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SECTION 3 WHO ARE THE TEACHERS?

'WHO ARE THE TEACHERS
OF THE YOUNG CHILD?

Margarita had always wanted to be an early
childhood teacher. Right after high school she
went to a community college and earned her
AA degree. Shortly after her first child was
born, she became a licensed family child care
provider and cares for infants and toddlers in
her own home. It is important to Margarita
that she feels she is making a contribution to
the family’s well-being as well as enjoying a
satisfying career. She plans to pursue her BA
degree in the evenings when her children are
older.

Paul recently spent several years teaching
in a school for emotionally disturbed children. He
has been a lead teacher for four-year-olds at the
child care center for two years, gaining experi-
ence with children whose developmental pat-
terns are typical. Paul wants to remain a teacher
but is concerned about the salary levels. He has
given himself one more year before he will make
a decision.

Kendra’s four children were in parent coop-
erative nursery schools, where she enjoyed the
companionship of so many other parents of
young children. After a few years of teaching ele-
mentary school, she is now director of a parent
co-op and teaches children from ages two to five.
She particularly enjoys leading weekly parent
discussion groups.

Elva was the most sought after parent-aide
in the school after she began helping out when
her two boys were ages four and five. This suc-
cess stimulated her to get an AA degree in early
childhood education, then a Bachelor’s degree in
child development. She is now a kindergarten
teacher in a bilingual program.

Although all of these people had different
motivations, they all were drawn to the early
childhood classroom. They may teach in different
settings, have different educational backgrounds
and skills, yet they do share common everyday
experiences of the teacher of young children.
They plan, observe, listen, help, learn, play, con-

sole, discipline, confer, comfort, and teach the
children and adults who make up their particu-

lar world of early childhood.

Teacher Diversity

-+udinal study (Whitebrook, Sakai,
?ng}ogvzltel;, 2001) based ‘On Observat.ions ?srlger
same child care centers in thr({e Cahfornia o :
munities from 1994 to 2000 gives a glimp,. O_f
the diversity of teachers and caregivers jn -
ings. The study is unusua] % ly

ildhood settings.
lc)}:sed on observations and data collecteq f;t)::

the same centers in 1994, 1996, and 2000, T
following picture emerged:

97% of the teachers were women.

339 were members of minority groups,

33% spoke a language other than Engligh

fluently.
. 68% had associates degrees.

@ 37% had bachelor’s degrees or higher.
= 95% were under 30 years of age.
53% were between 30 and 40 years of age,

=]

The study also noted that 44% of the classroomg
had Spanish-speaking children, but only hgj
were staffed by at least one Spanish-speakjng
teacher. Nearly 50% of the classrooms haq
Chinese-speaking children, yet only 7% had 5
staff member who spoke Cantonese or Mandarin.
Not surprisingly, nearly 30% of the teaching staff
in the sample reported that parents had difficulty
communicating with the staff because of language
x:

barriers.!
According to the U.S. Bureau of Labor

(2001), center-based care throughout the United
States reflects a similar demographic picture in
the gender, ethnic, age, and amount of education

categories.

_Comparison with Teaching
in Other Educational Settings

The nature of teaching in the early years is unlike
that of other age groups. At first glance, the dif
ferences in teaching preschool and older children
may outweigh any similarities. There are some
common elements, however, that link the two.
Early childhood teachers teach what other teach-
ers teach. The curriculum in the early years is rich
In math, science, social studies, history, language
art, and geography, as it is in any other grade.

1 We must continue to collect and use ethnic data on childr ;
: , s en and teach g ,
A continually address equity and justice issues in the early childhood fielgrS * Sl stdhaod programs o anaure et 18

.




parly childhood teachers and thejy elementary

e high school counta‘paets share many of the
ustrations of the teachn}g profession§10ng
hours, low Pay, and a people-intensjye workplace
They also share the joy of ’teaching_the ODpor:
ity t0 influence children’s liveg and the gatjg.

enges that

faction of meeting tl_le daily chall

teaching children provides. Figure 5.1 highlighys
o similarities and differences between eay]
childhood teachers and others, A

il THE TEACHER'S ROLE

pefinitions

Over the years the teacher’s role in the early child-
hood classroom has been defined in many ways,

ELEMENTS OF TEACHING

CHAPTER 5 THE TEACHER'S ROLE

Two 30-year-old descriptions are still valid today
When defining the innumerable variety of tasks
teachers perform. Spodek (1972) noted that the
teacher is part lecturer, storyteller, traffic director,
conflict mediator, psychological diagnostician, cus-
todian, and file clerk. Stanton (Beyer, 1968), a pio-
neer early childhood teacher, added plumber,
carpenter, poet, and musician to the list, as well as
degrees and training in psychology, medicine, and
sociology. “Now, at 83, she’s ready!” said Stanton.

_ This diversity is exactly what makes teach-
Ing in the early years so appealing. The multiple
roles a teacher plays add challenge to the job. Nor
are these descriptions exhaustive; the list could
include adult educator, parent resource, faculty
member, chief purchasing agent, nurse, program
planner, staff supervisor, business manager, treas-
urer, personnel director, employee, and employer.

180  E——

AND LEARNING

How teaching and
learning occur

Play opportunities

Opportunity for child
to make choices

Classroom
environment

Daily schedule

Small group interactions
Large group interactions
Outdoor activity

Parent relationships

Working with other
adults

Educational materials

Evaluating students

Age range of students

Art, music, and
physical education

Teacher training

Figure 5-1 The nature of teaching in the early y

EARLY CHILDHOOD

SETTINGS

Through teacher—child
Interactions and concrete
use of materials

Guides children toward discovery
Primary learning medium is play

Many choices throughout
the day both inside and out

Abundant floor space, many activity
centers, variety of materials

Large blocks of time for unlimited
exploration of materials and for play

Maijority of teaching
Few times a day

Teachers involved as intensively
as they are in the classroom

Frequent, if not daily, contact

Often works with aide, assistant
teachers, and parents

Toys, games, natural materials, blocks

Observational and anecdotal
assessments, portfolios

Emphasis on growth of whole child
May have 2-2); year age span
or greater

Available throughout the day as an
ongoing part of curriculum

Strong child development foundation

ELEMENTARY AND
HIGH SCHOOL SETTINGS

Through lectures and
demonstrations that
are often teacher dominated

Teaches subject matter
Usually just at recess

Few options—all students do
same activity most of the day

Rows of desks and tables

45-minute to 1-hour
periods on subject matter

Much less frequent
Majority of teaching

Others usually supervise play yard—
little direct teacher interaction

May see them once a year as child
grows older

Usually teaches alone or with
part-time aide

Textbooks and worksheets
Grades, tests, and report cards

Standardized academic assessment
Usually same age

Restricted to a special class, time,
or teacher

Emphasis on subject matter

ears is unlike that of other age groups.
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(The role of the teacher in relationship to parents
and programs further discussed in Chapter 8.)

Two prominent early childhood teacher edu-
cators reinforce the value of having teachers who
have a theoretical and historical grounding. Jones
(1994) tells us that teachers, like young children,
are constructivists. The complexity and unpre-
dictability of teaching, she says, call for on-the-
spot decisions, and those decisions are based on
developmental and learning theory and construct-
ed from the teacher’s own experience and practice.
Spodek (1994) calls for teachers to know the his-
tory and traditions of the field along with theory
but also stresses the need to know “the cultural,
social and political contexts in which early child-
hood education functions.”

Teaching is defined as those daily “acts of cre-
ation” (Phillips, 1994) that are constructed from
the teacher’s own repertoire of skills, knowledge,
and training, added to what he or she observes
about children and his or her interactions with
their families. The teacher as a collaborator is
a significant part of the teacher’s role definition
in the schools of Reggio Emilia, Italy (see
Chapter 10). Collaboration reinforces the notion
underlying many definitions that teachers are,
first and foremost, lifelong teachers.

Perhaps the job would seem more manage-
able and less overwhelming to the new teacher if
some of the responsibilities were categorized.
What teachers do with children is not all there is
to teaching. Some of the work occurs outside the
classroom. It is helpful to look at the teacher’s
role in another way. What are the things a
teacher does with children? What are the things
a teacher does after the children go home? How
does the teacher interact with other adults in the

early childhood setting?

