


Supervision in Early Childhood Education:
A Developmental Perspective, 3rd Ed.

JOSEPH J. CARUSO WITH M. TEMPLE FAWCETT

Guiding Children's Behavior:
Developmental Discipline in the Classroom

EILEEN S. FLICKER & JANET ANDRON HOFFMAN

What If All the Kids Are White?
Anti-Bias Multicultural Education with Young 
Children and Families

LOUISE DERMAN-SPARKS & PATRICIA G. RAMSEY

The War Play Dilemma: What Every Parent and 
Teacher Needs to Know, 2nd Ed.

DIANE E. LEVIN & NANCY CARLSSON-PAIGE

Possible Schools:
The Reggio Approach to Urban Education

ANN LEWIN-BENHAM

Everyday Goodbyes: Starting School and Early 
Care—A Guide to the Separation Process

NANCY BALABAN

Playing to Get Smart
ELIZABETH JONES & RENATTA M. COOPER

How to Work with Standards in the Early 
Childhood Classroom

CAROL SEEFELDT

In the Spirit of the Studio:
Learning from the Atelier of Reggio Emilia

LELLA GANDINI, LYNN T. HILL, LOUISE BOYD

CADWELL, & CHARLES SCHWALL, EDS.
Understanding Assessment and Evaluation in 
Early Childhood Education, 2nd Ed. 

DOMINIC F. GULLO

Negotiating Standards in the Primary Classroom: 
The Teacher’s Dilemma

CAROL ANNE WIEN

Teaching and Learning in a Diverse World: 
Multicultural Education for Young Children, 3rd Ed.

PATRICIA G. RAMSEY

The Emotional Development of Young Children: 
Building an Emotion-Centered Curriculum, 2nd Ed.

MARILOU HYSON

Effective Partnering for School Change: Improving 
Early Childhood Education in Urban Classrooms

JIE-QI CHEN & PATRICIA HORSCH

WITH KAREN DEMOSS & SUZANNE L. WAGNER

Let’s Be Friends: Peer Competence and Social 
Inclusion in Early Childhood Programs

KRISTEN MARY KEMPLE

Young Children Continue to Reinvent 
Arithmetic—2nd Grade, 2nd Ed.

CONSTANCE KAMII

Major Trends and Issues in Early Childhood 
Education: Challenges, Controversies, and 
Insights, 2nd Ed.

JOAN PACKER ISENBERG & 
MARY RENCK JALONGO, EDS.

The Power of Projects: Meeting Contemporary 
Challenges in Early Childhood Classrooms—
Strategies and Solutions

JUDY HARRIS HELM & SALLEE BENEKE, EDS.
Bringing Learning to Life: The Reggio Approach 
to Early Childhood Education

LOUISE BOYD CADWELL

The Colors of Learning: Integrating the 
Visual Arts into the Early Childhood 
Curriculum

ROSEMARY ALTHOUSE, MARGARET H. JOHNSON,
& SHARON T. MITCHELL

A Matter of Trust: Connecting Teachers and 
Learners in the Early Childhood Classroom

CAROLLEE HOWES & SHARON RITCHIE

Widening the Circle: Including Children with 
Disabilities in Preschool Programs

SAMUEL L. ODOM, ED.

Children with Special Needs:
Lessons for Early Childhood Professionals

MARJORIE J. KOSTELNIK, ESTHER ETSUKO ONAGA,
BARBARA ROHDE, & ALICE PHIPPS WHIREN

Developing Constructivist Early Childhood 
Curriculum: Practical Principles and Activities

RHETA DEVRIES, BETTY ZAN, CAROLYN

HILDEBRANDT, REBECCA EDMIASTON, & 
CHRISTINA SALES

Outdoor Play: Teaching Strategies with Young 
Children

JANE PERRY

Embracing Identities in Early Childhood 
Education: Diversity and Possibilities

SUSAN GRIESHABER & GAILE S. CANNELLA, EDS.

Bambini: The Italian Approach to Infant/Toddler 
Care

LELLA GANDINI & CAROLYN POPE EDWARDS, EDS.

Educating and Caring for Very Young Children: 
The Infant/Toddler Curriculum

DORIS BERGEN, REBECCA REID, & LOUIS TORELLI

EARLY CHILDHOOD EDUCATION SERIES

Leslie R. Williams, Editor
ADVISORY BOARD: Barbara T. Bowman, Harriet K. Cuffaro, Stephanie Feeney, 
Doris Pronin Fromberg, Celia Genishi, Stacie G. Goffin, Dominic F. Gullo, 

Alice Sterling Honig, Elizabeth Jones, Gwen Morgan

(continued)



Young Investigators: 
The Project Approach in the Early Years

JUDY HARRIS HELM & LILIAN G. KATZ

Serious Players in the Primary Classroom: 
Empowering Children Through Active Learning 
Experiences, 2nd Ed.

SELMA WASSERMANN

Telling a Different Story:
Teaching and Literacy in an Urban Preschool

CATHERINE WILSON

Young Children Reinvent Arithmetic:
Implications of Piaget’s Theory, 2nd Ed.

CONSTANCE KAMII

Managing Quality in Young Children’s Programs:
The Leader’s Role

MARY L. CULKIN, ED.
The Early Childhood Curriculum:
A Review of Current Research, 3rd Ed.

CAROL SEEFELDT, ED.
Leadership in Early Childhood:
The Pathway to Professionalism, 2nd Ed.

JILLIAN RODD

Inside a Head Start Center: 
Developing Policies from Practice

DEBORAH CEGLOWSKI

Windows on Learning: Documenting Young 
Children’s Work

JUDY HARRIS HELM, SALLEE BENEKE,
& KATHY STEINHEIMER

Bringing Reggio Emilia Home: An Innovative 
Approach to Early Childhood Education

LOUISE BOYD CADWELL

Master Players: Learning from Children at Play
GRETCHEN REYNOLDS & ELIZABETH JONES

Understanding Young Children’s Behavior:
A Guide for Early Childhood Professionals

JILLIAN RODD

Understanding Quantitative and Qualitative 
Research in Early Childhood Education

WILLIAM L. GOODWIN & LAURA D. GOODWIN

Diversity in the Classroom: New Approaches to 
the Education of Young Children, 2nd Ed.

FRANCES E. KENDALL

Developmentally Appropriate Practice in “Real Life”
CAROL ANNE WIEN

Experimenting with the World:
John Dewey and the Early Childhood Classroom

HARRIET K. CUFFARO

Quality in Family Child Care and Relative Care
SUSAN KONTOS, CAROLLEE HOWES,
MARYBETH SHINN, & ELLEN GALINSKY

Using the Supportive Play Model: Individualized 
Intervention in Early Childhood Practice

MARGARET K. SHERIDAN, GILBERT M. FOLEY,
& SARA H. RADLINSKI

The Full-Day Kindergarten:
A Dynamic Themes Curriculum, 2nd Ed.

DORIS PRONIN FROMBERG

Assessment Methods for Infants and Toddlers: 
Transdisciplinary Team Approaches

DORIS BERGEN

Young Children Continue to Reinvent Arithmetic—
3rd Grade: Implications of Piaget’s Theory

CONSTANCE KAMII WITH SALLY JONES

LIVINGSTON

Moral Classrooms, Moral Children: Creating a 
Constructivist Atmosphere in Early Education

RHETA DEVRIES & BETTY ZAN

Diversity and Developmentally Appropriate Practices
BRUCE L. MALLORY & REBECCA S. NEW, EDS.

Changing Teaching, Changing Schools:
Bringing Early Childhood Practice into Public 
Education–Case Studies from the Kindergarten

FRANCES O’CONNELL RUST

Physical Knowledge in Preschool Education: 
Implications of Piaget’s Theory

CONSTANCE KAMII & RHETA DEVRIES

Ways of Assessing Children and Curriculum
CELIA GENISHI, ED.

The Play’s the Thing
ELIZABETH JONES & GRETCHEN REYNOLDS

Scenes from Day Care
ELIZABETH BALLIETT PLATT

Making Friends in School
PATRICIA G. RAMSEY

The Whole Language Kindergarten
SHIRLEY RAINES & ROBERT CANADY

Multiple Worlds of Child Writers
ANNE HAAS DYSON

The Good Preschool Teacher
WILLIAM AYERS

The Piaget Handbook for Teachers and Parents
ROSEMARY PETERSON & VICTORIA FELTON-COLLINS

Visions of Childhood
JOHN CLEVERLEY & D. C. PHILLIPS

Starting School
NANCY BALABAN

Ideas Influencing Early Childhood Education
EVELYN WEBER

The Joy of Movement in Early Childhood
SANDRA R. CURTIS

Early Childhood Education Series titles, continued



SUPERVISION IN

EARLY CHILDHOOD

EDUCATION

A DEVELOPMENTAL PERSPECTIVE

THIRD EDITION

Joseph J. Caruso
with M. Temple Fawcett

Teachers College, Columbia University
New York and London



Published by Teachers College Press, 1234 Amsterdam Avenue, New York, NY 10027

Copyright © 2007 by Teachers College, Columbia University

All rights reserved. No part of this publication may be reproduced or transmitted in any form or
by any means, electronic or mechanical, including photocopy, or any information storage and
retrieval system, without permission from the publisher.

The Ten NAEYC Early Childhood Program Standards, the listing of core competencies for
program administrators (minus full descriptions) as adapted by NAEYC from the Illinois
Director Credentials, topic areas listings from within the accreditation criteria, and example
criteria from NAEYC Early Childhood Program Standards are reprinted from NAEYC Early
Childhood Program Standards and Accreditation Criteria: The Mark of Quality in Early
Childhood Education, by National Association for the Education of Young Children (NAEYC),
2005, Washington, DC: Author. Copyright 2005 by National Association for the Education of
Young Children. Reprinted with permission from the National Association for the Education of
Young Children.

Library of Congress Cataloging-in-Publication Data

Caruso, Joseph J., 1943–
Supervision in early childhood education : a developmental perspective / Joseph J.

Caruso with M. Temple Fawcett. — 3rd ed.
p. cm. — (Early childhood education series)

Includes bibliographical references and index.
ISBN-13: 978-0-8077-4731-5 (pbk : alk. paper)
ISBN-l0: 0-8077-4731-9 (pbk : alk. paper)
1. School supervision—United States. 2. Early childhood education—United

States. 3. Child development—United States. 4. Educational surveys—United
States. I. Fawcett, M. Temple, 1928- II. Title. III. Series: Early childhood
education series (Teachers College Press)

LB2822.7.C37 2006
372.12'03—dc22

2006017816

ISBN-13: 978-0-8077-4731-5 (paper) ISBN-10: 0-8077-4731-9 (paper)

Printed on acid-free paper
Manufactured in the United States of America

14 13 12 11 10 09 08 07 8 7 6 5 4 3 2 1



CONTENTS

v

Preface xi

PART I: The Supervisory Context

1. Myths About Supervision 3

Almost Anyone Can Be an Early Childhood Supervisor 3
There Is One Best Supervisory Approach

to Use with Everyone 4
Supervisors Have All the Answers 5
Direct Confrontation with Staff Is Nonsupportive 5
Skilled Supervisors Never Engage in Manipulation 6
Good Teachers Do Not Need Supervision 7
Supervision Is an Objective Process 8
Supervisors Are Always Calm 9
Exercises 9

2. Early Childhood Programs: Implications for Supervision 10

Full-Day Programs 10
Head Start 18
Part-Day Programs 21
School-Based Kindergartens and Prekindergartens 23
Conclusion 27
Program Accreditation 27
Exercises 28

3. Supervisors and Staff: Roles and Responsibilities 30

Supervisors 30
Staff 37



vi Contents

Conclusion 44
Exercises 44

PART II: A Developmental Perspective

4. Caring, Knowing, and Imagining 47

Caring 47
Knowing 50
Imagining 52
Conclusion 54
Exercises 55

5. The Developmental Dynamic 56

Supervisors and Supervisees 58
Developmental Domains 61
The Context 69
Reflective Practice 76
Conclusion 76
Exercises 77

6. Supervisor Development 78

Phase 1: Beginning 78
Phase 2: Extending 82
Phase 3: Maturing 85
Reflecting on Practice 88
Conclusion 89
Program Accreditation 89
Exercises 90

7. Supervisee Development 92

Learning to Communicate Effectively 92
Becoming a Self-Confident Teacher 93
Understanding Children 94
Understanding Oneself 95
Respecting Others 96
Deriving Satisfaction and Stimulation

from Professional Growth 97
Formulating a Philosophy of Learning 97
Valuing Good Supervision 98



Contents vii

Seeing the Big Picture 100
Conclusion 100
Program Accreditation 100
Exercises 101

8. The Developmental Dynamic at Work:
A Case Study in Supervision 102

Background 102
Assessing the Supervisee 103
Assessing the Supervisor 104
The Supervisory Plan 104
Conclusion 105
Exercises 106

PART III: A Framework for Supervision

9. Clinical Supervision 109

The Five Stages of Clinical Supervision 110
Group Clinical Supervision 111
Conclusion 112

10. The Supervisory Conference 113

The Context 114
Structuring the Conference 122
Three-Way Conferences 128
Group Conferences 129
Conclusion 132
Exercises 132

11. Observation and Analysis 135

Observation Within the Clinical Supervision Cycle 136
Approaches to Observation 137
Methods of Observation 139
Special Concerns for Supervisors as Observers 146
General Guidelines for Observing 148
Putting Observation to Work: A Case Study 148
Conclusion 154
Exercises 154



viii Contents

12. Special Issues Affecting Early Childhood Supervision 156

Staff Morale 156
Staff Turnover 161
Staff and Child Diversity 166
Conclusion 170
Program Accreditation 171
Exercises 172

PART IV: Staff Recruitment, Development, and Evaluation:
A Continuum

13. The Career Ladder/Lattice: A Framework for
Staff Recruitment, Development, and Evaluation 175

State Initiatives 176
Career Ladder/Lattice at the Program Level 177
Conclusion 181
Program Accreditation 181
Exercises 181

14. Staff Recruitment, Selection, and Orientation 183

Planning and Recruiting 183
Staff Selection 186
Staff Orientation 187
Conclusion 189
Program Accreditation 190
Exercises 191

15. Staff Development and Learning 192

Approaches to Adult Learning 192
Teacher-Directed Professional Development 198
Structured Strategies for Professional Development 202
Career Development 206
Resources for Professional Learning 208
Making the Workplace Enjoyable 210
Conclusion 211
Program Accreditation 212
Exercises 213



Contents ix

16. Staff Evaluation and Learning 214

Evaluation Terminology 215
Some Guidelines for Staff Evaluation 216
Who Evaluates? 216
Sources of Evaluation Criteria 219
Approaches to Evaluation and the Career Ladder 220
Some Cultural Considerations 231
A Special Concern: The Marginal Performer 233
Conclusion 235
Program Accreditation 235
Exercises 236

Appendix: Organizational Resources 237
References 239
Index 253
About the Authors 273





PREFACE

E VERY EARLY CARE AND EDUCATION program deserves a qualified and
competent supervisor. This book, about supervising staff in early care and

education, is for directors, principals, educational coordinators, mentors, head
teachers, consultants, and others currently working in programs for young children
who recognize a need to expand and improve their supervisory skills. Instructors
of courses or workshops preparing persons for early childhood supervisory and
leadership positions may wish to consider it as their principal text.

We believe that the personal and professional development of the adult is
basic to formulating supervisory strategies. Through supervision, staff members
can receive continuing support in their development as professionals and
paraprofessionals. As supervisors and staff investigate, learn about, and reflect
on their practice, they become better providers of care and education for children.
Although supervision encompasses more than staff development and support, we
have chosen to focus this book on that aspect of the role. We also stress the
importance of the supervisor’s ongoing development and learning.

The content of this third edition continues to be descriptive and practical.
We provide the reader with specific suggestions for improving supervisory skills
when working with individual staff members and with groups. The book has four
major sections. In Part I, supervisory myths are challenged in order to ease the
burden under which supervisors carry out their work. Then the various types of
early childhood programs and the people who work in them are described from
the perspective of the supervisor’s role. Descriptive data to reflect changes in the
field have been updated since our last edition.

In Part II, we explore the developmental framework upon which this book is
based. These chapters focus on the development of supervisors and supervisees,
their relationship to each other, and implications for planning supervisory
approaches. A description of clinical supervision follows in Part III, with basic
information and suggestions for holding reflective conferences with staff, and for
observing within the context of a clinical supervision approach. Several significant
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issues that affect staff morale and effectiveness in early care and education
programs, including staff emotional well-being, are also examined.

Part IV includes two new chapters, one on the career ladder/lattice and another
on staff recruitment, selection, and orientation. The next chapter gives suggestions
for designing various types of staff development experiences that emphasize staff
learning, and some specific strategies for putting these plans into practice. Issues
in staff evaluation are explored in the final chapter, including suggestions for a
differentiated staff evaluation and learning plan.

Throughout this book, we use the term supervisor to mean those persons who
do supervision as part or all of their job. These may be administrators, supervisors,
consultants, or teachers. The terms teacher, staff member, caregiver, and supervisee
are generally used interchangeably.

Since our second edition, the field of early care and education has made great
strides in upgrading practitioner preparation and training through higher standards
for licensure and certification, for program approval at the college level, and for
the accreditation of early care and education programs. This edition of Supervision
in Early Childhood Education: A Developmental Perspective is intended to support
those efforts and the work of supervisors at the program level.

