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Working with Other Staff Members

| show positive attitudes toward other staff mem
— | give directions carefully.

| take directions from others.

| participate as a team member.

| share my time, interest, and resources with
| listen and hear staff feedback regarding my
| act on suggestions.

L

Figure 5-5 (continued)
Interpersonal communication
Professionalism
Dependency
Cultural sensitivity
% Respect for individual differences in adults and
children
Preparing and maintaining appropriate learn-
ing environments
Health and safety
Personal qualities
Coevaluation. Evaluation by others associated
with the teachers is a welcome addition to the
evaluation process. Often a system includes
more than a teacher’s supervisor. Possible combi-
nations are:

Teacher (self-evaluation) and supervisor

Teacher, supervisor, and parent
Teacher, supervisor, and another team member
(teacher, aide, student teacher)

A team evaluation is a more collaborative
approach. More information is collected on the
teacher’s performance. A team approach may be
more valid and balanced because a decision
about teaching will be made by consensus and
discussion rather than individual, perhaps arbi-
trary, methods. And the evaluation will have a
wider perspective, evaluating a teacher’s job
performance from several viewpoints.
Coevaluation does have its disadvantages,
however, It is a time-consuming process because
more than one person i asked to evaluate a
teacher, Feedback may be contradictory; what one
evaluator sees as a strength, another may view ag
a shortcoming. The system can be complicated to
implement, For instance, how do teachers work in
a clagsroom and evaluate another team member
at the same time? Can funds be found to bring in
substitutes? Do fellow teachers have the time to

| coordinate my efforts with those of my cowort|:1t:afr3:s
0

teaching.

| communicate my perceptions of my teaching in a

bers.

taff members.

n honest and clear manner.

evaluating each other? How ang v
does a parent evaluate a teacher? Cle aly, 5
school must weigh thes_e issues carefully ag bty
uation systems are devised.

devote to

A Systematic Process

Many evaluations are based on observable,
specific information.a}bout a te:acher’s activi.
ties and responsibilities. This is known gs 4
performance-based assessment. Figure 5-6 is g
example of performance-bas.ed assessment i
regard to a teacher’s work with children. Whep
paired with specific goals and expectations, this
system is known as competency-based assessment.

Competency-based assessments outline
exactly what teachers must do to demonstrate
their competency, or skill, in their job responsibil-
ities. Criteria are set as a teacher begins working
(or a student starts a class or teacher education
program). Areas are targeted that pinpoint what
knowledge, skills, and behaviors the teacher
must acquire.

The evaluation tools or format determine
how valid the information gathered will be.
Informal techniques may result in unreliable
conclusions. A process that is formalized and sys-
tematic, related to goal-setting and professional
development, has a greater chance of success.
While it is important to select an appropriate
method and assessment tool, keep in mind that
it is the process through which the evaluationis
conducted that matters most.

Cultural Awareness and
Sensitivity

Throughout this text there are many exampl®
that acknowledge the importance of culture it the
carly childhood setting. Often the differences we
see between others and ourselves are obvious:
sometimes they are not, Gonzalez-Mena ('-3““’
writes about the ways our cultural framewor



213 I—

CHAPTER 5 THE TEACHER'S ROLE

TEACHER GOAL

To help each child develop a positive

self-concept | greet each child with a smile and a

; Personal o
To help each child develop socially, | AL
emotionally, cognitively, and physically have goals for each child in each

developmental i
To help provide many opportunities for area, Fall and Spring.

each child to be successful :V'V.Darem conference sheets have examples;
Or instance, Charlie didn’t want to come to group time, so | had him

pick the story and help me read it—he comes every day now!

This is my weak point. | tend to talk too
much and tell them what to do.

