linked to lower job satisfaction one year later. The remaining T1
work-related predictors, including measures such as T1 Job Stress Source (JSS), Job Support
(JSUP), Influence at Work (IN), Emotional Demands (ED), and several psychosocial resources
(e.g., Meaning of Work [MW], Social Support [SS], Cognitive Demands [CD], Quality of
Leadership [QL], Sense of Community [SW], and Commitment to the Workplace [CW]), did not
reach conventional levels of significance in predicting T2 Job Satisfaction.
T2 Turnover Intention

The regression model for T2 Turnover Intention revealed significant effects for a few
predictors. Job Rank emerged as a significant predictor, with a negative association (B = -0.201,
SE =0.088, Beta = -0.262, p = 0.029%), indicating that higher job rank is associated with reduced
turnover intention. Additionally, Cognitive Demands (CD) demonstrated a significant negative
relationship (B =-0.547, SE = 0.260, Beta = -0.356, p = 0.045%*), and Quality of Leadership (QL)
also showed a negative significant effect (B = -0.588, SE = 0.257, Beta = -0.478, p = 0.030%).
Other demographic and predictor variables included in the model did not reach statistical

significance.
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T2 Work Engagement

For T2 Work Engagement, the only statistically significant predictor identified was T1
Work Engagement. The coefficient for T1 Work Engagement was positive (B = 0.468, SE =
0.158, Beta = 0.506, p = 0.006*), indicating that higher levels of work engagement reported at
T1 are associated with higher work engagement at T2. None of the other T1 demographic, ECE
work, or job demand-resource variables were significant in this model.
T2 Job Burnout

In the regression model predicting T2 Job Burnout, most predictors were non-significant
except for one indicator of job support. Specifically, T1 Job Support (JSUP) yielded a positive
and significant coefficient (B = 0.451, SE = 0.186, Beta = 0.391, p = 0.022*). No other
demographic or work-related variables, including Duration of ECE work experience, Job Rank,
SEN in class, Qualification, Tenure, Salary, Age, or the various job demands and resources,
reached statistical significance.
T2 Job-Related Feeling

The model for T2 Job-related Feeling did not produce any statistically significant
predictors. None of the T1 demographic variables, work-related predictors, or job demand—
resource variables (including variables such as JSAT, JSS, JSUP, QD, IN, ED, MW, SS, SC,
CD, QL, SW, or CW) were significantly associated with T2 Job-related Feeling (all p > .05).
T2 Work—Private Life Conflict

The regression analysis for T2 Work—Private Life Conflict identified several significant
predictors. Salary showed a positive significant effect (B = 0.150, SE = 0.067, Beta =0.325, p =
0.033*), indicating that higher salaries at T1 are associated with greater work—private life
conflict at T2. Additionally, T1 Work—Private Life Conflict was a strong and significant

predictor (B = 0.647, SE = 0.146, Beta = 0.688, p = 0.0001***), which underscores a robust
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continuity effect. Furthermore, Influence at Work (IN) had a significant negative effect (B = -
0.340, SE = 0.146, Beta = -0.350, p = 0.027*), and Social Support from Colleagues (SC) was
also positively significant (B = 0.418, SE = 0.175, Beta = 0.486, p = 0.024*). The remaining
variables in this model did not reach significance.

Overall, these results demonstrate that among a wide array of T1 demographic and job
demand-resource variables, only a select few have a statistically significant incremental impact
on T2 job outcomes and well-being indicators. The significant predictors vary across outcomes,
with T1 SEN in class and Quantitative Demands predicting T2 Job Satisfaction, Job Rank,
Cognitive Demands, and Quality of Leadership predicting T2 Turnover Intention, and T1 Work
Engagement significantly forecasting its corresponding outcome at T2. Additionally, T1 Job
Support appears as a notable positive predictor of T2 Job Burnout, while T2 Work—Private Life
Conflict is notably predicted by Salary, T1 Work-Private Life Conflict, Influence at Work, and
Social Support from Colleagues. These findings provide a detailed snapshot of the key early

predictors influencing various dimensions of teacher well-being one year later.
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Table 20
Mean, Standard Deviation and Partial correlation analyses amongst baseline T1 variables and T2 teachers’ occupational wellbeing outcomes

Mean| sp | N 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24

1T1 Job Support 4.602] 0.879] 49
2[T1 Job Stress Source 3.190[ 0.629] 49 -0.313%4 -
3[T1 Quantitative Demands 2974 0851 49 0148  0.204 -
4T1 Cognitive Demands 3.658] 0.694 49| -0.04 03284 001 -
5/T1 Emotional Demands 3.224( 0.765| 49 -0.255| 0421 0127 0.707*
6|T1 Influence at Work 2.830[ 0.743] 49 0.202] -0.236] -0.360% -0.157]  -0.071
7|T1 Meaning of Work 3.867| 0.865| 49 04054 -0.522¢ -0.332% -0.261]  -0.363]  0.439%
8[T1 Quality of Leadership 3.179] 0.865 49 05274 04374  -012] -0.3574  -0.278] 04954 0.6224
T1 Social Support from
9[Supervisor 3.279] 0.768] 49 0514% 03234 -0.327% -0.153] -0.069] 05924  0.490% 0.751*
T1 Social Support form
10|Colleagues 3.354] 0.840| 49| 06224 -04244 03811 003 -0.115 04604 03964 0.318%  0.480*
T1 Sense of Community at
11)Work 3.667| 0.802] 49 0.762*** -0.380% -0.338*| -0.165| -0.300|  0.298] 0.505% 0.396% 0.419% 0.810**
T1 Commitment to the
12|Workplace 3.347| 0.832] 49 0652 -0.634* -0.182] -0.349% 0422 05004 06454 0.713*{ 0662* 0622* 0.658
13|T2 Job Satisfaction 3.639 0.712| 49| 05344 -0427% 04174 -0275| 0431 05024 0637 06804 0634 03744 0476* 0.750**
14|T2 Turnover Intention 2.429) 1.065| 49 -0.345% 0404* 0304* 0052 0228 -0.361* -0.691* -0.632* -0.506*] -0.257] -0.375% -0.571* -0.679*

15[T2_Work Engagement (WE) | 3.545( 0.592] 49| 04744 -0.409* -0.344% -0.365% -0318] 05345 06544 06004 06144 04604 05354 0749%4 0744* -0.516%

16{T2_ WE Vigour 3.361) 0.684] 49 03674 -0.406% -0.342% -0.334*| -0.343] 04954 0.601* 0526% 0.556% 04354 0.4584 0.668*  0.668* -0.481* 0.940** -

17|T2_ WE_Dedication 3.776] 0.611] 49 0591% -0.3934 -0.360% -0.311* -0.313] 0.424% 0709** 06154 0.607% 0.509% 0.644% 0.731*% 0.758*** -0.561* 0.883**{ 0.728*** -

18|T2 WE_Absorbtion 3.537] 0.616] 49 0.388% -0.337% -0.258] -0.363* -0.224] 05524 0521% 05384 0.548% 03454 0.408% 0.688*  0.652* -0.403* 0.945%** 0.846*** 0.760**

19[T2 Job Burnout (JB) 2.776] 1.013] 49 -0453% 05014  0.493% 023 04034 -0.395% -0.573% -0.525%| -0.581% -0.639% -0.689% -0.660% -0.621* 0.496% -0.726** -0.682% -0.789** -0.561* -

20{T2_JB_Emotional Exhaustion| 3.562| 1.328] 49| -05214 05444 0562 0306* 05164 -0.405% -0.539% -0.6004 -0.621% -0.5604 -0.653% -0.654% -0.691% 04774-0725*+ -0.691%|-0.756* -0.578* 0.921%*

21|T2 JB Depersonalisation 2.012] 1.038] 49 -0350% 03234 0182 0068 0182  -0.17| -0.425% -0.208] -0.307% -0.625% -0.673% -0.508%| -0.333*|  0.284] -0.541% -0.475% -0.673* -0.383%| 0.790***  0.596*
T2 _JB_Personal
22|Accomplishment 5.633] 1.018 49 0258 -0.372% -0.415% -0.015 -0.237] 0.380% 0.507* 0.359% 0.489* 0528* 0499% 0527% 0.480* -0.480% 0.582% 0.554* 0.625%  0.447% -0.883** -0.683* -0.645% -~
23|T2 Job related feeling 3587 0.751] 49| 03811 -0459% -0326% -0193] -0.309] 05794 0641 06284 0701* 04354 03924  0.688% 0.722**4 -0.652% 0.767*4 0.736*** 0.713*4  0.677% -0.715% -0.630% -0.460* 0.740%*4
T2_Work Private Life
24|Conflict 2.980[ 0.723] 49 o0.128] 03294 04144 0062 0144 -0321% 024 018 -0177] -0072] -0.085)  -0.16] 03554 04754 -0171| 0199 -0.126 014 0336% 03674 0091 -0.327% -0.323% -

*p < 0.05, ***p < 0.001

T1 = Study 1 (wave 1); T2 = Study 1 (wave 2).



Table 21

Pearson Correlation Matrix Between T2 Job Satisfaction Outcome and T1 Demographical & Predictor Variables
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Pearson Correlation 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22
T2 Outcome 1. Job
Variable Satisfaction
T1 2. Age 0217
Demographic -
al vagriai))les 3.Duration of
ECE work 0.146 | 0.849***
experience
4. Tenure' In 0.135 0.444% | 0.592%**
current job
A mi
5 Pe}de. ¢ 0.002 0.07 0.101 0.107
Qualification
6. Job rank 0.039 -0.204 -0.149 0.026 -0.066
7. Having
SEN students -0.013 -0.244 0171 -0.057 -0.114 0.183
in class
8. Mod_e of -0.312* -0.104 -0.072 0.04 0.127 -0.223 -0.098
ECE settings
9. Salary 0.065 | 0.558%** | 0.563*** | 0.477*** 0.280* 0213 | -0.306* -0.03
T1 Predictors ) 10. ‘?Ob 0.615%*+ 0.22 0.137 0.157 0.343* -0.106 -0.239 0.011 0212
Satisfaction
11. Job 0.552%% 0.127 0.039 0.1 0.251 -0.021 0.001 -0.144 0.114 | 0.625%** -
Support
12. Jab
-0.452* 0.014 0.073 -0.026 -0.011 -0.137 0.103 0.183 0.051 | -0.473%** -0.331*
stress source
13.QD | o373+ 0.103 0.157 -0.028 0.056 0.012 0.17 -0.009 0117 0211 0136 | 0.330* -
14.CD -0.218 0.252 0.217 -0.106 20022 | -0.306* -0.192 -0.018 0.257 -0.239 0181 | 0332+ 0.069 -
15.ED | _g3sax 0.101 -0.051 -0.181 -0.072 -0.215 -0.108 -0.023 0.124 -0.315% 0203 | 0.379* 0.11 | 0.707*** -
16. IN 0.423* 0.248 0.218 0.1 0.195 -0.074 -0.215 0.111 0.309% 0.319* 0.213 -0.185 -0.274 -0.021 -0.013 -
17. MW | g57pex 0.158 0046 | -0005 | 0122 | 0019 | -0131 0.044 0.098 0426% | 0347* | (oo | 0313%| 0155 | 0238 | 0437
18. QL | o609%** 0.072 -0.029 -0.05 0.298* -0.148 -0.245 -0.134 0209 | 0.608*** | 0556%** | -0.423* -0.132 -0.191 0133 | 0.491%** | 0.531%x*
19.8S | 5710 -0.006 -0.147 0121 0.175 -0.038 -0.054 -0.017 0.016 0453* | 0536** | -0328% | -0.316* 012 0009 | 0545% | 0.460% | 074255 -
20. SC 0.353* -0.13 -0.153 -0.057 0.089 0.039 0.008 -0.14 0.022 0.426% | 0.606*** | -0432* | -0.366* -0.053 -0.087 0.389* 0.338* 0.351% | 0.486%**
21. SW 0.446* -0.028 -0.158 0.012 0.103 -0.075 0 0 0.011 | 056L*** | 07510 | .0383* | -0.358* -0.178 -0.215 0252 | 0.466%+* 0.413* | 0.462%% | 0.780%** -
22. CW | (ggars 0.209 0.09 0.114 0.212 -0.091 -0.234 0.001 0274 | 0.766*** | 0.656*** | () coien -0.183 0214 | -0.280% | 0.542%%* | 0.618%** | 0.728%%* | 0.658%** | 0.576%%* | 0.641%**

*p <0.05, ***p <0.001

T1 = Study 1 (wave 1); T2 = Study 1 (wave 2); CPQ_CW = Copenhagen — Commitment to the workplace; WE_V = Work Engagement (Vigor); WE_D = Work Engagement (Dedication); WE_A = Work Engagement (Absorption); JB_EE = Job Burnout (Emotional
Exhaustion); JB_D = Jobh Burnout (Depersonalization); JB_PA = Job Burnout (Personal Accomplishment); Tl = Turnover Intention; JSAT = Job satisfaction ; JSUP = Job support; CPQ_QD = Copenhagen — Quantitative Demands ; CPQ_CD = Copenhagen — Cognitive
Demands ; CPQ_ED = Copenhagen — Emotional Demands; CPQ_IN = Copenhagen — Influence at Work ; CPQ_MW = Copenhagen — Meaning of Work ; CPQ_QL = Copenhagen — Quality of leadership; CPQ_SS = Copenhagen — Social Support from supervisor ; CPQ_SC =
Copenhagen — Social support from Colleagues; CPQ_SW = Copenhagen — Sense of Community at work.



Table 22

Incremental Predictive Power of T1 Demographical and Work-Related Predictors on T2 Outcomes Across Three Model Specifications

A. Predictors: (Constant), TL_Age, T1 DM2_HK Quali, T1_rank, T1_SEN, T1 Tenure current, T1 Salary, T1 DM1 Tenure ECE

B. Predictors: (Constant), T1_Age, T1_DM2_ HK Quali, T1_rank, T1_SEN, T1_Tenure current, T1 Salary, TL DM1_Tenure ECE,
QD, IN, ED

C. Predictors: (Constant), TL_Age, TL DM2_HK Quali, T1_rank, T1_SEN, T1 Tenure current, T1 Salary, T1L_DM1 Tenure ECE,
QD, IN, ED, T1JSS, T1_JSUP, MW, SS, SC, CD, QL, SW, CW

T2 Job Satisfaction

T2 Turnover Intention

R2 AR2
6612 0.436
.683° 0.467
.856° 0.732

Job-related Feeling

T2 Work Engagement
R2 AR2
7962 0.633
837" 0.701
.882° 0.778

Work-personal life

R2 AR2
A .684a 0.468
B .776b 0.602
C .878¢c 0.772

Job Burnout

R2 AR2
A .833¢ 0.694
B .849°P 0.721
C .903¢ 0.815

R2 AR2
1224 0.521
.780b 0.609
.838¢c 0.702

conflict
R2 AR2
7612 0.579
.783° 0.613
872° 0.760
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T1 = Study 1 (wave 1); T2 = Study 1 (wave 2); JSAT = Job satisfaction ; CW = Commitment to the workplace; Tl = Turnover Intention; JSS= Source of Job Stress; JSUP = Job support; QD = Quantitative Demands ; CD = Cognitive Demands ; ED = Emotional Demands; IN

= Influence at Work ; MW = Meaning of Work ; QL = Quality of leadership; SS = Social Support from supervisor ; SC = Social support from Colleagues; SW = Sense of Community at work.