For example, in 2005 the National Association for the Education of Young
Children (NAEYC) revised its process for accrediting early childhood programs.
As a result, we have updated the relevant NAEYC accreditation standards and
criteria included at the end of the appropriate chapters. Given the rapid progress
made in the establishment of state early care and education career development
programs and state registries that document the training of individuals, we have
placed a greater emphasis in this edition on career ladders and lattices. And we
continue to stress the importance of diversity issues within the supervisory context.

Finally, throughout this book we have made changes based on new under-
standings about effective supervisory and staff development approaches,
particularly the importance of dialogue and collaboration among staff and between
supervisors and staff members. We have stressed the importance of considering
the characteristics of adult learners and linking staff development to staff learning.
We have included a number of promising new staff development practices that
encourage staff to take charge of their own learning, learn together, and construct
their own knowledge. Staff evaluation approaches that emphasize learning,
reflection, and collaboration are also included.

We hope that this book will contribute to the goal of having a competent
supervisor in every early care and education program, and to the common mission
that brings early childhood professionals together—that is, to support the growth
and development of young children and their families.

xii Preface
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MYTHS ABOUT SUPERVISION

M YTHS INFLUENCE AND SHAPE—and are often used to justify—behavior.
Myths about supervision come from expectations that supervisors have about

their jobs and from their past supervisory experiences, training, and education.
Myths can also arise from the attitudes toward supervisors held by staff members
and others. Some of these myths are simply not true. Others are partially true.
Nevertheless, we have found that they can create internal stress for supervisors
and bring about pressure from others.

What are some of the myths about supervision in programs for young children?

ALMOST ANYONE CAN BE AN EARLY
CHILDHOOD SUPERVISOR

If the individual hired to be a director, educational coordinator, or head teacher of
an early childhood program has had children, is a nice person, and has taught in
the classroom, then few other qualifications are thought necessary to be a good
supervisor. After all, parents have raised children for years without formal train-
ing, so why would a director need any special skills or knowledge to supervise
babysitters? And anyone who has taught surely understands teachers’ problems
and can therefore supervise teachers effectively.

This kind of thinking—perhaps more prevalent in the minds of the public at
large than in the child care field—certainly contributes to the feelings many super-
visors have that their work is not valued. Such thinking, however, is based on a
lack of knowledge about the process of working with adults and about the needs
of young children and their cognitive, social, emotional, and physical develop-
ment. It fails to recognize the importance of the environments in which children
learn and of the interactions between children and adults in those environments.

Supervision cannot be carried out without careful thought, planning, and skill.
Not all adults are competent to work with other adults or with children. Some who
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4 The Supervisory Context

work well with children have to make many adjustments to work effectively with
adults. Other adults work best alone, or with machines, or behind a desk. They may
not have the stamina or sensitivity to interact with people daily in small settings.

Persons holding supervisory positions in early childhood programs usually
have more than one role to fill and are responsible for working with all types of
people. Those who strive to provide quality supervision to their staff members do
so because they understand its positive effects on children. They carry on with
conviction and determination despite the perceptions people may have about the
nature and importance of their work. The myth that anyone can supervise tends to
be held by those unfamiliar with early childhood programs, not by those who work
in them.

THERE IS ONE BEST SUPERVISORY APPROACH
TO USE WITH EVERYONE

Life would be easy for supervisors if they could read a book or take a course that
would guarantee them one workable method of supervision that would always
succeed. Such a panacea can be appealing to supervisors who are frustrated by
many problems and desperate for immediate solutions.

Supervisors work with people. The problem with adopting a “package” to
solve one’s supervisory dilemmas or clinging to a homegrown method is the
human factor: Caregivers are unique. They have varying personal and professional
needs and different levels of ability and skill, which require various supervisory
strategies.

Experienced supervisors know that some supervisees need to be shown what
to do and how to do it in a direct and detailed way. Yet others can develop their own
solutions to problems or take the initiative to do what needs to be done without di-
rection. Some people prefer to interact with authority figures with whom they can
establish a personal relationship; that is, they prefer supervisors who are warm,
expressive, and sensitive, and who model appropriate behaviors for them. Others
object to overly attentive supervisors. They prefer to develop their own solutions to
problems and appreciate a supervisor who is formal, serious, and impersonal.

The reasons supervisees respond to one approach or to another may have to
do with cognitive style, cultural background, intelligence, personality, experience,
developmental level, or other factors. Supervisors need flexibility when working
with caregivers: The size of the settings, the number of supervisees for whom they
are responsible, the individual differences among their supervisees, and their own
personality and style all affect the supervisory strategies to be considered.

Supervision is a process involving the many variables of human behavior.
Negating this process by looking at supervision with tunnel vision and adopting a
single supervisory method will not resolve the complex problems supervisors face
and will not help change caregiver behavior.
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SUPERVISORS HAVE ALL THE ANSWERS

The myth that supervisors have all the answers is one that creates continuous pres-
sure on supervisors, who live in fear that someone might discover they don’t have
a solution to a problem or may not even know how to go about solving it. They
fear that others will think less of them or will suggest that they are incompetent
and shouldn’t be in a leadership position if they cannot step in, take charge, and
resolve a pressing problem in short order.

The assumption that supervisors are omniscient beings makes it difficult for
supervisors to be honest with themselves and with their staff members. It fails to
recognize that some organizational problems or people problems take time to
resolve—sometimes several years. This myth also discourages collaborative prob-
lem solving between a supervisor and a staff member, for a collaborative mode
acknowledges that others have expertise, perhaps in areas in which a supervisor
is weak. Through the dialogue, interaction, and give-and-take of the problem-
solving process, supervisors and supervisees can grow professionally.

This myth is reflected in behavior in which supervisors feel obligated to tell
caregivers how to resolve a problem or how to teach better. Supervisors may feel
guilty if they cannot do so and may tend to react too quickly to a supervisee’s
questions or doubts by continually talking and offering solutions. The youthful-
ness of early childhood supervisors and the turnover rate among them may in-
crease pressure on supervisors to prove themselves. Providing all the answers is,
after all, what an expert, a supervisor, is expected to do.

Learning to listen to a staff member and to ask questions takes practice. By
thinking through problems and developing solutions with a supervisor instead of
simply being told answers, supervisees can be encouraged to move toward greater
independence. By relieving themselves of the burden of having quick remedies
to complex problems at their fingertips, supervisors can relax and explore the subtle
circumstances and details of an event.

Supervisors are human. They have strengths and limitations. Although they
have control over some of the variables affecting their programs, they have little
influence and control over others. Supervisors who can be honest and realistic
about themselves can create a group spirit in a program without losing supervi-
sory credibility.

DIRECT CONFRONTATION WITH STAFF IS NONSUPPORTIVE

Many supervisors, particularly those in the early childhood field, have great dif-
ficulty confronting employees about situations, behavior, and habits that may
negatively affect a program. They are reluctant to “lay it on the line” with a
caregiver who, for example, is always late or who is creating strife among staff
members. A direct approach is deemed a nonsupportive one.
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Avoiding explicit supervision, a supervisor may deal with a problem indi-
rectly: by raising the issue in a delicate way during a conference, by hinting at
possible new behaviors, or by manipulating other variables to reduce the tension
a particular situation has created. These strategies make a supervisor feel better.
After all, how can one be so petty as to confront a caregiver who is earning so
little money or who really needs the job? Leveling with a supervisee seems so
antihumanistic, so uncaring. The direct approach has not been given much cre-
dence in early childhood training.

Attempting to resolve a problem indirectly is often appropriate, but some-
times supervisees do not “hear” the message, or do hear the message but choose
to ignore it, so that problems continue to multiply. In situations such as these, stating
the problem openly in a factual and honest way permits the issue to be acknowl-
edged and dealt with.

Such a direct approach is exactly what some supervisees need. Although a
caregiver may have recognized a problem, he or she may not have adequate self-
discipline to solve it or the courage to go to a supervisor or other persons for help.
On occasion, a teacher may not even be aware that he or she is not performing
appropriately. Getting the concern out in the open can be revealing and cathartic,
often laying the foundation for a trusting, supportive relationship.

Caregivers appreciate honesty in supervisors; they don’t like “beating around
the bush.” They want to know what they are doing right and what they are doing
wrong. Airing concerns in a straightforward, fair, and sincere manner prevents
problems from deepening and feelings from intensifying. It allows supervisor and
supervisee to start fresh without resentments from lingering unaddressed concerns.
Evading issues will not improve relationships among people or increase program
effectiveness. Problems create tension for supervisors, but confronting problems
is part of the job and can actually relieve tension.

SKILLED SUPERVISORS NEVER ENGAGE IN MANIPULATION

The notion of supervision as manipulation is a difficult one to discuss. No doubt
there are supervisors who unfairly control staff members to satisfy their ego needs,
to feel more powerful, or to serve their own purposes. Manipulation, for example,
can take the form of paternalism on the part of supervisors who think they always
know what’s best for their supervisees and never permit them to voice opinions,
feelings, or ideas about an issue. Such supervisors simply make major decisions
about the work life of their teachers, “convincing” the staff and themselves that a
particular action is best for a supervisee, even though sometimes it may really be
best only for the supervisor. Often, issues of class, status, politics, and culture
underlie this type of manipulative behavior.

Supervision as skilled management through which caregivers improve per-
formance and grow professionally is distinct from that which is self-serving and
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paternalistic. Some supervisors fear that if they make use of skills that enable them
to influence a supervisee’s behavior, they are being manipulative. Concerned about
disrespecting and controlling others, they question the ethics of using these tech-
niques. Supervisory behaviors like praise might be considered manipulative in
some situations, but such techniques that shape the behavior of staff members are
often appropriate means for building self-confidence.

An example might be a beginning teacher who presents a lesson for the first
time. The lesson has many flaws in it, but the teacher is fragile and insecure. In
the follow-up conference, the supervisor’s feedback may be positive, despite the
many problems with the lesson, because the supervisor decides that the emotional
state of the teacher requires positive feedback at this time so that he or she can
gain confidence and continue to grow and develop professionally. In a sense, this
is manipulation on the supervisor’s part; yet the truth would have been damag-
ing. In this case, the teacher was inexperienced and still in the process of devel-
oping teaching competencies. The supervisor’s conscious means of guiding the
teacher did not have a selfish motive, nor did it abuse supervisory power. If this
had been an experienced teacher, the supervisor’s strategy would have been
straightforward. In critiquing the lesson with the teacher, most likely all of its flaws
would have been openly discussed.

Let us acknowledge, then, that some supervisory situations can be interpreted
to have manipulative overtones; however, assumptions that suggest that staff
should not be trusted, that they must be constantly watched and controlled, that
they need to have decisions made for them, or that they should be “used” to the
advantage of the supervisor do not have validity as a basis for supervision.

GOOD TEACHERS DO NOT NEED SUPERVISION

Supervisors sometimes assume that those staff members who perform their du-
ties in an excellent fashion or who are very experienced in their roles require little
or no supervision. This myth may allow problems to go unresolved, may dimin-
ish team spirit among staff members, and may cause excellent staff to feel ne-
glected, undervalued, or excluded from the group.

Effective teachers, however experienced, require supervision. Like all staff
members, they appreciate attention. They like to be recognized and to receive posi-
tive reinforcement. They want to know that supervisors are interested in their work
and are knowledgeable about the scope of outstanding work. To do an excellent
job without a supervisor’s being aware of it can be discouraging and can create
anxiety and stress.

Good teachers sometimes have work-related problems with other staff or with
particular children. Their competence as teachers does not mean that they always
have the right answer or the skills to resolve every problem. Often, they need some-
one else to validate their instincts about how to resolve a problem.
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Some good teachers burn out over time and become bored with their work
and eventually uninterested. They may be stimulated by a supervisor who can give
them new ideas, allow them to take a new role within a program if there is one
available, or encourage them to take leadership roles in the field outside the
program.

Effective teachers also value criticism. They want constructive feedback. One
reason for their excellence may be their ability to analyze their performance and
to accept input about their work so that it constantly improves.

Good teachers have expertise that can be shared with a supervisor and others.
A supervisor who neglects competent staff has lost a valuable resource. Excellent
and motivated teachers can be a great help to supervisors by modeling behaviors
for other staff, by teaching colleagues, and by providing ideas and suggestions to
supervisors.

Directors who fail to supervise highly competent staff members risk losing
the very people who provide strength to their programs.

SUPERVISION IS AN OBJECTIVE PROCESS

Supervising is a complex activity that cannot be totally objective. Supervisors come
to the educational arena with “colored glasses.” The ways in which they view their
staff members are affected by their own childhood, their education, their life and
work experience, and the philosophy and values they have developed. Supervisors’
beliefs and values cannot easily be set aside as they work with staff members—
nor should they be set aside. They should, however, be recognized.

If, for example, a teacher doesn’t implement a lesson the way the supervisor
would have, then the supervisor may question whether it was done correctly. But
the lesson may have achieved its goals even though it did not reflect the
supervisor’s values. Supervisors are caught in a balancing act. They have their
own goals, philosophy, and values, which they would like to see reflected in their
programs; yet they wish to respect caregivers’ values without being heavy-handed
or forcing their personal styles or approaches on teachers.

It is perfectly legitimate for a supervisor to direct a program toward a par-
ticular philosophical orientation, but this does not mean that all staff members must
think the way their supervisor thinks. It does suggest that supervisors who oper-
ate with a high level of consciousness about self can strive to be aware of the “tinted
lenses” through which they view their programs and can recognize how their bi-
ases might affect the supervisory process.

The process of observing teachers is one that can become more objective
through the use of various tools for gathering data. These instruments bring focus
to an observation, generate information about teaching behavior, and raise ques-
tions of purpose and philosophy (see Chapter 11). Evaluation, however, is judg-
mental and therefore inherently subjective. Supervisors are expected to judge the
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competency of teachers in their programs as fairly as possible. Because they have
expertise and experience, supervisors are qualified to judge and should not feel
guilty for doing so.

SUPERVISORS ARE ALWAYS CALM

Many people believe that teachers should always be calm, assuming that they do not
experience strong feelings and emotions while working with children. This myth
of calmness and moderation applies to supervisors as well. Supervisors are ex-
pected to be model educators. Despite the many pressures they face—frustrations
due to working conditions and feelings of impatience with staff members, par-
ents, or government officials—they are always expected to be cool, calm, and col-
lected. They are supposed to be able to respond to pressure in a low-keyed, logical,
and emotionless manner.

This myth can create a sense of fear and guilt in supervisors: fear that if they
are caught off-guard and show emotion they will lose power and status and their
supervisees will think less of them; guilt because they have demonstrated imper-
fection by losing control for a moment and revealed human weakness.

Supervisors who believe they must be “super” at all times carry a burden that
rejects reality and denies their humanness. Teachers who see human qualities in
their supervisors often gain greater respect for them. Supervisees respond to, em-
pathize with, and demonstrate greater willingness and enthusiasm for following a
leader when they realize that they share certain qualities with that leader.

EXERCISES

1. Discuss how one or more of these myths has affected your own view of super-
vision and your work as a supervisor.

2. Discuss how these myths might affect a staff member’s expectations of the
supervisory relationship.

3. Describe other myths that can affect the supervisory role or supervisor-
supervisee relationships.
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C H A P T E R  2

EARLY CHILDHOOD PROGRAMS:
IMPLICATIONS FOR SUPERVISION

THE DEFINITION OF EARLY CARE and education that is used by the Na-
tional Association for the Education of Young Children (NAEYC) is “any

group program in a center, school, or other facility, that serves children from birth
through age eight” (Bredekamp & Copple, 1997, p. 3). Within this scope there is
a great diversity of programs: those for infants as young as a few months and for
schoolchildren as old as third graders; settings designed for children who are
present for a few hours a day, 2 or 3 days a week, and ones that serve those who
come for many hours every day; large centers or schools where children are
grouped by age, or family child care homes with a few children of mixed ages.
Goals may be limited to making social experiences available to children who have
many advantages or may encompass a rich educational program together with
health and social services for those who have very few advantages. And while
many programs for young children are still found in traditional settings such as
church parish houses, others are located on-site in businesses or public schools
and have facilities especially designed for young children.

Good supervisory practices do not change with the setting nor do basic staff
needs. However, a program’s administrative structure and such factors as size,
hours, staffing patterns, regulatory agency, source of funds, children and families
served, and educational goals do affect both staff needs and the ways a supervisor
functions.

FULL-DAY PROGRAMS

Probably the most complex setting for young children is one that is available year
round, for 8 or more hours a day, 5 days or more a week, while parents are work-
ing or in school. Because these programs act as a supplement to, and to some degree
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a substitute for, parental home care, their quality is of special importance. The
long operating hours in particular affect both program planning and the social-
emotional needs of children and staff.

Center-Based Child Care

Center-based programs are usually licensed to provide full-day care (more than
30 hours per week) for six to eight or more children. Although both the program
goals and the client population have changed a good deal in recent years, there
continues to be a public image of such centers as providing only custodial care
for low-income children. In reality, center-based full-day, full-year programs are
also now very common in middle- and upper-middle-income communities, and
the number is rapidly increasing. In addition, developmental, educational, and
caregiving goals are now all generally considered to be of great importance, al-
though not equally emphasized in all programs. In general, the differences be-
tween these and other preschools are mainly influenced by the length of the day.