In the Classroom

Interacting with Children

It is no secret that most teachers find their
greatest satisfaction and challenges in the first
role—who and what they are with children. The
teacher—child interactions, the spur-of-the-
moment crises, the intense activity, the on-the-
spot decisions, the loving and nurturing, go far
in making one “feel” like a real teacher. Helping
Rhonda get a good grip on the hammer, soothing
Josh and Benno after they bump heads, and

: o with Alexa about h_er drawing
::Zzl;xl{] gf teaching young chlldr?n_ These :nacto the
ters are enjoyak.)le and PfOV‘l(‘le Momeny 1;]1,
interactive teaching oppo.rtumges.l These i o
blish good relationships with ¢}," 7 §,

help esta | chi
dren. It is during these spontaneous, a"S’thinlgl:

can—happen-and-probably-wi.ll times that teachy
display their craftsmanship. The reg] - rs
teaching comes on the floor of the CIaSSroom' (i
teaching skills are galled on. Respongeg i

automatic and sometimes unplanned, Teacher

intuitively use their knowledge bgse, their expes
rience, and their proven teChr_ﬂques_ Almos£
unconsciously, they reach back in thejr g

for all those things they know about childrey,
Throughout the school day they apply that o
bination of knowledge and know-how.

The creative genius of a teacher is in the ability
to find ways to interact with each child accorg.
ing to that child’s needs, to stretch an attentjo,
span, motivate a child to persist at a task, or pr.
vide opportunity to experiment with materials,
actively and autonomously (Honig, 1979),

Managing the Classroom

A teacher spends a lot of time being a classroon
manager. Being a successful manager is a little
like being a successful juggler. Both require the
ability to think about and react to more than
three things at once. With a simple gesture, a sig-
nificant look, or merely moving nearby, the
teacher maintains the ongoing activity.

Anticipating a clash between Nathan and Julig,
the teacher Miriam intervenes, redirects them,
and moves away. At the same time, she has kept
a watchful eye on Bobby at the bathroom sink.
Passing close to Francie, she touches the child's
shoulder in brief acknowledgment, smiling down
as Francie struggles with the doll's dress.
Miguel and Lea run up to her, grab her by the
skirt and hand, and pull her toward the science
display. They need to ask her something about
the snake. . . . NOW! Jake, the handyman, has
come into the classroom wanting to know exact:
ly which of the climbers needs repair. Sarah, the
parent volunteer, waves to her; it's time to check
on the corn bread baking in the kitchen. Quickl.

g 1 Teaching about the rich diversity that makes up our world can be an integral and spontraneouAs resbongé when interacting With

children.
"R




ronchors model loarning, istening, and loving,

th teacher Hlos o montal note of the names of
(e ohildren who accompany Sarah (o the
Kitehon, As she reachos for o copy of Ranger
Mk (the one with the great snake pletures in (1),
aho observes Angle and her father entering the
room, Thay both ook upget, Tolling Miguel and
Lon sho will teturn, the teacher walks over to
groet tho latecomers, Aw sho moves past Doug,
the student toachor, ghe comments on how well
Wi language game {4 going and suggosts ho
gontinue for anothor five minutes, Glaneing ol
the clock, sho ronlizon IEis almost cloanap time,
Hor anstatant, Chuck, watehes hor Sho looks his
way, and o nonverhal signal passos hotwoon
them, Without o word, thay both understand that
gnacks will b o litle late today. Angle's father
boging o oxplain their delay a8 the teacher
bonds down 1o invite the ¢hild to come and look
atthe new snake cage with her,

In thik wotting, the tenchor hae n major role in
wiporvising n numbor of people, Aldon nnd
volunteers, student tonehors, and visitor ndd Lo
the richnoss of o program, But it in the fonchor
who coordinaton and supoervises their virlous
funetions, From the deseription, 161 cloar that
the tonchors role mi i suporvisor and manager
nchudon holng,

Cavotilor for o pnfo onvironment,

Obsorvor of and lstener to childron,

% Onthoanpot toncher tratner for studonts, nldon,
mnd volunteers,

CHAPTER & THE TEAGHER'S ROLE

B Oneslte supervisor for student teachers

SA lidson and communtoator with parents

,.
SOlting the Tone

Tonehors, ohvioualy, are at the center of netivity,
Divootly op (ndirootly they control mueh of the
netlon, Decaune tonchors are rosponaihle for
what occurs In the elassroom, they must have a
lingor on (s pulse at wll times, As part of the jug
fling net, the toachor taker the pulse while mov
I nround the elaws or yard, But something else
happons, Throughout the day, from the moment
of wevkval, the teacher puts fnto effect another
vital element, The tenchor mets the tone, creal
g an atmosphere In which tenchers and chil
dron will worke and play, The aldll with which it
i done can make the eritieal difference hotween
i elassroom that b alive and supportive and one
(hat fn chinotie or apathetie, Because personality
haw sueh fmpaet i the early childhood setting,
(he tenchor eroates more than an environmental
mood, and doss more than provide the setting
and the learning notivitios,

The teacher establishes what will be the
omotional framowork, This {8 done with body
movements, by the tone of volee, facial expres-
alon or Tncle of them, and nonverbal ax well as
vorbal gestures, The way the ehildren respond
rofloctn thin tone,

Mhis Interaction between the atmosphere the
fenchor erenten and the child's behavior sets the
fone, Young children are vory sonsitive to adult
moodis and attituden, The teacher who {8 upaet or
angry fnvites the childron to renct with thelr own
fonse brand of netivity, A toacher who exudes calm
and confidence, strength and support, will inspire
nomore relaxed, comfortnble atmosphore in which
ehildren can lonrn and grow, I the teachor s puni
(e mnd harsh, the tone of the olassroom will
pollect that, On the other hiand, I tenchors nct on
thelr heliefi that childron dosorve rerpoct and are
fntolligent, capablo human betngs, they will cronto
an entirely difforont elimate—and the childron
will rospond in ldnd,

Normal hehavior for the young ehild neludon
(anbrams, eeying, resttaneo, curiostty, impationce,
omottonal swings, nobwe, and self-contorednos,
Mhis b tho time (o nehdove nosenso of thelr own
soparato sl Thoy need 1 place to work through
tho dovelopmental stagen that thelr needs and
pibare tndiento, The atmosphere that o teachor
cronton tna oy oloment in that procoss,

The wiy tonchors handlo confliet, renct to
(onrd, tho words they wae, and the voleon raised
communtento o divect mersage o the ehild, The

1)) T,
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understanding, the soothing, the warmth, and
the acceptance, create a climate where children
feel safe, secure, and guided. This requires
teachers who respect childhood, the individuali-
ty of children, their growing patterns, 'then'
emerging feelings, and their special capacity to
learn. Today we would also stress the need for
teachers to become culturally competent: to
accept and understand cultural differences, have
a working knowledge of the cultural backgrounds
of the children in the class, and appreciate tl}at
this may be the children’s first experience outside

v their own culture.’ The end result is that

preschoolers will thrive in an atmosphere.inﬂu-
enced by teachers who understand this time of
tension and growth in their lives.

Planning and Evaluating
the Curriculum

As teachers move through the school day inter-
acting with children, managing the classroom,
sensing the tone, they consciously or uncon-
sciously evaluate what is happening:

% The relay race outdoors produced more tears
than cheers; most of the children were interest-
ed in participating when the game started but
drifted away. Why?

% The Cuisenaire rods were never touched today.
How can we make this a more inviting activity?

The toddlers are beginning to participate fully
in the “Eensy Weensy Spider” fingerplay. What
might they like to learn next?

I Several children have asked why Miguel “talks
funny” When would be a good time to talk about
his language and teach the class a few words in
Spanish?™

The teacher notes where and how children
played, the quality of their interactions, and pos-
sible “next steps” in curriculum. These notes are
then discussed with other staff members at the
end of the day or in weekly planning sessions.

Effective ways to develop curriculum plan-
ning are discussed in Chapter 10. It is important
to note here, in discussing the role of the teacher,
that the process has its roots in what the teacher
sees happening in the classroom as children play
and learn. It is constructivist theory in action:

\ers watching and observing childre,, ¢
d support to their learnip, 0 gi

meaning an ! .
childhood teachers use their ob§ewation qk?’ly
collect data as they work with Chlldren, and‘ '“s,

curriculum arognd t(};eblrhkn'omedge v actuﬂ d
clagsroom practice and behavior. ua]

teacl

Outside the Classroom

rtain after-hours tasks are a part of 2
t(z;ching effort. This part of the job may n’;{ toty)
gratifying as working directly V&flth childre ag
teachers must underst.and why it is importa’nyet

A good classroom is often dependen o t.
teachers spend their time away from the ¢ }:{w
dren. Many of the tasks that give addeq g e il.
and depth to a teacher’s curriculum gy, thgth
that, out of necessity, must be accomplisheq aﬁOZe
hours. The two most obvious jobs that fall i r
this category are record keeping and me eting,

Record Keeping

Early childhood teachers and caregiverg kee
variety of records; the type and kind wjj -
from school to school. Although report writin
and record keeping may be considereq time.
consuming, they are essential to any gooq S}
childhood program. Record keeping is baseq onga
number of factors:

i The purpose for which the records will pe used
In schools that rely on government funding'
record keeping is not optional. The c}ﬁldren’s’
progress, the teacher’s performance, and the
program itself must be evaluated on a regula,
basis to ensure continued funding.