Table 23

Regression Coefficients for T2 Job Outcomes and Well-Being Indicators as Predicted by T1 Demographic, ECE Work, and Job Demand-Resource Variables

T2 Job Satisfaction

T2 Turnover Intention

T2 Work Engagement

B SE Beta p

Duration of ECE work experience -0.0000445 0.002 -0.007 0.978
Job rank 0.063 0.054 0.123 0.253
SEN in class 0.570 0.257 0.245 0.035*
Qualification -0.153 0.079 -0.217 0.063
Tenure in current institution 0.000 0.001 0.049 0.723
Salary -0.071 0.064 -0.156 0.280
Age 0.014 0.019 0.166 0.457
T1 Job Satisfaction 0.191 0.166 0.191 0.261
T1 Turnover Intention

T1 Work Engagement

JSS 0.130 0.164 0.115 0.435
JSUP 0.184 0.145 0.227 0.216
QD -0.288 0.108 -0.345 0.013*
IN 0.058 0.142 0.060 0.688
ED -0.243 0.151 -0.261 0.120
MW 0.013 0.118 0.015 0.915
SS -0.037 0.173 -0.040 0.834
SC -0.097 0.167 -0.115 0.565
CD 0.242 0.161 0.236 0.144
QL 0.304 0.160 0.369 0.067
SW -0.200 0.199 -0.225 0.325
Cw 0.354 0.221 0.414 0.121

T2 Job Burnout
B SE Beta p

Duration of ECE work experience -0.003 0.002 -0.298 0.200
Job rank -0.055 0.071 -0.075 0.444
SEN in class -0.002 0.355 0.000 0.996
Qualification 0.152 0.100 0.152 0.140
Tenure in current institution 0.000 0.002 0.024 0.848
Salary 0.126 0.085 0.195 0.149
Age -0.032 0.024 -0.263 0.196
T1 Job Burnout 0.433 0.218 0.403 0.057
T1 Job-related Feeling

T1_Work-private life conflict

JSS -0.076 0.214 -0.047 0.725
JSUP 0.451 0.186 0.391 0.022*
QD 0.086 0.152 0.072 0.576
IN 0.136 0.185 0.099 0.470
ED 0.177 0.214 0.134 0.414
MW -0.002 0.151 -0.002 0.989

B SE Beta p
-0.002 0.003 -0.217 0.425
-0.201 0.088 -0.262 0.029*
-0.461 0.423 -0.132 0.285
0.246 0.124 0.233 0.057
0.001 0.002 0.079 0.596
0.033 0.104 0.048 0.755
-0.016 0.030 -0.130 0.592
0.266 0.187 0.211 0.164
0.015 0.266 0.009 0.955
0.112 0.236 0.092 0.639
0.148 0.176 0.118 0.407
0.060 0.227 0.042 0.793
0.111 0.249 0.079 0.660
-0.349 0.196 -0.283 0.085
0.037 0.277 0.027 0.895
0.248 0.272 0.196 0.370
-0.547 0.260 -0.356 0.045*
-0.588 0.257 -0.478 0.030*
-0.113 0.323 -0.085 0.728
-0.175 0.332 -0.137 0.602
T2 Job-related Feeling
B SE Beta p
-0.002 0.002 -0.235 0.420
0.003 0.068 0.006 0.959
0.207 0.310 0.084 0.511
-0.123 0.093 -0.165 0.195
0.001 0.001 0.057 0.716
-0.033 0.079 -0.068 0.682
0.020 0.023 0.229 0.372
0.223 0.215 0.221 0.309
-0.088 0.201 -0.074 0.665
-0.021 0.174 -0.024 0.907
-0.023 0.128 -0.026 0.860
0.136 0.170 0.134 0.432
-0.263 0.183 -0.268 0.162
0.153 0.145 0.176 0.301

B SE Beta p
0.001 0.001 0.147 0.579
0.054 0.048 0.125 0.274
0.091 0.213 0.047 0.672
-0.024 0.063 -0.041 0.701
-0.001 0.001 -0.201 0.150
0.019 0.052 0.051 0.716
0.009 0.016 0.133 0.556
0.468 0.158 0.506 0.006*
0.112 0.135 0.119 0.411
0.007 0.119 0.010 0.955
-0.143 0.087 -0.205 0.111
0.014 0.115 0.017 0.906
0.104 0.124 0.134 0.411
0.100 0.097 0.146 0.312
0.128 0.145 0.166 0.384
-0.087 0.139 -0.123 0.537
-0.163 0.133 -0.190 0.230
0.000 0.130 -0.001 0.998
0.027 0.163 0.036 0.870
0.158 0.189 0.221 0.411
T2 Work-private life conflict
B SE Beta p
-0.001 0.002 -0.142 0.582
-0.038 0.058 -0.073 0.518
-0.241 0.267 -0.102 0.375
-0.006 0.083 -0.008 0.943
0.001 0.001 0.165 0.273
0.150 0.067 0.325 0.033*
-0.017 0.019 -0.193 0.398
0.647 0.146 0.688|  0.0001***
0.233 0.173 0.202 0.190
0.188 0.154 0.228 0.233
-0.143 0.134 -0.169 0.295
-0.340 0.146 -0.350 0.027*
0.087 0.162 0.092 0.596
0.011 0.124 0.013 0.929
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SS -0.323 0.223 -0.245 0.159
SC -0.187 0.215 -0.155 0.393
CD -0.060 0.210 -0.041 0.777
QL -0.294 0.206 -0.251 0.164
SW -0.428 0.268 -0.339 0.122
Cw 0.016 0.265 0.013 0.952

*p < 0.05, ***p<0.001 ; T1 = Study 1 (wave 1); T2 = Study 1 (wave 2); JSAT = Job satisfaction ; CW = Commitment to the workplace; T1 = Turnover Intention; JSS= Source of Job Stress; JSUP = Job support; QD = Quantitative Demands ; CD = Cognitive Demands ; ED =

0.341 0.209 0.349 0.114
0.082 0.204 0.092 0.691
0.204 0.197 0.189 0.310
0.050 0.192 0.057 0.797
-0.191 0.241 -0.204 0.434
0.075 0.265 0.083 0.780

-0.044 0.178 -0.047 0.805
0.418 0.175 0.486 0.024*
-0.275 0.171 -0.264 0.117
-0.177 0.164 -0.211 0.291
-0.324 0.208 -0.360 0.129
0.199 0.209 0.229 0.350

Emotional Demands; IN = Influence at Work ; MW = Meaning of Work ; QL = Quality of leadership; SS = Social Support from supervisor ; SC = Social support from Colleagues; SW = Sense of Community at work.
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Table 24

Conceptual framework of Occupational Wellbeing — Predictors and Outcomes

Conceptual Role Variable(s)

Predictors - Job Support
- Job Stress Source

- Copenhagen Psychosocial Factors

Outcomes Job Satisfaction

- Turnover Intention
- Work Engagement
- Job Burnout

- Work and Private Life Conflicts
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Chapter 5: Data Analysis and Results (Study 2)

5.1 Participants
The second study in this research was a qualitative investigation aimed at exploring the
impact of environmental factors on the occupational well-being of early childhood educators in

Hong Kong.

The study sample comprised 15 early childhood educators, all of whom were female,
with an average age of 36.1 years. The participants held various roles within their respective
institutions, including class teachers (n = 9), special childcare workers (n = 2), head teachers (n =
2), and principals (n = 2). These educators were employed across six different early childhood
settings. Of the 15 participants, four educators (n = 4) are employed in early childhood education
(ECE) settings that offer mixed mode with both half-day and full-day kindergarten programs. In
contrast, the remaining eleven educators (n = 11) work in settings that exclusively provide full-
day kindergarten and childcare programs. No participant in Study 2 works in ECE setting that

offers exclusively the half-day kindergarten programme.

Data collection was conducted through semi-structured, face-to-face, in-depth interviews
(IDIs). These interviews were designed to provide a comprehensive understanding of the
educators’ experiences and perceptions. All IDI sessions were audio-recorded using a mobile

device to ensure accuracy in data collection.

Following the interviews, the audio recordings were transcribed verbatim. The
transcriptions were then analyzed using NVivo version 12, a software tool designed for
qualitative data analysis. The analysis involved the use of tree nodes and free nodes coding

methods, which facilitated the organization and interpretation of the data.
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Prior to the commencement of the study, ethical approval was obtained from the relevant
review board. Additionally, informed consent was secured from all participants, ensuring they

were aware of the study’s purpose, procedures, and their rights as participants.

5.2 Procedure and barriers

The second study of this research invited all 15 participants who had completed Study 1
at two timepoints. These participants were well-versed with the concepts of occupational
wellbeing and the Bronfenbrenner’s ecological system, as these were integral to the design of the
interview questions (refer to Appendix B for more details). The interviews were conducted in a
quiet room, free from distractions related to their work responsibilities. This was achieved by
either arranging for colleagues to cover their duties during the interview time or scheduling the
interviews outside normal working hours.

In this study, several constraints were encountered that warrant careful consideration.
One major challenge pertained to the time limitations imposed on early childhood educators,
who are frequently burdened with a wide range of responsibilities including classroom
instruction, meetings, and the maintenance of appropriate teacher-to-student ratios throughout
the school day. To alleviate this constraint, interviews were strategically scheduled during less
intensive periods—specifically, children’s nap times, after-school hours, and school holidays—
thus affording educators the necessary space to provide thoughtful and focused insights into their
experiences.

Another significant limitation arose from the difficulties associated with identifying and
retaining respondents. As more than a year had elapsed since the initial phase of Study 1, several
educators had either transitioned to different institutions or expressed unwillingness to engage in

follow-up interviews and surveys. This attrition inevitably led to a diminished sample size for the
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qualitative component of the study, thereby potentially affecting the overall robustness and
generalizability of the findings.

Furthermore, the composition of the sample presented an imbalance in role
representation. Classroom teachers were disproportionately more prevalent compared to their
counterparts—namely, special childcare workers, head teachers, and principals. In response to
this disparity, a stratified sampling technique was employed to ensure that each professional role
was adequately represented in the study. However, it is important to note that the study did not
include any participants exclusively employed in early childhood education (ECE) settings that
offer a half-day kindergarten programme, which limits the scope of the findings with regard to
this specific subgroup.

Despite these constraints, the interviews were conducted within a reasonable timeframe.
Although the initial plan was for each interview to last 30 minutes, actual durations varied
between 20 and 40 minutes. Some interviews were shorter than anticipated, whereas others—
particularly those involving educators with longer years of service—yielded more detailed
feedback and extended beyond the planned duration. In spite of the challenges encountered, the
study successfully gathered valuable insights into the occupational wellbeing of early childhood
educators.

Taken together, these methodological challenges highlight the complexities inherent in
research within the dynamic context of early childhood education. They also underscore the need
for future studies to adopt strategies that further mitigate such constraints, thereby enhancing

both the representativeness of the sample and the applicability of the research outcomes.
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5.3 Study 1 rating analysis

The analysis encompasses all the 15 respondents who participated both wave 1 and wave
2 of study 1 via online survey. The rating changes are identified and consolidated in table 10 for
further data interpretation.
Class teachers

Amongst 9 class teachers surveyed, 5 teachers reported a mild drop of job satisfaction
ranging from 6% to 27% decrement. 2 out of 9 teachers even reported a dramatically increase in
turnover intention at 83% and 100% respectively. 6 out of 9 teachers reported a drop-in
workplace support. Their work engagement at all dimensions recorded a mild drop ranging from
minus 4% to minus 27%. However, most of them reported a reduced job burnout ranging from
minus 4% to minus 50%, with only one class teacher reported a 1.5 times higher job burnout in
terms of depersonalisation and another teacher reported 2.38 times higher of job burnout in terms
of personal achievement domain. 4 out of 9 class teachers suggested an increase in quality
demands from workplace ranging from 50% to 82%. 3 teachers reported a drop in cognitive
demands from workplace ranging from minus 6% to minus 33%. 4 teachers reported a drop in
emotional demands from workplace ranging from minus 9% to minus 21%. 5 teachers reported a
drop in terms of their influence at work ranging from minus 6% to minus 21%. Meaning of work
also reduce from minus 13% to minus 43%. 3 teachers reported a drop in quality in leadership
ranging from minus 29% to minus 50%. Mild drop in terms of support from supervisor and
support from colleagues were recorded ranging from minus 10-18% and minus 10-25%
respectively. The teachers’ sense of community at work dropped from 10-22% while their

commitment to work indicated a mild drop from 15 — 30%. 8 out of 9 teachers reported no
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change or increment in terms of work-life conflict with only one teacher agreed that there is a
slight improvement of 8 % from time 1 to time 2.
Special childcare workers

Amongst the 2 special childcare workers, one indicated a significant improvement in
terms of job satisfaction by 1.9 times. Her sense of support received from colleagues, community
at work and commitment to work also improved by 1.5 times, 1.5 times and a 1.8% increment.
By contrast, another special childcare worker interviewed reported slight decrease in her ratings
for job satisfaction, work engagement (dedication), job burnout (emotional exhaustion), job
burnout (personal achievement), job stress in general, cognitive demands, emotional demands,
influence at work, meanings at work, job-related feeling and work-life conflicts ranging from 4-
45% decrement. Interestingly, both special childcare worker reported their turnover intention at a
drop by 67% and 43% respectively, which is the best scenario amongst all job roles interviewed
in study two.
Head teachers

Amongst the 2 head teachers, the rating change between 2 waves of study 1 are not so
significant, by comparison to their counterparts in the same organisation. Head teacher 1 only
reported a decrease in 9 items out of 23 items of occupational wellbeing variables, ranging from
minus 2% - minus 33%. Head teacher 2 reported a decrease in 8 items out of 23 items of
occupational wellbeing variables, ranging from minus 2% - minus 40%. HT 1 showed no change
in terms of the turnover intention while HT 2 indicated a 40% drop in her turnover intention.
Principals

Amongst the 2 principals, both indicated a drop in their turnover intention at 8% and 17%

respectively. Principal 1 reported a decrease in 12 items out of 23 items of occupational
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wellbeing variables, ranging from minus 8% - minus 43%. Principal 2 also reported a decrease in
12 items out of 23 items of occupational wellbeing variables, ranging from minus 3% - minus
29%.

In conclusion, this comprehensive analysis provides valuable insights into the
occupational well-being of early childhood educators (ECESs) across different roles, including
class teachers, special childcare workers, head teachers, and principals. Further data collected
from study 2 would provide more detailed information towards the trends observed in this
section, and the underpinned insights guided by Bronfenbrenner’s ecological systems theory will
be discussed, revealing a complex interplay of factors at the microsystem, mesosystem,
exosystem, and macrosystem levels that influence ECEs’ job satisfaction, work engagement, job

burnout, job stress, and turnover intention.

5.4 Tree nodes and free nodes coding process

Study 2 aimed to gain a deeper understanding of the environmental factors influencing
participants’ occupational well-being, framed within Bronfenbrenner’s ecological system theory.
Accordingly, feedback was systematically categorized into four hierarchical levels: 1)

Microsystem, 2) Mesosystem, 3) Exosystem, and 4) Macrosystem.

A framework analysis approach was employed to analyze the data, consisting of the

following steps:

1. The researcher thoroughly familiarized themselves with the data during transcription.
2. Themes were identified and consolidated to establish coding schemes for both tree nodes
and free nodes, grounded in the concept of occupational well-being.

3. Relevant quotes were initially sorted under free nodes.
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4. These quotes were then organized within thematic categories corresponding to different
tree nodes.

5. Finally, the coded data was interpreted and discussed.

5.5 Analysis of Common Nodes Influencing Occupational Wellbeing of ECE Educators in
Hong Kong

In this section, the analysis of tree nodes is discussed in detail to illustrate the distribution
and categorization of the data across different ecological levels as outlined by Bronfenbrenner's
ecological system theory. The systematic approach involved coding feedback into various
hierarchical categories, enabling a comprehensive examination of the environmental factors
affecting occupational well-being. Below is a detailed analysis of the distribution of nodes within
each ecological level, based on the figures shown in table 25.

The microsystem focuses on the immediate environment that influences participants'
occupational well-being. This section includes meticulous coding that captures the direct and
personal interactions within that environment. A total of 8 tree nodes were established, which
included 35 free nodes representing various factors related to work and family life.

In terms of work-related factors, specific elements related to students were identified,
such as student performance, challenges associated with Special Educational Needs (SEN)
students, and experiences with Non-Chinese Speaking (NCS) children. The themes involving
parents, colleagues, and supervisors highlighted significant support structures, including parental
involvement, collaboration among colleagues, and guidance from supervisors. Additionally,
critical issues under the categories of job support and demand included resources provided by
government entities, support from key stakeholders in the kindergarten environment, and the

workload challenges faced by participants. Suggestions for improvement also emerged,
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emphasizing factors that could enhance occupational well-being, such as the workplace
atmosphere and the assessment of teacher well-being. Family-related factors were also
examined, with essential free nodes identified, including support from spouses and family
members, family responsibilities, and the quality time spent with children. Overall, the
comprehensive coding within the microsystem illuminates the intricate interplay between work-
related and family-related factors that affect the participants' occupational well-being.

In the mesosystem level, which examines the interactions between different
microsystems, there were fewer but highly significant nodes that reflected the participants’
broader work-life balance. This system included three tree nodes with a total of thirteen free
nodes coded. Among these, key factors affecting work-life balance were identified, such as the
necessity for working from home, effective time management, and considerations of physical
health. Additionally, social support from multiple stakeholders was integral to this level,
capturing the interplay between community resources, colleagues, and support from various
parties involved in the participants' lives.

Moving to the exosystem, which represents external environmental factors that indirectly
affect participants, this level encompassed nodes related to the media and societal perceptions.
Here, there was one tree node with four free nodes coded, focusing on themes such as the
representation of early childhood education educators in the media, prevalent misconceptions,
and promotional activities aimed at raising awareness about the profession.

The macrosystem, on the other hand, encompasses the broader cultural and societal
context, which includes a wide array of factors ranging from governmental support to cultural
values. Within this system, 4 tree nodes were established, with a total of 27 free nodes coded.