Centers that serve low-income families are almost always nonprofit, receiving
federal funds, administered through state social service departments in the form of
direct grants or through vouchers for individual children, or funds from municipali-
ties and states, churches, social service agencies, and the United Way. This funding
supports children of families receiving public assistance who are in work or train-
ing programs and other families on a sliding fee scale. Children are also placed in
centers for special services, as in cases of actual or potential abuse or neglect.

Small, individually owned centers are usually for-profit, with the “profit”
principally being in the form of salary for the owner-director. The goals and poli-
cies of these programs depend almost entirely on the views of the individual owner.

Chains of child care centers are usually set up as corporations to be
moneymaking enterprises. Although some are very large, with hundreds of indi-
vidual centers, many have relatively few sites in a limited geographical area. These
systems frequently have standardized buildings, equipment, and materials; and
the goals, policies, and curriculum for each center are predetermined by the cor-
poration, in some cases specified in great detail. The number of chains providing
services, however, is subject to the ups and downs of the U.S. economy and to
competition from the public schools.

Full-day programs may also be sponsored by businesses, hospitals, or uni-
versities, designed specifically to serve the needs of the people working or study-
ing at these institutions. Companies usually consider them an employee benefit,
although fees are commonly charged.

Infant and Toddler Care

The need for center-based infant and toddler care and the number of centers pro-
viding it have grown rapidly in recent years, and this trend will certainly continue.
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Most centers for very young children are part of larger programs for older
children. They may enroll children as young as 6 weeks, although some do not
take babies younger than 5 or 6 months. The upper limit is 2 or 3 years, the age
often influenced by licensing standards. Because the children are so young, group
sizes must be small, and larger numbers of staff are needed to maintain desirable
adult-to-child ratios. The NAEYC (2005) program standards and accreditation
criteria include the following recommendations:

Infants. Staff–child ratio of 1:3 or 1:4; group size of 6–8
Toddlers. Staff–child ratio of 1:3 to 1:6; group size of 6–12 for ages 12 to 28

months and  8–12 for ages 28 to 36 months

The higher ratios are applicable where the groups are smaller.

School-Age Child Care

These programs provide a place before and/or after the public school day for chil-
dren of working parents. The children may take part in a varied program on a
5-day-a-week basis for as few as 2 hours or, for kindergarteners in half-day pro-
grams, as many as 8 hours per day. Some programs also provide services for school
holidays and vacations. For-profit care may take place in family child care homes
or in centers that are independent or part of a chain, while nonprofit services are
often provided by public schools, religious institutions, Ys , Head Starts, and other
social service agencies.

The ages of children in extended-day programs is from 5 to around 13, al-
though the majority of children are in the younger range. With such an age span,
it is not unusual to have several children from the same family in a program, and
children may attend the same center year after year.

Implications for Supervision

With their long days and year-round calendar, full-day center-based programs
present great challenges for supervisors. Because centers must be staffed for 10,
12, or more hours a day, staff members must work on staggered shifts, making it
difficult for supervisors to find time for meetings. They often take place during
nap time, thus excluding some people, or in the evening, creating extra burdens
on caregivers. There is much evidence that feelings of continuity and cohesive-
ness among staff members are not easily reached when they are not able to meet
together to work on common goals.

Routines such as eating, napping, tooth-brushing, and toileting can take a
prominent place during the day, making it more difficult to create individual and
family-like activities along with age-appropriate educational experiences. We
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believe that private time for both staff and children is especially important, but
privacy and individual attention require flexibility, and there is not always enough
staff available to achieve these goals. Communication with parents, of great im-
portance in such centers, is also not easy to establish, since most parents are at
work during the time their children are being cared for.

When a child care center is part of a larger system, such as a social agency, a
business, or a multicenter operation, decisions that are made at a central office may
reflect an order of priorities different from those of the local center. Administrators
or boards, even of social agencies, may not understand the developmental goals or
space and equipment needs of early care and education. Or the goal that a chain of
child care centers maintains a uniform curriculum may stand in the way of flexibil-
ity or creative programming. On the other hand, central administrators can become
sources of support and backup because of the resources at their disposal.

Nonprofit centers may have available to them supplemental employees from
a number of government-funded sources, such as job training programs, the Fos-
ter Grandparents Program, and people fulfilling welfare-to-work requirements.
These additional staff members must be integrated into classroom teams and of-
fered training and support directed toward their special needs. In large day care
programs, administrators are also likely to have responsibility for support staff
including cooks, custodians, and health and social service personnel, calling for
greater diversity of supervisory skills.

Another challenge for supervisors is to assist staff in recognizing the strengths
as well as the needs of low-income or at-risk children, those with disabilities, or
those who are culturally or linguistically different from the mainstream popula-
tion. Although in many ways they do not differ from all young children, there are
issues that are special to these populations (see NAEYC, 2005).

In infant and toddler centers, the issues confronting supervisors and staff are
directly related to the developmental needs of very young children, about which
supervisors themselves may have limited knowledge. With the demands of babies’
cycles of sleeping and being fed and changed, caregivers may not easily see that
their role has dimensions beyond that of responding to physical needs. Brain re-
search has shown how neurological systems are rapidly being shaped by the quality
of care in the earliest weeks and months of a child’s life (Shore, 2003). Although
this research reveals that the brain retains its capacity to grow throughout life, the
most rapid growth occurs during the first three years. Risk factors such as malnutri-
tion, prenatal exposure to drugs, alcohol, and nicotine, and stress caused by abuse
and neglect can impede normal brain development (Education Commission of the
States, 2004a). Also, there are sensitive periods in which the brain must have par-
ticular stimulation in order to grow properly. Different experiences during these
“windows of opportunities” contribute to the development of such areas as language,
thinking, and visual development. The absence of such stimulation can have long-
lasting effects on young children (Newberger, 1997; Shore, 2003).
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These new insights point to the importance of creating loving, nurturing, and
healthy environments for children and the critical role that early intervention prac-
tices can play, especially with children who are at risk. Language, sensory, and social
interactions with both adults and children (Shonkoff & Phillips, 2000), along with
warm, loving, and consistent care, are the keys to making it possible for children to
form secure attachments to those who care for them and to grow into curious, con-
fident, competent learners. Web sites such as Zero to Three (http://www.zerotothree
.org), Charles A. Dana Foundation (http://www.dana.org), and I Am Your Child
(http://www.iamyourchild.org) provide caregivers and parents with information
about brain research and ways to support early brain development.

Training and mentoring can help caregivers be able to see each baby as unique
and learn to respond to subtle differences in a child’s need for stimulation versus
comfort, and to sleeping, eating, and other developmental patterns (Lally, Young-
Holt, & Mangione, 1994). Providing a primary caregiver to each child over rela-
tively long periods of time, though difficult, has a positive effect on a caregiver’s
sense of value and helps staff members become more productive as they gain
control over their work environment (Bernhardt, 2000).

Toddlers, of course, are extremely active. They need both freedom to explore
and limits, along with help in negotiating social exchanges with their peers and
developing control over elimination. Staff often need help in dealing with their own
feelings about discipline and about appropriate times and methods for toilet training.

As in all center-based programs, the group situation can obscure a young
child’s individuality. It can make it difficult to provide for the stimulation and
active exploration that very young children require. We hold that course work in
infant and toddler development, even though many states do not require it for li-
censing, is essential in equipping caregivers to provide an appropriate environ-
ment for their growth. Developing observation and recording skills also helps them
be able to see and appreciate the differences in children and the ways they change
in this period of fast growth.

Relationships between caregivers and parents is an issue that is important at
any age, but may require even more nurturing by supervisors of infant and tod-
dler center staff. Validation of a family’s culture, language, and values is impor-
tant even at this early age. Staff members are not immune to the feeling that parents
should not place very young children in day care, especially if they believe the
mother can afford to stay home with her child, and thus may play on the guilt
often felt by parents.

The caregiver-parent relationship becomes particularly critical as a child
grows toward toddlerhood and acquires greater self-control. Parents will have
strong feelings about feeding, toilet training, and discipline, which become more
important at this time. Supervisors may have to spend both individual and group
staff development time helping caregivers deal with their feelings and find ways
to develop a partnership, rather than a rivalry, with parents. Staff members who
have developed skill in communicating with parents will be able to discuss such
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matters in an atmosphere of mutual respect, which encourages an exchange of
ideas, feelings, and expertise about what the child is doing.

Among the important issues in school-age care are the range in age of the
children served and the fact that the children have been (or will be) in a school
setting for a good part of the day. In addition, split shifts for staff, using shared
and often inadequate space, can create stress (Neugebauer, 1993). Creative ac-
commodation to the different social, emotional, and intellectual needs of 5-, 8-,
and 12-year-olds, as they become more autonomous and independent and as their
peer-relationship needs and skills increase, is a major goal of staff. Another chal-
lenge for staff is to plan same-age and multiage activities for children of different
ages who are in a common setting.

Helping staff organize for and feel comfortable with a program that is flex-
ible enough to provide contrast to the structured school day is another issue for
supervisors. A staff with many abilities is required for a program that includes
recreational and arts activities, field trips and neighborhood excursions, along with
homework assistance, tutoring, and language help for bilingual children. Special
training is often necessary to help staff see the overall goals of a program for out-
of-school time as a place to enhance children’s socialization, relaxation, and in-
formal learning, and to understand the developmental needs of school-age children.
We recommend that programs build in staff time to meet and discuss the special
needs of all the children cared for during these important periods of the day.

The out-of-school time (OST) workforce tends to be a mature, skilled, and
educated group. Respondents to a study by the National Institute on Out of School
Time (NIOST & Academy, 2003) had an average age of 37, and 87% were fe-
male. Almost 80% of them, which included program directors and managers, had
at least a bachelor’s degree. It is interesting to note that, on average, they had been
in their current position for 4 years, while more than half viewed out-of-school
child care as a viable career choice. These staff members may view school-age
child care as a place where they can develop interesting, long-term relationships
with children who come back year after year, and where creative programming
can flourish.

There is still a need, however, for affordable and accessible training, ongoing
support, and educational opportunities for staff. Since many programs are small,
directors may also serve as teachers, working as colleagues alongside the staff for
whom they are responsible. They may not have much contact with other after-
school program administrators, and those whose programs are housed in school
buildings frequently have little support from the regular school staff. The National
Institute on Out-of-School Time (NIOST; 2003) offers a retreat for executive di-
rectors, directors, and coordinators that emphasizes the development of leader-
ship and advocacy skills as well as a peer-support network. Also, the National
Association of Elementary School Principals (NAESP; 1999) has established stan-
dards for K–8 principals involved in after-school programs, which our readers will
find useful.
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We recommend that administrators working in after-school programs peri-
odically check the NIOST Web site (www.niost.org) for staff training opportuni-
ties as well as for recent developments and progress in the field in such areas as
the career lattice, credentials, and core competencies. For information about ac-
creditation, contact the National AfterSchool Association (http://www.naaweb.org/
accreditation.htm).

Family Child Care

Family child care is defined as taking place in the home of a nonrelative for up to
12 hours a day, 5 or more days a week. In most states where such care is regu-
lated, the number of children in one home is limited to about six, usually includ-
ing the provider’s own children. In some states group home care for 7–12 children
is allowed with an assistant. Currently, 44 states have separate regulations for this
type of child care, and an equal number of states have clauses which legally ex-
empt some homes from licensing requirements (Children’s Foundation, 2004).
Subsidies are available from the Child Care Food Program to licensed providers
who take care of children of parents on government assistance who work or at-
tend school, and abused or neglected children.

The Family Child Care Licensing Study reported that there are 290,530 regu-
lated family child care homes in the 50 states, District of Columbia, Puerto Rico,
and the Virgin Islands (Children’s Foundation, 2004). Although virtually all states
now license child care homes or have a required or voluntary registration pro-
cess, many homes are not licensed. Providers are often reluctant to go through the
process of becoming licensed because of the limits imposed by the regulations or
through fear of intrusion. However, the Study of Family Care and Relative Care
found that being regulated has the strongest relationship of any factor to quality
care (Kontos, Howes, Shinn, & Galinsky, 1995).

The ages of children cared for in home settings range from infants to elemen-
tary school children, although most are younger than school age. Infants and tod-
dlers are more likely to be cared for in family child care, because the availability
of center-based care for very young children is not widespread, and because many
parents value a homelike atmosphere.

Approximately 650,000 caregivers are working in the family child care field
(Burton et al., 2002). Family child care providers have many different backgrounds,
income levels, and reasons for involvement. As of this writing, however, there is
little recent national demographic data on these providers, particularly since so
many of them are unregulated. Data collected since 2001 in a survey of selected
states show that average annual salaries of family child care providers range from
a high of $30,000 in Connecticut to a low of $6,039 in small homes in Monterey
County in California. Average hourly wages for providers can be as low as $4.90
per hour for a starting wage in Utah or as high as a median hourly wage of $9.19
per hour for teacher assistants in Alameda County in California. Nevada has an
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average annual turnover rate of 22%, while the turnover rate in Maryland is 16%
(Center for the Child Care Workforce, 2004).

Implications for Supervision

Because of the isolation of family child care providers together with licensing
requirements that are generally less stringent than those for center-based caregivers,
there are still many who have had little or no specialized training in child care. In
2002, only 11 states required preservice training for small family child care home
providers, and 12 states had such requirements for large family child care home
providers (NAEYC, n.d.). National studies have reported that 64% of regulated
providers and 34% of nonregulated providers have had specialized training, al-
though many more have probably attended some informal workshops (Kontos et al.,
1995). It is probable, however, that a much lower percentage have had on-site
supervision.

When training exists, it is usually provided by resource and referral agencies
or licensing or other state training agencies. Formal and informal associations,
including affiliates of the National Association for Family Child Care (NAFCC;
see Appendix), and various community projects are becoming more common as
vehicles for providing caregivers with support and self-help, as well as assistance
and training from professionals. Some states have Family Child Care (FCC) sys-
tems which support and monitor providers who serve state reimbursed families.
Partnerships among community colleges, state agencies, FCC systems, and pro-
fessional associations are needed to develop training and support programs for
providers (Modigliani, 2001).

The supervisory role in family child care is most likely to grow out of some
form of group training. Workshop or course instructors, mentors, or coaches can
build in on-site visits to get a sense of the physical environment of the homes, the
kinds of children enrolled, and the caregivers’ interactions with the children.
Conducting baseline assessments with home providers in relation to the accredi-
tation process of the NAFCC can become a key aspect of training, as can other
activities which meet the individual needs of providers. Trainers or coaches might
then be viewed as supporters for individual providers and can build more mean-
ingful content into their workshop or course sessions. It is essential that these
supervisors be knowledgeable about the special characteristics of home-based care
and have experience in home-based care themselves. Of course training given in
the first language of the provider is likely to be more effective. A knowledge of
early childhood education and child development, good people skills that are es-
sential in establishing trusting relationships, and cultural competence to work with
a diversity of providers are other important baseline competency areas for men-
tors and supervisors (Modigliani, 2001).

All caregivers should have knowledge of child development and how to pro-
vide programs appropriate to the age and development of children, but family child
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care providers have some unique additional needs. First, they are probably the
most susceptible of early childhood caregivers to society’s view that child care is
“only babysitting.” Thus a major priority for some providers is to improve their
self-image, so they can begin to see themselves as professionals who do indeed
have, and can further develop, special skills for working with children and par-
ents, and who are carrying out a socially valued job. As providers gain confidence
and competence, supervisors can assist them in growing into the role of mentor
for other providers.

Other provider needs are related to the fact that care is given in the provider’s
own home. The intimacy of the setting may affect parents’ and caregivers’ ex-
pectations about care. For example, a major area of need is to become aware of
the importance of planning for the children’s day (Kontos et al., 1995). Misun-
derstandings between parents and providers can develop, especially where there
are differences in culture, standards, or values, unless open communication sys-
tems have been developed. Relationships with the provider’s spouse and own
children, too, can be strained by the presence of day care children.

Other issues not encountered by center-based caregivers include developing
effective learning environments within the limitations of the physical layouts of their
homes, and planning and choosing appropriate materials for a span of ages. As family
child care providers are operating a child care business, managing a business and
relating to the community are also important issues, as well as guaranteeing children’s
health, nutrition, and safety (Roach, Adams, Riley, & Edie, 2003).

Because of the large number of day care homes and the difficulties involved
in setting up monitoring systems, supervisors will find a great deal of variation in
the quality of care provided. Even when their level of education and training is
not high, however, most providers are people who have great potential.

Some useful resources for trainers include Provider’s Self-Study Workbook:
Quality Standards for NAFCC Accreditation (2005; available online from http://
www.nafcc.org); There’s No Place Like Home (Modigliani & Dombro, 1996;
available from Family Child Care Project, 125 Brooks Ave., Arlington, MA
02474); and the Family Child Care Rating Scale (Harms, Cryer, & Clifford, 2006).

HEAD START

Head Start is a national program, funded to local agencies through the federal gov-
ernment. It provides comprehensive developmental services to low-income preschool
children and their families, focusing on education, socioemotional development,
physical and mental health, and nutrition. Although direct services to children have
always been a major goal, health and nutrition, social services, and parent involve-
ment all receive equal emphases in program goals and implementation.