1 The philosophy of the school. In laboratory
schools and teacher training centers, teachers
write periodical progress reports on the chil.
dren to guide them in planning.

W As part of a teacher-training process.
Documentation is critical for acereditation of
early childhood programs. For years, CDA
(Child Development Associates) candidates
submitted a written portfolio of their experi-
ences in the classroom as supportive evi-
dence of their competency as teachers of young
children.

I As part of an accreditation process. NAEYCs
accreditation procedures require extensive

1 Emotional support is evident when children see that their family culture is vaiued.

By

R 2 A goal of every early childhood program should be to foster positive attitudes and awareness of cultural differences.



The teacher determines the
children can learn.

r
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documentation of the school’s operation,
ranging from governance and management
issues to teacher effectiveness, space usage,
parent involvement, school philosophy, and
curriculum.

v As a commitment to quality and appropriate

child development practices. Recording chil-
dren’s social and emotional growth provides
information from which insights and inter-
pretation can develop. It may be just a brief
note taken on the run, a thoughtful anecdote
written at length after class, or a checklist of
the child’s playmates for one day. All of these
give teachers a greater understanding of the
role they play in children’s development.

As a means of parent information and educa-
tion. Recorded observations, notes, and simi-
lar data collected over a six-month period
may show that Abraham is not participating

RISy U T
t’ 1 Early childhood teachers are in a unique
: roblems.

R p

position to support early identification, prevention, and treatment of developmental

quality of the child's school experience by providing a supportive atmosphere in which

in any strenuous physical activity and stu-
diously avoids activities that involve balanc-
ing and climbing. This information, when
shared with parents, could lead to a medical
evaluation and diagnosis of possible percep-
tual problems.!

B As a means of developing curriculum.
Curriculum plans and learning activities
sprout from such reports and records. It
wasn’t until such data were collected for entry
into first grade that the kindergarten teacher
realized most of the children in the class were
not sufficiently proficient with scissors.
Curriculum was planned around this need,
and the class learned a necessary skill.

Meetings

Meetings are probably the most time-consuming
of all out-of-class jobs. The teacher may need to

»
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communicate with the other people who are
ivolved in the lives of the childven, divectly or
indivectly. Pavents, other toachers, hahy-atttors,
doctors, and social workors are some of the people
wWith whom a teacher may want (o confor
Thachers attend many difforent kinds of meotings.
Bigure 52 lists the most common,

Other Responsibilities

Some of a teachers aftorhours activities are
intended to fortify and vitalize the classroom.
Therefore, teachors:

B Organize and collect materials for use in class,
They might collect space shuttle books from the
library, find out if the bagol factory will allow field
trips, or cut 18 pumpkin shapes while watehing
television, Teachers are also responsiblo for main-
taining an orderly classroom. They might add pic-
tures to the bulletin board, obtain new books and
records, or replenish curriculum materials,

In additionrto wbrking with children, teachers support

parents when they keep in touch. A brief, friendly
phone call can make a family feel included in their

child’s education process.

N T O

to strengthen

1 Teachers are in a unique position

the bond between a child's school experience and family culture.

w Purchane materials and equipmen thi %
ho ordored, They know that the Idl‘t'lwn 'n:,.,
pow mixing bowls, the supply room iy 1, & oy
conutruction papor, and someone huy g, Dh-kmd
fubrlo for pillow covers, p

Make phone calln, Thin In ulc!uh-k i offiof,

way of keoping in touch, Tonchory may (u:;
')‘u"(ﬂltﬂ (o chocl on childron who gy, nlckvnl
absont, For childron with special negy, I.ml(-hr
ors may noed to contact doctors, “""'"Nu't,..
and other spoecinlints, ;

Work with parents on multiculturg) "“‘Uou
organizing class fairs or school ﬁm(l.,.m”ln.
ovonts, or hold quick telophone conforonee, .
update parents about n child’s progrogg,! Furth,
oxamplos can bo found in Chaptor 8, 1
w Attend professional conferences and Workshop,
and visit and observe other school settingg, This
typo of ongoing professional education helpg
toachers keep abreast of the field,
W Attend in-service training events or study fop an
advanced degree in an area related o early
childhood education,

These duties are a part of the job of teaching
young children but many will be shared wit),
other teachers on the team or at the scho),
Though time-consuming, these responsibilitie
add to the creativity and care that teachers
express for their classes.

Personal Qualities

A teacher’s personality has influence and impact.
When a teacher exhibits a sense of trust, securi-
ty, and support, the children echo those feelings
and behaviors. Children learn to trust by being
trusted; they learn respect by being respected.
Children learn to understand others by being
understood themselves. They learn responsibility
by being treated as responsible human beings.
The personal qualities of their teachers should
include traits that foster those learnings.

Good teachers should have dedication, com-
passion, insight, flexibility, patience, energy, and
self-confidence. Teachers should also be happy
people who can laugh and use their sense of
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h

held usually once @ week for ipdividual teaching
eams. Purpose IS 0 'plan curriculum, set goals,

and discuss children’s progress. Faculty meetings
for all school personnel may be held less frequently,

parent-Teacher Conferences

May be offered on a scheduled basis o they may
pe called by either parents or teachers as needeg
gach school defines its own policy as to the number
and frequency of parent contacts.

parent Education Meetings
Many schools offer evening programs for parents.
Teacher attendance may or may not be required,

Figare] o 2 ICHchers cHoiany different types of meet

more about children, and learn how to become b

humor wisely. Liking children is part of wanting
to work with them; teachers then feel that the job
they are doing is important. Teachers need to be
fair-minded, showing concern for all, regardless
of color or creed. Physical and mental well-being
are important, as is a demonstrated sense of
responsibility and reliability. Teachers who can
be both warm and loving, yet firm when express-
ing disapproval, have good teaching qualities.

The well-rounded teacher, while maintain-
ing a professional commitment, has other inter-
ests as well. Good teachers have an involvement
with the world outside the walls of the child care
center. They want to help children understand
some of the real-life issues and concerns. They
know that their interest in the world at large
transmits itself to children.

Quality teachers personalize teaching,
integrating their individuality into their work
in appropriate ways. By exposing the human
qualities they possess, teachers strengthen the
bond between themselves and the children.

This basic description is a framework,.a
checklist of personal attributes, a place to begin
to look at the human side of teaching. Men and
women who are able to nurture and comfort
children treat them as real persons and vallue
them as children. Expressing this takes practlc’e
s0 that teachers do not intrude on children’s

AR R T

Professional Meetings

Attgl}dance at workshops, seminars, in-service

training, Local, state, and national conferences are

snonso.red by the National Association for the
ducation of Young Children, Association for

Childh.ood Education International, and Child Care
Coordinating Council,

Student-Teacher Conferences
lf‘ schqols used as training sites, teachers arrange
time with individual students assigned to their classes.

Home Visits'

May or may not be optional. Some schools
schedule them before opening day. Otherwise
teachers must arrange them on their own time.

ings, which help them create better programs, learn

etter teachers.

Yvell-being. Teachers do not have to sentimental-
ize childhood or tolerate misbehavior because it
is “cute.” Children deserve teachers who under-

stand their nature and respect the limits of
behavior.

(" The best teachers are the ones who are strug-
gling to become more than they are, on any
given day, and who demonstrate to their stu-
dents that this quest to learn and to grow, to
accept failure and go on to new challenges, is
what life is all about (LeShan, 1992).

Self-Awareness

To be the best teacher possible, understanding
and accepting oneself is vital. Self-awareness
will make a difference in the way teachers relate
to children. Each teacher must ask, “Who and
what and why am I? And how does knowing this
bring some meaning into my life? How does it
affect my life as a teacher?”

Teachers may also begin to realize some-
thing about themselves. They know how and why
children learn as they do, but they may not know
about themselves as learners. Teachers commu-
nicate an authentic appreciation of learning
when they have a sense of it in their own lives.
Teachers might well ask themselves: “Do I see

t 1 Many parents welcome a teacher’s visit. Others may fear criticism or judgment about their home environment or family

> ractices.
R P
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myself as a learner? Where does my learning
take place? How? What happens to me when
something is difficult or when I make a mistake?
Do I learn from other teachers? Do I learn from
children?” Teachers’ recognition of themselves as
learning, growing persons gives an added degree

of sincerity to teaching.
Asking—and then answering—these ques-

tions helps teachers gain insights into their own
behavior as adults and as professionals who work
with children. In perceiving themselves as learn-
ers, for instance, they might see a similarity
between their own learning style and that of some
of the children in the class. Pausing to look at
their own behavior when faced with a difficult
task or in handling a mistake helps teachers
remember what children experience each day.
Opening themselves up to the possibility of learn-
ing from students stretches teachers’ capacity to
grow into relationships with children based on
mutual respect and trust. This is especially
important when teachers do not share the same
cultural background or have no experience with a
particular disability.! Opening themselves to
learning from other teachers creates a foundation
for mutual support, collegiality, professional
mind-stretching, and deepening of friendships.
The first step is self-awareness; the second step is
self-acceptance. Adults who work with young chil-
dren weave these insights into what they are
learning about children. They also adopt these
insights into their relationships with parents and
other staff members. When teachers take the time
to look at their own style of behavior and how it
affects others, they place themselves on a par with
children as learning, growing people.
Self-knowledge—examining values and per-
sonal qualities—takes courage and a willingness
to risk oneself. Children, other teachers, and par-
ents will respond. Accepting oneself is where to

begin in accepting children.