Noteworthy was the focus on suggestions for improvement, which encompassed government
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support, socio-economic factors such as the teacher wastage rate, and the prevailing political
atmosphere. Additionally, education policy was highlighted with significant nodes related to the
voucher scheme, salary scales, and the kindergarten curriculum. Cultural values also emerged as
key themes, with references to Christian, Confucian, and Buddhist beliefs, as well as the cultural
fusion of Eastern and Western influences.

In summary, this systematic approach to coding and categorizing data across
Bronfenbrenner’s ecological levels allowed for a nuanced understanding of the multifaceted
factors influencing occupational well-being. The detailed distribution of tree nodes and free
nodes within each system facilitated a comprehensive analysis, contributing to a richer
interpretation of the participants’ experiences. For a complete breakdown of these nodes, please
refer to Table 25. This in-depth coding process underscores the complexity and interrelated
nature of the factors affecting occupational well-being, providing a solid foundation for the

subsequent discussion and interpretation of the findings.

Table 25

Analysis from interviews by NVivo 12

Hierarchy in Eiles
Ecological Tree Nodes Free Nodes (N) References
System

l_M!crosystem 1 Work factors - NCS ch|!dren 1 23

1_Microsystem Students Students' performance 1 1

1_Microsystem SEN students 3 5
2. Work factors - | Parental support 4 32

1_Microsystem Parents

1 Microsystem Teamwork 11 24

1_Microsystem 3. Work factors - | Staff turnover 2 2

1 Microsystem Colleagues Communication 1 3

1 Microsystem Colleagues resign intention 1 1
4. Work factors - | Support from Supervisors 5 13

1 Microsystem Supervisor

1 Microsystem 5. Work factors - | Resources from the government 1 8

1 Microsystem Job support Support from KG stakeholders 5 24
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1 Microsystem Years of experience 4 10
1 Microsystem Work support 10 16
1_Microsystem Workload 13 37
1_M!crosystem 6. Work factors - Teachlng _ 1 3
1 Microsystem Job demand Quality Review 1 1
1 Microsystem Professional development 14 54
1 Microsystem Job autonomy 8 15
1 Microsystem Workplace atmosphere 1 1
Assessment on teacher's 1 2
1 Microsystem wellbeing
1 Microsystem Children's experiential learning 1 5
1_Microsystem : Work attitude of new teachers 1 2
1 Microsystem 7. ismug?c?\s/telr?]r;{or Teacher-students ratio 3 5
1_Microsystem School hours of kids 1 1
1 Microsystem Salary scale 3 4
1 Microsystem Management should listen more 1 3
1 Microsystem 5-day work 1 1
1 Microsystem Self-adjustment 5 11
1 Microsystem Support from spouse 7 7
1 Microsystem Support from family members 11 29
1 Microsystem Quality time with kids 5 8
1 Microsystem 8. Family factors | Family Duties 8 11
1 Microsystem Child's academic factor 2 2
1 Microsystem Care for family members 3 4
1 Microsystem birth planning 1 1
Hierarchy in
Ecological Tree Nodes Free Nodes Files | References
System
2 Mesosystem ghe need for working from 8 12
ome
2_Mesosystem Tiredness 3 4
2 _Mesosystem Time management 7 13
2 _Mesosystem L FaCtOFS Physical health 2 4
affecting work- -
2_Mesosystem life balance development of other interest 3 4
2_Mesosystem Long working time 3 3
2_Mesosystem Long travelling time 2 2
2 _Mesosystem Hard to take leave 4 4
2_Mesosystem Child's physical problems 1 1
2_Mesosystem 2. Suggestions for | Work-life balance 1 1
2_Mesosystem improvement Stress Relief Method 6 19
2_Mesosystem 3. Social support Sur[iport from more than 2 6 28
from multiple g%nﬁunit resource and
2_Mesosystem stakeholders y 5 33

colleagues
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Hierarchy in
Ecological Tree Nodes Free Nodes Files | References
System
3 Exosystem Voice out for ECE Educators 1 2
Misconception on ECE 3 10
3_EXosystem . educators
3 _Exosystem 1. Media For school promotion 1 10
Negative content related to ECE | 14 35
3_Exosystem
sectors
Hierarchy in
Ecological Tree Nodes Free Nodes Files | References
System

4 Macrosystem

4 Macrosystem

1. Suggestions for

improvement

Support from Government

Political atmosphere

4 Macrosystem

4 Macrosystem

4 Macrosystem

4 Macrosystem

2. Socio-economic

Teacher wastage rate increased

Social recognition

Salary adjustment

Laying off teachers

2 5

1 1

1 1

1 5

5 12

factors : 4 >

4 Macrosystem Dropping student enrolment 9 18
4 Macrosystem Migration trend 7 21
4 Macrosystem Impact on social movement 3 8
4 Macrosystem Voucher scheme 1 1
4 Macrosystem Teacher-students ratio 2 2
4 Macrosystem Salary Scale 9 29
4 Macrosystem National Security Education 5 15
4 Macrosystem Learning mode after pandemic 3 5
4 Macrosystem Kindergarten Curriculum 6 15
4 Macrosystem 3. Education KG-PS transition 1 1
4 _Macrosystem Policy Free quality KG scheme 2 8
4 Macrosystem Free Play in KG curriculum 2 3
4_Macrosystem Degree qualification for 1 1

teachers
4 Macrosystem Child Abuse cases 6 14
4 Macrosystem Ilzzg:king support in whole-day 1 5
4 _Macrosystem Christian value 2 4
4 Macrosystem Positive value 2 3
Helping children to adapt to the

4_Macrosystem 4. Culture Hong Kong society 2 2
4 Macrosystem Fusion east & west 2 9
4 Macrosystem Chinese Confucius value 12 47
4 Macrosystem Buddhism value 1 2
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First 5 highest ranked common nodes related to teachers’ occupational wellbeing
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Hierarchy in
Ecological Tree Nodes Free Nodes Files | References
System

Work factors - Job Professional development 14 54

1 Microsystem demand

3_Exosystem Media Media 14 35
Work factors - Job Workload 13 37

1 Microsystem demand

4 Macrosystem | Culture Chinese Confusions value 12 47

1_Microsystem | Work factors - Colleagues | Teamwork 11 24

Common Ecological Factors Affecting ECE Educators' Occupational Wellbeing in Study 2

Amongst all the 15 respondents, there were some common environmental factors

affecting most of the interviewees, regardless of their job positions. Factors recorded in Table 26

are ranked based on their prevalence and impact, providing a comprehensive overview of the

challenges and supports within various ecological layers.

The analysis of common nodes reveals that the most significant factor affecting the

occupational wellbeing of early childhood education (ECE) educators in Hong Kong

is professional development within their direct work environment (microsystem). This factor was

highlighted by 14 out of 15 participants and supported by 54 coded references. Professional

development stands out as the foremost determinant of teachers' wellbeing, as continuous

training and skill enhancement are essential for educators to stay updated with the latest

educational practices and policies.

The second highest-ranked factor pertains to media influence within the exosystem, also

identified by 14 out of 15 participants and backed by 35 coded references. Negative media

coverage is a primary concern, as it can lead to increased scrutiny, heightened stress levels, and a
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sense of undervaluation among teachers. This underscores the importance of managing public
perceptions and fostering a positive image of the teaching profession.

Workload emerges as the third most significant factor, recognized by 13 out of 15
participants and supported by 37 coded references. High workloads remain a substantial stressor
for ECE educators, stemming from large class sizes, extensive administrative duties, and the
necessity to prepare engaging lesson plans. Addressing workload issues through efficient
resource allocation and administrative support is crucial for enhancing teachers' job satisfaction
and reducing burnout.

The fourth highest-ranked factor involves Chinese Confucian values within the cultural
domain of the macrosystem, noted by 12 out of 15 participants and reinforced by 47 coded
references. Confucian values emphasize respect for authority, hierarchical relationships, and
collective harmony. These cultural norms significantly influence teachers' interactions with
colleagues, administrators, and parents. As these cultural expectations evolve, they can impact
the occupational wellbeing of educators by shaping workplace dynamics and interpersonal
relationships.

Lastly, teamwork with colleagues ranks as the fifth most important factor, identified by
11 out of 15 participants and supported by 24 coded references. Positive relationships and
effective teamwork are essential for sustaining occupational wellbeing. Collaborative
environments foster support, shared resources, and collective problem-solving, which enhance

teachers' overall job satisfaction and mitigate feelings of isolation.

5.6 Qualitative analysis of occupational wellbeing based on occupational roles

Class teachers
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Analysing the occupational wellbeing of kindergarten teachers in Hong Kong through
Bronfenbrenner's ecological systems theory offers a comprehensive understanding of the
multifaceted factors influencing their professional and personal lives. Feedback collected in
Study 2 from eight interviewed kindergarten teachers reveals how elements within the
microsystem, mesosystem, exosystem, macrosystem, and chronosystem interact to shape their
experiences and overall wellbeing.

At the core, the microsystem encompasses immediate environments such as family,
colleagues, and the workplace. Family support plays a crucial role in mitigating work-related
stress and fostering a balanced life. For instance, Teacher 2 highlighted how family
understanding and assistance with household chores or childcare allow her to focus on her tasks:
“When my family understands that | need to work after hours, they help with household chores
or childcare, allowing me to focus on my tasks.” Similarly, positive colleague relationships
enhance job satisfaction and create a supportive work environment. Teacher 4 emphasized the
joy of collaborative work: “I really enjoy the sense of working together towards a common
goal.” Additionally, work autonomy empowers teachers to innovate and tailor their teaching
methods, leading to greater job satisfaction. However, managing workload and stress levels
remains a significant challenge, as Teacher 5 noted the exhaustion from balancing work and
personal responsibilities: “I have to handle my son’s studies and my own work simultaneously,
which leaves me feeling exhausted, especially during exam periods.”

Moving to the mesosystem, the interactions between different microsystems, such as
work and family life, significantly impact teachers' wellbeing. Balancing professional
responsibilities with family life is a major concern, as evidenced by Teacher 1’s struggle with

managing work and studies: “Since | started my four-year bachelor's program, the workload has



177

been overwhelming, and it makes me question my commitment to this profession.” Organizational
and community-level influences also play a pivotal role. High staff turnover and peak work
periods intensify pressures, affecting teachers' ability to maintain a healthy work-life balance.
Teacher 4 described the rush during practicum periods: “During practicum periods or semester
ends at university, work from my study and workplace become intensely busy for two to three
weeks, making home time feel rushed.” Teacher 5 emphasized the importance of family time in
maintaining motivation: “Spending time with my son, such as dining out or fulfilling his wishes,
gives me the motivation to work hard and balance family life.”

The exosystem includes external environments such as educational policies and
compensation structures that indirectly affect teachers. Educational policies related to
professional qualifications and ongoing education can increase stress levels. Teacher 2 discussed
the pressure of pursuing higher qualifications: “The push for higher qualifications means | need
to continuously pursue further education, which can be stressful and sometimes contentious.”
Additionally, inconsistent salary structures create financial instability, as Teacher 5 pointed out:
“The lack of standardized salary scales means that switching schools often results in starting
from scratch financially.” Teacher 7 emphasized the uncertainty related to salary
implementations: “Not all schools adhere to the salary scales, affecting our financial security
and long-term career decisions.” Organizational support and flexible policies are essential in
mitigating these challenges, yet discrepancies in leave policies, as mentioned by Teacher 6, can
lead to underlying anxieties: “It's challenging to take leave when children are unwell because
you can't abandon your students.” Teacher 3 highlighted challenges with the education policy
related to student-teacher ratios: “Although the current EDB policy for teacher to student ratio in

kindergarten is1:11, the current practice in my setting remains a 1:15 ratio. With the rise in SEN
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(Special Educational Needs) students, the workload becomes overwhelming, diminishing our
willingness to remain in the profession.” These policies exacerbate workload issues, leading to
increased stress and reduced job satisfaction. Socio-economic trends and policies, including the
National Security Law and educational regulations, have profound impacts on teachers'
professional lives. Teacher 1 expressed anxiety over new regulations: “The new National
Security Law requires us to take exams if we consider resigning, which adds another layer of
stress and uncertainty.” Teacher 3 voiced fears of potential repercussions: “There is a constant
worry about being reported for misconduct, which creates an environment of fear and hesitation
in our teaching practices.” These regulatory pressures create an atmosphere of uncertainty and
fear, adversely affecting teachers' sense of security and professional conduct.

In the macrosystem, broader cultural, societal, and policy contexts significantly influence
teachers' occupational wellbeing. Traditional Chinese culture and Confucian values shape
teaching philosophies and interactions, fostering a respectful and harmonious environment. For
example, Teacher 1 emphasized the focus on moral education rooted in traditional values: “We
focus on basic manners and communication, such as teaching children to greet teachers and
communicate politely, which reflects traditional values of respect and etiquette.” However, mass
media portrayals can have both negative and positive effects. Negative reporting on abuse cases
leads to stigmatization and increased pressure, as Teacher 2 feared being unfairly judged: “After
seeing reports of child abuse, people might think all kindergarten teachers are negligent.”
Teacher 7 shared similar concerns: “Seeing abuse cases in the news makes me worry that
everyone will think teachers are abusive, which isn’t true.” Conversely, positive media coverage
can enhance morale, with Teacher 6 noting uplifting stories: “Some news stories highlight new

activities and positive changes in kindergartens, which can boost morale and showcase our
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efforts.” Teacher 8 mentioned the benefits of positive interactions being highlighted: “Positive
interactions and successful programs are sometimes covered, which helps in building a good
image of our profession.” These contrasting media influences shape teachers' emotional
responses and perceptions of their professional roles. Societal Trends and Demographic Changes
such as declining birth rates and migration trends impact job security and operational stability.
Teacher 5 mentioned the threat of school closures due to declining birth rates: “With the birth
rate declining, many schools are facing closures, which threatens job security for teachers and
increases competition for remaining positions.” Teacher 4 shared concerns over migration:
“Many of my colleagues and family members are emigrating, which creates a sense of loss and
instability within our community.” These societal changes create an unstable employment
environment, contributing to job insecurity and stress among teachers.

The chronosystem involves dimension of time, encompassing life transitions and
historical events that influence educators' development and experiences. The COVID-19
pandemic, for instance, necessitated rapid technological adaptations and altered traditional
teaching methods, adding new stressors. Teacher 3 described the shift to online tools: “We had to
learn how to use Zoom and other digital tools to communicate with parents and continue
teaching, which was a significant adjustment.” Teacher 2 mentioned the increased workload due
to remote teaching: “During the pandemic, we had to adapt to remote teaching, which required
new skills and added to our workload.” Ongoing policy shifts, including the implementation of
the National Security Law, have created a dynamic and often uncertain professional
environment. Teacher 1 expressed frustration with curriculum restrictions: “Our principal

discourages teaching certain political topics, which conflicts with our responsibility to provide
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factual education to children.” These temporal policy changes continually reshape the teaching
landscape, requiring teachers to adapt and navigate new expectations and regulations.
Special childcare workers

The feedback from the two special childcare workers provides insightful perspectives on
their occupational wellbeing, which can be analysed through Bronfenbrenner's ecological system
model. At the microsystem level, which encompasses the most immediate environment—family
and close relationships—both workers acknowledge the significant role that family support plays
in their wellbeing and work satisfaction. Special Childcare Worker 1 highlights the importance
of a happy family life as a key contributor to her personal and professional wellbeing: “If my
family is happy, it makes me happy. It affects me, and | feel good going to work in such an
environment.” She underscores that personal happiness stemming from family support directly
influences her mood and performance at work. However, she also acknowledges that family
conflicts could lead to distraction and worry during work: “If there’s an argument in the family,
it’s hard to stop thinking about it at work, and that can lead to some concern.”

Similarly, Special Childcare Worker 2 discusses the significant impact of her family,
particularly the support from her husband and other family members, on her ability to manage
her work and household duties: “My husband and I live with my grandmother, and they are both
very willing to take on family responsibilities, so when | come home, even if | have paperwork to
finish, they tell me to focus on my work. Their support is very important.” In contrast to Worker
1, Worker 2 describes a more structured family environment, with clear spousal and household
support that allows her to focus on her professional responsibilities without concern for domestic

tasks. Both workers underscore the pivotal role of family support in their personal wellbeing, but
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the nature of their family structures varies: Worker 1, being single, relies on her extended family,
while Worker 2 benefits from a traditional nuclear family dynamic.