Most Head Start children take part in a center-based preschool program for
3- to 5-year-olds, 5 hours per day, 4 or 5 days per week. A home-based option
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that provides comprehensive services to children in their own homes is usually
available. Other Head Start options include full-day/school-year, full-day/full-year,
Early Head Start (which serves low-income pregnant women and families with
children from birth through 3 years of age), and Parent and Child Centers. At least
10% of the enrollment in Head Start must be children with disabilities. They re-
ceive both regular Head Start services and individualized special services.

Inclusion of Parents

One of the most important premises of Head Start is the significance placed on
the role of parents, who must be included as paid workers or as volunteers in class-
rooms. They are also to be given opportunities to participate in program decisions
through committees and the policy council or committee, which is the governing
board of each Head Start program. Staff members are required to communicate
with parents frequently, including making home visits.

The Head Start FACES 2000 Study, a national longitudinal study of Head
Start programs and of the cognitive, social, and physical development of Head
Start children, found that programs continue to be of good quality across a wide
variety of indicators. When compared to the original 1997 sample, teachers were
more qualified. More Head Start teachers in 2000 had bachelor’s or associate’s
degrees (38.7%) and more had graduate degrees (10.9%); more teachers reported
having studied early childhood education or child development in preparation for
their highest degree (62%); and more were members of professional organizations.
Teachers were on average 44.4 years of age; 48% were White, 33.7% African
American, 15% Hispanic, and 1% Asian (Zill, McKay, & O’Brien, 2003).

Quality Assurance

The Head Start Act places a strong emphasis on staff qualifications, supervi-
sion, training, development, and appraisal. It was amended in 1998 to require
that by September 30, 2003, “at least 50% of all Head Start teachers nationwide
in center-based programs have an AA, BA, or advanced degree in early child-
hood education, or development, or a degree in a related field and experience
teaching preschool children” (U.S. Department of Health and Human Services,
2004, p. 34). Programs must provide adequate supervision and pre- and in-service
training to staff and volunteers. Individual training needs are to be assessed, and
in-service training and college-based course work made available. All staff are
encouraged to develop competencies that will enable them to move vertically
(e.g., from aide to mentor teacher) or horizontally (e.g., from social service to
education) within a program. Head Start also supports the development of men-
tor teachers whose role is to observe and assess the classroom activities of Head
Start programs and to provide on-the-job guidance and training to program staff
and volunteers.
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Another distinctive feature of Head Start is its built-in system for ensuring
that services based on Head Start goals are actually being delivered by each local
program, while allowing for flexibility at the local level. Two procedures assist
this effort:

1. The Head Start Performance Standards, which define “the objectives and fea-
tures of a quality Head Start program in concrete terms; they articulate a vision
of service delivery to young children and families; and they provide a regula-
tory structure for the monitoring and enforcement of quality standards” (U.S.
Department of Health and Human Services, 2002). Grantee and delegate agen-
cies must provide staff members, parents, members of councils and boards, and
community partners with training on the standards and ways to implement them.

2. A mandated system through which grantees are required to evaluate their per-
formance in relation to the Performance Standards. This yearly self-assessment,
which includes parents, staff, and community representatives, uses the On-Site
Program Review Instrument (OSPRI). Every 3 years this includes a weeklong
on-site visit from an outside team. The local program’s own self-assessment
is “validated,” and where it is found to be out of compliance with the Perfor-
mance Standards, it is given up to a year to correct the deficiencies pursuant
to a Quality Improvement Plan.

Implications for Supervision

Each of the elements discussed above has an impact on the supervisory process,
both for program directors and for educational coordinators. First, administrators
will find that program goals that are mandated and closely monitored by the funding
source (in this case, the federal government) can have both advantages and disad-
vantages. Accountability through various levels of bureaucracy can be confusing
and frustrating. Newcomers to Head Start are confronted with a dizzying array of
terminology and acronyms. Paperwork can seem endless. Policies or their inter-
pretation may change with little time for staff preparation, and questions about
whether the local program is in compliance with the Performance Standards are
not always easily answered. These concerns can be especially unnerving when it
comes time for an OSPRI review.

On the other hand, the structures that Head Start has created provide supports
within the system that can be very helpful to supervisors. The Performance Stan-
dards, which serve as the basis for all program decisions, provide clear goals within
a developmental early childhood perspective. They serve as common reference points
for all staff, from aides and volunteers through the director. Supervision, training,
and curriculum development all start from this point, but enough flexibility is al-
lowed so that staff and parent input can make a difference. In addition, the OSPRI,
in spite of the tremendous amount of work it requires, furnishes valuable informa-
tion on strengths and weaknesses on which to build for the future.
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Other supports built into the Head Start system are funds for training and
technical assistance and for college courses and Child Development Associate
(CDA) training; state and regional organizations of Head Start directors and su-
pervisors; and regional office personnel.

The emphasis on the involvement of parents has a number of implications
for supervision and training. Staff members—and supervisors themselves—may
find it difficult to adjust to untrained parents as decision makers or to find ways to
work through differences of opinion on important issues. Staff development that
emphasizes communication skills, cultural competence, and an understanding of
the concerns and strengths of low-income parents can help teachers work sensi-
tively with parents in the classroom, in conferences, and in home visits. Effective
orientation and training programs for parent aides and volunteers also contribute
to staff-parent understanding.

Finally, in any program with a predominantly low-income clientele, some staff
members may find it difficult to deal with the very real problems facing some chil-
dren, parents, and even other staff members. Racial, class, linguistic, and cultural
differences can sometimes create barriers to communication and understanding.
Young middle-class teachers with little or no experience with low-income or cul-
turally different children may especially need training and supervisory assistance.

PART-DAY PROGRAMS

Until recently, half-day school-year programs for 3- and 4-year-olds have been
the most widespread type of early childhood program, except for kindergartens.
Nursery schools (now often called preschools or child development centers) are
characterized by small size, attendance by different children and teachers in morn-
ings and afternoons, and alternate-day attendance options. A number also include
kindergartens. Full-day or school-day options for children of working parents are
becoming more common.

Nursery Schools

Nursery schools are almost always either privately owned or sponsored by a church,
synagogue, YMCA or YWCA, or similar organization, or are part of a private school,
rather than being publicly funded. An individual school may be an independent
enterprise for an owner-director, or it may be parent sponsored and managed.

Formally organized parent cooperatives usually are nursery schools where
there is a paid director, who most likely also teaches, and sometimes one or more
paid teachers. A large part of the responsibility for the teaching and care of the
children, along with secretarial, maintenance, or other needed work around the
school, is carried by the parents. In most co-ops parents both govern and manage
the school as well.
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Laboratory Schools

A laboratory school (or lab school), which is associated with a high school, vo-
cational school, college, or university, is established primarily as a place for stu-
dents to observe and practice working with children as part of early childhood
training, and generally has a part-day format. Day care programs, increasingly
available in colleges to provide care for children of faculty, staff, or students, may
also be used as a laboratory setting, but usually training is a secondary rather than
a primary objective of these programs. In both types of centers, major teaching
responsibilities are borne by the students in training or by work-study students
who serve as paid assistants. Child care centers that are part of teen parenting
programs in high schools have some of the same characteristics as lab schools.

Implications for Supervision

Traditionally, nursery schools were thought of mainly as places for children to de-
velop social skills. Today there is often at least an equal emphasis on providing a
more comprehensive developmental and educational program. Pressure from par-
ents to train children in academic skills sometimes makes it difficult for teachers to
resist the inclusion of activities that are inappropriate for preschool children.

The small size of most nursery schools makes supervision an informal pro-
cess. Directors may find it difficult to even think about “supervising” an assistant
or a teacher whom they think of as a colleague or friend. In this intimate atmo-
sphere, problems can be hard to deal with. It is also difficult for teacher-directors
who have responsibility for a group of children to find ways to observe teachers
who work in adjacent rooms. Even in small programs, however, staff members
can benefit from opportunities for peer evaluation and from assistance in improv-
ing their teaching.

Since it is common for different teachers to work in the morning and in the
afternoon, staff in nursery schools often have difficulty finding time when all can
meet together. Supervisors may find it hard to convince owners or boards that it
makes sense to pay teachers, or sometimes even the director, for time to attend
staff and parent meetings, to set up classrooms before the school year officially
begins, and to participate in staff development during the year. When funds must
come out of an owner-director’s own pocket, obtaining money for such “extra”
time may be even more challenging.

In parent co-ops, training and coordination are major issues for supervisors.
Not only are there likely to be many different individuals working with the chil-
dren over the course of each week, even in a small school, but there also may be
an almost entirely new group of parent-staff as well as board members each year,
frequently with little or no training in early care and education. A clear under-
standing that staff development sessions are part of the parents’ responsibilities
helps to set a positive climate for such training.
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Differences in philosophy about discipline and about curriculum and meth-
ods are bound to arise from time to time between parents and staff. As in Head
Start programs, one of the supervisor’s tasks is to work out processes for resolv-
ing such differences. Where parents are the owners and managers, it may be es-
pecially difficult to integrate parents’ ideas about curriculum and other issues with
the professional knowledge of the staff.

In a lab school setting, one of the most important supervisory issues is creat-
ing real learning situations and support for education students while at the same
time ensuring that the children receive skilled care and teaching. Supervisors may
find that their attention—and loyalty—is divided among children, students, and
paid staff. Settings for the children of teen parents have the added issue of the
need to nurture parenting skills while dealing with self-esteem and normal ado-
lescent concerns.

Because lab schools are a part of a larger institution whose goals mainly
focus on a different age group, sometimes support for funding and resources is
difficult to obtain. Maintaining good communication and coordination with all
those who teach and supervise students is more complicated when course in-
struction is the responsibility of a separate faculty, when a supervising teacher
is not directly involved with the children, or when lab school staff do not have
faculty status.

Ensuring adequate staff coverage can be another problem for lab school su-
pervisors. Sometimes children may be overwhelmed by too many caregivers. At
other times, class schedules of education students may conflict with periods when
staff are needed the most, or students may want time off during exam weeks, even
though student and faculty parents still need care for their children. Helping edu-
cation students understand the importance of their presence to children’s well-
being, therefore, becomes a key task for the supervisor.

SCHOOL-BASED KINDERGARTENS AND
PREKINDERGARTENS

Kindergartens

Although kindergartens may be part of nursery schools or day care programs, most
are based in public, private, or parochial schools. Although half-day, 5-day-a-week
schedules have been the norm for many years, full-day kindergartens are becom-
ing more prevalent. Currently, nine states mandate full-day kindergarten programs,
while forty-three states, the District of Columbia, Puerto Rico, and the Virgin Is-
lands require that districts offer at least half-day kindergarten; however, many
districts are exceeding the law and implementing full-day kindergarten programs.
Fourteen states require age-eligible children to attend at least half-day kindergar-
ten. Of those, only Louisiana and Virginia mandate that children attend for the
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full day (Education Commission of the States, 2006). Kindergarten has almost
become a universal experience in the United States. In 2001, full-day kindergar-
ten was more common than half-day kindergarten, with 60% of children between
the ages of 4–6 attending full-day programs, while 40% attended half-day kin-
dergarten (National Center for Education Statistics, 2004). Some kindergartens
have extended-day programs, with a nonacademic focus for that portion of the
day, or children of working parents may be transported to or from child care cen-
ters for before- and after-school care.

Teachers in public school kindergartens (and in some states, independent
schools) must be state certified with bachelor’s degrees and specific teacher training
experiences. This training may or may not be at the early childhood level.

Many communities allow more children per class in kindergarten than they
do in preschools. Often a paraprofessional is assigned when a class reaches a cer-
tain size. In contrast to many nursery schools, the same teacher usually teaches
both morning and afternoon sessions of half-day programs. Many states have
enacted legislation to reduce class size (pre-K to 12); however, some are finding
the costs to be prohibitive and are having trouble finding qualified teachers (Edu-
cation Commission of the States, 2004b). States using funds from the federal
government’s Class Size Reduction (CSR) program through Title II have been
able to lower class size in kindergartens to 18 children, on average (U.S. Depart-
ment of Education, 2004).

There is a great deal of variation in kindergarten goals and curriculum, even in
public school systems. Some use a developmental, emerging-literacy model in which
child-initiated experiences and play are considered major means of learning. Others
are group-oriented and tightly scheduled, and focus on readiness activities, espe-
cially in reading, that begin early in the year. They may include using workbooks as
a daily routine, and play is usually not seen as a major vehicle for learning.

Most kindergartens probably combine elements of both of these models, with
some systems allowing greater flexibility than others. However, teachers are likely
to feel considerable pressure to “get children ready for first grade,” pushing them
toward more academically oriented curricula and the teaching of specific skills,
with expectations for achievement being set by the standards movement in the
name of educational reform. Certainly, given the range of differences in experi-
ences and skill and ability levels of kindergarteners, an appropriate curriculum is
one that meets each child at his or her level.

Prekindergartens

There has been an upward trend in the numbers of children attending preschool
in the United States. In 1965, only 5% of 3-year-olds and 17% of 4-year-olds at-
tended some form of preschool. By 2002, this percentage had increased to 40%
of 3-year-olds and 66% of 4-year-olds (Barnett, Hastedt, Robin, & Shulman, 2004).
In order to meet the demand and need, early childhood programs at the prekinder-
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garten level have become more common in public as well as nonpublic schools.
Currently, more than half of states provide some form of prekindergarten with
Texas, New Jersey, and New York leading the way in terms of funding (Educa-
tion Commission of the States, 2002).

Programs range from “universal” prekindergarten to those for children at
risk, migrant children, and bilingual children. Some states appropriate funds to
supplement existing Head Start programs. Public funds, however, are subject
to budgetary shortfalls. In 2002–2003, funding failed to keep pace with the in-
crease in enrollments. Some states such as Louisiana, North Carolina, and Kan-
sas did make gains in terms of access during this time period (Barnett et al., 2004).
Although progress is being made, there continues to be a lack of high-quality,
readily available, state-funded prekindergarten programs in the United States,
with current prekindergarten initiatives reaching only 10% of our nation’s
3- and 4-year-olds (Barnett et al., 2004), despite the positive effects of such
programs.

In a study of high-quality prekindergarten programs in five states sponsored by
the National Institute for Early Education Research, it was found that children at-
tending state-funded pre-K programs made significant progress in mathematics and
literacy, regardless of ethnic background or economic level. They showed gains in
vocabulary, math skills, and print awareness that were respectively 31%, 44%, and
85% greater than children without prekindergarten (Barnett, Lamy, & Jung, 2005).

The Foundation for Child Development (2003) has been engaged in a multiyear
effort to promote universal full-day, full-year, voluntary prekindergarten for all 3-
and 4-year-old children. Mapping the P–3 Continuum (MAP) is part of its initiative
to connect prekindergarten, kindergarten, and the first three grades of school in a
coherent, seamless alignment of public education in the United States, which would
offer planned, sequential learning experiences for children. The goal would be to
level the playing field so that all children would have equal opportunity to succeed
in school. Currently, 17 states have a standards framework that links kindergarten
with the primary grades or beyond (Education Commission of the States, 2005).

The notion of publicly funded and publicly or privately delivered
prekindergarten for all children raises a host of critical issues including the cost
of such programs, the desired characteristics (curriculum, staff-child ratios, pro-
vider qualifications) that would produce the most beneficial outcomes for chil-
dren, and the impact that universal prekindergarten would have on existing early
childhood education services and child care systems for children (Ruden &
McCabe, 2004). These and other questions are being addressed by researchers,
child advocates, and policy makers.

Implications for Supervision

Teachers and aides in kindergartens in public schools always come under the ju-
risdiction of their school principal. Preschool staff members, on the other hand,
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may be supervised by a principal or by a systemwide early childhood supervisor,
an in-house director, or, in the case of Head Start, by the director or educational
coordinator of an area-wide Head Start program.

When elementary school principals do not have training or experience in
teaching young children, they may be uncomfortable about supervising teachers
at these levels. Some may have unrealistic scheduling or curricular requirements
for pre-K and kindergarten, especially centering on the early formal teaching of
reading and math, or they may not understand such things as the appropriateness
of play in young children’s education.

Principals are, however, becoming more knowledgeable about the needs of
children and teachers at the early childhood level. The burgeoning preschools in
public systems, the development of “early childhood centers” housing preschools
through grades 2 or 3, and the greater number of states with special early child-
hood teacher certification have contributed to this trend.

The Web site of the National Association of Elementary School Principals
offers excellent online resources in the form of recent publications about kinder-
garten and prekindergarten issues relevant to the public schools. Principals have
wonderful opportunities for professional development through NAESP’s offer-
ings on developing quality early childhood programs, some in collaboration with
NAEYC.

Principals can also take advantage of the widespread availability of such
sources as Developmentally Appropriate Practice in Early Childhood Programs
(Bredekamp & Copple, 1997); Basics of Developmentally Appropriate Practice:
An Introduction to Teachers of Children 3 to 6 (Copple & Bredekamp, 2005); A
School Administrator’s Guide to Early Childhood Programs (Schweinhart, 2004);
K Today: Teaching and Learning in the Kindergarten Year (Gullo, in press); and
Leading Early Childhood Learning Communities: What Principals Should Know
and Be Able To Do (NAESP, 2005).