Attitudes and Biases

Knowingly as well as unintentionally, a teacher’s
values and attitudes weave their way into rela-
tionships with children, parents, and other staff
members. This can be both positive and negative,
One way it can be harmful is in the area of
prejudice. Personal beliefs concerning race, cul-
ture, gender, handicaps, and economic status may

_m‘wx‘.&uw&;a;,@, ki Ss
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investigation of individual attitudes and biases

1 Ateacher’s lifelong learning includes self-awareness and the ability to learn frun.1 g)tilerﬂs‘ :
7 Patricia R ¢ . anhinn & inn 1 ; i A
Patricia Ramsey in her book leaching and Learning in a Diverse World (1987) provides a format for the start of a l"o’ough 2

negatively affect our teachipg i_n Ways of whg, .
are not aware.” Facing prejudices about chilgy e
and parents based on long-held beliefs May he Ozn 3
of the most difficult things for a teacher o de
Personal histories are filled with biages, Moo.
teachers will not have lived through the sigm;t
cant and powerful experience of adapting t 4 ne“;
culture, or learning a new language, or survjy,
on food stamps and aid to dependent childyey, Of
living in a wheelchair; therefore, they may,be
uncomfortable with people who are labeled “dif.
ferent” because they have faced these issueg,
Teachers have opinions, born of their own
experiences, of what is “good” or “naughty” behay.
jor (at least what their family thinks of as such),
They also feel strongly about how parents shoulq
treat their children. Children who are messy, who
have odors, whose clothes are too big or too small,

——— S 9
A positive self-concept and a willingness to be ope"
new experiences are hallmarks of a good teacher 0
young children,
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Anti-Bias Movement

There is a great deal of emphasis today on what i
rermed the “anti-bias approach™ to teaching young

{ldren (Derman-Sparks, 1989). (See sections in
Chapters 9, 11, and 15 for further discussion).
This concern stems from several issues: (1) sig-
pificant changes in 'the ethnic makeup in the
United States, especially in the last decade; (2)
widespread racial and ethnic prejudice still
prevalent in this‘countl'}’; and (3) concern on the
part of early childhood educators of the harm
being done to children’s self-identity and self.
esteem. This important movement promotes the
concept that all children are born equal and are
worthy of our respect; it challenges teachers to
examine beliefs, attitudes, and actions that might
deny any child that unconditional respect. Some
teachers may be forced into further soul search-
ing and reflection before they can untangle their
anxiety and attitudes about their prejudices.
Our feelings show in our contacts with children,

Teachers’ values and attitudes are reflected in the way

they work with children.

should

be examined for

I 1 All early childhood programs
‘\‘% positive self-identity.
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and we do not want those feelings to damage their
S(_%lf-acceptance and self-appreciation or to pass on
biases to other children. The question is not one
of liking or disliking any child; rather it is one of
teacher understanding and acceptance. By
achieving that level of acceptance, teachers are
better able to accept all of the children with
whom they work regardless of their “likeability.”

The anti-bias approach affords teachers a
tremendous opportunity to confront their own
anxieties and biases; work with parents of vari-
ous religious and ethnic minority groups to learn
some of their cultural norms and practices; work
with parents of children with disabilities to learn
more about how to improve each child’s school
experience; enrich the curriculum; represent
accurately the broad ethnic makeup of this
nation; influence the development of attitudes
and values of young children toward the reality of
the human condition; prevent irreparable harm
to children’s concept of themselves; and promote
greater global understanding.

As a way to begin, teachers might ask them-
selves a few questions:

# Am I aware of my own identity and its influ-
ences on my beliefs and behaviors?

i Do I truly foster a respect for the value of those
who are somehow different from me? How?

1 Do I examine my biases and look at ways I can
change my own attitudes? When? How?

m Do I show a preference for children who most
closely fit my own ethnic, cultural, and religious
background? When? How?

1 Do I somehow pass along my biases to the chil-
dren I teach? When? How? With whom?

Do I truly enjoy differences in human beings?
When? With whom?

Kuster (1994) suggests five critical issues
for teachers who work with children and families
who speak languages other than inglish:

1. Fluency in the child’s language is critical to
effective communication and to maximizing
the child’s learning experience.

2. Focus on the family’s competency and learn
to value the family’s child-rearing practices.

3. Teachers’ ability to preserve and enhance
another families’ culture by learning and
valuing their own first.

I SN SURAZ2A

discrimination, bias, and ethnocentrism so that children can develop a

197 EE—



Y E— 108

SECTION 3 WHO ARE THE TEACHERS?

Ve 4. Promote the use of multi-age groupings of
A\ children to foster social responsibility.'
5. Confront one’s own personal attitudes and

g{ biases.?

Teacher Burnout

Teacher burnout is an occupational hazard of
substantial proportion and often results when a
teacher is faced with a demanding workload,
uncertain or inadequate rewards, and other
pressures that damage work effectiveness. At its
most extreme, teacher burnout can drive a good
professional out of the field altogether, a common
situation in early childhood settings and one
that creates one of the highest occupational

turnover rates in the nation.
Burnout, according to Dresden and Myers

(1989), “does not result from what we do or when
we do it so much as it comes from a sense of not
being able to make a visible impact . . . on chil-
dren, . . . parents, . . . (other) teachers . . . in the
working setting . . . or in society.” This results in
low morale, stress, and disillusionment in a pro-
fession where staff quality is the most impor-
tant single factor in program quality. A school
climate where open communication, trust, satis-
fying interpersonal relations, and clarity of roles
and responsibilities exist helps create a positive
atmosphere where burnout is less likely to occur
(Jorde-Bloom, 1988a). In such a climate, where
teachers can meet children’s needs and program
goals can be more effectively addressed, feelings
of job satisfaction and productivity will prevail.
Recent research suggests a number of char-
acteristics that produce healthy, happy, and pos-

itive school climates:
Friendly, supportive, and trusting staff relation-
ships.
Emphasis on personal and professional growth.
Leadership with clear expectations that encour-
ages and supports staff.

12 Clearly defined roles and policies.

i Fairness and equity regarding promotions, raises,

and ‘other rewards.

Staff involved in decision-making.

Agreement among staff on goals and objectives,

% Emphasis on efficiency and good planning,

w An equipped and cared-for physica] envi,
0.

ment.
w The ability to adapt to change (Jorde.BI%
m,

1988b).

It is the responsibility of all teachers on the,
to work together to create the kind of clim

that enhances success and satisfactiop in ta}:e
workplace. Related discussions are in Chapter:

10 and 15.

[l BECOMING A TEACH
A Collaborative Effort

The heart of teaching is, of course, what happeng
when you begin to work in a classroom every da
The teaching role is not restricted to working Wit{i
children, though. Numerous adults must be met
tolerated, worked with, and included in the tOtai
teaching picture. Some of these people may be.

Other professional teachers, aides, and student
teachers.

m  Volunteers.

1 Program directors and administrators.

1 School support personnel; clerical and janitoria]
staffs, food service workers, bus drivers.

i Parents.
Consultants and specialists.

The majority of these interactions will be with
other teachers, and these relationships are among
the most important a teacher can have.