The mesosystem, which represents the interactions between different microsystems, such
as work relationships, highlights notable differences in how each worker perceives workplace
dynamics. Special Childcare Worker 1 places significant emphasis on interpersonal relationships
at work, particularly the influence of colleagues and supervisors on her job satisfaction: “It’s
really the relationships with people, especially supervisors and colleagues, that affect you. If
your boss doesn’t like you, or your partner has issues with you, the pressure becomes immense.”
She further elaborates on her past experience in a toxic work environment where conflicts with a
new principal led to a tense atmosphere among the staff: “When the principal arrived, it felt like
we were being targeted. Colleagues received warning letters, and the entire kindergarten’s mood
was highly negative.” This example illustrates how workplace relationships directly influenced
her emotional wellbeing and even contributed to her decision to leave that position.

In contrast, Special Childcare Worker 2 does not focus as much on workplace dynamics
but rather on individual responsibility and professionalism. She emphasizes the need for teachers
to fulfil their roles and responsibilities diligently: “Each teacher has their own duties, as long as
you finish what you re supposed to do, there is a certain level of satisfaction.” Her approach is
more self-reliant, prioritizing task completion over workplace relationships. While she
acknowledges the support of her colleagues, especially in areas where she lacks expertise, such
as technology, she seems less influenced by social dynamics at work compared to Worker 1.

The exosystem, which includes the broader organizational context, such as school
policies and administrative support, reveals another distinction between the two workers. Special

Childcare Worker 1 speaks highly of her school’s administrative flexibility and the support
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provided by her principal. She highlights the school’s willingness to listen to teacher suggestions
and adapt schedules accordingly: “The principal listens to our suggestions, and that’s a huge
encouragement for us.” She also appreciates the autonomy she is given in her role and the
resources provided by the school to implement her ideas: “There is freedom in the job, and the
school is willing to invest resources into the things | want to do.” This sense of autonomy and
support from the administration contributes significantly to her occupational wellbeing.

Conversely, Special Childcare Worker 2 acknowledges the adequacy of the resources
provided by her school but places less emphasis on institutional support. Instead, she focuses on
the importance of personal responsibility within the institution: “The school’s resources are
sufficient, and every teacher has their own responsibilities to fulfil.” While she recognizes the
willingness of colleagues to assist her when needed, her perspective on institutional support is
more practical and task-oriented than that of Worker 1, who places greater value on flexibility
and administrative recognition.

At the macrosystem level, which encompasses cultural and societal influences, the two
workers again differ in their perspectives. Special Childcare Worker 1 reflects on the impact of
governmental and cultural policies on her workload, noting the increased emphasis on Chinese
cultural education in recent years: “Our school has received additional funding, and as a result,
we now have more work, particularly in promoting Chinese culture and integrating it into the
curriculum.” She attributes the increase in workload to government policies aimed at promoting
cultural values and expresses mixed feelings about the added responsibilities, even though
additional resources have been allocated.

In contrast, Special Childcare Worker 2 does not discuss governmental policies directly

but instead focuses on the growing professional recognition of early childhood educators over
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time. She highlights a positive shift in societal perceptions of kindergarten teachers: “When | first
entered the profession, people used to say we were just babysitters, but now, people recognize
our professionalism.” This shift in societal recognition enhances her sense of professional pride
and contributes to her overall job satisfaction. While Worker 1 sees cultural and political changes
as increasing her workload, Worker 2 views societal changes as positively enhancing the status
of her profession.

The chronosystem involves examining how key life events or shifts in society impact
personal and professional trajectories. For the two childcare workers, their current perspectives
on occupational wellbeing are the result of cumulative experiences and changes they have
navigated over the course of their careers and personal lives. For Special Childcare Worker 1,
life transitions and historical changes play a significant role in shaping her occupational
wellbeing, especially regarding cultural and family dynamics. One relevant aspect of her
chronosystem involves the evolving family structure in modern society. As a single individual
who relies on extended family support, Worker 1 navigates a changing landscape where
traditional family expectations have shifted. In previous generations, more extended families
lived together or offered substantial support; however, as societal expectations of women’s
independence and career advancement have evolved, she appears to adapt her work-life balance
accordingly. Over time, as her family dynamics have changed, Worker 1 may have had to
develop greater autonomy, relying less on a spouse and more on herself or extended family
members.

Furthermore, her workload has been influenced by shifts in cultural policy over time,
particularly with the government's increasing focus on promoting Chinese culture. As she notes,

the school has received more resources to implement cultural programs, but this has come at the
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cost of additional responsibilities. The changes in her workload reflect broader governmental
initiatives that have evolved over the years, impacting her career. Thus, Worker 1's chronosystem
reflects both personal life transitions and cultural changes that have reshaped her experience of
occupational wellbeing.

Special Childcare Worker 2 highlights the historical evolution of professional recognition
as a key element of her experience in early childhood education. She notes that, early in her
career, kindergarten teachers were often perceived as mere caretakers: “When I first entered the
profession, people used to say we were just babysitters, but now, people recognize our
professionalism.” This statement illustrates how societal views of early childhood education have
evolved over time. The growing recognition of teachers as professionals has positively
influenced Worker 2’s sense of identity and pride in her work. Her personal and professional
satisfaction is enhanced by this shift, which has occurred during the course of her career.

Additionally, Worker 2’s family life course has likely contributed to her professional
trajectory. As she mentioned, her family—especially her husband and grandmother—provides
substantial support, enabling her to focus on her career. Over time, as her family has settled into
a routine of shared responsibilities, Worker 2’s ability to concentrate on her work has increased.
This long-term familial stability has allowed her to maintain a strong focus on professional
development, adapting to changing societal expectations for early childhood educators.

In conclusion, the occupational wellbeing of the two special childcare workers is shaped
by similar factors, such as the importance of family support and the joy of working with children.
However, their perspectives diverge in how they perceive workplace dynamics, institutional

support, and societal changes. These differences align with Bronfenbrenner’s ecological system
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model, illustrating how each worker’s wellbeing is influenced by the various environmental
layers that interact with their personal and professional lives.
Head teachers

In analysing the occupational well-being of two kindergarten head teachers (Head
Teacher 1 and Head Teacher 2) using Bronfenbrenner’s Ecological Systems Theory, both
similarities and differences are identified from their experiences across the five layers of the
theory: microsystem, mesosystem, exosystem, macrosystem, and chronosystem to generate
better understanding on how their middle leadership styles and responses to external pressures
affect their well-being.

At the microsystem level, which focuses on the head teachers’ immediate work
environment, both teachers acknowledge the challenges of their demanding roles. However, their
perspectives on the nature of these demands diverge significantly. Head Teacher 1 describes their
environment as fast-paced and performance-oriented, stating, “My day is packed with meetings,
ensuring that everything is in order, and constantly monitoring progress. There’s hardly any
time to sit back.” This statement reflects a task-driven approach, where their focus is on
operational success, often at the expense of personal connections. In contrast, Head Teacher 2
emphasizes the importance of relationships within the school, noting, “The relationships | have
with my staff and children are what keep me going. We work together as a team, and that helps
to make the workload feel lighter.” While both teachers recognize the heavy workload, Head
Teacher 2 derives emotional support and well-being from their interpersonal relationships, which
provides a buffer against stress.

At the mesosystem level, which examines the interactions between different

environments, Head Teacher 1 feels overwhelmed by external pressures from stakeholders such
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as parents and the school board. They state, “Parents have high expectations, and the school
board constantly checks on us. It feels like I have to juggle everyone’s demands.” This highlights
how external demands interfere with their ability to focus on internal school dynamics,
contributing to feelings of stress. Conversely, Head Teacher 2 expresses a more balanced
approach to managing their professional and personal lives. She emphasized the importance of
self-care, sharing, “lI make time for my personal life. If I don’t, I won’t have the energy to be
there for my team and the children.” This proactive approach allows Head Teacher 2 to maintain
better occupational well-being by integrating work-life balance into their routine. While both
teachers acknowledge external influences, Head Teacher 2’s ability to balance these pressures
with personal care contributes to a healthier work environment.

In the exosystem, which includes indirect environmental influences such as policies and
societal expectations, both head teachers recognize the impact of these external factors on their
roles. Head Teacher 1 expresses frustration with the constant changes and demands imposed by
educational policies, noting, “There’s always a new policy or requirement that we need to adapt
to. It feels like we are constantly being evaluated.” This external focus creates additional stress,
as Head Teacher 1 feels pressured to continuously meet shifting standards. Head Teacher 2,
however, adopts a more internal focus, stating, “Of course, there are policies and changes, but |
try to focus on what’s happening within my school. If we 're doing our best for the children,
that’s what matters to me.” This response indicates that while Head Teacher 2 is aware of
external influences, they choose to focus on the immediate well-being of their staff and students,
which helps them to mitigate the stress from broader policy changes.

At the macrosystem level, which refers to the broader societal and cultural context, both

head teachers are affected by societal expectations around academic achievement and leadership
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success. Head Teacher 1 feels these societal pressures acutely, explaining, “It feels like we 're
constantly being measured against other schools. There’s a lot of pressure to perform, and it’s
exhausting.” This statement underscores how deeply ingrained societal values around school
performance shape their leadership style, with a focus on external validation contributing to high
levels of stress. In contrast, Head Teacher 2 takes a more holistic view of success, remarking,
“Yes, we have to meet certain standards, but | measure success by the happiness and growth of
the children in my school.” By prioritizing the emotional and developmental aspects of education
over performance metrics, Head Teacher 2 is able to foster a more sustainable sense of well-
being, resisting the pressures of societal expectations.

Finally for the chronosystem, which refers to changes over time, provides insight into
how the head teachers' experiences have evolved. Head Teacher 1 reflects on the increasing
demands of their role, stating, “I’'ve been in this role for years, and it feels like the expectations
only get higher. There’s no slowing down.” This indicates that the cumulative stress of the role is
intensifying over time, potentially leading to burnout. In contrast, Head Teacher 2 views the
changes in their role more positively, explaining, “Over time, I've learned to manage the
demands better. I've found ways to balance work and take care of myself.” This suggests that
Head Teacher 2 has adapted to the evolving demands of their role by incorporating self-care
practices, allowing them to maintain long-term occupational well-being.

In conclusion, while both Head Teacher 1 and Head Teacher 2 face similar external
pressures and challenges, their approaches to managing these influences and maintaining
occupational well-being differ significantly. Head Teacher 1 is more focused on meeting external
demands and performance metrics, which leads to higher stress and a sense of overwhelming

pressure. In contrast, Head Teacher 2 emphasizes relationships, teamwork, and self-care, which
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buffer the effects of external pressures and promote a more sustainable sense of well-being.
These differences, viewed through the lens of Bronfenbrenner’s Ecological Systems Theory,
demonstrate how individual leadership styles interact with environmental factors to shape
occupational well-being in different ways.

Principals

In comparing the occupational well-being of Principal 1 and Principal 2 using
Bronfenbrenner's Ecological Systems Theory, it is clear that their experiences and leadership
approaches differ significantly across the five ecological systems. This has profound implications
for their stress levels, relationships, and overall sense of fulfilment in their roles as kindergarten
principals.

At the microsystem level, which involves their immediate work environment, Principal 1
experiences a high-pressure, results-driven atmosphere, primarily shaped by external
stakeholders such as parents and educational authorities. Principal 1 mentioned that “The
expectations from parents are relentless. They always want more, and it feels like we re never
doing enough.” This illustrates how the demands from parents dominate their day-to-day
activities, leading to stress and a focus on operational success rather than emotional support or
collaboration. Their relationships with staff are largely transactional, as indicated by their
statement, “At the end of the day, my job is to ensure that everything runs smoothly and that
we re hitting our targets. It’s about getting things done.”

Conversely, Principal 2's microsystem is characterized by a supportive and collaborative
work environment. They emphasize strong relationships with staff and students, referring to their
work environment as more of a community. Principal 2 explained, “My staff and | work closely

together, and | feel like we're a family. That sense of community helps me stay grounded even
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when things get tough.” This supportive, relational approach contrasts with Principal 1°s
transactional leadership style, enabling Principal 2 to derive well-being from positive daily
interactions and emotional connections within the school.

At the mesosystem level, which looks at the interactions between different settings,
Principal 1’s well-being is significantly impacted by the constant tension between meeting
external expectations and managing internal school operations. The pressure to meet
performance targets often overshadows relationships within the school. As Principal 1 shared,
“There’s always something that needs attention—whether it’s staff issues, parent concerns, or
just keeping everything running smoothly.” The demands from external stakeholders permeate
every aspect of their professional life, leaving little room for personal connections or emotional
support within the school setting.

In contrast, Principal 2 seems to achieve a healthier balance between the various
components of their professional and personal lives. They prioritize work-life balance and self-
care, which creates a more harmonious mesosystem. Principal 2 stated, “I make sure to carve out
time for myself—whether it’s going for a walk or just meditating. That’s how I recharge.” This
proactive approach to managing stress allows them to maintain better well-being, as they
integrate personal care with their professional responsibilities more effectively than Principal 1.

Looking at the exosystem, which includes external factors that indirectly influence their
work, both principals are affected by societal expectations around academic achievement and
operational success. However, these external pressures influence their well-being in different
ways. For Principal 1, these pressures contribute to a high-stress environment where operational
targets and performance metrics dominate their professional life. As they noted, “I feel

accomplished when the school meets its targets or when parents are satisfied. It’s a lot of
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pressure, but I thrive on that sense of success.” This focus on external validation not only drives
their leadership approach but also amplifies stress when those expectations are difficult to meet.

In contrast, Principal 2 is less affected by these external pressures, as their relational and
supportive leadership style acts as a buffer against stress. Principal 2 focuses more on building a
nurturing work environment and supporting their staff, stating, “For me, it’s about fostering a
nurturing environment where the staff and kids feel supported. That’s what gives me the most
satisfaction.” This ability to find professional fulfilment in internal relationships rather than
external validation allows Principal 2 to manage stress more effectively.

At the macrosystem level, which refers to the cultural and societal context, both
principals are operating within a broader educational system that values academic success,
operational efficiency, and measurable outcomes. However, Principal 1’s leadership style is
heavily influenced by these societal norms. They align themselves closely with the cultural focus
on performance and results, allowing these societal expectations to dictate their professional
satisfaction. Principal 1 shared, ““I thrive on that sense of success,” indicating that their well-
being is largely tied to external performance metrics, which can create a constant state of stress.

In contrast, Principal 2 challenges these broader societal expectations by adopting a more
holistic approach to leadership. Although aware of the importance of academic success, Principal
2 prioritizes emotional well-being and personal growth within their leadership role. They
explained, “I see myself as a mentor to my staff. If | can help them grow and feel supported, then
I've done my job well.” This divergence from the performance-driven norms of the broader
educational system allows Principal 2 to foster a work environment that supports both their own

and their staff’s emotional well-being.
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Finally, considering the chronosystem, which includes changes over time, the ongoing
pressures faced by both principals highlight how leadership roles in education evolve. For
Principal 1, the accumulation of stress due to external expectations and operational pressures
seems to increase over time. Their focus on achieving results could lead to burnout if these
pressures continue to intensify. Principal 1 remarked, “There’s always something that needs
attention,” reflecting the continuous demands that shape their professional experience.

On the other hand, Principal 2’s long-term well-being appears to be more sustainable.
Over time, they have cultivated a leadership style that prioritizes emotional support and self-care,
which allows them to adapt to the evolving demands of the role. By maintaining this balance,
Principal 2 is better equipped to manage stress and maintain occupational well-being in the long
run.

In conclusion, while both Principal 1 and Principal 2 face similar external pressures and
challenges within the educational landscape, their occupational well-being is shaped by markedly
different leadership approaches. Principal 1's focus on operational success and external
validation creates a high-stress environment, which threatens their long-term well-being. In
contrast, Principal 2’s emphasis on relational leadership, emotional support, and self-care fosters
a more nurturing and balanced work environment, contributing to greater overall well-being.
These differences highlight the importance of considering both environmental factors and
individual leadership styles when assessing occupational well-being in educational leadership

roles.
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5.7 Integrating data from study 1 and study 2
The Microsystem

The results of Study One indicate that the participants had a medium-to-high degree of
job satisfaction (M = 3.65 out of 5). The study also found a high correlation between job
satisfaction and commitment to the workplace (r =.788 , p < 0.001) and dedication-driven work
engagement (r =.795, p <0.001) Conversely, the participants' reported job burnout states
showed a high negative correlation with their job satisfaction (r=-.717 , p <0.001). These high
correlations require further exploration through in-depth discussion with the participants in Study
Two.

Study Two has summarizes the factors in the participants’ Microsystem to further explain
the correlations identified in Study One. The Microsystem is divided into two major domains:
work factors and family factors. The work factors include the stakeholders' impact, including the
educators' interaction with their students, parents, colleagues, and supervisors (including school
board members).