Systemwide early childhood supervisors or preschool directors usually have
an early childhood background and have a good understanding of the develop-
mental needs of children at these ages. With this knowledge they can directly
develop and support teachers’ efforts to lay conceptual foundations before mov-
ing on to specific skills, and to focus on child-initiated learning. These supervi-
sors are also in a position to establish or support the continuation of the strong
parent-teacher relationships that may have begun at the preschool level. On the
other hand, they may need to spend a lot of time and energy interpreting and
advocating such goals to other administrators, teachers at other grade levels,
school boards, and parents. In terms of developing quality programs for young
children, then, it would certainly be very desirable to have supervisors who are
not only well grounded in early childhood education and child development but
who are also skilled in communicating with other school personnel at all levels.

To help those who do not have this background understand the issues, the texts
mentioned above can be especially helpful. Two other sources that can help in
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understanding early childhood principles from different perspectives are The Cre-
ative Curriculum for Preschool (Dodge, Colker, & Heroman, 2002; also available
in Spanish and for family child care) and Educating Young Children: Active Learn-
ing Practices for Preschool and Child Care Programs (Hohmann & Weikart, 2002).

CONCLUSION

The programs we have described in this chapter are the broad categories that su-
pervisors of early childhood staff are most likely to encounter. Program differ-
ences affect the way supervisors function because they form the context within
which supervision takes place. Nevertheless, when it comes to the needs of chil-
dren and staff members, the similarities are greater than the differences, for it is
the individuals who are being supervised and the appropriate practices within each
context that are the goals.

PROGRAM ACCREDITATION

NAEYC program accreditation is a voluntary procedure through which child care,
preschools, and kindergarten programs can become accredited in accordance with
the criteria for high-quality programs developed and recently revised by NAEYC
(2005). At the end of many of the chapters that follow you will find accreditation
standards and/or specific criteria for programs serving children from birth through
kindergarten that apply to the issues that have been discussed in the chapter. Due
to space and copyright limitations, we cannot include all relevant criteria in this
text. We encourage you, as a supervisor, to consider these criteria in the develop-
ment and ongoing assessment of your own program and to become accredited
through this system or that of the National Association for Family Child Care or
the National Institute on Out-of-School Time (formerly School Age Child Care
Project). See Appendix for contact information.

The Ten NAEYC Early Childhood Program Standards

In NAEYC Early Childhood Program Standards and Accreditation Criteria: The
Mark of Quality in Early Childhood Education (NAEYC, 2005), the following
early childhood program standards are named (they appear here without the ra-
tionale provided for each by NAEYC):

Standard 1: Relationships. The program promotes positive relationships among
all children and adults to encourage each child’s sense of individual worth
and belonging as part of a community and to foster each child’s ability to
contribute as a responsible community member.
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Standard 2: Curriculum. The program implements a curriculum that is consistent
with its goals for children and promotes learning and development in each
of the following areas: social, emotional, physical, language, and cognitive.

Standard 3: Teaching. The program uses developmentally, culturally, and linguis-
tically appropriate and effective teaching approaches that enhance each child’s
learning and development in the context of the program’s curriculum goals.

Standard 4: Assessment of Child Progress. The program is informed by ongoing
systematic, formal, and informal assessment approaches to provide informa-
tion on children’s learning and development. These assessments occur within
the context of reciprocal communications with families and with sensitivity
to the cultural contexts in which children develop. Assessment results are
used to benefit children by informing sound decisions about children, teach-
ing, and program improvement.

Standard 5: Health. The program promotes the nutrition and health of children
and protects children and staff from illness and injury.

Standard 6: Teachers. The program employs and supports a teaching staff that
has the educational qualifications, knowledge, and professional commitment
necessary to promote children’s learning and development and to support
families’ diverse needs and interests.

Standard 7: Families. The program establishes and maintains collaborative rela-
tionships with each child’s family to foster children’s development in all set-
tings. These relationships are sensitive to family composition, language, and
culture.

Standard 8: Community Relationships. The program establishes the relationships
with, and uses the resources of, the children’s communities to support the
achievement of program goals.

Standard 9: Physical Environment. The program has a safe and healthful envi-
ronment that provides appropriate and well-maintained indoor and outdoor
physical environments. The environment includes facilities, equipment, and
materials to facilitate child and staff learning and development.

Standard 10: Leadership and Management. The program effectively implements
policies, procedures, and systems that support stable staff and strong person-
nel, fiscal, and program management so all children, families, and staff have
high-quality experiences. (pp. 9–12)

EXERCISES

1. Using the specific program in which you work, or one in which you are inter-
ested, describe characteristics that affect supervision of the staff. Include all
the factors that (1) give clues to the kinds of areas where staff are most likely
to need help and (2) might have a positive effect on or make more difficult
your ability to carry out effective supervision and staff development. Inter-
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view the director and other supervisory staff to obtain as broad a view of these
issues as possible.

2. Compare and contrast your perceptions with those of a group of teachers or
supervisors from other—similar or different—programs. Discuss ways that
problem areas might be alleviated.
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C H A P T E R  3

SUPERVISORS AND STAFF:
ROLES AND RESPONSIBILITIES

THE ROLES AND DUTIES of persons in supervisory positions and of those
whom they supervise are as varied as the early childhood programs described

in the previous chapter. Our purpose in this chapter is to describe the most com-
mon positions supervisors occupy, the responsibilities associated with these po-
sitions, and the roles and duties of the people they supervise.

SUPERVISORS

Practitioners with supervisory responsibilities range from executive direc-
tors in central administrative offices of large agencies to those whose main re-
sponsibility is to teach children but who also supervise other teachers, aides,
and volunteers.

Representative Job Titles and Descriptions

Some of the most common positions involving supervision are executive direc-
tor, program director, educational coordinator, head teacher, teacher, college su-
pervisor, and consultant. These jobs, however, have many titles. Individuals in
them often have more than one major role to perform. Rarely is supervision the
sole component of their work. Positions that carry multiple roles and responsi-
bilities, such as owner-manager, director-teacher, or supervisor-bookkeeper, cre-
ate consequences not always foreseen. Supervisors may experience role ambiguity,
conflicting expectations from staff members, and overload, stress, and disenchant-
ment with their jobs as they discover that they do not have the time or the resources
for all their roles.

30
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Executive Director

The executive director is usually the chief administrator of a large child care agency
and reports directly to a board of directors. Although the organizational charts of
such agencies vary, the executive director may supervise an assistant, the coordi-
nators of several social service programs within the agency, program directors at
various sites, and all other employees through a central chain of command. Su-
pervision is usually one aspect of an executive director’s responsibilities, along
with administrative and fiscal duties. The executive director is likely to supervise
upper-level staff directly but may have little personal contact with the staff who
are responsible for children in the agency’s various centers.

Program Director

Program directors are administrators who are responsible for running a program.
In large child care agencies, they work within the larger organization but do not
administer the organization as a whole. Most Head Start directors and public school
principals are in this category since a program or a school is one of several in the
organization. In small, private, or nonprofit independent child care centers or
nursery schools, directors manage programs that are somewhat more autonomous.
Some program directors administer more than one center.

The responsibilities of program directors usually include administration,
supervision, board relationships, and community relationships, and, for many,
teaching as well. Among their duties are maintaining compliance with applicable
laws, recruiting staff and children, budgeting and fund raising, supervising and
evaluating staff, conducting annual program evaluations, working with parents
and outside agencies and institutions, planning curriculum, reporting to and work-
ing with a board, overseeing the maintenance of the facility and of equipment,
and planning meals with the cook.

Because program directors are on-site and work directly with classroom and
nonclassroom staff, supervision is a larger part of the job than it is for executive
directors. Program administration or teaching can take up much of their time,
however, and can overshadow supervisory duties.

Directors come in regular contact with a host of people, each of whom has a
set of expectations about what the director should do and how he or she should do
it. These include the director’s supervisor, employees, and others with whom the
director works closely. Together these people make up what sociologists (Katz &
Kahn, 1966) call a role set (see Figure 3.1).

Members of a role set communicate their expectations to the director, who
responds in certain ways based on his or her understandings and perceptions of
the messages received. For example, representatives of community service agen-
cies may believe that the program director should be more active in dealing with
families with serious problems. Or the executive director may think that the
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director should do a better job of linking with coordinators and other program
directors and of completing paperwork on time. Teachers may feel that the di-
rector should give them more help in working with hard-to-manage children.
And the cook may be unhappy because the director is too involved in weekly
menu planning.

Thus members of the director’s role set “push” and “pull” the director, com-
peting for time and attention and creating multiple demands. This pressure may
be more intense when the administrator fills more than one official role, a com-
mon occurrence. Program directors with clear priorities, goals, and philosophy of
education will be better able to formulate realistic expectations for the job and for
supervision.

As Figure 3.1 indicates, the program director is also a member of the role set
of teachers, children, kitchen staff, and others, and has a responsibility to them.
In reality, however, teachers may relate more often and sometimes more immedi-
ately to social service or other staff than to the director.

Educational Coordinator

The educational coordinator’s role is narrower and more focused than the pro-
gram director’s. The coordinator’s responsibility is to oversee the educational

Figure 3.1.  Role Set of a Program Director
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component of an agency or program to ensure that classrooms and staff are func-
tioning according to the program’s guidelines for the greatest benefit to children.
The educational coordinator works in the areas of staff development, training, and
curriculum, with time allotted for these purposes.

Supervision forms a large part of educational coordinators’ work. In smaller
programs, educational coordinators supervise staff who work directly with chil-
dren and are also supervised by the program director. In large day care or Head
Start agencies, educational coordinators provide emotional and technical support
to program directors, as well as to classroom staff, often traveling to various pro-
gram sites. The coordinator’s duties may include observing teachers and children;
planning and conducting staff training; conferring with staff; developing curricu-
lum; serving as a liaison with health, nutrition, special-needs, and social service
coordinators; modeling good teaching behavior; ordering classroom supplies and
equipment; working with psychologists; and providing directors with guidance
and support.

Coordinators, too, have a role set (see Figure 3.2). Those working in mul-
tiple settings are particularly susceptible to situations involving interpersonal
conflicts. With their time divided between central office and various sites, they
may not have the opportunity to build relationships to the extent they would like
or to engage with staff in the process of clarifying and defining each other’s roles
and responsibilities.

Figure 3.2.  Role Set of an Educational Coordinator
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Educational coordinators are usually free from a daily routine and have some
flexibility in organizing their day’s work. The job of coordinator can be a lonely
one, however, as there is usually no one else in the organization with the same
role to share common problems and successes.

Head Teacher

Unlike program directors and educational coordinators, who work mostly with
adults, head teachers have primary responsibility for working with children. Usu-
ally because of experience, education, training, and/or demonstrated expertise,
classroom teachers become head or lead teachers. Head teachers usually oversee
the functioning of several classrooms and, in some cases, even small centers. They
supervise other teachers, and are supervised by the educational coordinator or
program director (see Figure 3.3). As head teachers attempt to meet the dual re-
sponsibilities of teaching and supervising, they are likely to experience a certain
degree of role conflict.

Among the specific duties of a head teacher are arriving before class to pre-
pare and arrange materials for the day’s activities, keeping daily attendance and
observation records of children, assisting in planning parent programs, attending
evaluation meetings with social service agency representatives, arranging yearly

Figure 3.3.  Role Set of a Head Teacher
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conferences with each parent, making special referrals, supervising other team
members, teaching children, and planning and leading team meetings.

Teacher

Unlike public school teachers, who rarely supervise other adults in the classroom,
preschool teachers often supervise an assistant, paid or volunteer, in addition to
educating and caring for young children. Teachers are usually supervised by a
head teacher, coordinator, and/or program director.

College Supervisor

The college supervisor is a faculty member of a college or university who is re-
sponsible for training and supervising those individuals aspiring to work in early
childhood programs. Sometimes they supervise experienced caregivers who are
working in a special program or for an advanced degree. More often, they super-
vise undergraduates who plan to work with young children.

Child Development Associate (CDA) Advisor

The CDA advisor may be part of a Child Development Associate training program
or may work on a freelance basis with classroom staff who are preparing to be as-
sessed for the CDA credential. A CDA advisor is often associated with a college,
university, or resource and referral or training agency but may be a staff member
from their own or another preschool. (See Chapter 15 for a description of CDA.)

Consultant

Consultants from training agencies, resource and referral programs, and cooper-
ating colleges and universities, or who advise independently, sometimes work on-
site with a program as a whole or with individual teachers. They may work with
staff members through one-to-one or group supervision. This is a typical form of
supervision for family child care.

Training and Experience

Many supervisors come into their roles directly from the classroom ranks. Some,
particularly those in Head Start or other community-based programs, may have
begun work as aides. After receiving on-the-job training, a high school equiva-
lency degree, a Child Development Associate credential, or even an associate’s
or bachelor’s degree while working in a program, they are good candidates for
supervisory positions because of their understanding of the needs of children and
families and their experiences in early childhood education.
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Others, initially hired as teachers or even aides, move into coordinator’s or
director’s roles because of their exceptional skills in working with children or
sometimes because they are the only staff members with a degree in early child-
hood education or specific training in supervision. There are also early childhood
supervisors with backgrounds in elementary or special education, or such related
fields as counseling, nursing, social services, and recreation; still others have job
experience in completely unrelated occupations.

Relatively few supervisors have had formal preparation specifically in su-
pervision; of those who have, the great majority have had minimal amounts in
the form of workshops and college-level course work. In the mid-1990s, 69%
of center directors held a bachelor’s or graduate degree, 27% had some college
education, and 4% had high school education or less (Helburn, 1995). Although
there has been progress in the last decade, as of August 2004, only 16 states
require some administration-related training for licensure for center directors;
the amount of this training varies from 3 clock hours to a 3 semester-hour course,
usually in management, administration, or supervision (NCCIC, 2004). Only
9 states require some form of ongoing training in management, administration,
or supervision in order to maintain a license (NCCIC, 2004). The current ac-
creditation regulations of the National Association for the Education of Young
Children require that program administrators hold a baccalaureate degree, with
a minimum of 9 credit hours in management, leadership, or administration
(NAEYC, 1995). Thus for many, their work with children and the model pro-
vided them by their own supervisors continue to be the most helpful experiences
in preparing them for their jobs.

The Worthy Work, Unlivable Wages: National Child Care Staffing Study,
1988–1997, reported that the average length of tenure for directors in a program
was 6.5 years in 1988 and 10.13 years in 1997 (Whitebook, Howes, & Phillips,
1998). In a large-scale, longitudinal study of child care centers, which examined
three California communities at three points in time (1994, 1996, 2000), Whitebook
and her colleagues (2001) found very high director turnover, even though a great
many of the centers were accreditated or rated high on the Early Childhood Envi-
ronmental Rating Scale (ECERS; Harms, Clifford, & Cryer, 2005). They report
that 40% of participating centers in 1996 had a new director in 2000; centers that
lost directors had higher rates of teacher turnover. Many of the directors who re-
mained in their roles did so because of the gratification they received from their
work, while many who left had experienced burnout, in part because of the stress
created by staff turnover and the shortage of trained staff. The average tenure in
centers of those directors who were studied in 2000 was 8 years; 30% had previ-
ous experience as director. The majority (77%) had bachelor’s degrees, and 24%
were pursuing a higher degree than they currently held. The latest available data
on annual director turnover rate, collected in 2001 and 2002 in selected states,
show a range from a low of 7% in Illinois to a high of 35% in Nevada (Center for
the Childcare Workforce, 2004).
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The Director Credential

Director credentialing refers to the awarding of a certificate, permit, or other type
of document that certifies that an individual has acquired the knowledge, skills,
and competencies to assume the role of director in any early childhood or school-
age setting (Morgan, 2000). There are currently national, state, and private groups
that offer director or administrator credentials. However, there is a wide range of
differences in the number of hours or credits that these groups require as well as
in their relationships with higher education, state licensing, and state early child-
hood career development initiatives.

The National Administrator Credential (NAC) sponsored by the National
Child Care Association (www.ncca.org), for example, is a 5-day comprehensive
course that focuses on a range of competencies from facility management to pro-
gram marketing, to staff development and evaluation. The Professional Adminis-
trators National Credential offered by Professional Administrators for Worldwide
Credentialing (PAC) provides a correspondence course based on clock hours, a
weeklong or weekend training course, or training through colleges and universi-
ties covering a wide range of topics. PAC strives to establish ongoing relation-
ships with licensing departments. Some states such as North Carolina, Mississippi,
and Florida offer their own state director or administrator credential, while others
such as Utah accept credentials from other agencies or organizations (National
Child Care Information Center, 2004). And some national organizations such as
Camp Fire, USA, offer an administrator credential, as do affiliates of national
professional associations such as the New York Association for the Education for
Young Children. It is interesting to note that the New York credential requires
that the candidate submit a portfolio, with narratives and projects to document
fulfillment of competency areas, in addition to coursework and a practicum or
experience.

The differences in state licensing requirements for those in supervisory roles;
the multiplicity of supervisory roles; the variability of background, experience,
education, and training among supervisors; and the necessity of fulfilling duties
outside of supervision are in a very real sense indicators of the evolving nature of
early care and education. As early childhood professionals upgrade their skills
and strive to make the field more professional, job qualifications, competencies,
titles, and responsibilities are likely to become more uniform. With less ambigu-
ity, some of the sources of stress may be removed, enabling supervisors to attain
greater satisfaction from the job.