The beginning teacher may join a team of
teachers or may teach in a small class alone. This
will depend on many factors, including the age
level of the children, licensing or accrediting
requirements, the size of the classroom, and the
school’s philosophy and practices. In infant pro-
grams, for instance, there is a higher ratio of
adults per child (NAEYC suggests as optimal 8
ratio of 1:4), so it is more likely there will be sever-
al teachers in one classroom. Together they will
shape, direct, and participate in that program as?
team of teachers. The team approach is common !
many nursery schools and child care centers wher®
larger groups of children attend. Kindergarte™
first-, and second-grade teachers generally teach
alone in self-contained classrooms, sometime

0 AT e N T R e R T PR il e

2 Teachers may need to learn new skills to effectively enhance a child's sense of self
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* 1 This activity may he a developmentally appropriate practice that complements many diverse cultural traditions.
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qe. In extended-day, after-school pro-

5 aiaes
with anhigh school and college students may
g mSs {he rest of the team.

mak? t teams of teachers are composed of
le with varying skil}s, experience, and train-
peoP ypical group will have a lead or head
ing-l or—someone who is trained in child devel-
reach " or early childhood education. Assistants
-u;m]css experience and training add support.
¢ teachers, interns, and volunteers may
the group. A resource teacher—some-
specializes in art, music, or physical
developme“t’ fqr mstapce—may also be avail-
leon a part-time basis.
a€ \fany stage regulgtlons mandate a mini-
. number of adults in the early childhood set-
m and this minimum varies with the ages of
H:Lg’chil dren. The prescribed ratio of adult to chil-
» changes as the chllc%ren mature and become
able 0 function in more independent ways.
W There are many reasons why teaching in
eams i such an integral part of so many early
childhood programs. The advantages are

ound out
ne who

numerouSZ

o Variety of adult role models. Teachers who are

* male, female, disabled, young, middle-aged, older,
and varying in ethnic backgrounds bring equally
diverse attitudes, approaches to children, inter-
ests, skills, and knowledge to share. This teaches
children to accept differences in people as they
watch adults interact with others on the teach-
ing team.’

s Support for children. The absence of one teacher
is not as disruptive when the children can count
on other familiar faces. This enables children to
Jearn to trust the teaching environment because
someone they know is always there.

Collegiality. Teachers can find friendship and
support from one another as they share plan-
ning, problems, and achievements and grow in
admiration and respect for one another.
Lightened workload. There is a sharing of all
the teaching tasks, from curriculum planning
and cleanup to parent conferencing and record
keeping.

% Enriched program. Talents and resources of the
team are used to best advantage so that team
members will teach to their strengths, adding
richness to the program.
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Most of the disadvantages of team teaching

stem from communication problems among ;e_am
members. The guidelines to successful teac fnf_y
at the beginning of the next gection, are pax’tlct0
larly useful for team situations. Teachers new

the team teaching process will want to discuss

them with other team members.

Good teachers are «complicated human
beings with strengths and weaknesses, talenti
and limitations, good days and ba'd days
(LeShan, 1992). They work at becoming good
teachers by developing gkills in interpersonal
relationships with other adults, just as they pro-
mote good social relationships between the

young children they teach. ;
Communication problems and conflicts

arise in every teaching situation. The following
guidelines will help teachers promote good

working relationships. These guidelines focus on
working with others in the scho_ol settmg;
parent-teacher relationships are discussed in

Chapter 8.

Ten Essentials of Successful
Teaching

Ten essential attributes of successful teaching
are:

1. Professionalism
2. A satisfying role
3. Flexibility
4, Open and frequent communication
5. Self-awareness
6. Mutual respect and acceptance
7. Team spirit and empathy
8. A willingness to share the spotlight
9. Clearly defined roles
10. Evaluation

Each of these attributes is discussed in the
following paragraphs.

Professionalism

Professional attitudes and behavior contribute to
successful teaching. Teachers should relate to one
another as peers, colleagues, and professionals,

DR LSRN SR RIA TN

g i The early childhood educator needs to remember o appreciate a diverse world in the professional community as well as in the

R community of children and their families.
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s out of the class-
childhood set-
usive cliques.'

:::mk%ip personal grievance
e t:or ere is no p]age in the early
Throughp\e:ty gossip, ill will, or excl
e establ?tl:eg personnel policies, most schools
hich teachi ed appropriate procedures through
Srbfasione] rs may address certain issues. The
st s ipproach, however, is to first
7 ork out personal differences with the

Tperson on a one-to-one basis.
behavgaicx?egs should ask themselves: Do I
ol il professmpal manner? Can I keep
e WithWI}:hout l}emg told to do so? Do I try
rme i those with whom I have differences
o pt to work them out? Do I complain

y about another member of the staff?

A Satisfying Role

To

satit:f;??l Suclcessfully, each person must have a

Etia iy i role to play. That means each person

i shep}:)re:mated for the special something

o rings to the classroom and the
. Beginning teachers might want to ask

Members of a teaching team need
teaching team need frequent corr-if-rl-u ication
» nication

e

T

ves: Is there a place in my sch,
my team) that is uniquely mine? How d001 (or

cial talents and experiences contrib 0 ysD:
cess of this program? These QUest-ute .
d staff meeting discus sli?)ns w 3
1d reflect on their speCia]n 30 thy
them with one another, Capaky,

themsel

suc
make for a goo
all teachers cou
ities and share

Flexibility
Just as it is important to change wi
to the varying needs of childrer%, s‘:lizh'tand adap;
respond to the needs of other staﬁ‘mel Crucia] ¢,
a _giye-and-take approach. Flexibilit S
willingness to offer and accept ne ggt_ln‘_’dves a
compromise to preserve the effective 1ation g,
whole staff’s effort. Teachers shou]dneSS of the
selves: Do I demonstrate a willingne ask thep,.
with the changing needs of my cowo;i(S to chang,
adhere ng1dly to preset plans or attit e;s, ordo]
open to new ideas proposed by Othersl; es? Am |
children become comfortable with ﬂex.il]))ﬂo-tl el
1y and

change?

with one anoth;;. .

B g

\\
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1 The teacher has an i
S an important rol
€ as a behaviol
I model with
other teach
ers as well as wi i
ith children.



and Frequent

Communicatlon
ability and opportunity to communicate
woncerns, and feelings to others hon-
b Fand openly are perha'ps the most important
es orsin romoting good interpersonal relation-
fac ; munication takes many forms: verbal
shl; I'wnverbal, written and spoken, and even

pen

The
thoughts,

bod)' language‘ s
Teachers must seek out. opportunities for
formal and infqrmal commumca'tion with others
o taff, This may mean taking advantage of
he faculty lounge during lunch hour or arriving
s early to catch someone before chil-
For those who work on teaching
reams, set-uP and cleanup times can be used to
discuss issues, modify strategies, and resolve
misunderstandings-
The three basic reasons for developing suc-
links with others on the

five minute

cessful communication
teaching staff are:

1. To share information—about children and
their families (“Sheila’s grandmother died
yesterday”), about changes in the schedule
(“The dentist is unable to visit today; who

Shissin i e R " .
haring insights with colleagues helps the early childhood professional

CHAPTER 5 THE IEALREN © 1=

wants to conduct group time?"), and ab;))ut
child development strategies (“Rerflem er,
we are all going to observe Leah’s gross
motor skills this week”).

2. To contribute new ideas—teachers enc
age one another to keep teaching fres'h and
alive when they share 2 recent article of
interest, reports from 2 conference they
attended, or a successful art activity.

3. To solve problems——accepting differences 11
opinions, approaches, personality, and style
among people is part of the challenge qf
working closely with others. Open communt-
cation is an ongoing process in which people
have honest and frequent discussion of their
differences, respecting each other’s feelings
and integrity and working together for
mutually agreeable solutions.

our-

Self-Awareness

self-awareness as a qual-

Earlier in this chapter
eacher was

ification for a good early childhood t

discussed. The focus was primarily on the

teacher’s self-awareness in
children. In this discussion,

relationships with
the focus is on the

ST

re

f 00 1ol 102 .

.
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become more self-aware.
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teacher’s adult relationships. Beginning t_ea("hel..s
may feel uncomfortable or inadequate 11 their
relationships with others on the staff; once they
know more about themselves and accept Who
they are, teachers can apply this self-awareness
to their relationships with fellow workers.

To promote self-knowledge that con-
tributes to success as a member of a faculty or
teaching team, teachers might ask themselves:
What are my strengths and weaknesses as a
teacher, and how do they complement or con-
flict with others in this school? Do I prefer to
follow or lead, to plan programs or carry out
the plans developed by others? In what teach-
ing situations do I feel uncomfortable, and
why? What have I done lately that caused me
to learn more about myself?

Mutual Respect

and Acceptance

Appreciating and accepting the individuality of
other team members are as important to the suc-
cess of the program as are appreciating and
accepting the individuality of each child. The cli-
mate of trust and the nonthreatening atmosphere
gained through mutual respect allow each staff
member to contribute openly and innovatively to
the program. To develop that appreciation for
one another, teachers should ask themselves:
What do I have in common with my coworkers?
Are their teaching philosophies different from
mine and, if so, in what way? What are their
social and cultural values?* What are their pre-
vious experiences with young children? What do
I want them to respect and accept about me?

Team Spirit and Empathy

A sense of being a team does not happen by acci-
dent, but by conscious effort. Every member of
the staff must be committed to working together
on a daily basis as well as to the long-term goals
of the specific program and to being empathic to
the feelings and needs of coworkers.

To develop staff relationships that enhance
a team spirit, teachers should ask themselves:
How can I show support to my coworkers? What
can I do to promote and sustain high morale
among my fellow teachers? Where and how can [
offer help to another staff member?