To encourage creativity, questioning,
and problem-solving

To foster enjoyment for learning in

each child Lﬂ‘;g'eat group times and give everyone

T facilit.ate c-hildrenfs dev<_=.|opment ofa | participated in .

neathy dentity and inclusive social skl T
Figure 5-6 Performance-based assessment tiesxt‘l.wre;o;!;r Fehe i
asks the teacher to do a self-assessment; a director, parent, or

of the program to a teacher’s work. This example
peer could observe and make a second assessment.

influences our assumptions about other people’s
values and behavior. Cultural awareness has an
effect on how a teacher relates to children, and
this needs to be taken into consideration when
assessing a teacher’s performance. Insight about
a teacher’s social and cultural background is par-
ticularly useful if the evaluator is a member of the
majority population and the teacher is not.

Caruso and Fawcett (1999) define five spe-
cific cultural factors that can affect communica-
tion, particularly where supervisors and staff
members are concerned. They are:

1. Time sense. Being on time and doing tasks in
a timely fashion are high priorities for many
people raised in mainstream American cul-
ture. Each culture has its own concept of
time, and the teacher who is always late for
meetings may be reflecting the cultural con-
text in which he or she was raised.

2. Space. How close you get to someone while
talking is also a function of cultural context.
In some cultures, invading another’s per-
sonal space (their “comfort zone”) is consid-
ered rude. If a teacher backs away, she may
be considered cold and unfriendly. If the
teacher is the one getting too close, he may
be seen as forward and aggressive. These
perceptions may be innocent reactions
based on their cultural sensibilities and
should be viewed in that light.

3. Verbal and nonverbal communication.
Eye contact is seen in some cultures to be

disrespectful if prolonged; to others it may
be a sign of interest and attentiveness.
Other facial expressions, such as smiling
(or not), gestures, and body language, com-
municate different things from culture to
culture. Silence, too, is used in different
cultures in a variety of ways with an assort-
ment of meanings. Speaking loudly may be
a cultural norm or it may communicate
anger and accusations. Teachers and their
supervisors need to learn each other’s com-
munication styles and be particularly
aware of those that are culture-bound.

. Values. Our values drive our behavior and

responses. If a teacher comes from a back-
ground that emphasizes dependency in the
early years and the school philosophy is one
that encourages early independence, a cul-
tural conflict can erupt and affect a
teacher’s evaluation adversely. Supervisors
and teachers must understand each other’s
value system and what causes each of them
to make certain decisions.

. Concepts of authority. The way people deal

with authority is also culture-specific.
Early childhood professionals who super-
vise and evaluate staff members from cul-
tures different than their own need to be
aware of what cultural expectations sur-
round the issue of authority. In some
instances, authority figures are often male,
and females are raised not to question
authority. A correct answer may be more
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;
culturally appropriate than expressing ones
true feelings or ideas. The supervisor can
avoid misunderstandings if he or she 18
aware that the teacher is used to an au?hor-
itarian style of leadership from supervisors
and thus gear the conversation accordingly:

The evaluator has a rare opportunity to create
bridges of understanding between and among
many cultures. Jones (1993) notes that by seeing
the connection “between their own cultur'al
knowledge and their behavior as professionals in
an early childhood setting,” they can become “C.UI_
tural brokers.” Within their school community,
they can create a two-way interchange about cul-
turally relevant issues with children, parents, and

other teachers.

Follow-Through

What happens after evaluation is critical to the
overall success of an evaluation system. For
instance, after gathering information for an eval-
uation session, a supervisor and teacher might
discuss and evaluate concrete examples and live
performance. Together they can establish goals for
changing what may be ineffective or problematic.

Follow-through is the final part of the con-

tinuous feedback loop in a good evaluation sys-
tem. Data are collected on teacher behavior and
given to the teacher in person. Goals are set to
improve teaching. A follow-up check is done peri-
odically, to see how—and if—goals are being met.
Teaching improves as recommendations are put
into practice. Follow-through makes the feedback
loop complete as information about improvement
is communicated. Refer back to Figure 5-4 that
illustrates this cycle.

Evaluation takes hard work, time, and ded-
ication to a higher quality of teaching. It is also a
shared responsibility. The supervisor must be
explicit about a teacher’s performance and be
able to identify for the teacher what is effective
and what is problematic. The teacher is respon-
sible for participating in the evaluation.