STAFF

Early childhood supervisors work with staff employed in a variety of jobs. These
include providers of direct care, education, or services to children in classrooms,
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as well as nonclassroom staff who help the program run smoothly and/or support
children by working with families or outside agencies. Program settings, the age
levels of the children served, and the range of services provided influence the names
used to identify early childhood staff.

Historically, practitioners have made a distinction between teacher and
caregiver and between those in professional and auxiliary roles. Nursery schools
have been viewed as serving mainly an educational function, while day care has
been seen as having a caregiving or nurturing function. Thus practitioners in nurs-
ery schools have been thought of as teachers and those in day care centers as
caregivers. Supervisors and teachers were considered professionals. Teacher aides,
volunteers, and assistants have been viewed as auxiliaries (Spodek & Saracho,
1982). Today, as more is understood about the developmental, educational, and
care needs of young children, many have come to refer to the early childhood field
as “early care and education” and the terms teacher and caregiver have become
more or less interchangeable.

Representative Job Titles and Descriptions

Classroom staff have a major responsibility for working with children and often
have secondary obligations in other areas. Whitebook and her colleagues (1989)
found that head teacher–directors, teachers, and aides all have the same range of
duties, although head teacher–directors spent more time on parent communica-
tion and clerical and administrative work. All did curriculum planning and imple-
mentation, meal preparation, and maintenance.

Classroom Teachers

Responsibilities of all teachers usually include planning and carrying out the pro-
gram for children indoors and outdoors, arranging classroom space for group and
play activities, observing and recording children’s growth in various skill areas,
and preparing for snack and lunch. Those working with infants and toddlers spend
a larger amount of their time feeding, changing, playing with, and observing chil-
dren. Part of a caregiver’s day also includes communicating with parents about
the psychological well-being of their children, not only at the center but often in
home visits. Sharing information and ideas with speech or physical therapists,
nurses, social workers, and others is also a typical part of the regular routine when
these specialists are available.

Although teachers may be supervised by a head teacher, director, or coordi-
nator, as we noted earlier, they have supervisory responsibilities themselves. They
usually have at least one aide or assistant, and many programs have parent and
other volunteers, student teachers, foster grandparents, and job trainees. Class-
room staff also informally supervise peers who are new to a program, providing
emotional support and suggestions. Although the latter form of supervision often
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happens spontaneously, supervisors can support and train caregivers to work with
other classroom staff who have little or no training.

Classroom Aides and Assistants

The job of aide or assistant in a classroom is also important but can be misused.
The terms aide and assistant usually describe the same job, though there are some-
times both positions in a program. In general, the position of aide is an entry-level
job, currently with few qualifications other than sensitivity to children and will-
ingness to learn. In some programs, especially those for low-income families, aides
may not be required to have a high school diploma, often beginning work as vol-
unteers and later advancing to paid positions.

Aides assist and are supervised by the classroom teacher in carrying out such
duties as teaching, performing clerical or housekeeping chores, preparing for snack
time, and ensuring that the environment is sanitary and healthful. They are usu-
ally expected to attend staff meetings, training sessions, meetings with other pro-
fessionals, and meetings with parents. Aides also provide general supportive help
in family child care homes, allowing caregivers time for other duties.

Nonclassroom Staff

Sometimes taken for granted, nonclassroom staff are central to a program’s effi-
ciency and success. Nonclassroom staff come into contact with children and sup-
port and serve them and the program in peripheral yet important ways, but their
responsibilities do not encompass the direct and ongoing care and education of
children.

While some nonclassroom staff assist with the daily operation of a center,
others support staff, families, and children. Cleaners, painters, and landscapers
perform maintenance functions. Secretaries, bookkeepers, file clerks, purchas-
ers, and office assistants are primarily involved with paperwork and adminis-
trative tasks. Cooks, custodians, and bus drivers may have more opportunities
to interact with children, while community developers and outreach workers may
get to know families. Some individuals, such as health coordinators, have su-
pervisory functions with adults. Professionals who work on behalf of children
and families on a consultant basis—for example, social workers, speech thera-
pists, and psychologists—might also be considered part of the nonclassroom staff
of a center, as well as individuals who are affiliated with centers but who spend
most of their time working with children and families in their homes. As with
supervisors and classroom staff, nonclassroom staff may be expected to carry
out more than one role.

Nonclassroom staff members can be indispensable to supervisors and
caregivers. They may orient a new director or teacher to a program, “be there” for
a director to lean on when there is no one else with whom to discuss pressing
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problems, or fill in during an emergency. Nonclassroom staff should be consid-
ered integral members of the program “family.”

Training and Experience

There have been a number of major studies of center-based early childhood pro-
grams during the past 15 years that have pointed to the importance of the relation-
ship of training and education of staff members to better outcomes for young children.
These studies include the National Day Care Study (Ruopp, Travers, Glantz, &
Coelen, 1979), the National Child Care Staffing Study (Whitebook et al., 1989), The
Children of the Cost, Quality and Outcomes Study Go to School (Peisner-Feinberg
et al., 1999), and the Head Start FACES 2000 (Zill et al., 2003). When looked at as
a group, these large-scale investigations strongly suggest that the presence of staff
with bachelor’s-level education with specialized training in early childhood educa-
tion leads to higher quality preschool programs (Whitebook, 2003).

Although the National Day Care Study did not address the specific level of
training and education associated with better quality and care, it did conclude that
superior developmental effects for children were delivered by caregivers with
education or training relevant to young children (Ruopp et al., 1979). Its other
important finding was that smaller group size was consistently associated with
better care and more socially active children. In the late 1980s the National Child
Care Staffing Study examined services and personnel of 227 centers in five met-
ropolitan areas in the United States and contrasted them with those of a decade
earlier (Whitebook et al., 1989). The authors concluded that more sensitive and
appropriate caregiving was provided by teaching staff if they completed more years
of formal education and received early childhood training at the college level.
Teachers with at least a bachelor’s degree in early childhood education were more
sensitive, less harsh and detached, and engaged in more appropriate caregiving
than those with training at the vocational education level or less. Higher wages
and better benefits were also associated with quality care.

Beginning in 1993, researchers in four states—California, Colorado, Con-
necticut, and North Carolina—worked together to examine the relationship be-
tween cost, quality, and child outcomes in child care centers (Cost, Quality, and
Child Outcomes Study Team, 1995). They found that higher quality in preschool
classrooms was associated with the lead teacher having a bachelor’s degree or at
least some college; quality was also linked to teachers earning higher wages and
having a moderate amount of experience. The Children of the Cost, Quality and
Outcomes Study Go to School is a study in which children from the original project
were followed through to the end of second grade (Peisner-Feinberg et al., 1999).
This was 4 years after initial contact was made with them, which was when they
were in their next to last year of child care. The findings indicate that children
who attended child care with higher quality classroom experiences scored better
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in math ability and language skills than children in low-quality care, and children
with closer relationships with their preschool teachers had better classroom skills
(e.g., attention, sociability) through second grade than children who had less close
relationships. The study indicated that child care quality was related to special-
ized training of classroom teachers in early childhood education as well as formal
education levels.

In the 2000 national sample of the longitudinal Head Start FACES 2000 study,
researchers found that teachers in classrooms rated higher in quality tended to have
more experience and higher levels of education, higher levels of knowledge of
early childhood education practice, and more positive attitudes and knowledge
about early childhood education practices (Zill et al., 2003).

These and other studies have fueled a trend toward raising requirements
necessary for teachers to qualify for work in early childhood programs. NAEYC
(2005), for example, has established the year 2010 for accredited programs’ com-
pliance with its teacher-qualification standards, which require that all teachers have
a minimum of an associate’s degree, and that at least 75% of teachers have a mini-
mum of a baccalaureate degree or equivalent (for the timeline for compliance,
see Table 6, NAEYC, 2005). The degree must include coursework in early child-
hood education, child development, or early childhood special education. (Note:
Requirements vary according to the number of classes and number of teachers.)
Teacher aides/assistants must have a high school diploma or GED, and 50% must
have a CDA credential or equivalent.

Certification and Licensing

States set teacher qualification standards through licensing and certification re-
quirements. The licensing process regulates teachers in nonpublic programs, while
teacher certification is a process by which states certify individuals who work in
public schools. As of August 2004 (NCCIC), 14 states have established some
minimal entry-level education requirements for the licensure of child care teachers.
These range from vocational child care training in secondary schools to the pos-
session of a Child Development Associate Credential, to a specified number of
clock hours of training. Forty-eight states require a specified number of clock hours
of ongoing training (anywhere from 3–30) once an individual has been hired, in
order to maintain a license. Seventeen states require that at least one teacher in a
program be qualified at a higher level, often referred to as a head or master teacher.
This position usually carries some staff supervision responsibility. Thirteen states
have established minimal education requirements for teachers at this level, which
range from a CDA credential in Alaska to a master’s degree in early childhood
education or related field plus 2 years of experience in Vermont. State education
requirements for preschool teachers in publicly funded programs are much higher
than those for child care teachers in nonpublic programs.
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In 2002–03, more than two thirds of state preschool initiatives required
teachers working in public school early childhood programs to have at least a
baccalaureate degree, while less than half of state preschool initiatives had a
similar requirement for teachers in nonpublic programs (Barnett et al., 2004).
In a study of staffing and stability in preschool programs in five states, Bellm
and his colleagues (2002) found that teaching staff in publicly funded programs
had attained higher levels of education, and also received higher pay and more
benefits, than those in private settings. In the five states they studied, teaching
staff with bachelor’s degrees ranged from a low of 76% in Georgia to a high of
100% in New York. In a large national survey of teachers of 3- and 4-year-olds
working in for-profit and not-for-profit center-based programs, Saluja, Early,
and Clifford (2002) found that 91% of teachers had some education beyond high
school, with at least 50% of this group holding a bachelor’s degree. Those in
public schools were more educated than those in other settings, especially in
for-profit programs.

Data from the National Prekindergarten Study, the first large-scale sample
of publicly funded prekindergarten programs across all states, show that more than
half of prekindergarten teachers (57%) hold a state department of education cer-
tificate for teaching preschoolers (Gilliam & Marchesseault, 2005). The highest
education levels of prekindergarten teachers varied considerably, with 13% holding
a high school diploma or GED, 14% an associate’s degree, 49% a bachelor’s de-
gree, and 24% a master’s degree or higher. Twenty-two percent held a CDA, usu-
ally working in Head Start programs. On average, teachers reported having
8.2 years of experience teaching preschoolers. Retirement (89%) and health ben-
efits (80%) were offered to most of them. A majority of assistant teachers (59%)
in this national sample held a high school diploma or GED, 17% had a CDA, and
24% had at least an associate’s degree.

The difference in salary, benefits, and necessary teaching qualifications cre-
ates a two-tiered system between public and nonpublic early childhood programs
and also affects the potential diversity of teaching staff through access to employ-
ment. Licensing rules tend to favor experience over coursework, making employ-
ment more accessible, while certification tends to value academic preservice
preparation at the expense of early access to the profession. Neither licensing
policies nor teacher certification requirements facilitate career mobility for early
childhood practitioners.

Wages and Benefits

Requirements for the certification and licensure of early childhood staff and the
stability of staff within programs are closely linked to the wages and benefits they
receive. To what extent can the field raise minimum education standards, given
the low wages paid to child care workers? The average hourly wage of a child
care worker in 2003 was $8.37, similar to that of a parking lot attendant, while
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the $10.67 per hour paid to preschool teachers was only a few cents more than the
average hourly wage of taxi drivers (Center for the Child Care Workforce, 2004).
Neugebauer’s (2004) Internet survey found that the typical lead teacher in North
America has an average salary of $23,000 per year; with teacher aides earning on
average less than $17,000 per year. Directors of single early childhood centers
made $35,000 annually.

In their longitudinal study of three California communities mentioned ear-
lier, Whitebook and her colleagues (2001) found turnover of teaching staff to be
extensive even though staff were working in relatively high-quality programs. They
found that three quarters (76%) of teaching staff who were working in centers in
1996 and 82% who were employed in the programs in 1994 were no longer on
the job in 2000. A finding of particular interest to supervisors is that high turn-
over among colleagues negatively influenced staff members’ job performance and
contributed to the decision by some to leave their programs. The great majority
of teaching staff, 88%, indicated that higher wages would reduce turnover.

Turnover was lower in a more recent study of child care workers in Alameda
County, California (Whitebook et al., 2003); however, the authors point out that
the turnover rate is still nearly three times that of K–6 teachers. Also, a little more
than half of centers in their sample reported making a retirement or pension con-
tribution for some of their employees.

Staff instability, then, due in large part to low wages and benefits and lack of
respect from the public for the work that they do, creates a climate of low morale
and stress and more turnover among teachers and directors, which in turn reduces
the quality of the services that children and families receive. The solution to this
staffing crisis lies beyond individual programs. It does point to the importance of
the advocacy role of early childhood administrators and supervisors. Clearly, there
is a need for teachers and directors to join with others in professional associations
as well as in statewide political organizations to develop some creative solutions
to change the job conditions that undermine their work. (We will continue this
discussion of turnover in Chapter 12.)

Since more training and education does improve quality, a commitment by
directors to professional development for all staff is essential. A range of profes-
sional development options for staff based on their individual needs and their levels
of experience and training is critical to maintaining a climate and culture of pro-
fessionalism and growth in a program (see Chapter 15). The notion of a career
lattice or ladder, which represents steps of increased responsibility, based on in-
creased qualifications and preparation that results in higher compensation, is one
that can serve as a framework for staff recruitment, selection, development, and
evaluation. (We will discuss this concept more fully in Chapter 13 of this text.)
Of course, since staff members are likely to be more satisfied with their jobs if
they are employed in quality programs, undertaking the process of program ac-
creditation offered by NAEYC is a way to achieve staff collaboration and raise
standards within programs.
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CONCLUSION

Supervisors and administrators in early childhood programs often have more than
one significant role associated with their jobs. Their preparation for supervision
varies greatly as do the competency levels, ages, and stages of professional de-
velopment of the staff members they supervise.

Because of the many demands for supervisor time, attention, and energy
and because of possible insecurity about supervising, sometimes supervision may
not take place at all unless it becomes a conscious goal with time set aside to
confer with and observe staff on a regular basis. This is a point we would like to
underscore.

Individuals who prefer certainty, predictable routines, and clarity of expecta-
tions may find the fluidity and complexity of early childhood settings over-
whelming, in comparison with those persons who are more adaptable and enjoy
challenges. Knowledge of early childhood development as well as an understand-
ing of how adults grow and develop can make supervision more satisfying.

Finally, those who can analyze themselves in relation to their settings and
who are realistic about what can be accomplished are likely to be more successful
as early childhood supervisors.

EXERCISES

1. Write a job description for your present supervisory position.
2. Who are the members of your role set? What expectations do they have of you?
3. If you haven’t already done so, join a local, state, or regional early childhood

professional association or contact NAEYC and learn how to become a local
volunteer assessor for program accreditation.

4. Review NAEYC’s accreditation requirements for the educational qualifica-
tions of teaching staff and compare them to the qualifications held by staff
members in your program. Use this initial assessment as a starting point for
creating a long-range career ladder plan for your program (see Chapter 13,
Exercises, Table 13.1).
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C H A P T E R  4

CARING, KNOWING, AND IMAGINING

C ARING, KNOWING, AND IMAGINING are key and interrelated concepts
associated with the notion of supervision as development. In this chapter,

we explore supervisory issues related to these ideas as well as the roles of super-
visors as caregivers, as helpers of others to become knowers, and as those who
nurture imagination.

CARING

The word care is embedded in the names that we give to those who work with
young children—caregivers and child care providers—and to those places that
house programs for young children—child care centers. If we consider various
dictionary definitions of care, caregivers may be thought of as individuals who
are in charge of the welfare of children, and child care centers as places where
children are attended to, protected, and entrusted in care.

Noddings (2002) has proposed that the educational mission of schools be
focused on matters of human caring, that we must teach our children how to re-
ceive and give care. Thinking of early childhood programs as “centers of care”
might enable us to imagine them in different ways and broaden our conceptions
of caring. Centers of care place an emphasis on caring not only for children, but
also for adults who work with children, for other adults who enable centers to
function, and for families who are associated with them. In addition to caring for
people, educators in such centers also care for ideas, particularly about pedagogy
and ways to support and nurture the growth of young children and their families
and about principles and ideals, especially principles of social justice and poli-
cies that can put those principles into law and action.

But this is a book about supervision. What does supervision have to do with
caring? Are those in supervisory positions caregivers? Can those who bear so much
responsibility afford the risk of caring?
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We believe that supervision is a caring process. Supervisors as caregivers
strive to develop in their programs a culture of caring, a place where staff mem-
bers and children grow in their capacity to care. Supervisors are also advocates
for policies based on attitudes of caring.

A starting point for our discussion of supervision as caring behavior can be
found in the following definition of caring:

To care for another person, in the most significant sense, is to help him grow and ac-
tualize himself. . . . Caring, as helping another grow and actualize himself, is a pro-
cess, a way of relating to someone that involves development. (Mayeroff, 1971, p. 1)

Mayeroff (1971) describes eight major ingredients of caring that have rele-
vance for supervisors. The first of these is knowing. Caregivers, including super-
visors, have to know themselves and those cared for, their needs, interests, and
concerns, and they also have to know how to respond to them.