A Willingness to Share
the spotlight

. among staff members can arj
S'I‘:::exoof} competition. Teachers must besei tiriom ¢
admit that others are just as dedicateq , "8 to
dren and deserving of the_zlr affectiong % chi),
are. There must be a feeling of shareq % hey
when things work well, just as thel.-e is a :ess
responsibility when problems arige, Teachred
should ask themselvgs: How do T fe] werg
another teacher is praised by a parent jp, fron n
me? How do I feel when a child preferg anOtho
teacher to me? Am I able to acknowledge r:r

i ?
coworkers’ achievements?

Clearly Defined Roles

A clear understanding of the roles and re o
bilities a teacher has is essential for the teach;,}'
own sense of well-being and for the smoo, fu 8
tioning of the program. A written job escﬁptioc'
helps teachers understand the scope of their Owg
position as well as those of staff Member

Professional attitudes and behavior are crucial.
Teachers and administrators work together in solving
problems as colleagues and coworkers.

When we learn about the cultural norms and habits of gur colleagues, we model a respect and concern for all.

N
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Clearly defined teacher roles alg

\ard against legal a_nq ethical p
£l if children are injured a s
<hoﬁld ask themselves: Is my
;1eal-13r wri.tt'en so T know the
l.(,Sponsibihtxes? Do I fulfill my
are there areas _Where Iam lax th
parmful to 2 child?

0 serve gg a
roblems, espe-
chool. Teacherg
Job description
extent of my
obligations, oy
at might proye

Evaluation

Evaluations are part of the privilege of claiming
nembership  in the teaching profession. No
teacher can become truly successful unlesg pro-
visions are made for ongoing evaluations that
rovide a clear picture that confirms strengths
and pinpoints areas for growth. Teachers should
ask themselves: Do I accept evaluations ag ap
essential part of teaching? Am I responsive to the
suggestions made in my evaluations? When |
evaluate others, am I fair, and do I share my
observations in a supportive way?

Evaluations are discussed later in this
Chapter.

THE TEACHER AS
PROFESSIONAL

Attitudes and Background

There is a body of knowledge, an educational
foundation, that is assumed of anyone entering
the early childhood profession. Some basic teach-
ing skills also are necessary. These include meth-
ods and techniques appropriate for teaching the
very young child. Yet there is more if one is to be
called a true professional.

Being a member of the teaching profession
goes beyond an accumulation of methods, course-
work, and teaching experiences. Being a profes-
sional teacher suggests an attitude about teaching.
Itis not simply an eight-hour-a-day job or an occu-
pation chosen lightly. Teachers are called to the
profession when they believe they can indeed
make a difference in the lives of the children.
Although that may at first sound altruistic, it
reflects a dedication to teaching that exceeds the
desire for a job or a steady paycheck.

There are professional expectations, startir}g
with having a common background with others in
the field. This includes studying child develop-
ment and human behavior, family relations, par-
ent education and development, and curriculum
Planning, Some practical teaching experience
under the guidance of a master teacher 1S

CHAPTER 5 THE TEACHER'S ROLE

assumed, as is a familiarity with observation and
recording techniques. This foundation of knowl-
edge and experience provides the framework for
professional development. Teachers gradually
?Cqmre further skills on the job. They learn to
Juggle three or four interactions with children at
once and develop the skill of stopping an argu-
ment by a mere look or a quick gesture. Thus, the
Process of becoming a professional teacher is an
orderly progression along a continuum of devel-
opment. Your state may have regulations or none
at all; some states offer a specialized certification
for early childhood professionals (Bredekamp,
1992). Professional expectations mandated by the
states provide some degree of professionalization
of early childhood teachers.

This progression of teaching skills has been
described by Lilian Katz (1999) as consisting of
four distinct stages of teacher development, rang-
ing from Survival to Maturity. The beginning
teacher often feels inadequate and ill-prepared
during the first year of teaching (Survival) but
soon begins to focus on individual children and
specific behavior problems (Consolidation). By
the third or fourth year (Renewal) the teacher is
ready to explore new ideas and resources and,
within another year or two, has come to terms
with teaching and searches for insights and per-
spectives (Maturity). At each stage, teachers
need differing degrees of on-site support (men-
toring), with increased exposure to professional
conferences and organizations.

Professional Development

Developing a Professional
Code of Ethics

As teachers mature, they turn their attention to
issues and concerns outside themselves. Many of
these issues, whether they are called so or not,
are related to ethical conflicts and moral princi-
ples. Teachers are, after all, human beings, and
that entails genuine conflict about behavior.
Doing what is right becomes difficult at times;
knowing what is right may be elusive. Even iden-
tifying what is right—an ethical conflict—may
not be obvious.

Every day, situations arise with parents,
other teachers, and administrators that require
teachers to make some hard choices. Some cases
are clearly ethical dilemmas: suspected child
abuse by a parent or teacher, talking about chil-
dren and their families outside of school, or the fir-
ing of a staff member without due cause. Others,
some of which are common occurrences, may not
seem as obvious.
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Some everyday examples are:

When Parents:
¥ Ask you to advance their child into the next
class against your advice.
¥ Want you to use discipline practices COIT"“O" to
o their family and culture but at odds with your
X\ own sense of what children need.'
" Attempt to gossip with you about another staff
member.

When Another Teacher:

" Suggests a private staff meeting outside of
school with a select group of teachers.

" Refuses to take a turn cleaning out the animal
cages.
Regularly is absent from staff meetings.

®  Disagrees with the school’s educational philoso-
phy and continues to teach in ways that differ
from the approved methods in that setting.

¥ Goes to the school administrator with an in-
appropriate complaint about a staff team
member.

When the Administrator:

& Insists on adding one more child to an already
overenrolled class.

= Makes personnel decisions based on friendship,
not performance.

& Backs a parent who complains about a teacher
without hearing the teacher’s side of the story.

Teachers may find it helpful to discuss their
ethical concerns with colleagues. Some staffs
provide in-service programs for the staff where
these issues are raised. Other schools have a
code of ethics for their employees to follow.

Ethical problems occur daily in any
teacher’s life. They are not problems of an
abstract or impersonal nature. Just what are
ethics? Essentially, they are the moral guide-
lines by which we govern our own behavior and
that of society. “Ethics—in the form of knowl-

edge and skill in making responsible profession-
al decisions—is one of the most fundamental
qualities of a competent early childhood educa-
tor” (Smith, in Feeney & Freeman, 1999).

We can strictly define ethics as “the system
or code of morals of a particular philosopher,
religion, group, or profession.” This definition

EECSESNSSNSNSNSSSS 0 R —————— E SE TN,
g 1 Teachers will need to become aware of child-rearing practices from many cultures

sonal code of et}
ests that a persol Icgy
O ghics is a set of statements .that helpg ” Cog,
of el tations inherent in our Oceyn, de

ith the temptat UL OCCypay.
Kllnelps us act in terms of what ig Tight ng

is expedient (Katz & Ward, 1, th
thanvtfv:;t,fighf the ea.rly childhooq ;?21)' :
need such a code? A primary reason ig th::smn
choices teachers make should be bageq not imthe
on personal values and preferences but <, . Ply
judgments, and ethical commitments gy s
the professional society or association of whi
they are a member” (Katz & Ward, 1997). "ich

A code of ethics prowdes'z collective Wisq *
and advice from a broad base in the profeSSiono?‘
states the principles by whlch.each indi‘f‘id{;t
can measure and govern professional behayioy ?l
says that a group or aSSOC}atlon has rec"gniz.e
the moral dimensions of its work. It Proviq
teachers with a known, defined core of prof:s
sional values—those basic commitmentg th:;
any early childhood educator should consider j,
violate. This protects teachers and administra.
tors from having to make hard ethical degig;, -
on the spur of the moment, possibly on the basig
of personal bias. An established professiong) code
supports the teacher’s choice by saying, «; isnt
that I won't act this way: No early childhooq edy.
cator should act this way” (Kipnis, 1987).

NAEYC adopted a Code of Ethical Condygt
and Statement of Commitment in 1989, 1 has
since been revised, most recently in 1997, Th
four sections of the Code are: (1) Ethical respop.
sibilities to children; (2) Ethical responsibilities
to families; (3) Ethical responsibilities to ).
leagues; and (4) Ethical responsibilities to com-
munity and society. The Code of Ethical Conduyct
and Statement of Commitment may be found in
Appendix B at the back of this text.

A basic list of core values has emerged from
this work, values “that are deeply rooted in the
history of our field” (NAEYC, 1997). Core values
form the basis of agreement in the profession
about standards of ethical behavior. They are:

i Appreciating childhood as a unique and valu-
able stage of the human life cycle.

“ Basing our work with children on knowledge of
child development.

“ Appreciating and supporting the close ties
between the child and family.