Techniques for Productive
Evaluation Sessions

Teachers must value the process itself. Evalu-
ations emphasize how valuable the work of pro-
fessional teachers is. The benefits of productive

with colleagues.

e

1 What teachers know about understanding and respecting diversity in children and f'é'n;ilies needs to be translatéd into work

ion sessions are clear. They .
fr;;lriited self-esteem, highgr levels of ;ﬁf f,%
tiveness, and less absenteexsr'n and t, veﬁec.
assessment—related salary raises ang % :r.t‘)
benefits. Teachers need to analyZe' and oy i
ously the substance of the e"a'luatlon i unse“-
stand its implica.tlons for their teaChing' 5 )
ther their profe_ssmnal growth, they must g, th."
opportunity to improve the tools of theip frady is

Certain techniques help make e"aluat'-
sessions productive for teachers: ion
1. Become involved from the beginning %

evaluation procedure is establishe : Knthe
what is expected and how you wil] pg eva?:

ated.

Set a specific meeting time for youy, evaly
tion. Ask your supervisor for a tim, thai
works for you both. a
Set some goals for yourself before Mmeetiy
with your supervisor. If you know what y,
want to work on, you are more likely t gel:
help achieving your goals.

Develop a plan for action. Be prepareq fokg
a timeline for when and how you wi] Work
on your goals.

Establish a feedback loop. Make a f0110w.up
date, and make copies of your goal sheet for
both you and your supervisor.

6. Approach the meeting with a sense of trust
respect, and openness. Planning aheaq pro-’
motes these attitudes.

What results from productive feedback sessions
are better teaching and continued professional
growth. Teacher evaluations help recognize
strengths and build on them. They identify areas
where growth is needed. They individualize the
process itself. No two teachers are identical; each
evaluation must be interpreted in terms of the
behavior and stage of development of the indi-
vidual person.' As teachers become more effec- (
tive in their work with children, the quality of
the entire program is improved.

B THE BEGINNING TEACHER

Beginning teachers of young children cannot
expect to successfully blend all of the many facets
of a teacher—personal, team, and professional

ing




teacher invests himself emotionally as

——————

The beginning
well as physically.

identity—at once. Certainly, teaching young
children carries with it the obligation to under-
stand and accept the many roles and responsi-
bilities associated with the title of “teacher”
However, beginning teachers must also be com-
mitted to the time and energy needed to become
that total teacher.

Beginning teaching can be a great deal of
fun as well as a unique learning experience.
Textbook theories come alive as children natu-
rally demonstrate child development concepts.
New teachers expect to learn about individual
child growth and development; many are sur-
prised to discover that they also learn how chil-
dren function in groups and with adults.

Planning and executing activities that fit
the needs and abilities of the child are anoth-
er part of the beginning teacher’s role. They
provide an opportunity to test curriculum
ideas, to see what happens when child meets
materials. Working with an experienced
teacher who models highly polished gkills is an
important part of the new teacher’s experience.
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umber
teache
aching gituat

aching is {‘Ot
clf-searching

Identification with a 0
can help the beginning
identity, and a team te
especially supportive.

Yot we know that first-time te
always fun.Itisa time for intensive 3
and self-revelations.’ Many teachers
experiences loom pefore them and
their confidence. Planning lessons :
hours. There may still be doubts about being 2
teacher at all. It is uncomfortable to feel judged

and criticized by others. This is a time of anxiety
for most beginning teachers. But remember; gven
the poised, confident, and always-dqes-the-nght-
thing master teacher Was once a beginner.

r find 2 teaching
ion can be

The Student Teacher

Many teacher training programs require 2 fqr-
mal period of supervised work with young chil-
dren either in the college’s child development
center or in early childhood programs through-

For students in such a pro-

out the community.
gram, practice teaching may be the first hands-on

opportunity to work with children.

Beginnings
important as they are for young ¢
first days of school are planned very care

likewise, there are some S

for student teachers are just as
hildren. A child’s

fully;
trategies for easing the

Good teachers know when to help children learn new
skills.