Second, caring involves the use of alternating rhythms. This concept involves
reflecting on, learning from, and changing caring behavior. Caring may mean
standing back sometimes and taking action at other times. The caregiver may
address or ignore a specific incident or examine the larger context before modify-
ing caring behavior. In many ways, using alternating rhythms is much like devel-
opmental supervision, in which the supervisor employs a range of strategies on a
continuum, depending on the developmental characteristics of the supervisee, a
concept we discuss in Chapter 5.

The third major ingredient of caring is patience, as giving time for the other
to grow yet not waiting passively for something to happen. Caregivers must also
be patient with themselves and give themselves a chance to care. Other ingredi-
ents of caring are honesty and trust—honesty in the sense of confronting and
being open to oneself, and trust as encouraging the independence of another. A
lack of trust is sometimes exhibited through dominance of the other or through
overprotection. Humility is present in caring as we learn from the cared-for, as is
hope, that is, excitement with a sense of the possible. Finally, as caregivers and
the cared-for do not know where their journey will take them, they need courage.

Noddings (2002) believes that it is the relation between the cared-for and the
one-caring that is essential, rather than personal attributes. She views a basic caring
relation as an encounter in which there is genuine reciprocity; caring should not
emphasize the actualization of one party over the other, nor should one be exploited
for the sake of the other. The one-caring cares for the other. The other, the cared-
for, recognizes and receives the caring and reacts in a way that shows it.

In Chapter 5, we emphasize the dynamic relationship between supervisor and
supervisee because we want to underscore that staff members are not the object
of supervision, but play an active role in the process, and that supervisors learn,
change, and grow as a result of the process too. Caring as relation and reciprocity
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means that supervisors and staff members as caregivers and care-receivers are
participants in and contributors to acts of caring.

Teachers, parents, and other caregivers lose energy when there is no response
to their caring. Supervisors and administrators as caregivers of staff and children
need a response too, for much of their work involves attending to others while
seeing things as others see them.

Some staff members, engrossed in their own survival, may be less able to
respond because they cannot “get out of themselves,” but some response is nec-
essary in order for caring to be complete. A teacher’s response to a supervisor
may take the form of showing natural excitement for an accomplishment, follow-
ing through on a suggestion made by a supervisor, thinking out loud with a super-
visor, revealing one’s true thoughts and feelings with a supervisor, asking for
advice, or simply letting one’s supervisor know how things are progressing. In
some cases, with supervisees who are at advanced stages of development, a re-
sponse might take the form of a role reversal by attending to the needs of their
supervisors.

In her discussion of moral education from the perspective of an ethic of care,
Noddings (2002) describes four essential components that might be considered
by supervisors who wish to create environments where caring can thrive. The first
of these is modeling. Just as teachers need to model for children, supervisors have
to show staff members how to care by fostering caring relations with them. As
Noddings points out, the capacity to care may be dependent on having adequate
experience in being cared for.

A second component is dialogue—dialogue in an open sense, without pre-
determined outcomes. Dialogue connects individuals to each other and develops
in people the habit of acquiring information before making decisions. And as Freire
(1972) states, only dialogue, “which requires critical thinking, is capable of gen-
erating critical thinking. Without dialogue, there is no communication, and with-
out communication there can be no true education” (p. 81). Dialogue is really the
heart of the supervisory process, yet sometimes honest dialogue is hard to achieve
because of contextual issues, role definitions, or some of the personal background
characteristics noted in Chapter 5 such as perceptions of authority figures and
cultural values. The stage of development of supervisees and the skill levels of
supervisors may also have an effect on the extent to which genuine dialogue is
achieved. However, without dialogue there is no supervision. Caring between
supervisors and staff will bring about more trust, which is the basis for honest and
open dialogue.

Practice is a third component of moral education in which staff and children
have experiences in acquiring skills in caregiving and in developing caring atti-
tudes. A curriculum of caring makes space in the day for discussions about caring
behaviors and provides opportunities for children to care for each other, for class-
room plants and animals, for their environment, and their community neighbors.
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Lastly, a person working toward a better self needs confirmation. This is an act of
affirming and encouraging the best in others.

Supervisors, who spend a great deal of time encouraging staff, helping them
to feel valued, and letting them know that their contributions are appreciated,
also need to care for and nurture themselves. Caring can be exhausting. Some-
times supervisors care too much or feel guilty if caring seems to fail or if they
don’t want to care anymore. However, it is critical for supervisors to maintain
their inner resources and to focus on their abilities in other areas, particularly
outside the profession. Preserving oneself may take the form of participating
in physical, intellectual, spiritual, and/or artistic pursuits that bring one into
contact with new experiences and people outside the work setting and that per-
mit one to be absorbed in creative or intellectual endeavors that actually can
have the effect of restoring the energy that one needs for caring in the work-
place each day.

KNOWING

A second objective in broadening our conceptions of early care and education
programs is to facilitate knowing. Children and staff come to child care centers at
different stages in perceiving themselves and in having confidence in themselves
as knowers. It is not unusual for women with mothering skills, for example, to
begin work as teacher aides and, with education and training, to move up the ca-
reer ladder professionally. They blossom as individuals as they see themselves
and gain confidence in themselves as knowers. Thus child care centers can be lib-
erating learning environments for staff as well as for children.

In their classic book Women’s Ways of Knowing, Belenky, Clinchy, Gold-
berger, and Tarule (1997) offer a framework of five categories of knowing that is
a particularly helpful construct for supervisors and other facilitators as they think
about their work in supporting the development of staff. The first category of
knowing is silence. In their study, silent women viewed themselves as “deaf and
dumb.” They felt voiceless. As they were disconnected and isolated from others,
they rarely had any dialogue with others. Growing up without experience in con-
versing and playing, they had difficulty understanding and using metaphors and
symbol systems. They had little formal schooling and their experiences with
schooling were negative; as a result, they had little confidence in their ability to
learn. They tended to be passive, obedient, and subdued.

Silent women tended to blindly obey authority figures whom they saw as
knowers. For some, a profound event, like the birth of a child and the responsi-
bilities associated with mothering, forced them into the next category, received
knowledge. Received knowers, who may also be educated, learn by listening to
others. They are aware of the power of words, but keep their voices still in order
to listen to others for direction and wisdom, for the “right answers.” Unlike silent
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women, they see themselves as having the ability to absorb knowledge and even
to reproduce it, but not as sources of knowledge.

Received knowers then may become subjective knowers, sometimes because
of changes in their personal lives and/or crises of trust with authority figures. They
become aware of their inner resources, perhaps out of protest, and take action on
behalf of themselves such as moving out of their present circumstances or return-
ing to school. As a small inner voice begins to emerge in them, they rely on intu-
ition, feeling, and firsthand experiences as sources of knowledge.

The last two categories in women’s perspectives on knowing are procedural
knowledge and constructed knowledge. Procedural knowers are invested in learn-
ing. With their old ways of thinking challenged, procedural knowers move away
from the personal and become more objective. They begin to learn in more for-
mal and systematic ways. They carefully observe, learn to read between the lines,
take another’s perspective, and consider the opinions and expertise of others. They
begin to become critical thinkers. Constructivists are passionate knowers who have
found their voices. They carefully listen to and speak with others, and also listen
to themselves. They believe that their own ways of knowing matter and that they
can create knowledge. They pay attention to situation and context. Through em-
pathy, they connect with what they are trying to understand. They wish to em-
power others and to integrate feeling and care into their work.

The comments below by a Head Start teacher we interviewed reflect some
of the characteristics of procedural knowers as well as constructivists:

I’m fairly open minded. I listen, see both sides. I like that I have my own
set of beliefs that I have come to, that I can stand on. And if new informa-
tion comes to me, I can turn it around and look at it in many different ways
and hold it against my beliefs and see if I can make it fit, or disregard it if it
doesn’t and know why because of my beliefs. I can respect others because
they’ve done the same kind of searching, but I can still disagree. . . . I like to
sit and contemplate on what I’ve heard or read and run it through my mind
and shadow wrestle with myself, take sides. I like to take what I’ve heard
and put it into some sort of relevance, a real situation, relate it to some sort
of experience I’ve had or have seen others have.

How can we as facilitators assist staff in finding their voices so that they can
engage in dialogue with us, which is so central to coming to know and to growth
and change? Freire (1972) reminds us that through dialogue the “teacher is no
longer merely the-one-who-teaches, but one who is himself taught in dialogue with
the students, who in turn while being taught also teach. They become jointly re-
sponsible for a process in which all grow” (p. 67).

In helping those who have been denied voice because of race, gender, social
class, or culture to think of themselves as learners and knowers, relationship build-
ing is key, but this must be a relationship between two human beings that stresses
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a mutuality of trust, respect, and learning. Drawing out the concerns, questions,
and ideas of those silenced can be achieved only if trust is developed.

As Child Development Associate (CDA) advisors in Native American Head
Start programs, Katherine Greenough (1993) and David Beers (1993) encountered
women who did not perceive themselves as knowers. Native Americans in particu-
lar were denied voice when government education policies replaced the use of their
native languages with English in schools. Greenough and Beers helped these women
come out of silence by building trusting relationships with them and in several other
ways as well. They were good listeners and invited speech by encouraging the women
to tell stories about their work with children, which eventually became the basis of
training materials written in their own words rather than in the words of outside
authorities. These CDA candidates also told their own life stories as autobiographi-
cal portfolio entries. Advisors encouraged one-on-one dialogue about observations
of children and created opportunities for group problem solving. And they empha-
sized the strengths and competencies teachers already had. Gradually, these Native
American teachers gained competence and confidence.

Teachers who are procedural and constructivist knowers also require sup-
port. They need to continually engage in dialogue with supervisors and colleagues
as the challenge of dialogue, problem posing, and problem solving has the poten-
tial to push their thinking to new levels. Formal staff development in which they
are confronted with new ideas to explore, reflect on, and critique can also have a
major impact on their growth.

Persons come to know and to express what they know in different ways. Early
care and education programs as centers of knowing are places where these differ-
ences are valued and fostered. Howard Gardner’s (1993, 2003) theory of mul-
tiple intelligences has implications for supervisors as it helps them think of the
varied abilities people have. He believes that human beings do not possess a single
intelligence but a set of related intelligences. He has identified at least eight types
of intelligence—linguistic, logical-mathematical, musical, spatial, kinesthetic,
interpersonal, intrapersonal, and naturalistic—and suggests evidence for a pos-
sible existential intelligence. Daniel Goleman (1995) has added to this list with
his work on emotional intelligence, and Albrecht (2006) directs our attention to
the importance of social intelligence. Supervisors can strive to help staff develop
their particular intelligences and use them in working with children by seeing staff
members as unique and by making opportunities for them to display the different
ways that they know. This is really an act of caring.

IMAGINING

Preschools and infant and toddler centers in the city of Reggio Emilia, Italy, are
places where young children have opportunities to explore and communicate with
the world through their strengths, with different “languages” or intelligences.
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These schools have captured the attention of educators the world over be-
cause those who created them have imagined schools differently. Reggio Emilia
educators have broken down the barriers of traditional pedagogy by creating lib-
erating environments in which children’s imaginations can flourish.

Children are encouraged to use their creativity in representing what they know
or what they imagine. They represent their ideas in many ways, sometimes by
constructing objects in clay or in paper, and/or by drawing them or building with
blocks. A fascination with bridges, for example, may result in constructions of
bridges in all of these media and then studying them from different perspectives
and profiles. Shadow screens are often used so children can see images of sub-
jects in a completely different light; they gain a “fresh eye.” Observing the ordi-
nary in a new way creates a sense of enchantment and wonder.

Constructing in various materials requires that particular problems be solved
based on the medium used. Building a bridge with clay, for example, poses prob-
lems of equilibrium. Studying creations from multiple perspectives as part of a
process of encouraging new ways of looking and representing is problem solv-
ing too. Reggio educators describe this process as expressive research (Vecchi,
1997).

The physical environment fosters an aesthetic atmosphere. Many kinds of
materials and tools are available to children. The role of teachers is to encourage
risk taking. Error is viewed as a natural part of the knowledge-building process.
Children’s courage is appreciated, sustained, and admired. Teachers observe, lis-
ten, and support exploration and encounter. Children work in groups where they
discuss what they have seen or have constructed in common. They learn to listen,
to respect each other, to take turns, to plan together, and to give suggestions and
ideas.

We have described some of the elements of learning environments in Reggio
Emilia preschools because we believe that many of the characteristics educators
value for children’s development are essential to adult learning as well. Adults in
early care and education centers need to be lifelong learners. They also need the
freedom to imagine, to explore, and to develop their ideas, and to think of things
otherwise.

To learn, after all, is to become different, to see more, to gain a new perspective. It
is to choose against things as they are, to anticipate what might be seen through a
new perspective or through another’s eye. (Greene, 1988, p. 49)

The women in the Belenky et al. (1997) study described earlier could not
have broken their silence if they were not able to think of themselves differently,
in new situations. It is not unusual for those of us in supervisory and administra-
tive positions to become frustrated because of the problems associated with daily
routines or to feel bogged down because of increasing paperwork and bureaucratic
requirements. Yet we need to persist in invoking our imaginations, to think of
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ourselves, staff members, and programs in new and different ways. Without imagi-
nation, we cannot move forward; we succumb to the press for conformity and
accountability. Our vision becomes narrower, we lose our motivation, and we
become numbed by the ordinary.

The multiple perspective taking that Reggio teachers foster in children is
central to adult caring, knowing, and imagining. As staff work with children, with
parents, and with each other, the ability to see things as others see them, to ex-
plore a problem from many different angles, and to generate alternative solutions
is a critical one for them to possess. Through encounter with supervisors and each
other, this ability can be nurtured.

We have begun to understand that for children’s experiences to be as wonderful as
possible, teachers need to reacquaint themselves with the wonder of the world and
begin to see and understand it through children’s eyes. (Cadwell, 1997, p. 103)

Just as Reggio teachers encourage the development of multiple literacies
in children, supervisors can assist staff in finding or expanding their voices by
thinking of alternative ways for them to express what they know or are learn-
ing. Through different projects and particular responsibilities, staff can bring
their special knowledge and competence to their everyday work and share them
with others and also express their frustrations and difficulties. At the Toscanni
Play Center, pedagogical coordinators, who are on-site supervisors, facilitate
such discussions among small classroom groups of teachers and larger teams,
share their own experiences and opinions, and promote overall planning and
evaluation (Terzi & Cantarelli, 2001).

Maxine Greene (1995) points out that “All we can do . . . is cultivate mul-
tiple ways of seeing and multiple dialogues in a world where nothing stays the
same” (p. 16). Preschools, child care centers, kindergartens, and the primary
grades as centers of imagining create openings for children and staff to see in
many different ways, to think of things otherwise. Greene adds, “Imagining
things otherwise may be a first step toward acting on the belief that they can be
changed” (p. 22).

CONCLUSION

In our exploration of child care programs as centers of caring, knowing, and imag-
ining, we see several commonalities. An ethos of trust, respect, and openness is
necessary in nourishing these characteristics. Dialogue is critical in the caring
relationship, in bringing people out of silence and into freedom, and in develop-
ing different ways of seeing as well as learning about the perspectives of others.
And lastly, it takes courage to care, to know, and to imagine.
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EXERCISES

l. Set some time aside during a staff meeting to explore ways that you and your
staff members can nurture and care for yourselves.

2. Make a list of your staff members. Think about their particular strengths or
intelligences—the different ways that they express what they know. When
working with them, try to recognize what they do well.

3. What are some additional ways that your program can encourage imagination
in children and staff?
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C H A P T E R  5

THE DEVELOPMENTAL DYNAMIC

SUPERVISOR, SUPERVISEE, AND THE CONTEXT in which they work are
three components of a complex, dynamic process in which development oc-

curs. Supervisor and supervisee grow and change in an environment that also
changes. The interaction between these two individuals and the context in which
it takes place can create energy, force, and power for continued professional and
personal growth.

A major assumption of developmental supervision is that there is no single
best method of improving the performance and facilitating the professional growth
of supervisees. By assessing the developmental characteristics of staff members,
supervisors can select and use an approach that best matches the individual with
whom they are working and the specific problem or concern at hand. This diag-
nosis takes into account staff members’ cognitive abilities, their level of profes-
sional development, and their stage in life. Basic to this view of supervision is the
ability to “read” staff members to determine which strategies to use with them
and to shift from one supervisory approach to another.

Knowledge of self is also fundamental to developmental supervision. By
understanding ourselves and the impact of our early life experiences and cul-
tural backgrounds, we increase the control we have over our own behavior and
can more easily modify and redirect it when necessary. The literature on devel-
opmental supervision has focused primarily on changes in teachers. Yet super-
visors’ perceptions of self, life situations, and levels of competence change too,
and these changes affect the supervisor and teacher development that takes place.

Supervisors and staff members interact within a context. They work with
people; they confront problems; they feel pressures that affect the dynamics of
the supervisory process. The situation and setting in which they work make up
the third significant variable in the developmental dynamic. Figure 5.1 illustrates
these three components, which will be discussed further in this chapter. Contex-
tual issues are also addressed in Chapter 12.
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SUPERVISORS AND SUPERVISEES

As supervisor and teacher work together, each brings to the encounter an accumu-
lated set of experiences, perceptions, beliefs, and values that make them who they
are, shape their behavior, and influence supervisory outcomes. These include early
childhood experiences, cultural perspectives, images of supervisors, previous work
experiences, assumptions about people, and views about how individuals learn.