1. Work factors - Students

As CT3 mentioned that the learning capacity and learning progress of her students would
affect her job satisfaction. CT2, CT8 and ST1 highlighted there are growing demands for
working with children with special eduactional needs (SEN). ST1 emphased that her role is
greatly relavent to all the follow-up work for working with SEN children including collaborating
with onsite social worker and assisting children to transit to either mainstream or special primary
schools. P2 stressed on the needs to collaborate with many children from non-Chinese speaking
(NCS) background including those from refugee background,the minority ethnics countries and

the expat families. Nationalisties of her students consist of American, British, Japanese, Russian,
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Indian and Indonedian etc. Many of them would only stay at her kindergartens until K2 and then
move on to international schools or back to their home countries. This trend would post
challenge to student enrolment rate while her team would have to plan strategically to develop
multi-cultural and multi-lingual curriculum in the kindergarten in order to meet the children’s
diverse learning needs.

2. Work factors - Parents

Maintain supportive interaction with parents would have impact on occupational

wellbeing of ECE educators, as shared by CT3, CT4, CT9 and P2. They all agreed that parents
are one of the major stakeholders to work with. ECE educators’ occupational wellbeing can be
influenced by level of parent’s trust, respect and acknowledgement, as expressed by CT3, CT4,
CT9 and P2. P2 expressed the growing parents’ demand for quality education for their children,
while they would appreciate some engagement mainly during the weekend, which add additional
working hours for the ECE educators. Parents have different expectation towards children’s
homework, as in her kindergarten the NCS families tend to have less expectation on homework
completion in compare to other local Hong Kong families. Teachers need to find ways to cater
for parents’ different views on these learning tasks.

3. Work factors — Colleagues

Majority of respondents in this study (N = 11) agreed that teamwork is a crutial work

facotrs affecting their occupational wellbeing. Teamwork was defined by the respondents as as
relationship between colleagues (mentioned by CT1, CT2, CT5, CT9 and ST1), working
harmony in the team (mentiponed by CT6, HT1 & P1), constructive atmosphere at workplace to
achieve common goals (mentioned by CT2 and CT4), work distributuion and collaboration in the

team (mentioned by CT2, CT3, CT4, CT9, HT1, HT2 and P1) as well as the mutual caring and
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acceptance to face challenges at work (mentioned by CT2, CT6, HT1 and P1). Some teachers
expressed that the rising turnover situation has brought about negative impact towards their
occupational wellbeing. CT1 mentioned that there was over 50% of the staff team resigned that
caused a serious disruption towards the workload and resign intention amongst others remained
in the team. CT3 shared the challenges she faced when her classroom partner resigned in the
middle of the academic year. Quality of communication is also vital for maintaining positive
occupational wellbeing at workplace. CT 1 mentioned the workplace conflicts appeared when
colleagues did not agree with each other.

4. Work factors — Supervisors

Support from supervisors can enhance occupational wellbeing according to the feedbacks

received from respondents (N = 5) in Study 2. The respondents expressed different degrees of
support received from their supervisors. CT1, CT2 and CT4 agreed that their principals showed
supportive gesture to them either through verbal expressions of understanding and empathy, such
as “I understand your challenges”, “I know you are tired” etc., while others received actual
support from senior such as approval on procuement to improve on the teaching resources. H1
expressed that her principal always supported her on independent decision making and allowed
her to try on new administrative procedures. ST1 reported her high appreciation over her
principal working for the assitance with special education cases. As the principal had rich
experience working with SEN children, so her support for ST1 was practical and constructive.
Given that all ECE educators in different roles need to handle job duties with different levels of
job autonomy, their occupational wellbeing would also be influenced by these workplace
stakeholders. Some (P2, ST1, CT8 & CT6) agreed that their princpals and school board members

would empower them on decision-making. CT4 mentioned that her senior was supportive and



195

flexible in terms of job rearrangement when she had the needs to apply for personal leave to deal
with fmaily matters. But CT1 expressed the stress would come from their senior colleagues for
time-consuming document approval mechanisms.
5. Work factors — Job demands

Job demands can bring about negative impacts towards occupational wellbeing for a
number of reasons. Firstly, most respondents (N = 14) stressed on the needs for ongoing
professional development at workplace. Only a few of them (CT1 and CT4) are currently
enrolled as a part-time students upgrading their academic qualification as Bachelor degree.
Others (CT2, CT3, CT8, HT1, P2, ST1 & ST2) have either completed their Bachelor degree or
Master degree, and some are considering taking up some short-term professional-related training
such as course that focus on how to work with children with SEN, Principalship certificate
course, or some Education Bureau sponsored courses. To comply with the professional needs
and life-long learning requirements, some respondents complained that the study consumed
much of their after-work hours and interfering their private life. Although some of the
respondents (ST2, ST1, P1 & P2) were self-initiated in seeking opportunity of professional
development, some (CT2, CT3 & HT1) expressed stress about the needs to fulfil EDB-required
professional development hours and being pushed to the need for continous professional
upgrade. The negative impact towards the occupational wellbeing is also related to the clash of
study demand and job duties when both imposed heavy workload to the educators (CT1 and
CT4).

Increased workload and pressure can also lead to negative occupational wellbeing
amongst ECE educators. Rspondents (N = 13) expressed that they were overloded with work and

feel like they are constantly under work pressure. When it comes to some peak seasons for heavy
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workload such as preparation for school events in large scale or for participating ‘Quality
Review’ by inspectors coming from the Education Bureau, these are the hard time for prolonged
working hours. Respondents (ST2 & HT2) complaint that they were drained of working on tones
of paper work with less staff in the team to share the workload. Prinpcal (P1) also expressed
about the heavy demand from their job duties working with the community. Some respondents
expressed that their duties include managing some uniform group and communicating with
parents in addition to their teaching duty and that would happen during after-school hours. All
these factors would lower their occupational well-being as ECE educators.
6. Work factors — Job support

The impact of job support towards occupational wellbeing in terms of resources from the
government, years of experience, and support from the kindergarten stakeholders. Government
resources can play a significant role in supporting the occupational wellbeing of kindergarten
teachers. P2 mentioned that the government funding can be used to provide teachers with access
to professional development opportunities, which can help them to improve their skills and
knowledge. Additionally, government funding can be used to improve the school environment
and purchase of teaching resources, especially to match their needs to develop Chinese culture
educaiton and improve the technology on teaching. Years of experience can also play a role in
the relationship between job support and occupational wellbeing. More experienced teachers
(CT1, CT3, P2 and ST2) expressed that they are more able to cope with the demands of their job
and may feel more confident in their abilities. Additionally, more experienced teachers may have
stronger relationships with their colleagues and supervisors, which can provide them with
additional support. Support from kindergarten stakeholders, such as parents, social workers,

and other ECE-related specialists, can also have a positive impact on the occupational wellbeing
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of kindergarten teachers. For example, CT9, P1, P2 and ST1 agreed that parents who can provide
teachers with emotional support and appreciation would help to reduce stress and improve job
satisfaction.P2 and ST1 mentioned that social workers can provide teachers with the resources
and support needed in hand some speical cases at work, and that can create a positive work
environment. Other specialist such as clinical psychologist from Social Welfare Department
(SWD) therapists and other community members can provide collaboration and support, and that
can help to create a sense of community within the kindergarten.
7. Family factors

Family factors can have a significant impact on occupational wellbeing. Both positive
and negative family factors can play a role, and the impact can vary depending on the individual
and their specific circumstances. Support from a spouse can be a major buffer against the
stressors of work. Repondents (CT2, CT3, CT4, CT6, CT8, HT1 and ST2) expressed that their
supportive spouse can provide emotional support, practical help, and a sense of belonging. This
can help to reduce stress, improve job satisfaction, and promote overall wellbeing. Support from
other family members, such as parents and siblings, can also have a positive impact on
occupational wellbeing. Respondents (CT1, CT4, CT5, CT7, CT8, HT1, HT2, P1, P2, ST1 &
ST2) shared that they received positive emotional support, practical help, and childcare
assistance from their family members like their own parents and parents-in-law. This can help to
reduce stress and give employees more time and energy to focus on their work. Quality time with
one's own children can also be beneficial for occupational wellbeing. Participants (CT2, CTS5,
CT6, HT1 and HT2) mentioned that spending time with children can provide a sense of purpose,
joy, and relaxation. This can help to reduce work stress and improve overall emotions and work

motivation. Children's academic performance can also have an impact on occupational
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wellbeing. Teachers like CT 5 & CT 6 mentioned their concern about their children's academic
performance which may cause increased stress and anxiety alongside their tiring work. This can
eventually lead to decreased productivity and job satisfaction. Family duties, such as childcare,
housework and eldercare, can be a source of stress for many ECE educators. However, it is
important to note that when the family duties can also be shared and supported by other fmaily
members, that form a source of satisfaction amongst CT1, CT3, CT7 & P2). ECE educators who
are able to balance their work and family commitments effectively are more likely to experience
high levels of occupational wellbeing. Birth planning can also be a factor in occupational
wellbeing. Early Childhood educators who are planning for a baby like CT3 or who are already
parents may experience increased stress and anxiety. This is due to the challenges of balancing
work and family life, as well as the financial and emotional demands of parenthood.
8. Suggestions for improvement in Microsystem

The microsystem is the most immediate environment in which an individual lives and
works, and it includes factors such as relationships with colleagues, supervisors, and students;
the physical work environment; and the demands and resources of the job. When the
microsystem is supportive and nurturing, it can help to reduce stress, improve job satisfaction,
and promote overall occupational wellbeing. Respondents in Study 2 have suggested some points
for improving the factors in the microsystem. Firstly, CT4 suggested the need for creating a
positive and supportive workplace atmosphere where educators feel respected, valued, and
supported by their colleagues and supervisors. This can be done by fostering a culture of
collaboration, communication, and trust. Secondly, HT2 suggested the ECE sector to consider
setting aside some funding for annual check-up for teachers’ psychological wellbeing as there

are growing demands for unhealthy emotions at many ECE institutions. She suggested that
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regular assessment on the wellbeing of teachers can identify areas where support is needed. ST 2
suggested that the new teachers should be provided better support and mentorship in order to
help them adjust to their new role and develop a positive and responsible work attitude. This can
be done through training programs, coaching, and peer support groups. CT1, CT3 and CT5
suggested reducing the teacher-student ratio in order to give teachers more time and support to
meet the needs of their students. This can lead to reduced stress and improved job satisfaction for
teachers. CT3, P2 and ST1 recommended the ECE sector should align the salary scale with the
primary schools and secondary schools, especially when most ECE educators are now reaching
relatively high acadmic qualification at Bachelor and Master level. Provide teachers with a
competitive salary and benefits package can help to reduce financial stress, enhance job security
and improve overall occupational wellbeing. CT3 suggested Early Childhood Education
institutions to consider offering teachers a 5-day workweek to give them more time to rest and
recharge, which can lead to reduced stress and improved overall work-life balance. Last but not
least, many respondents (CT4, CT8, CT9, HT1 & HT2) highlighted the needs for self-adjustment
and prioritisation of time in order to meet the diverse needs from the workplace. They encourage
ECE educators to take care of their own wellbeing by engaging in self-care activities such as
exercise, relaxation, and spending time to solve some quick tasks first. When ones’ attitude and
expectation is adjusted, the overall occupational wellbeing can be enhanced.
The Mesosystem

1. Facotrs affecting work-life balance

Work-life balance is the ability to manage one's work and personal life in a way that is

both satisfying and sustainable. It is important to note that the impact of these factors on work-

life balance can vary depending on the individual and their specific circumstances. As shared by
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respondents in Study Two, a number of factors can impact work-life balance, including the need
for working from home, tiredness, time management, physical health, long working hours, long

travel time, difficulty taking leave, and physical problems of one's own children at home and all

these factors eventually impact on their own occupational wellbeing.

People who need to work from home may find it challenging to separate their work and
personal lives. Respondents including CT1, CT2, CT3, CT4, HT2, P1m ST1 & ST 2 reported
their needs to bring the work-related tasks home which smometime require them to spend night
time or weekend to complete the tasks. Tiredness can make it difficult to focus and be productive
at work. CT6, HT2 and P2 shared the tire feeling and they felt physically burnout. Effective time
management skills are essential for achieving a good work-life balance. Educators who can
prioritize their tasks and set realistic deadlines would have less opportunity to feel overloaded.
Respondents including CT1, CT2, CT4, CT7, CT8, HT1 and P2 mentioned their different
strategies to ‘buy time’ to achieve better work-life balance, such as sacrificing sleep time, paying
for more expensive but faster transportation like taxi and uber to shorten the time needed to go
home, reducing the ‘me-time’ proportion and to boost own efficiency at work. Physical health
problems can make it difficult to work effectively and to enjoy personal life. CT3 and CT7
suggested that ECE educators should take care of their physical health by eating a healthy diet,
exercising regularly, and getting enough rest. CT7 emphasized her habit of working out 3 days
per week can keep her more sustainable to be an effective ECE eduactor. Long working hours
can lead to stress, burnout, and a poor work-life balance, as complained by CT4 and CT6. ECE
eduactor is one special profession that is not so flexible in leave taking. Respondents including
CT3, CT4, CT6 & HT2 emphasized on their job responsibility of taking care of young children

and their dissatisfaction of not being able to take leave when needed, such as participating in
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own children’s school activities, taking care of family members ot dealing with other household
or personal duties. Attending to own children’s physical problems can be a major challenge for
ECE educators too. They tend of feel lack of support in terms of taking care of family needs
when there is a request, which eventually caused struggle to achieve a good work-life balance.
2. Sodial support from multiple stakeholders

Social support from multiple stakeholders including community members, colleagues and
fmaily members can always form a buffer effect to reduce job stress amongst ECE educators. As
reported by respondents including CT2, CT4, CT8, HT1, HT2 and P1, they appreciate social
support received from existing colleagues, old colleagues who departed from the kindergartens,
previous college friends, church members and family members. In many situations these social
support would inter-related or interacted. Respondents including CT3, P1, P2, ST1 and ST2 also
highlighted the benefits of building partnership with multiple stakeholders such as hterapists,
social workers, community partners and colleagues. The mutual relationship between educators
and community members is essential for creating a strong educational system. When they work
together, they can create a more supportive environment for students and families. These would
increase opportunities for resources collaboration, effectiveness in bringing possitive effects to
work duties and hence improve their occupational wellbeing.
Exosystem - Media

Media effects are major factors in the exosystem of Early Childhood educators.
Respondents (N = 14) tend to associate negative impression on how media exaggerated on Early
Childhood Education-related matters. News related to child abuse cases are the main example
used by the interviewees as they experienced lots of questions and stress when working with

young children. They worried that the public would develop a misconcept and negative
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portrayals of Early Childhood educators and worsened their professional reputaiton. Some also
mentioned that the school policy became tightened after the child abuse cases being reported by
media.

By contrast, some respondents (P2, HT1 & CT6) shared their positive feedback on media
in terms of giving them more opportunity to learn from their counterparts by reading some good
practices, special curriculum highlight and even innovative primary school education etc. ST 2
mentioned that some media would advocate for the needs of Early Childhood educatos and that
attracted appreciation from the field. P2 also mentioned that she would work collaboratively with
different media platform to promote their kindergarten or to support the team in getting to know
more about the local market, which would in turn benefit their school development and improve
the overall well being in the staff team.

The Macrosystem
1. Education Policy

Education policy in Hong Kong can have a significant impact on early childhood
educators' occupational wellbeing. Some policies, such as a high teacher-student ratio and no
offical salary scale for Early Childhood educators, can lead to increased workload, stress, and
financial hardship for teachers working in this sector. Other policies, such as the introduction of
national security education and the revision of the kindergarten curriculum, have the potential to
create uncertainty and anxiety for Early Childhood educators. However, there are also some
policies, such as the new requirement for Early Childhood educators to upgrade their academic
qualifications, that have the potential to improve Early Childhood educators' wellbeing in the
long term, however it would add stress to the teachers who need to pay extra effort in achieve

that, as reported by the respondents. The impact of education policy on Early Childhood
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educators' occupational wellbeing can vary depending on the individual Early Childhood
educator and their circumstances. For example, some Early Childhood educators may be more
resilient to the negative effects of stress and workload than others. Additionally, the impact of
education policy may be different for Early Childhood educators who work in different types of
early childhood settings, such as kindergartens participating in the FQKE system, private
independent kindergartens, and childcare centers providing long day care service. It is important
for the Hong Kong government to consider the impact of education policy on Early Childhood
educators' occupational wellbeing when developing and implementing new policies. The
government should also provide ECE educators with the resources and support they need to
thrive in their profession.