% 1 This may be the first time some students confront their attitudes toward classroom diversity and inclusion.

¥



g e handlglarg roup;sofchlldren Learning to develop story

Through experience, teachers learn how to handle large g
reading skills is an ongoing process.

transition from student to student teacher. The
following guidelines will help to make the first
days of student teaching a satisfying and posi-
tive experience.

Before School Starts

Contact the teacher and meet before school
begins. Find out what time school begins, where
the classroom is located, what the age group is,
the size and makeup of the class, the daily
schedule, and what hours you are expected to be
on site. Ask if there are children with special
needs and if there are cultural considerations of
which you should be aware.' Find out what is
expected of you the first few days. Be sure to
meet the other administrative staff of the school.

Visit the classroom to which you are assigned to
become acquainted with its layout. Tour the yard
as well. Find out where the janitor's room,
kitchen, nurse’s office, and storeroom are located.,

g 1 This may mark the beginning of a new teacher's pluralisl.ic r.nlndseir AR
R
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time and

Share with the master teacher any special skills

or talents you may have; let the teacher help

you use these skills in new ways with young
children. Let the teacher know about any other
experiences with children: baby-sitting or camp
counseling. Be sure to let the teacher know of
any course requirements you must meet by this
experience.

Together, you, the master teacher, and your col-
lege instructor in student teaching will set goals
and expectations for your student teaching expe-
rience. This will define more concretely what you
would like to get out of the time you spend in the
classroom, whether it is gaining experience with
a group of children or learning to lead a group
time by the end of the semester. By establishing
common goals, the master teacher will be able to
help guide a course so that these goals will be
realized. An evaluation process related to those
goals should be agreed on so that you will learn
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whether you have met the expectations of the
teacher, the school, and the program.

THE WHOLE TEACHER |
At some point teachers emerge with their own
oint of view about teaching, based on self-
knowledge of what calls them to teaching, why
they teach the way they do, and what they know
of the children they teach. This integration of
knowledge and training, experience and life, is
referred to by several names. Some say “real”
teachers. Others refer to the “total” teacher. A
common phrase is the “whole” teacher. Any one of
{hese terms is an apt reflection of the relation-
ship between how teachers view children and
how they see themselves. There is a meshing of
the emotional, physical, intellectual, and social
aspects of each human being, adult or child.
Something happens when this blending
oceurs. During the first few years in the class-
room, teachers consolidate their various official
functions—merging their teacher training and
experience with their personal style and nature.
To discover and define the role of a teacher
means to develop a personal teaching style. This
is the sum of one’s response to teaching, and it is
unique to each teacher. When it happens, a
beginning teacher becomes aware of “feeling”
like a teacher. The strengths and convictions one
has as a person blend with those one has as a
teacher; they become inseparable. What teach-
ers do and what teachers are become woven
together. And in adding the personal teacher to
the professional teacher, the sum becomes
greater than two, allowing the whole teacher the
freedom to grow in insight and understanding.

Wsuvmvary

Teachers of young children share with other
teachers a variety of subject matter. The curricu-
lum in the early childhood school is rich in math,
science, language, social studies, geography, and
the like. The format for these learning experi-
ences is a “hands-on” approach, Teachers set out
materials, equipment, and activities that invite
children’s interest and interaction.

In some area the early childhood teacher
differs from others in the field of education. Team

CHAPTER 5 THE TEACHER'S ROLE

teaching, teacher—child interactions, small-group
emphasis, and adult relationships are more com-
mon in the early years than in other types of
schools.

The teaching role is not res

just with children. Teachers mus
with numerous adults—primarily parents, Othf’r
teachers, and administrators. Teaching roles will
vary, depending on whether you teach alone or on
a team. Team teaching is common in many early
childhood programs and has many advantages.
By keeping in mind ten essentials for successful
teaching, all early childhood teachers can ensure
themselves of optimal working conditions in their
setting.
Early childhood teachers have multiple
roles. They supervise and manage the classroom,
interact with children and a number of adults,
and set the emotional tone. Much of what they do
occurs away from children. There are meetings to
attend, reports to write, parent conferences to
hold, and materials to purchase. These after-
hours duties add to the depth of classroom expe-
riences the teacher provides for the children.