2 One of the values in NAEYC's Code of Ethical Conduct is the recognition that children are best understood in the context o

» family, culture, and society,
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What do you think the Code of Ethics has to
say about cultural diversity in early chij4.
hood programs? Which ideals and principles

in the Code would you use as references in
making a decision related to cultural seps;.
tivity and understanding? Look at the sitya-
tions described on page 204. How do you see
the Code of Ethics supporting resolutions to
those dilemmas?

7 (73

Ethical questions arise daily. This child has been taught to hit back if anyone hits him. What does the teacher say to

him? How should this situation be handled?
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Continuing Education and Staff
Development

Creative and stimulating classes are the product
of teachers who continue to learn more abput
how to teach. After the initial stage of teaching,
many teachers begin to seek new challenges and
New ways to improve the quality of their teach-
ing. Usually this search leads to some form of
continuing education, such as participation in
workshops, courses, or seminars. If time to pur-
Sue continuing education is not built into a
teacher’s schedule, there may be other options:

¥ In-service training programs may be brought
into the school setting. Resource people can be
invited to lead the staff in discussions about
children’s behavior, parent relationships,
assessment charts, science curricula, and creat-
ing multicultural classrooms.

I Various members of the teaching staff can devel-
op a program of their own, offering their expert-
ise to fellow faculty at an in-service meeting.

© A computer specialist, art resource teacher, or
multicultural expert can be invited to visit the

Gl
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Through frequent contacts with teachers and
administrators, parents can become aware of the
importance of professional training and development
for early childhood educators.

classrooms, instructing children and providing
staff with some useful ideas and plans.

% A family therapist can be invited to speak at a

staff meeting about strategies for supporting
families in crisis.
A library for teachers, stocked with professional
books, journals (such as Young Children), and
newspapers (such as Education Week), can pro-
vide a teacher with the means to keep up with
current trends and practices and to improve
teaching skills in the classroom.

Parents who are professionals in a variety of
fields can be utilized whenever possible to
enrich the knowledge and skills of the staff.

Professional Affiliations

Teachers who perceive themselves as profession-
als may choose to join one of the professional
organizations related to the early childhood
field. One of the largest, the National
Association for the Education of Young Children
(NAEYC), has local and state affiliate groups
through which one can become a member,
NAEYC offers a range of services to its members
including conferences and publications such as,
the journal Young Children. The Association for

[hood Education Internations) (Acp
unction, whereas  the Soci . Ny,
Child Development, (s;“:“«)n:y o
hology, rumenr(:h', and ""Vl:l(, ocq,,,%

There are a nurphur of ""*"""iz;u,;,,"""’“t.
cerned with young Ch"“”’"}’]" lt(jh'lchurﬂ, ang g Con,
related to the early chi (,h("’d T 0fe,, Hiey
nt resources are available f,, o,

(hile
gimilar I'
Research in
on child psye¢

Abunds ! £
groups, an their ch' sites at the gng (};};‘%
chapter and in Appendix D. b

eed for quality programs for young cps
IT:: r?ever been greater gnd the'deman d fo;lga].:;"
childhood specialists w1ll_contmue’ foster Y
national attention to th'e issues of chi] s
families. If you are .cons1denng a career jp, et
childhood, the options are many and vy y
Figure 5-3 lists some of the possibilities o

exist in this profession.

It is understood that teachers are the single mog
important factor in determining program quality
What makes “the effective teacher” has p, one
simple answer. Earlier sections in this chapter
describe important attributes of the teacher
How these can be assessed is complicated, by
assessing them is necessary to ensure the high-
est quality of teaching. There are ways to evaly.
ate teachers that guide them toward more effec.
tive teaching in their work with children,
coworkers, parents, and administrators.

Think of teachers as conductors of a sym-
phony orchestra. They do not compose the music.
They do not design or build the instruments, nor
do they decide which ones will be played in the
orchestra pit. They may even have limited choice
of the music that will be played. Yet it is their job
to lead a group of musicians through a medley of
songs, bringing out the best in each musician, all
under the intense scrutiny of a critical audience.
Teachers must do this with care and expertise
under the watchful eyes of parents, boards, and
funding agencies.

: Many teachers do this well, often with ﬁttle‘
training except direct experience. As teachers
effectiveness is measured, they can learn bette!
techniques for working with children and for pla>
ning quality environments and programs. e
process for establishing and meeting these goals
evaluation, Teacher evaluation forms in this ¢ ob:
ter can be adapted for use with student teache™
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cherin early childhood program
I;aector of child care facility, nursery school,
|

ontessori progran?
ily day care provider

Foster parent
gocial worker/adoption agent

ediatric nurse/school nurse
gaily therapist/parent educator
pediatrician
parent educator o

Early intervention specialist
Recreation leader

play group leader

Home visitor

(;ommunity Involvement

Statellocal licensing worker

Legislative advocate

Child care Jaw specialist

ECE environmental consultant

Interior designer for children's spaces
Government planning agent on children’s issues
Consultant in bilingual education, multiculturalism
Nutrition specialist for children

Child care referral counselor

Indirect Services to Children and Fa
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milies

Curriculum specialist

Instructional specialist—computers

Child development researcher

Early childhood education specialist

Program consultant

Consumer advocate

Teacher trainer, 2- and 4-year colleges

Consultant

Resource and referral programs _

State and national departments of education
and/or human services

Other Options

Communications consultant

Script writer/editor

Freelance writer

Children’s book author

Children's photographer

Microcomputer specialist/program consultant

A ——— s

Figdre 5-3 There are many challenges in a var

(Adapted from “Career Options in Early Childhood Educatio
Foundations in Early Childhood Education, Third edition, p. 170.

and aides. Re-read the introduction to evaluation
in Chapter 2, on pages 75-81, for other insights.
A good evaluation process helps to:

Challenge methods, assumptions, and purposes.
Provide information by which to rate perform-
ance and quality.

Monitor progress, growth, and planning.

Set goals to meet for improving performance
and quality.

Identify ways to support and provide follow-up
for change.

Components of a Good
Evaluation

gertain elements are common to all evaluations.
ge following criteria serve as a guideline to an
Cllective evaluation process:

1

2

iety of careers a”Wéiting the early childhood professional.
n” by Dianne Widmeyer Eyer. In Beginnings & Beyond:
Clifton Park, NY: Delmar Learning.)

Select who and what will be evaluated.
Decide how often and under what circum-
stances the evaluation will take place.

Have a clear purpose or motive. Know the rea-
sons for making an evaluation and consider
who and what will benefit from the process.
State what you expect to gain from it.

Decide how the data will be collected. Have
a good understanding of the process or for-
mat that will be used. Be clear about who
will collect the data and make the report.
Some sample evaluations are found in this
chapter.

Know what use will be made of the evalu-
ation. Be aware of what decisions will be
made from the results. Know who
receives this information and how they
will interpret it.
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S. State goals clearly. Evaluators should
make sure goals and objectives are out-
lined in ways that can be measured and
observed easily and state behavioral goals
in terms of what the person will do. The
person being evaluated should be equa'”y
clear in their responses to the evaluation
instrument(s),

6. Make a plan. Be prepared to act. Use the
results to motivate people to put into action
what they have learned from the eval‘ua-
tion. Set new goals based on the evaluation.
Set up a timetable to check progress on a
regular basis.

The important point to remember is that evalu-
ation should be a continuous process, for witl}-
out follow-through, long-lasting improvement is
unlikely to occur. Take a look at Figure 5-4 to see
how a feedback loop works for an evaluation
process.

Why Evaluate?

Teachers are evaluated for several reasons. The
end result of an assessment may be setting
guidelines for what kinds of teaching are expect-
ed. Or the intent of an evaluation might be to set
clear goals for job improvement. The first part of
any effective evaluation procedure is a statement

of purpose.

To Describe Job Responsibilities

It is essential for teachers to understand their
Jjob to do it well. A good job description outlines
what is expected. One purpose of an evaluation
is to see how those expectations are being met.

In an infant and toddler center, for example,
teachers try to help children learn to separate
comfortably from their parents. Evaluation in
this setting could focus on the exact skills need-
ed to implement this goal.

How does a teacher help a parent separate
from a young child? What environmental cues
does the teacher prepare? How is the child in
distress comforted? What teaching strategies
are important?

Evaluation for specifying job responsibilities
is a part of one’s professional self-definition as
well as a clarification of actual duties, Studying
ourselves helps us know who we are and what
we do. Assessing job responsibilities aids in this

process.

Performance
Evaluation

is observed is offergy
Teacher G
Behavior rOWth Goglg

L

are set to improve

Figure 5-4 A feedback loop is a contim
in which teacher behavior is observed for 3 :
performance evaluation. The evaluation is offereq
through growth goals, which are set in order t, affogy
teacher behavior. Thus, the circle is continuous, With

each part helping the next.

To Monitor Job Effectivenegg

Once clear guidelines are set for teaching eXpec.
tations, a method is needed to monitor actug]
teaching. Most evaluation systems attempt t,
check teacher effectiveness. It is importan; to
establish a process for analyzing how teachers
are doing their jobs.