2. Socio-economic factors

Socio-economic factors can have a significant impact on the macrosystem of early

childhood educators. Some key socio-economic factors highlighted by respondents included the
rising wastage rate in the Early Childhood Education field, lack of social recognition in
compared to other professions while Early Childhood educators are always viewed as childcare
workers. Most Early Childhood educators are not satisfied with the current salary arrangement or
adjustment mechanism, some Early Childhood settings would even start to lay off teachers to
tackle the challenges of dropping birthrates and student enrollment in kindergartens. The
migration tren in Hong Kong is also affecting the Early Childhood workforce. Many Early
Childhood educators and kindergarten-age children are leaving Hong Kong to migrate to other
countries. This is highly relavent to the changing political climate in Hong Kong after the 2019
social movement and the worsened Hong Kong econcomy after COVID-19 pandemic.

3. Culture factors
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Culture factors can have a significant impact on the macrosystem of Early Childhood
educators. The macrosystem refers to the broader social and cultural influences that affect a
child's development. As mentioned by most respondents (N = 12), nowadays they need to

emphasise on the Chinese values and Confucian concepts such as manner (DL A), love (1=
%%, 18 %%), respecting parents (Z£/[H<}) and teachers (ZLFifig 78), respecting rules at school and
the community (5F/£5F#), team collaboration ([F4%) etc. ECE educators are expected to

uphold these values in their teaching and interactions with children. Some early childhood
settings in Hong Kong are faith-based and promote Christian values in their teaching. Early
Childhood educators in these settings would be expected to be familiar with Christian values and
to incorporate them into their teaching. On the other hand, some early childhood settings in Hong
Kong promote Buddhist values in their teaching. Some Early Childhood educators also
expressed that they have the responsibility to teach children and promote positive values, such as
kindness, compassion, and respect for others. These culture factors can affect Early Childhood
educators' work in a number of ways. Cultural factors can provide Early Childhood educators
with a sense of purpose and meaning in their work. Early Childhood educators who are
passionate about their culture and values may find it rewarding to promote these values in their
teaching and to help children to connect with their cultural heritage. On the other hand, cultural
factors can also create challenges for ECE educators. For example, Early Childhood educators
may feel pressure to conform to the cultural expectations of the children they teach or the early
childhood setting in which they work. Early Childhood educators may also experience stress and

anxiety if they feel that they are not able to meet the cultural expectations of others.
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Chapter 6: Discussion and Conclusions

6.1 Discussion of findings to address Research Question

Which ecological system layers (microsystem, mesosystem, exosystem, macrosystem,
chronosystem) are perceived to influence occupational well-being among early childhood

educators in Hong Kong?

Occupational well-being (OWB) among early childhood educators is a multifaceted
construct that reflects not only teachers’ job satisfaction and engagement but also their levels of
stress, burnout, and work—life balance (Li, Yang et al., 2021; Quick & Tetrick, 2011). In the
Hong Kong context, both quantitative and qualitative analyses reveal that teachers’ OWB is
shaped by influences spanning multiple ecological system layers — from immediate workplace
conditions (microsystem) and the interactions between different settings (mesosystem), to
broader institutional, policy, and cultural forces (exosystem and macrosystem), as well as

temporal dynamics (chronosystem) (Bronfenbrenner, 1979).

Microsystem Influences

The quantitative findings underscore the pivotal role of the microsystem in predicting
later job outcomes. For example, T1 indicators of job support, commitment, and a sense of
meaningful work are strongly and positively correlated with T2 job satisfaction, engagement, and
lower burnout (e.g., T1 Commitment to the Workplace correlates with T2 Job Satisfaction at r =
.750, p <.001). These findings are consistent with the theoretical assertion that immediate work
environments — characterized by supportive leadership, collegiality, and ample resources —
directly contribute to teachers’ motivational and affective states (Bronfenbrenner, 1979;

Halbesleben, 2010). Moreover, qualitative data further illustrate that educators value supportive
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relationships within their schools, noting that collegial support and autonomy help alleviate daily
work stress. Such support, when experienced consistently, contributes significantly to a teacher’s

resilience and overall occupational well-being (Tsui et al., 1992).

Mesosystem Influences

The mesosystem, encompassing the interactions between work and family environments,
is another key factor shaping occupational well-being. Quantitative data reveal that work—private
life conflict—stemming partly from high job demands—is significantly associated with lower
job satisfaction and increased stress. Qualitative interviews also highlight that many educators
struggle to balance long working hours with familial obligations, resulting in heightened stress
and, eventually, burnout (Quick & Tetrick, 2011). Educators frequently describe difficulties in
segregating work from personal life, which reinforces the notion that a strong mesosystem—
marked by supportive family dynamics and effective management of work-life boundaries—is

crucial for sustaining OWB (Greenhaus & Allen, 2011).

Exosystem and Macrosystem Influences

Broader external factors, which fall under the exosystem and macrosystem levels, also
exert substantial influence. The quantitative analyses, while primarily focusing on microsystem
variables, indicate that contextual factors—such as administrative demands and certain
organizational policies (e.g., mode of ECE settings, job stress sources)—have indirect effects on
OWSB. For instance, high quantitative and emotional demands at T1 are associated with lower job
satisfaction at T2 (e.g., Quantitative Demands, r = -0.417, p <.05). Such stressors, often
reflecting exosystem pressures like government policies or insufficient funding, have long been

documented as drivers of burnout and poor mental health (Leiter & Maslach, 2004).
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Qualitative data provide rich insights into these exosystem and macrosystem impacts.
Many educators discussed how changing policies—including the transition from the Pre-primary
Education Voucher Scheme (PEVS) to the Free Quality Kindergarten Education Scheme
(FQKES)—altered the operational demands and available resources in their workplaces (Chan,
2019; Wong, 2021). Although FQKES has improved teacher remuneration and enhanced
educational quality, it has also increased administrative workloads and imposed stringent
reporting requirements, thereby increasing stress. Furthermore, broader cultural influences, such
as traditional Chinese values and Confucian norms, emerge as significant macrosystem factors.
Educators often highlight how these cultural expectations shape workplace dynamics,
professional hierarchies, and even perceptions of fairness and support in the school environment

(Wong, 2021).

Chronosystem Considerations

Temporal dynamics, encompassed by the chronosystem, are evident in both the
quantitative and qualitative findings. Data indicate that stressors and supportive factors have
cumulative effects on occupational well-being over time. For example, consistent high demands
coupled with insufficient support lead to increased burnout and higher turnover intentions, as
observed in longitudinal surveys where turnover rates reached record levels in recent years
(Hong Kong Federation of Education Workers, 2019). Moreover, the profound impact of the
COVID-19 pandemic further illustrates the chronosystem’s role. The pandemic not only
heightened existing job demands—such as increased administrative burdens and the need to
adapt to digital teaching modes—Dbut also exacerbated work—family conflict and job insecurity
(Betancourt-Sanchez et al., 2020). These temporal shocks highlight the necessity for both

adaptive and preventative measures to protect teacher well-being over time.
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The integration of quantitative and qualitative findings also provided a multi-layered
view, consistent with Bronfenbrenner’s ecological systems theory, of the specific factors that

predict occupational well-being among early childhood educators in Hong Kong.

Microsystem-Level Predictors

At the most immediate level of influence, the microsystem, both the quantitative analysis
and qualitative interviews underscore the vital role of direct workplace experiences.
Quantitatively, significant positive correlations were observed between T2 occupational well-
being indicators—particularly job satisfaction—and several T1 variables that represent core
microsystem factors. For instance, T1 Commitment to the Workplace (r =.750, p <.001), T1 Job
Support (r =.552, p <.001), and T1 Meaning of Work (r =.572, p <.001) were strong predictors
of later job satisfaction. Likewise, measures such as Quality of Leadership (r =.609, p <.001)
and Influence at Work (r = .423, p < .05) emerged as significant contributors, indicating that a
supportive and empowering immediate work environment is critical for sustaining teachers’
well-being. Qualitative data further bolster these findings; teachers frequently highlighted the
importance of collegial support, open communication, and the availability of professional
development opportunities in mitigating stress and enhancing engagement. The consistent
emphasis on supportive relationships and a positive work climate reinforces that microsystem
characteristics—comprising direct interpersonal interactions, job autonomy, and immediate
leadership quality—are central to maintaining occupational well-being (Bronfenbrenner, 1979;

Halbesleben, 2010).

Mesosystem-Level Predictors
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The mesosystem encompasses the interactions between the immediate work environment
and the broader home and personal domains. Both the survey and interview responses indicated
that work-life balance factors play a significant role. Quantitative results show that high job
demands, notably Quantitative Demands (r = -0.417, p <.05) and Job Stress Source (r = -0.452,
p < .05), contribute negatively to well-being, partly by exacerbating work—family conflict.
Qualitatively, many educators described challenges in segregating work from family
responsibilities. They reported that long working hours, excessive administrative tasks, and the
blurring of boundaries between personal and professional life have led to a persistent sense of
imbalance. This work-life conflict diminishes overall well-being by eroding personal time and
increasing chronic stress (Quick & Tetrick, 2011). Thus, the mesosystem factors—specifically,
the degree of work-life integration and the ability to maintain a healthy separation between

professional and personal roles—are significant predictors of occupational well-being.

Exosystem-Level Predictors

At the exosystem level, factors external to the daily classroom experience but influential
on the school environment also emerge as predictors of teacher well-being. The quantitative data
hint at the influence of contextual variables such as the administrative burden and job stressors
that are not directly part of day-to-day interactions but set the broader operational tone. For
example, the significant negative impact of Quantitative Demands on job satisfaction suggests
that high systemic workloads—Iikely stemming from policy requirements and administrative
tasks—can reduce well-being (Leiter & Maslach, 2004). Qualitative evidence supports this view;
teachers mentioned that the increased administrative load, often tied to policies like the Free
Quiality Kindergarten Education Scheme (FQKES), introduces additional stress that indirectly

affects their classroom performance and mental health. Moreover, media portrayals and societal
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expectations, which reside within the exosystem, were noted as elements that shape teachers’

perceptions of their profession and contribute to stress and job insecurity (Wong, 2021).

Macrosystem-Level Predictors

The macrosystem encapsulates broader cultural, societal, and policy contexts that shape
the values and operational norms within which schools function. In Hong Kong, shifting cultural
values and evolving education policies are prominent predictors of occupational well-being. On
the positive side, policies like FQKES have improved access to resources and enhanced teacher
remuneration, offering an important boost to occupational well-being through better material
support and recognition (Education Bureau, 2017b). However, these policies also bring about
increased scrutiny, stringent quality reviews, and standardized protocols that some educators
perceive as undermining their autonomy. Qualitative narratives indicate that while improvements
in salary and professional recognition have been welcomed, the accompanying rise in
bureaucratic demands creates stress and reduces job satisfaction. Such tension between support
and control at the macro-level can disrupt the balance necessary for optimal well-being (Wong,

2021).

Chronosystem Considerations

Finally, the chronosystem or temporal dimension highlights how changes over time
influence occupational well-being. The longitudinal quantitative data illustrate that teacher well-
being is not static; rather, it evolves as the cumulative effects of enduring job demands and the
persistence (or erosion) of resources take hold. Notably, significant turnover rates and burnout
patterns among ECE teachers in recent years indicate that sustained high job demands without

adequate resource replenishment lead to deteriorating well-being over time (Hong Kong
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Federation of Education Workers, 2019). The qualitative data also vividly capture the impact of
the COVID-19 pandemic as a temporal shock that intensified job demands and disrupted work-
life balance, further complicating the occupational well-being landscape. Educators highlighted
that the rapid transition to remote teaching and the ongoing uncertainties have long-term

implications for their mental health and job retention (Betancourt-Sanchez et al., 2020).

In addressing Research Question, the integration of both quantitative and qualitative
findings demonstrates that several specific factors within Bronfenbrenner’s ecological systems
significantly predict occupational well-being among early childhood educators in Hong Kong. At
the microsystem level, high levels of job support, leadership quality, influence, meaning, and
commitment at T1 are strongly and positively associated with better well-being outcomes at T2.
In contrast, high job demands—especially those related to quantitative and emotional
workloads—exert a negative influence, impacting both microsystem and mesosystem dynamics
through increased work-life conflict. The exosystem and macrosystem introduce further
stressors, such as administrative burdens and cultural-political pressures, which compound the
effects of these immediate factors. Over time, these layered influences captured by the
chronosystem accumulate to shape the longitudinal patterns of teacher well-being. Together,
these findings not only provide empirical evidence of the direct and interactive effects across
ecological levels but also underscore the need for multifaceted interventions aimed at enhancing
job resources and mitigating excessive demands to safeguard occupational well-being

(Bronfenbrenner, 1979; Li, Yang et al., 2021; Quick & Tetrick, 2011).

The interplay among multiple ecological levels: microsystem, mesosystem, exosystem,
macrosystem, and chronosystem provided a comprehensive lens for understanding the

occupational well-being (OWB) of early childhood educators in Hong Kong. Both the
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quantitative results and qualitative narratives underline that well-being is not determined solely
by isolated factors but by the dynamic interactions among these various levels.
Interactions Within the Microsystem and Mesosystem

At the microsystem level, factors such as job support, commitment, quality of leadership,
and the intrinsic meaning of work are found to be strong predictors of OWB. Quantitative data
reveal that measures like T1 Commitment to the Workplace (r =.750, p <.001), T1 Job Support
(r=.552,p<.001), and T1 Meaning of Work (r =.572, p <.001) have robust positive
associations with later job satisfaction (T2). These factors reflect the direct and immediate work
environment where teachers interact with colleagues, supervisors, and the children they teach.
Qualitative interviews further emphasize that within this microsystem, supportive interpersonal
relationships and autonomy bolster educators’ resilience and engagement. However, the
microsystem does not operate in isolation; its influence is moderated by mesosystem
interactions—specifically, how the demands of work intersect with family and personal life.
Many teachers reported that long working hours and heavy workloads not only generate stress at
school but also precipitate work—family conflict. This interaction diminishes well-being, as
prolonged work demands encroach on personal life, leading to emotional exhaustion and reduced
satisfaction (Quick & Tetrick, 2011). Thus, educators’ capacity to remain engaged and satisfied
is a product of both the immediate support they receive in the workplace and the degree to which
they can achieve work-life balance—a clear demonstration of how microsystem and mesosystem
factors coalesce to shape occupational outcomes.
Interactions Between Exosystem and Microsystem Factors

The exosystem includes broader organizational and contextual elements—such as

administrative demands and policy-related pressures—that indirectly affect the teacher’s
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immediate work experience. Quantitative findings suggest that high Quantitative Demands (r = -
0.417, p <.05) and negative sources of job stress (r =-0.452, p < .05) adversely influence T2 job
satisfaction, highlighting that elevated systemic pressures contribute to diminished well-being.
These exosystem pressures can undermine the positive effects of strong microsystem resources.
For instance, even when supportive leadership and effective job support are present, excessive
bureaucratic demands and administrative tasks linked to initiatives like the Free Quality
Kindergarten Education Scheme (FQKES) may add stress that erodes some of the beneficial
effects of a supportive work environment (Leiter & Maslach, 2004). Qualitative interviews
reveal that teachers often experience tension when quality improvement initiatives increase
paperwork and time-consuming compliance requirements, thereby reducing the time they can
spend on direct teaching or with students, which in turn compromises the quality of microsystem
interactions.
Interactions Between Macrosystem Influences and Immediate Work Environments

At the macrosystem level, broader cultural, societal, and policy contexts shape teachers’
experiences indirectly by influencing workplace norms and expectations. In Hong Kong, cultural
values and evolving education policies are significant macrosystem factors. Policies like FQKES
have improved salary conditions and professional recognition, which serve to enhance job
resources at the microsystem level. However, these same policies also impose strict monitoring
and accountability standards that increase administrative workload and stress. This dual-edged
impact illustrates how macrosystem factors interact with the immediate work environment: while
improved compensation and enhanced status can strengthen teacher commitment and
satisfaction, the concomitant rise in bureaucratic demands may counterbalance these benefits by

adding stress and contributing to burnout (Wong, 2021).
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Qualitative data provide rich examples of these interactions. Some educators noted that
while increased governmental support improved pay and recognition, it also meant longer hours
spent on compliance and reporting, thus interfering with their ability to engage meaningfully
with children. This highlights the intricate balance between desirable macro-level changes and
their unintended side effects on the microsystem.

The Chronosystem and Its Influence

Finally, the chronosystem—the dimension of time—plays an essential role in moderating
interactions among all the aforementioned systems. Longitudinal data indicate that high job
demands and insufficient work-life balance accumulate over time, manifesting in increased
turnover rates and burnout among early childhood educators (Hong Kong Federation of
Education Workers, 2019). The COVID-19 pandemic, a significant chronosystem event,
exacerbated existing pressures by dramatically altering teaching modalities and heightening
stress levels. Teachers were required to rapidly adapt to remote teaching while managing the
uncertainties of a global health crisis. Qualitative accounts reveal that the pandemic not only
intensified exosystem pressures (e.g., new administrative requirements and health protocols) but
also disrupted the microsystem (loss of daily interpersonal support) and the mesosystem
(blurring of work—family boundaries). These temporal dynamics illustrate that the cumulative
effect of stressors—and the resources available to counteract them—can either erode or enhance
occupational well-being over time.