Ethical situations arise frequently, calling
on the teacher or administrator to make difficult
choices about children and their lives. A profes-
sional code of ethics sets out standards of behav-
jor based on core values and commitments all
early childhood professionals share. It can sup-
port decisions individuals have to make in the
best interests of children.

A systematic teacher evaluation process that
is linked to professional growth opportunities is
important. The process should include a self-eval-
uation by the teacher who, with a supervisor, sets
appropriate professional goals. An evaluation by a
supervisor and goal setting that relates to the pro-
gram’s philosophy and mission are also part of the
process. Continuing growth within the profession-
al field includes understanding the cultural con-
text out of which teachers relate to the children,
families, other staff members, and supervisors.

The student teacher gains valuable experi-
ence working directly with children under the
supervision of a mature teacher.

As they grow and gain confidence, teachers
pass through several stages of professional devel-
opment and search for ways to be more effective-
ly challenged. As they integrate teaching style
and personality, they become whole teachers.

tricted to working
t learn to interact
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continuing education competency-based
feedback loop assessment
performance-based

assessment

emotional framework
self-awareness
anti-bhias

Review Questions

1. What do you think are the five most important qualifications a teacher of young children should have? Why?

Which do you possess? Which are most difficult for you?
2. How does a teacher “set the tone” for a classroom? How does being culturally competent fit in?

3. Give several reasons why team teaching is important in the early years.
4. List some of the common problems associated with student teaching. How can you avoid them?

. Why is self-awareness important?

S

6. What does having a code of ethics mean to a teacher?

7. You will note many similarities if you review the Ten Essentials of Successful Teaching gnd the characteristics of 5
good school climate found in the teacher burnout section. Why do you think these are interrelated?

. Who can be involved in evaluating teachers? Who would you prefer? Why?

o

How can teachers help to make their evaluation sessions productive?

0

Learning HActivities

1. Draw a picture of the first classroom you remember. Place furniture in it, and note where your friends sat, where
you sat, and where the teacher sat. Down one side of the paper write one-word descriptions of what you felt when

you were in that classroom.
2. Survey a classroom where you teach or observe. How many different cultures are represented? How does the
teacher respond to the cultural diversity?
3. Have you ever had a teacher who was “different”? Describe the person. What did you like most about that
teacher? What did you like least? Would you hire that teacher? Why?

4, Write your own code of ethics.

5. Read th‘e ethical situations posgd in the section on professional development. Think about how you would solve
them. Discuss your answers with a member of your class, a teacher, and a parent.

6. O:ser;/e a te;;cherhv’\'/oorking ina tean; situgtion and one who works alone in a classroom. What seem to be t‘he
:e::?nY?J?;ss:veiig y;earl;a vantagost Which would you prefer for your first year of teaching? Why? Your third

7. Do you disagree with any co;e yalues listed in the Ten Essentials of Successful Teaching section? What are they?
How would you change them? Discuss your response with another teacher, another student, or your class instructo:

-
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discuss the popular i
roups: popularimages of teachers as reflected in current movies and literature. Is there con-

8 fthE; paocrlt\r::; gzzi::(;l;?jr:a;(s)dgy? Where do early childhood professionals fit into the pictur
outte ed anywhere? Where? How? By whom? What would you conclude about your

sensus ©

jsed @ . ;
IZIe as @ member of the teaching profession?
[

What el
reachers’

. Ty to estd

ments would you add to Figure 5-1 on the basis of your observation of early childh

a7 Are issues

ood programs and

blish goals for your own growth as a professional in the following areas:

Goal iact s
Ared Objectives/Implementation Timeline
programmatic
AR
Administrative
PN R
Staff Relations
P S e
Prafessiona/ Growth
i ar i o
Ask your supervisor or a colleague to help you make a realistic timeline for each goal.
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