This process may vary from school to
school. In some schools, teaching effectiveness is
measured, in part, by child achievement, such o
how children score on tests. Other centers may
solicit parent opinion. A teacher’s coworkers
may be part of an assessment team. For the
most part, an evaluation for job effectiveness
will include an observation of teaching time
with children.

To Clarify Strengths and
Weaknesses

An evaluation procedure preferred by many
teachers is one that identifies specific areas of
strength and weakness. Feedback about actual
teaching and other job responsibilities is helpful
to all teachers, whether beginners or experi-
enced personnel. An assessment that offers
teachers information about how to perform their
job better contributes to job competence and sat
isfaction. By recognizing strengths, teachers
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Eyé|uating teachers can help set
goals and clarify a teacher's strengths and areas of
improvement.

receive positive feedback for high-quality work !

By identifying weaknesses, they can begin to set
realistic goals for improvement.

#

To Create a Plan for
Professional Development

One function of teacher evaluation is to foster
professional development. Teachers do not
become “good” and then stay that way for life.
Regardless of their stage of development,
teachers need goals in order to continually
improve.

To be effective, goal setting must be embed-
ded in an on-going system of professional devel-
opment. Caruso and Fawcett (1999) note that
staff development must also be integrated with
the overall goals of the center or program for
which a teacher is being evaluated.

Professional development takes into con-
sideration the various stages of expertise and
development of the individuals on the staff. A
career-ladder plan, adopted by NAEYC in 1993,
takes into account the diversity of education,

CHAPTER 5 THE TEACHER'S ROLE

tmifliﬂg, and experience of early childhood pro-
fessionals, The ladder sets out steps individuals
can take to assume more responsibility as they
b_ecome more qualified and prepared. This lat-
tice framework promotes a system of profes-
sional development, which can motivate early
childhood professionals at all levels toward pro-
fessional growth (Willer, 1994).

To Determine Employment

An evaluation can also be used to decide
whether teachers should be retained, promoted,
or released. Assessment procedures are an
administrator’s most valuable tools in making
that decision. A clear and effective evaluation
tool enables the administrator to monitor per-
formance and target specific areas for improve-
ment. The administrator then has a fair and
equitable way to determine the promotional sta-
tus of each employee.

To Meet Accreditation
Requirements

Many programs seek accreditation by organiza-
tions whose standards they embrace. NAEYC is
the leading accrediting body for early childhood
programs through its National Academy of
Early Childhood Programs. The self-study
aspect of the accreditation process includes a
teacher’s self-assessment, the director’s assess-
ment of the teaching staff, and the teacher’s
assessment of the director. The criteria in the
self-study provides the standards against which
these evaluations are made, providing concrete
ways to measure quality.

Critical Issues in
Teacher Evaluation

How to evaluate is an important issue in teacher
assessment. A system for evaluating employees
can be one of trust and mutual respect or of anx-
iety and tension. The method often determines
how successful the entire evaluation will be.

K s ST o ARSI TR =1

EECCCCAPEREEN e .
t’ 1 Teacher expectations can have a substantial effecton ¢

>~ interact with children is key to your e
SN

hildren's behavior and self-esteem. Check yourself for biases: how you

ffectiveness, and discriminatory interactions must be noted and remedied.
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A teacher's self-evaluation provides an opportunity to
improve her effectiveness with children.

Preliminary Steps

To begin with, a school follows the same guide-
lines for developing a teacher evaluation as for
child assessment (see Chapter 6). That is, the
process includes determining a purpose, estab-
lishing who will collect the data and how, and
clarifying how the evaluation will be used. In the
assessment of teachers, the important compo-
nents are: purpose (as described in Chapter 2),
evaluators, process, and follow-through.

Evaluators

Several models have been developed around the
issue of who will assess teacher performance.

Self-Evaluation. Self-assessment is used in the
Child Development Associate’s evaluation system
for these reasons (Ward & CDA staff, 1976):

The candidate is a valid source of information
for use in assessment. Certain information is
available only from the candidate’s perspective,

The candidate is able to clarify information
on his or her performance, thereby adding to
the assessment team’s evidence for a valid
decision,

i The candidate is better able to identify strengths
and weaknesses and to receive recommenda-
tions for continued professional growth,

y tes one type of g
igure 5-b illustra YStemgy.
Zslgxsment. Another self-assessmeny te:tlc-self‘
somewhat less formal, is to ask queSti(’“Sr:que'

yourself and your job, such as: X

K o
w What aspects of my wo(;' g;}‘}’e me the Breas
sense of satisfaction and achievemepy, st

What changes in my work assigny
increase my contribution to the schy,

own personal satisfaction?

What additional development activitieg |
help me do a more effective job or Prepa eould
for the next step on my career path? Mg

What would improve the effectivenegg and g,
ity of my relationship with my S“Dervis(,];
(Young-Holt, Spitz, & Heffron, 1983). o

£l wou]d
o

Ola
nq y

The answers to these few questiong can proy; 4
a solid base for discussion between teacher an;
supervisor or assessment team.

One drawback of self-assessment is j
subjectivity. We see ourselves_ too closely and
personally to be able to be entirely objective aboyt
our teaching. Therefore, self-assessment must
accompanied by other evaluating feedback.

Supervisory Evaluation. Supervisors, directms,
or head teachers are usually part of the evalua.
tion process. Job performance is an administy,.
tor’s responsibility; therefore, teachers can
expect their supervisors to be involved in thejr
evaluation. Supervisors often use a single form
combining a teacher’s self-assessment and the
supervisor’s evaluation. This kind of form simpli-
fies the paperwork and assures both teacher and
supervisor that both are using the same criteria
for evaluation.

Caruso and Fawcett (1999) identify a vari-
ety of formats used for evaluations; observations,
conferences, videotapes, reports, portfolios, and
storytelling are some of the ways to accomplish
an assessment.

When selecting an appropriate format or
tool, look for a balance in the categories on which
a teacher is being evaluated. These usually
include some of the following:

¥ Knowledge and application of child development
principles
Planning

Behavior management
Interactions with children

Interactions with adults (other teachers, admi™
istrators, and parents)

E E R m
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SAMPLE sg
v LF-g
Rate the following items on the scale below bageq , VALUATION

T ; pon {
yes/no response if desired. Supervisors may yge this your performance in the classroom. (Note: This form allows for a

] S
Superior Per Aot I,eﬂ!ime form to rate the student after the self-evaluation.
3 2 4 Unacceptable Perf, Not Applicable
Relationship to Children i 0

| am able to understand and accept a child 3
eiuse !(nowledge and understanding of chilq ;
____ luse information regarding home, family,
| am able.tp modify situations to forestall negative behavi
__ luse positive suggestions and choices to redirect behav!or'
___ luse prescribed limits and follow-through. AL
| adapt methods of guidanc indivi ;

e thgre S @ to the individual and adjust quidance measures to fit the situation.
____ lexpress positive reinforcement when appropriate
__ lcanverbalize my own feelings in an honest o :
____ lavoid using baby talk. :
___lrelate toindividual children.

____ I relate to children in small groups.
___ lrelate to children in large groups.

he/lshe is and recognize individual needs.
e eve '0pment principles to understand children.
Sociocultural background to understand children.

pen, and humane manner when interacting with children.

Developing the Program

_ | permitthe children to explore materials in a variety of ways.

____ lrecognize and use spontaneous happenings to help children’s learning.
__ I make use of child development principles to plan curriculum for children.

| offer a wide 'range of expene.n.ces so children can make choices according to their interests and needs.
| allow for various levels of ability among children.

| utilize a variety of media when developing instructional materials.
| use a note-taking system to assist in planning and evaluating experiences for children.
| maintain equipment and materials in good order and consider health and safety factors.

Relating to Parents

| recognize parents by name.

__ I converse with parents at appropriate times.

____ lincorporate the cultural backgrounds of families into the program.
___lfacilitate a free flow of information between staff and parents.

| communicate concerns to parents in both written and verbal forms.

I recognize and appreciate parental values and priorities for their children.
___ | communicate children’s school experiences to parents.

Administration and Professional Development

I recognize and use policies and procedures of the program.

____lattend and participate in staff meetings.

___ linform the administrative staff correctly of illness, time off, vacation, and so forth.
—_ | 'am a member of at least one professional organization in the field of early childhood.
— |l attend meetings conducted by professional groups.

— I make use of professional resources and contacts.

— I'maintain professional confidentiality and discretion.

(continues)

Figure 5-5 Self-evéluation c |
G., & Hefron, M. C. [1983]. A model for staff evaluation, va
Self-Esteem.)

éhabgé‘r;.insigﬁ}ful and useful process. (Adapted from Young-Holt, C., Spitz,
lidation, and growth. Palo Alto, CA: Center for the Study of