The interactions between different ecological system levels significantly shape the
occupational well-being of early childhood educators in Hong Kong. The positive impacts of a
supportive microsystem (e.g., robust job support, effective leadership, and strong professional

commitment) can be mitigated or amplified depending on the extent of mesosystem conflicts
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(e.g., work—family imbalance) and exosystem pressures (e.g., administrative burdens).
Furthermore, macrosystem influences, through government policies and prevailing cultural
norms, set the stage for what resources or stressors are available, while the chronosystem
captures the long-term accumulation of these effects. Together, these interwoven layers reveal
that enhancing teacher well-being requires a holistic approach that not only improves immediate
working conditions but also addresses broader systemic issues. Future interventions should
consider this integrative framework to design support systems that effectively balance job
demands with adequate resources over time (Bronfenbrenner, 1979; Li, Yang et al., 2021; Quick

& Tetrick, 2011).

6.2 Limitations of current study

While this study provides valuable insights into the occupational well-being (OWB) of
early childhood educators (ECEs) in Hong Kong, several limitations must be acknowledged.
Recognizing these constraints is essential for guiding future research, thereby enabling more
comprehensive and generalizable studies that further illuminate the multifaceted factors

influencing ECE well-being and support the development of targeted interventions.

One primary limitation arises from the study’s focus on the specific cultural and
educational context of Hong Kong. The quantitative and qualitative data collected reflect unique
environmental pressures—including high societal expectations, stringent education policies, and
distinctive pedagogical demands—that may not be fully generalizable to other contexts
(Bronfenbrenner, 1979; Li, Yang et al., 2021). For instance, educators in Western countries
might experience greater autonomy and access to resources, which could moderate the impact of
job demands and stressors differently. Consequently, future research would benefit from a

comparative approach that includes diverse educational settings, such as international schools or
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different cultural contexts, to discern which predictors of occupational well-being are universal

and which are context-specific.

Another notable limitation concerns the sample size, particularly in the second wave of
data collection. Although the findings yield important insights, the relatively small sample size
reduces the external validity of the results. A larger and more representative sample could
enhance the generalizability of the findings and better capture the variability among different
sub-groups of educators. Furthermore, the uneven representation of various occupational roles
(e.g., class teachers, special childcare workers, head teachers, and principals) restricts the
nuanced understanding of OWB across the full spectrum of early childhood education. Future
studies should endeavor to ensure more balanced sampling across roles and educational settings,
which would allow for more refined analyses of how different positions interact with

environmental factors to shape well-being (Quick & Tetrick, 2011).

The extensive use of large inventories with numerous items also presents a limitation,
particularly regarding the factor analysis, reliability, and validity of the instruments. Although
comprehensive surveys provide detailed insights, their length and complexity may lead to
participant fatigue, potentially resulting in response biases. This fatigue could compromise data
accuracy and obscure meaningful relationships between variables. Future research should
consider developing more streamlined, targeted measures that reduce respondent burden while
maintaining robust psychometric properties, thereby improving both the clarity and reliability of

the data collected (Cronbach, 1951).

Additionally, while this study investigates the impact of environmental factors within the
immediate educational settings (microsystem and mesosystem) on occupational well-being, it

insufficiently explores several other critical influences. Factors such as organizational culture,
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leadership practices, and social support networks—which are pivotal within Bronfenbrenner’s
exosystem and macrosystem—were not examined in depth. Previous research has consistently
shown that a supportive organizational culture and effective leadership practices, including
mentoring and participative decision-making, can significantly enhance teacher well-being and
mitigate the impact of job stress (Leiter & Maslach, 2004; Tsui et al., 1992). Moreover, robust
social support, both within and outside the workplace, serves as a buffer against occupational
stress and burnout (Bakker & Demerouti, 2017). A more thorough exploration of these broader
environmental influences would yield a more nuanced understanding of the interactive effects
between immediate and systemic factors on ECE well-being. Factors like personal virtues (e.g.,
social-emotional competence) have also not been examined in this study. Study has found that
teachers’ social-emotional competence is related to a range of outcomes at work, including

occupational well-being (Xu et al. 2025). Future research may incorporate this factor.

In summary, while the current study contributes important insights into the occupational
well-being of early childhood educators in Hong Kong, future research should expand its scope
by addressing these limitations. Broadening the cultural context, increasing sample size and role
diversity, refining measurement tools, and deepening the investigation into organizational and
societal influences will further enhance our understanding of the complex ecological interactions
that shape teacher well-being. Such efforts will, in turn, inform the development of targeted
interventions and policy adjustments to create healthier and more sustainable educational

environments.
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6.3 Directions for Future Research

To build on the current research and further strengthen the direction of future studies in
early childhood education (ECE) in Hong Kong, several critical areas of inquiry must be
explored in greater depth.
Expanding Research Scope and Participant Diversity

Future research should first broaden its scope by including a more diverse range of
educators in terms of both geography and professional roles within the ECE sector. This includes
not only full-day and mixed-mode educators but also those across varying socioeconomic
regions and types of educational settings (private vs. public kindergartens, for instance). By
diversifying the sample, researchers will enhance the generalizability of findings and uncover
nuanced insights that may be overlooked in more homogenous groups. Comparing occupational
well-being across different cultural and educational contexts will provide a more global
perspective on which factors are universal and which are culturally specific. Additionally, a
longitudinal approach to studying occupational well-being over time can yield crucial data on
how shifts in demographics (such as declining birth rates or emigration) and policy changes
influence educator well-being.
Comparative and Cross-Cultural Research

Investigating the preferences of parents for full-day programmes versus mixed-mode
settings from a comparative perspective could reveal how cultural and societal expectations
shape the demand for different educational models. By comparing Hong Kong’s full-day
programme model with similar programmes in other regions or countries, researchers can

identify best practices and unique challenges that might inform future policy. This cross-cultural
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lens could also examine how cultural values influence teacher-student relationships, educators’
sense of job satisfaction, and parents’ engagement with the ECE sector.
Exploring Specific Support Mechanisms

Further, exploring the differential impacts of support mechanisms across various roles in
the ECE sector is essential. This includes how leadership practices, mentorship, and training
opportunities affect educators differently depending on their roles—whether they are teachers,
teaching assistants, or administrative staff. Investigating targeted interventions, such as resilience
training or professional development programs, could provide valuable insights into evidence-
based strategies to enhance educators' occupational well-being. In addition, the effectiveness of
mentorship programs and other professional support initiatives should be explored in-depth.
Research in these areas will highlight the significance of investing in support systems that are
tailored to the needs of early childhood educators. This is especially important as the sector
continues to evolve in response to external pressures such as declining enrolments and shifting
economic conditions.
Linking Educator Well-Being with Student Outcomes

Another critical research avenue involves examining the relationship between teacher
well-being and student outcomes. Research shows that educators’ emotional and psychological
well-being directly impacts student learning and development. By investigating how teacher
stress, burnout, and access to resources correlate with student motivation, academic achievement,
and holistic performance, future studies can provide more robust evidence of the long-term
benefits of investing in educators’ well-being. This line of research will contribute to a more
comprehensive understanding of how the emotional health of teachers affects the classroom

environment and student outcomes.
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Methodological Enhancements

Future research should also focus on methodological improvements to enhance data
collection and analysis. Developing more concise and targeted measurement tools will improve
the reliability of findings. By streamlining surveys and focusing on fewer, well-targeted items,
researchers can avoid the common pitfalls of lengthy and overly complex questionnaires.
Additionally, adopting mixed-method approaches—combining qualitative insights with
quantitative data—will provide a richer, more nuanced understanding of the various factors
impacting educator well-being.
Holistic Consideration of Environmental Factors

Lastly, future studies should broaden their focus to include a more comprehensive range
of environmental factors. Organizational culture, leadership practices, social support networks,
and workplace resources all play significant roles in shaping educators’ experiences. Research
examining how these factors interact with one another to influence well-being could provide
invaluable insights. For example, understanding the interplay between an educator’s relationship
with leadership, their social support network, and the resources available in their workplace
could lead to more effective interventions that address well-being from multiple angles.
Longitudinal and Comparative Studies

Undertaking longitudinal studies will help researchers to track the evolution of educator
well-being over time, particularly in response to ongoing challenges like declining student
populations. These studies would provide deeper insights into how educators' well-being is
impacted by temporal changes and evolving educational environments. Similarly, comparative
studies that evaluate different educational systems and support structures could offer valuable

lessons from other regions facing similar challenges.
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Ultimately, addressing the limitations of existing research and expanding the focus in
future studies will lead to a deeper, more holistic understanding of early childhood educators'
occupational well-being. By prioritizing these areas, future research can significantly contribute
to shaping effective policies and practices that promote the well-being of educators and the
overall quality of early childhood education in Hong Kong. A more comprehensive approach,
informed by robust data and diverse perspectives, will ensure that the educational landscape
evolves to better support both educators and children, fostering a thriving environment for
learning and development. This focus on continuous exploration and improvement will be

critical in paving the way for a brighter, more sustainable future in the ECE sector.

6.4 Implications of current study and conclusion

The findings of this two-wave mixed-methods study underscore that early childhood
educators’ occupational well-being is shaped by multi-layered ecological influences, from
individual classroom dynamics to broad societal forces. Framed by Bronfenbrenner’s Ecological
Systems Theory, the results confirm that no single factor can fully explain the high stress,
burnout, and turnover plaguing Hong Kong’s early childhood education (ECE) sector. Instead,
interactions across the microsystem, mesosystem, exosystem, macrosystem, and chronosystem
collectively determine educator well-being. In this final section, the implications of findings will
be discussed at each ecological level and propose evidence-based recommendations. The goal is
to advocate for systemic, institutional, and practical changes that can enhance teacher well-being,
improve retention, and ensure the long-term sustainability and quality of ECE services in Hong
Kong.

Microsystem-Level Implications
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At the microsystem level — the educator’s immediate environment and daily interactions
— the study reveals significant strain on ECE teachers’ personal well-being and classroom
functioning. Educators reported heavy workloads, long working hours, and intense emotional
demands directly in their classrooms. Many teachers described being emotionally exhausted and
“drained” by the end of the workday, a core component of burnout (Zhang, et al. 2022). This is
consistent with prior research showing that kindergarten teachers often experience higher levels
of burnout and emotional exhaustion than teachers of older students. In the quantitative data,
emotional exhaustion scores were alarmingly high, and nearly half the teachers indicated
frequent stress-related symptoms. Qualitative interviews echoed these concerns, with educators
recounting how constant multitasking — from managing children’s needs to handling paperwork
— left them feeling depleted and unable to “recharge” before the next day.

In this study, early childhood educators suffering from stress and burnout struggled to
maintain the patience and enthusiasm needed for high-quality, nurturing interactions. Some
admitted that on days of extreme fatigue, they found it challenging to provide the level of
emotional support and engagement that young children require. This finding is worrying because
early educators are the key ingredient in high-quality ECE experiences — their interactions
scaffold children’s development and can have lasting impacts (Markowitz & Bassok, 2022).
Diminished well-being, therefore, not only affects the teachers themselves but also compromises
the learning and care of children in their classrooms.

Another notable finding at the microsystem level is that Hong Kong’s ECE workforce is
highly qualified. The vast majority of our participants hold at least the Certificate in Early
Childhood Education, and a large proportion have bachelor’s degrees or higher in ECE. This

reflects successful policies in past decades to professionalize the sector (i.e. as of 2023/24, about
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97% of ECE teachers had attained the certified teacher qualification and 72% attained Bachelor
degree qualification). However, our results suggest that high qualifications alone do not buffer
against stress and burnout. Even well-trained educators felt overwhelmed by the intensity of
daily demands. This points to a misalignment: ECE teachers have strong personal resources and
training, yet their work conditions prevent them from fully leveraging those skills. In other
words, professional competence is not enough if the job environment is unsustainable. The
implication is that interventions must go beyond individual professional development; they must
improve the day-to-day context in which teaching and caring occur.

To strengthen microsystem conditions and support individual well-being, several key
changes are recommended. First, improving teacher—child ratios and staffing is essential.
Ensuring sufficient staff allows educators to manage class sizes without chronic overload. For
instance, providing teaching assistants or reducing the teacher-to-child ratio (currently capped at
1:11 in Hong Kong) can alleviate daily pressures and enable more individualized attention for
students. Second, supporting educators' mental health and coping strategies at the center level is
critical. Wellness programs such as stress management workshops, counseling services, or
designated break times can help teachers develop effective coping mechanisms. Regular
mindfulness sessions or peer support groups integrated into the work week can also assist
teachers in processing emotional challenges.

Additionally, enhancing classroom resources is vital to reducing immediate strain.
Providing adequate teaching materials and non-contact time for lesson preparation and
documentation can improve educators' sense of control and efficacy. Simple measures, such as
allocating a few hours per week for planning with substitute coverage, can significantly enhance

teacher well-being. Recognizing and rewarding teachers' efforts is another important strategy.
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School administrators should frequently acknowledge educators’ contributions through positive
feedback, small rewards, or recognition of accomplishments to boost morale and resilience.

By addressing these factors within the microsystem, educators can experience improved
daily well-being. This not only fosters more positive interactions with children but also enhances
the overall quality of teaching.

Mesosystem-Level Implications

The mesosystem encompasses the interactions between an educator’s different
microsystems, such as the linkage between their work and home life, or between teachers and
families of students. Our study identified work—family conflict as a critical mesosystem issue:
many early childhood teachers reported that the demands of their job were frequently spilling
over into their personal and family time. They spoke of taking work home, such as lesson
planning or paperwork in the evenings, and feeling guilty about neglecting family duties.
Conversely, stress from home (e.g. caring for young children of their own or elderly parents)
sometimes affected their energy at work. This bidirectional tension — work—family conflict —
showed a significant negative correlation with occupational well-being in the current data,
mirroring findings in mainland China that work—family conflict directly undermines teacher
well-being (Wang et al. 2025). Importantly, several teachers in the current study indicated that
difficulty balancing work and family was a major reason they were considering leaving the
profession, highlighting it as a driver of turnover intentions. Another mesosystem dynamic
involves teacher-parent relationships and communication. Early childhood educators in Hong
Kong operate in an environment where parents have high expectations and anxieties about their
children’s early education. The qualitative findings revealed that teachers often felt pressure to

satisfy parents’ preferences — for instance, to provide more academic drills or frequent progress



225

reports — even when these ran counter to the play-based, child-centered approaches that teachers
know are developmentally sound. One educator noted the challenge of “keeping parents happy
with visible results” while also adhering to the curriculum guidelines emphasizing holistic
development. This tension aligns with reports that Hong Kong kindergarten teachers struggle to
meet parents’ demands for more formal learning while upholding quality standards, causing
considerable stress (Wong & Rao, 2015). Such friction can strain the crucial collaborative
relationship between teachers and families, which is a key mesosystem link influencing child

outcomes.

Interpersonal support networks form another aspect of the mesosystem. The study found
that collegial support and family/friend support can act as protective factors. Teachers who felt
supported by their colleagues, or who had understanding family members, reported better coping
despite the stresses. Unfortunately, not all educators enjoyed such support; new or younger
teachers in particular noted feelings of isolation. In some cases, center leadership did not foster a
collaborative culture, leaving teachers to struggle alone. This indicates that the mesosystem
interactions (or lack thereof) between the teacher’s workplace and their social/family sphere
significantly affect well-being. Workplaces that respect teachers’ non-work lives, and families
that understand work challenges, both contribute to healthier balance. When these links are weak
— for example, if a school expects excessive overtime, or if a teacher’s family is unsympathetic to

their stress — the teacher is caught in a bind, heightening burnout risk.

To address these mesosystem challenges, a comprehensive approach should be
recommended to promote healthier work—family integration and enhances relationships among
educators. ECE centers should implement work—family balance policies by adopting family-

friendly practices such as setting reasonable limits on after-hours communication, offering
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flexible scheduling or personal leave, and avoiding meetings during typical family times. These
initiatives acknowledge and respect teachers’ family lives, thereby alleviating work—family
conflict. In addition, providing on-site or subsidized child care can significantly reduce stress for
teacher-parents by easing the pressure of securing reliable care. Policymakers and large ECE
organizations might consider offering on-site facilities, subsidies, or priority placements for
educators in local child care centers to directly ease the tension between home and work
responsibilities. Engaging parents as partners rather than adversaries through regular workshops
or communications can further promote understanding by educating them about developmentally
appropriate practices and the benefits of play-based learning. This partnership can help to align
expectations and relieve some of the pressure teachers face from parental demands. Moreover,
building robust support networks within the educational community is crucial. This can be
achieved by fostering mentorship and teamwork, pairing novice teachers with experienced
mentors, and organizing regular team-building and support group activities. Such collegial
networks ensure that teachers have peers to rely on during challenging times, reinforcing a
positive work environment. Finally, offering counselling services that involve family members,
along with initiating family outreach programs, can mediate discussions around work—family
stress and enhance mutual understanding within teachers’ personal lives. By strengthening these
interconnections between their professional and personal domains, these measures can
significantly reduce work—family conflict, ultimately leading to improved job satisfaction and a

stronger sense of loyalty among educators.
Exosystem-Level Implications

The exosystem refers to institutional and community contexts that indirectly affect

teachers, including school policies, leadership decisions, and community resources, even if the
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teacher is not directly involved in those decisions. This study indicates that exosystem factors —
particularly related to the organization and management of ECE centers — play a pivotal role in
occupational well-being. Many early childhood educators attributed their stress to institutional
issues such as heavy administrative workloads, insufficient support staff, and rigid organizational
practices. For instance, teachers reported spending extensive hours on documentation to satisfy
government or management requirements (e.g. compiling portfolios, writing detailed reports for
Quality Review inspections). One teacher lamented that she had “more paperwork than actual
teaching,” reflecting how organizational demands can overwhelm classroom work. Excessive
administrative load without corresponding support is a classic exosystem stressor — teachers

themselves did not create these requirements, but they suffer the consequences.

School leadership and organizational culture emerged as a decisive factor in how
supported (or unsupported) teachers felt. The qualitative interviews revealed a stark contrast
between centers with positive, supportive leadership and those with poor management. In some
kindergartens, principals practice inclusive leadership — they involve teachers in decision-
making, provide mentoring, and ensure workloads are fairly distributed. Teachers in such
environments reported significantly better well-being and lower intent to leave. In other centers,
however, teachers described feeling ignored or even blamed by management when problems
arose. A lack of administrative support — for example, not hiring substitute teachers when
someone is sick, or denying requests for additional help with children with special needs — left
educators feeling powerless and undervalued. This finding reinforces the idea that organizational
resources (or lack thereof) critically shape job satisfaction. In the language of the Job Demands-
Resources model, many Hong Kong ECE centers impose high job demands on teachers (long

hours, multitasking, emotional labor) without commensurate job resources (support, recognition,
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autonomy). The result is an imbalance that fuels burnout. Indeed, heavy workload coupled with
high turnover at the school level has made kindergarten teachers a particularly vulnerable group
(Zhang et al., 2022). Some educators in this study noted that when colleagues quit (as is
happening frequently), those who remain must pick up extra duties, further straining the

institution’s capacity — a vicious cycle of stress and attrition.

The exosystem also includes community and societal supports that indirectly influence
teachers. For example, community organizations or NGOs that provide auxiliary services (like
special education support, parental education programs, or mental health resources) can ease
teachers’ burden. Likewise, local community respect and understanding for the ECE profession
affects how teachers perceive their status. A few participants mentioned that when the
community recognizes the importance of their work (for instance, local businesses offering
discounts to teachers or community centers hosting appreciation events), it boosts their morale.
Unfortunately, several teachers felt that the community largely underestimates the
professionalism of ECE teachers, seeing them as “babysitters” rather than educators. This
societal attitude (exosystem/macrosystem overlap) can trickle down to how teachers are treated

within their institutions.

IT is therefore vital to strengthen organizational support and enhance community
valuation of early childhood education (ECE) can substantially improve teacher well-being and
retention. To achieve these outcomes, it is imperative that ECE administrators and community
stakeholders implement a series of exosystem-level interventions. First, leadership and
management practices must be strengthened by ensuring that kindergarten administrators are not
only trained in teacher-friendly management but are also held accountable for maintaining open

communication channels, treating teachers as professionals, and ensuring fair workload
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distribution. Principals and center directors must be vigilant in identifying signs of teacher
burnout and proactive in providing support—for example, by hiring temporary relief staff during
periods of peak stress. Leadership training programs, potentially funded or organized by
governmental or professional bodies, could be instrumental in cultivating empathetic and
effective management styles within the sector. Furthermore, reducing the administrative burden
on teachers is critical; school management should rigorously evaluate existing reporting
requirements to identify those that are essential for quality assurance and reduce or automate
those that are not. Investment in straightforward digital tools or additional administrative support
can enable teachers to concentrate on teaching and child interactions, while any new initiatives
must include sufficient administrative support to prevent teachers from becoming solely
responsible for implementation logistics. Enhancing job resources is another vital intervention;
employing additional support staff such as teaching aides, counsellors, or clerical personnel,
establishing formal peer support and mentoring programs, and offering opportunities for
professional development with appropriate workload coverage can collectively ensure that no
teacher feels isolated and that each educator is adequately equipped to meet their professional
challenges. In addition, institutional recognition and rewards play an important role; mechanisms
such as monthly awards, official letters of appreciation, and other incentives can foster a culture
of recognition, while involving teachers in decision-making processes through committees can
reinforce their autonomy and commitment to the institution. The strategic leveraging of
community resources further complements these organizational efforts; partnerships with local
health centers, universities, counselling interns, and non-profit organizations can provide
essential support services such as wellness workshops and parent education programs, thereby

not only providing direct resources but also conveying societal care for teacher well-being.
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Finally, public recognition campaigns that highlight success stories of exemplary early childhood
educators can reinforce a positive organizational climate by promoting the profession in local
media and community events. Collectively, these interventions create a more supportive work
environment that acknowledges both the professional demands and the personal challenges faced

by teachers, ultimately fostering a culture where both educators and the larger community thrive.

Macrosystem-Level Implications

At the macrosystem level, this study’s findings point to systemic and policy-related
factors that critically influence educator well-being in Hong Kong. The macrosystem includes
government policies, economic conditions, cultural values, and societal attitudes. Perhaps the
most striking macro-level issue evidenced by this research is the mismatch between the crucial
role of ECE teachers and the support they receive at the societal level. Early childhood educators
fulfill a role that is foundational for society — they not only educate and care for young children,
but also enable parents to participate in the workforce by providing reliable care (Markowitz &
Bassok, 2022). Despite this, policies and societal investment have not adequately safeguarded

their well-being.

One urgent macrosystem concern is the high turnover and attrition of ECE teachers,
which the longitudinal data of current study has highlighted. These individual exits accumulate
into a systemic problem: a “brain drain” from the ECE sector. Recent statistics underscore the
severity — the annual turnover rate for Hong Kong kindergarten teachers hit a record ~19.1% last
year, meaning nearly one in five teachers left their job in a 12-month period. Contributing to this
is a sharp decline in student enrolments due to Hong Kong’s falling birth rate, which led to the
closure of 17 kindergartens in one year (SCMP, 2025). Facing shrinking classes, some schools

have downsized or closed, and teachers fear job instability. Principals report that many quality
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teachers are quitting to take more secure or better-paid positions in primary schools or outside
education. Participants in the current study echoed this insecurity — even passionate educators
confessed they might leave ECE if the situation does not improve, simply to achieve stable
livelihoods. This trend is alarming for the long-term sustainability of the ECE system, as it
creates a shortage of experienced teachers and deters new talent from entering the field. High
turnover also disrupts the continuity of care and education for children, undermining program

quality (Wang et al 2025).

Funding allocation and resource provision at the policy level were identified as key
issues. The participants of current study observed that while the Free Kindergarten Scheme
subsidizes student tuition, there are still gaps in funding for improving teacher working
conditions — for example, funding for hiring additional support staff or counsellors in
kindergartens is limited. Additionally, some teachers pointed out that resources are strained
under new policy mandates. The push for quality assurance, child assessment, and bilingual
education are laudable, but without extra funding to implement these, the burden falls on
teachers. This exemplifies how a well-intended macrosystem policy (expanding free education)
had unintended negative consequences on teacher well-being because it was not accompanied by

sufficient systemic support.

Cultural attitudes (another macrosystem element) also emerged as influential. In Hong
Kong (as in many societies), there has been a historical undervaluing of early childhood
education compared to primary and secondary education (Wong & Rao, 2015). Although this is
gradually changing, remnants of the old mindset persist, where teaching young children is not
seen as a prestigious career. This cultural view can influence policy priorities and public support.

Several educators in the study voiced a desire for greater public respect and understanding of
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their profession. They believe that if society at large recognized the expertise required to nurture
and educate preschoolers, there would be stronger political will to address issues like workload
and pay. Notably, policy reviews in Hong Kong have also highlighted stakeholders calling for
the government to elevate the status of ECE and even move towards universal government-
funded kindergarten education. The rationale is that making ECE truly part of the public
education system (with proper funding and planning) would institutionalize better support for

teachers and quality standards.

Considering these macrosystem insights, urgent systemic interventions are needed, as
incremental tweaks will no longer suffice given the magnitude of the challenges faced by the
early childhood education (ECE) sector. The government and policymakers must take a decisive
leadership role in bolstering the foundation of ECE. One key recommendation is to increase and
target funding specifically for improving ECE workforce conditions. Higher government
investment could support a standardized salary scale applicable to all kindergartens—both public
and private—ensuring equitable and competitive pay across the board. In addition, such funding
should also be allocated to hiring auxiliary staff, including teaching assistants, social workers,
and special educators, to mitigate teacher workload and enhance the attractiveness and security

of ECE positions.

Another important intervention is the implementation of clear salary progression and
incentives to establish transparent career pathways for ECE teachers. This could involve
structured salary increments, promotion opportunities (such as senior teacher or curriculum
leader roles), and retention bonuses for milestones such as three or five years of service. These
measures would address the economic factors contributing to high turnover rates and underline

the value of experienced educators, thereby encouraging retention. Moreover, a comprehensive
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policy review of workload and requirements is essential. The Education Bureau should, in
collaboration with teacher representatives, critically evaluate and streamline administrative and
curricular requirements imposed on kindergartens. This process might involve simplifying
quality review documentation and eliminating non-essential tasks, with any future policy
initiatives incorporating teacher workload impact assessments alongside necessary support, such

as funded training and additional manpower when new curricula are introduced.

Flexibility in policy implementation is also paramount. Allowing kindergartens some
leeway in meeting guidelines—so long as they can demonstrate alternative methods of ensuring
quality—would alleviate the stress imposed by strict, one-size-fits-all mandates. Decentralizing
decision-making power to empower school leaders and teachers to adapt policies in ways that are
more conducive to their specific contexts could further reduce administrative pressures.
Enhancing professional development and institutional recognition represents another critical area
of focus. Government bodies and professional organizations should provide ongoing professional
development opportunities that go beyond pedagogy to encompass skills such as time
management, emotional resilience, and cultural competency for working with diverse families.
Participation in these programs should be incentivized, whether by counting towards promotion
criteria or offering paid study leave. Alongside professional development, public recognition
programs—such as “Outstanding Early Childhood Teacher” awards and media campaigns—can

serve to elevate the status of ECE educators and reinforce their value within the institution.

The creation of stakeholder collaboration platforms is recommended to ensure that
teachers, principals, parents, and policymakers regularly engage in dialogue to address
challenges and co-create effective solutions. The establishment of a standing ECE Workforce

Well-being Task Force, for instance, could facilitate ongoing monitoring of indicators such as



234

turnover and stress levels while providing informed policy recommendations. Finally, a broader
cultural shift and heightened public awareness are essential. A societal campaign to elevate the
importance of early childhood education would involve public service announcements, the
integration of ECE topics into general education curricula, and community events that highlight
the critical nature of early childhood development. When society and government leaders
explicitly recognize and celebrate the contributions of ECE educators, both teacher well-being
and the overall quality of early childhood services are enhanced. High teacher well-being is
associated with superior teaching performance and improved child developmental outcomes,
while low well-being often correlates with increased teacher shortages and a declining appeal of
the profession. Therefore, investing in teachers is ultimately an investment in children and

society at large.

The chronosystem perspective reminds us that these issues and interactions are not static;
they evolve over time and are influenced by temporal changes and critical events. The
longitudinal two-wave design allowed us to observe how certain factors and well-being
indicators changed (or persisted) over the study period. Notably, we found that without
meaningful interventions between the two waves, teachers’ levels of stress and burnout remained
high, and in some cases worsened over time. For example, by the time of the second wave, a
small but concerning number of educators who were coping in the first wave had transitioned
into the high burnout category. This suggests that the passage of time alone, in an unchanged
environment, can lead to cumulative wear-and-tear on educator well-being —a phenomenon akin
to “accelerated burnout” when systemic issues are not addressed. It underscores the urgency that

delays in intervention can have compounding negative effects. If high job demands and low
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supports persist year after year, more teachers reach a breaking point, and the pipeline of

experienced educators diminishes.

The chronosystem also includes historical and contextual events that impacted the
participants of current study. During the period of study, Hong Kong’s ECE sector was affected
by macro-level events such as the ongoing impacts of the COVID-19 pandemic and the
implementation of new education policies (e.g. the continued roll-out of the free kindergarten
scheme). These events had temporal dimensions: for instance, COVID-19 caused intermittent
kindergarten closures, a rapid shift to home-based learning, and then a transition back to
classroom with new health protocols. Teachers in this study noted that the pandemic period was
extremely stressful — they had to adapt overnight to online engagement with very young children
and then manage health anxieties upon returning to in-person classes. This global crisis likely
exacerbated existing stressors and introduced new ones, illustrating how an external event in the
chronosystem can ripple through all ecological levels (macro policies on school closure, exo-
level changes in school operations, meso-level new demands on parent-teacher coordination for
home learning, micro-level personal health concerns) (Markowitz & Bassok, 2022). By the
second wave of data (which occurred after the peak of COVID disruptions), some teachers
reported a slight relief in certain stress (e.g. no more remote teaching), but others reported new
issues (children had more behavioral difficulties after long absences, requiring extra teacher
effort). The lesson from the chronosystem influence is that resilience and contingency planning
are key — the system must be prepared to support teacher well-being amid changing conditions,

be it public health crises, economic downturns, or demographic shifts.

To ensure that the early childhood education (ECE) system thrives over time, a forward-

looking, proactive approach is necessary. Continuous monitoring and research should treat



236

teacher occupational well-being as a key indicator to be assessed annually, much like student
performance is routinely tracked. In this regard, government agencies and academia ought to
collaborate on regular surveys or longitudinal studies to monitor teacher well-being, turnover
intentions, and overall job satisfaction. Such proactive efforts would enable the early
identification of concerning trends and timely policy adjustments, rather than waiting for a crisis

to occur.

Moreover, it is essential to phase in reforms with a long-term commitment. Any
interventions—such as salary increases or the hiring of support staff—should be institutionalized
and supported by sustained funding and political will, rather than relying on one-off grants. A
multi-year strategic plan for the ECE workforce could be established, with clear targets (e.g.,
reducing turnover to below 10% within five years and increasing the average years of teacher
tenure) and the alignment of resources to achieve these goals. Stakeholders have raised concerns
about the government’s previous lack of long-term vision in early childhood education (Wong &

Rao, 2015).

In addition, building resilience to external shocks is critical. Developing contingency
supports for teachers—such as creating robust digital infrastructure, offering targeted training for
rapid transitions to remote learning, and establishing emergency funds and mental health crisis
services—will help ensure that educators are not left to shoulder the full burden of future
disruptions alone. Learning from the COVID-19 experience, such measures can better prepare

the system to handle unexpected challenges while safeguarding teacher well-being.

Lastly, cross-sector collaboration is vital for long-term sustainability. Addressing issues
such as low birth rates, which affect enrolment, requires coordinated efforts across multiple

sectors including housing, healthcare, and economic policy. If birth rates continue to decline,
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education authorities may need to consider consolidating resources—such as merging classes or
schools—while simultaneously managing the teacher workforce through strategies like retraining
or redeploying surplus teachers, rather than downsizing. This integrated approach ensures that

both child welfare and teacher well-being are supported amid significant demographic shifts.

Conclusion

In summary, the current study’s ecological approach highlights that improving ECE teacher well-
being requires systemic solutions at every level: nurturing supportive classrooms and peer
networks (microsystem and mesosystem), strengthening school leadership and community ties
(exosystem), instituting robust policies and cultural recognition (macrosystem), and planning for
future challenges and longevity (chronosystem). By acting on these implications, policymakers
and education leaders can help break the cycle of stress and attrition, foster a more resilient and
satisfied workforce, and ultimately secure the long-term quality of early childhood education in
Hong Kong. This multi-level, multi-stakeholder commitment will ensure that ECE teachers not
only survive in their roles, but truly thrive — to the benefit of the children in their care and society

as a whole.
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