Early Childhood, Cultural Background, and Work Experiences

Supervisors and staff members live with emotional remnants from their early
experiences with authority figures. Family training, education, culture, and so-
cialization play a part in how they see themselves and how they express their own
authority with others. A supervisor/teacher illustrates this point in describing her
background and style of supervision:

My father expected immediate action following a command. My parents
usually fought in front of us over authority issues. Teacher was boss and
unfair at times, not listening to my reasons. As a teacher and supervisor, I
try to right the wrongs which were done to me; however, I often fall back
into the pattern of wanting things done immediately from kids and of
being didactic to staff.

Cultural background also has a particular impact on how supervisors and staff
members view and carry out their authority. Cultural factors that may affect the
supervisory dynamic are verbal and nonverbal language patterns, concepts of
dependence and independence, cooperation and individuality, and the value placed
on time and punctuality, as well as issues of gender and age. These factors are
discussed further in Chapter 10.

Through employment in various settings, staff members and supervisors have
had experiences with supervisors who have served as role models and who have
left impressions about what it is that supervisors do and how they behave. Both
supervisors and staff bring these lasting images with them as they interact with
each other.

Assumptions and Philosophy of Learning

Assumptions about human nature also affect how supervisors and teachers work
with children and adults. Supervisors who see staff members as basically good,
honest, and trustworthy are likely to display behavior patterns that are quite dif-
ferent from those of supervisors who regard teachers/caregivers with distrust and
suspicion.
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Another significant factor in determining how supervisors or teachers inter-
act with others is their point of view about learning. Some individuals believe that
behavior is mainly caused and shaped by outside forces. Supervisors and teachers
with this orientation select goals and objectives for learners, organize the mate-
rial to be learned, and develop ways to reinforce learners as they strive to attain
established goals. This direct mode of teaching can help learners organize skills
and knowledge essential to specific tasks, and it can shorten learning time since
learners do not have to go through the process of discovering new concepts. But
direct teaching can foster a cycle of dependency between instructor and student
(Brundage & Mackeracher, 1980) and does not encourage problem solving and
reflective behavior.

However, some individuals learn best through a direct approach because
of their personal learning style or because they come from cultural or class back-
grounds that value and respect directness. They expect teachers and supervi-
sors to be directive and may have little respect for them when they are not.
Although some teachers and supervisors are uncomfortable with this style, it
can be considered a starting point. A direct mode does not eliminate the need
for listening to learners, and becoming familiar with who they are and how they
think.

Other people believe that learners need the freedom to explore and discover
knowledge through a natural self-directed process. Supervisors and teachers fa-
voring this view work in a facilitative mode.

Facilitating helps learners discover and create new meanings, skills, and struc-
tures from experience. It requires that the facilitator be a catalyst, resource, re-
flective mirror, and coinquirer. The structure, objectives, and direction of the
learning are negotiated, although the context, in the form of personal meanings,
comes from the student (Brundage & Mackeracher, 1980).

Interaction between the individual and the environment is central to yet an-
other view of learning, which emphasizes collaboration and mutual problem solv-
ing between teacher and student. A collaborative mode requires that learners and
teachers jointly engage in the processes of discovering and developing new under-
standings, skills, and strategies. As colearners, they act interdependently, divid-
ing tasks on a mutually acceptable basis, building a “community of learners”
(Brundage & Mackeracher, 1980).

Views about how people learn and the connection between a supervisor’s or
a teacher’s personal philosophy of learning and personal style of working with
others are, of course, not quite as simple as described above or as distinct in
practice. An underlying premise of developmental supervision, however, is the
recognition that humans learn through self-exploration, collaboration, and condi-
tioning. We believe approaches to teaching and supervision that build on these
philosophies of learning are valid and can be used appropriately with adult learn-
ers depending on their needs, the context, and the setting.
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Criteria for Determining Supervisory Approaches

Related to these modes of teaching and learning are three orientations to
supervision—nondirective, collaborative, and directive—described by Glickman,
Gordon, and Ross-Gordon (2004). They recommend that supervisors determine
the strategy to use with teachers by assessing their levels of development and ex-
pertise and their commitment to solving the problem at hand. This can be accom-
plished by observing teachers up close and by engaging in dialogue with them.

A nondirective supervisory orientation is most effective with expert teachers
who accept full responsibility for solving the problem. Decisions are in teachers’
hands as they have high levels of development, expertise, and commitment. They
can examine a problem from multiple perspectives, generate solutions to it, and
follow through on implementing a plan of action. The supervisor’s role is to help
teachers think through their actions by listening, paraphrasing, and asking clarify-
ing questions. We discuss these and other communication skills in Chapter 10.

In a collaborative orientation, teachers are operating at moderate develop-
mental levels. Supervisors and teachers share the responsibility for solving the
problem they are facing. Both are equally committed to finding a solution and
have similar levels of expertise. In comparison with the nondirective role, the
supervisor takes a more active stance, engaging in a give-and-take, joint prob-
lem-solving discussion with the teacher. Both supervisors and teachers make de-
cisions and may generate solutions. They operate on a level of parity.

In a directive orientation, the decision making shifts to the supervisor as the
teacher is at a low level of development or is not very interested in solving the
problem. Glickman et al. (2004) make a distinction between directive control and
directive informational strategies.

Directive-control supervisory behaviors are used when supervisors are com-
mitted to resolving an issue and carrying out the resolution and teachers are not
so inclined or may not understand its importance. The decision making rests with
the supervisor, who determines solutions and sets expectations and timelines.

Directive informational behaviors are used with teachers who want to do well,
but who do not have the skills, experience, or knowledge of an issue. They may
feel confused and may even be unable to identify the problem. Supervisors take
responsibility by identifying alternative solutions to a problem, and laying out the
necessary structure and support for the teachers to succeed. For example, teach-
ing techniques are modeled, and ongoing feedback and follow-up are provided.
Directive informational supervision is a first step toward building teacher confi-
dence and a baseline of competence in order that more self-directed problem solv-
ing can take place at a later point.

We have found that supervisors are often more comfortable using a collabo-
rative approach; however, skill in directive and nondirective supervisory behav-
iors is needed as well, as staff members require different interventions at various
stages in their development.



The Developmental Dynamic 61

A major goal of staff supervision is to assist teachers in increasing the con-
trol, authority, and responsibility they have for their own teaching and profes-
sional development. As we described in Chapter 4, with caring and patient
facilitating by supervisors, staff can gain confidence in themselves as construc-
tors of knowledge.

Learning to “read” or assess supervisees to determine how to best work with
them is a sophisticated skill. The professional literature on the developmental
characteristics of adults offers supervisors useful information in determining ap-
propriate strategies and in learning about themselves.

DEVELOPMENTAL DOMAINS

During the 1970s and 1980s in particular, researchers turned to theories of adult
development to gain insight into teacher development, to be more responsive to
teachers’ needs, and to effectively support their professional growth.

Cognitive-Developmental Stage Theories

Cognitive-developmental stage theories, such as those of Piaget (1961), Kohlberg
(1984), Loevinger (1976), Hunt (1971), and Perry (1969), were studied to predict
an individual’s level of functioning. These theories assume that humans process
experience through cognitive structures called stages. The sequence of stages is
hierarchical and becomes increasingly more complex. Movement from lower to
higher stages is not automatic but is based on interaction with facilitating envi-
ronments (Thies-Sprinthall, 1980). The assumption is that individuals who func-
tion at higher stages are more conceptual, reflective, and independent (Bents &
Howey, 1981).

The research that examined the relationship between stage theories and
teacher development and effectiveness led to the notion of matching the stage
characteristics of the individual with intervention strategies to assist that individual.
Some researchers also experimented with ways to help individuals move to higher
stages of development and explored the implications of matches and mismatches
of cognitive-developmental stages between supervisors and staff members.

Hunt (1971), for example, described the conceptual development of individu-
als in terms of a continuum from a low conceptual level characterized by con-
crete thinking to a high conceptual level where thinking is abstract. He proposed
matching the degree of structure in the environment to the learner’s need for it,
based on the person’s conceptual level.

Bents and Howey (1981) studied the implications of conceptual systems
theory for staff development and suggested that staff developers should plan train-
ing in tune with the developmental characteristics of staff. They suggested that
teachers who are lower conceptual learners benefit from staff development that is
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very organized and practical and specific to their teaching situations and class-
rooms, while teachers at high levels would be expected to organize more of their
own staff development and work in teams with colleagues.

Oja (1981) and Glassberg (1980) found that teachers who are at higher levels
of cognitive, moral, and ego development function more effectively in a number
of ways. They appear to be better able to think more abstractly about a problem
and to generate more solutions to it than teachers at lower levels. They are also
better able to see differences in the children they teach. As a consequence, they
utilize the learner’s frame of reference and adjust their teaching styles and meth-
ods to meet the needs of individual children.

An important finding was that the developmental stages of student teachers
were raised when they were involved in role-playing, dilemma discussions, ac-
tive listening, videotaping, individual conferences, and empathic responding ex-
ercises, illustrating the point that developmental levels are not fixed. Thus
supervisors, staff developers, and teacher educators who provide opportunities
for staff to be reflective about their practice can help them become more autono-
mous in their decision making and problem-solving.

Researchers have also examined the implications of this cognitive-
developmental perspective in terms of the pairing of supervisors with supervisees.
Grimmett (1983) studied the conceptual functioning and communication behav-
ior of four supervisors and their supervisees during conferences. He found that
supervisors who functioned more abstractly showed “flex” in their communica-
tion behavior. They were able to “read” their supervisees’ needs and the situational
constraints. Supervisors who functioned more concretely seemed unable to do this.
The term flex suggests the supervisor’s ability to vary or adapt his or her approach
from a range of alternative behaviors. During a conference, for example, a super-
visor might change from being directive to being collaborative to meet the per-
sonal, cultural, professional, or situational needs of a supervisee.

Grimmett (1983) also noted an increase in the conceptual functioning of
teachers who worked with supervisors who were more abstract and conceptual,
and a reduction in the conceptual levels of those teachers who were working with
supervisors who functioned at more concrete levels. A study of student teachers
and their supervisors by Lois Thies-Sprinthall (1980) had similar findings.

In a qualitative study of graduate students learning to be supervisors and their
partner teachers, Arredondo (1998) examined the effects of support and challenge
dialogues between them, based on an assessment of the cognitive complexity of the
participating teachers. During conference dialogues, less support and more chal-
lenge was provided to teachers who evidenced high levels of cognitive complexity,
while more support and less challenge was given to teachers who evidenced low
cognitive complexity. Although results are not generalizable, participant pairs
showed evidence of developing complexity and reflectivity in their thinking.

Since the cognitive-developmental stage theories noted above were con-
structed, however, investigators have become more sensitive to those whose ex-
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periences have been excluded from the literature because of gender, race, culture,
or social class. The pioneering work of Gilligan (1982), for example, has broad-
ened our understanding of human development to include women’s lives. She
found that women placed priority on the understanding of responsibility and on
connection and caring, traits that labeled them deficient in an earlier conception
of moral development based on men’s beliefs (Kohlberg, 1984).

Keeping in mind our goal of promoting development in individuals and ex-
panding opportunities for learning, cognitive-developmental theories, taken into
perspective, can provide helpful information for supervisory practice.

Stages of Professional Development

The phases and stages of teachers’ professional development and their needs and
concerns at various points in their career paths are another source of information
for supervisors, staff developers, and mentors as they strive to provide supportive
and stimulating professional environments for teacher growth.

Francis Fuller (1969), who examined teacher concerns across time during
the preservice experience, was a pioneer in this way of thinking about teacher
growth and its implications for teacher preparation. Fuller and Oliver Bown (1975)
described the stages of learning to teach in terms of the individual’s concerns rather
than the content that is being taught. Caruso (2000) also studied the preservice
experience and identified six phases of cooperating teacher and student teacher
development during the practicum.

Although there are many conceptualizations of teachers’ career phases, those
of Katz (1977) and Vander Ven (1988) are particularly relevant to early child-
hood educators. Katz (1977) identified four stages of preschool teacher develop-
ment and the training needs for each stage. Stage 1, Survival, usually lasts through
the first year of teaching, when the individual experiences self-doubt and feelings
of insecurity. Katz recommends that teachers in this stage receive direct on-site
support and technical assistance. During Stage 2, Consolidation, a teacher con-
solidates the gains made during the first stage and begins to focus on specific tasks
and skills. Supervisors can support training needs during the first several years of
teaching by providing on-site assistance, access to specialists, and advice from
colleagues and consultants. By the third or fourth year, the preschool teacher be-
gins to tire and to feel a need for Renewal, Stage 3. By attending conferences,
joining professional associations, and analyzing their teaching, teachers can meet
their needs at this stage. Finally, Stage 4, Maturity, which extends beyond the fifth
year, is the time when the teacher benefits most from attending conferences, par-
ticipating in institutes and degree programs, and writing for journals.

Vander Ven (1988) examined levels of professionalism of early childhood
practitioners a little differently. She described a series of five stages, their accom-
panying role-level functions, adult/career developmental stages, and the level
of guidance needed at each one. Practitioners at Stage 1, Novice, function as
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nonprofessionals; they have the lowest legally permissible levels of education, as
well as the lowest salaries. Needing a high level of direct supervision, they often
view issues based on their own personal experience. Individuals in Stage 2, Initial
stage, also need direct supervision, but they have had some training and are seri-
ously considering a career in early childhood education. They are usually recep-
tive to supervision. Professionals at Stage 3, Informed, have a strong commitment
to the field, hold a bachelor’s degree, and are more likely to use developmentally
appropriate practices. They have a broader perspective, identify with parents and
families, and are becoming more self-reliant. Professionals at Stage 4, Complex,
and Stage 5, Influential, take on leadership roles, supervise others, and have high
levels of self-direction and autonomy. Guided by their wisdom, age, and exper-
tise, professionals at Stage 5 in particular are likely to have a significant impact
on the early childhood field.

An assumption behind these theories of teacher growth is that preservice
supervisory support should change as the needs, concerns, experience, and prepa-
ration levels of teachers vary throughout their careers.

Adult Development: Life Stages and Transitions

A third developmental domain that can be helpful to supervisors as they work with
staff members is that of adult development. Staff members working in early child-
hood programs represent all adult age groups. There may be high school and col-
lege students, women beginning or returning to work as their children grow up,
and senior citizens working part-time to earn extra income or to have something
interesting to do. These adults are at varying points in their life cycles. As they
develop and change, so do their personal and professional needs and priorities.

As early childhood educators, much of our thinking has focused on child
development, but development does not end with childhood. The important work
of life cycle theorists such as Erikson (1980, 1982), Gould (1978), Sheehy (1976,
1998), and Levinson (1978, 1996), which place adulthood within a context of
a life course or journey, has implications for supervisors, mentors, and staff
developers.

Erikson (1980) studied a life from infancy to old age in terms of a series of
conflicts or main concerns representing the inner and external worlds. Of the eight
phases in his theory, four apply to adulthood. Stage 5, Adolescence, addresses the
process of identity formation. Stage 6, Intimacy vs. Isolation, takes place in young
adulthood and deals with the search for partnership in friendship and love, and
social patterns of cooperation and competition. In Stage 7, Adulthood (ages 40–
65 or so), the central concern is Generativity vs. Stagnation—that is, one’s rela-
tionship to the next generation or absorption with self. And finally, during the last
stage, old age, the major focus is Integrity vs. Despair and Disgust: Wisdom, the
process of coming to terms with one’s life and life experiences as one strives to
balance integrity and despair.
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Gratz and Boultin (1996) propose that early childhood educators consider
Erikson’s (1980) scheme in looking at their own development and the early child-
hood profession itself. For example, establishing teams within a program so that
teachers can share ideas and work together is a way of reducing isolation and
building intimacy in Stage 6; planning professional development opportunities
for others and participating in classroom research that furthers the field enables
one to help the next generation in Stage 7; and viewing accomplishments with
satisfaction and knowing that we have made a difference for many children and
families are ways to consciously develop the ego integrity that Erikson describes
in his final stage.

Gould (1978) became aware of a predictable series of preoccupations in life
through his work in supervising resident psychiatrists. He identified a series of
false assumptions and illusions that individuals hold at each life phase that are
challenged as they gain more competence. This thoughtful confrontation, which
requires changes in viewpoints, enables them to make a transition to the next phase.
For example, during the period between the ages of 22 and 28, I’m Nobody’s Baby
Now—the age level of a majority of child care workers—one of the major assump-
tions is “There is only one right way to do things” (p. 88).

This assumption might play itself out in early childhood classrooms in several
ways. For example, beliefs about what a teacher does or how a teacher should relate
to children that are imprinted on our minds in childhood may interfere with the re-
ality of working with children on a daily basis and may not represent good practice.

The view of a teacher as someone who must be perfectly loving toward all
of the children all of the time is one that is often held by novice teachers and one
that makes it difficult for them to set limits with children. The process of assert-
ing their teacher authority can be painful as they often feel guilty when they are
forced to do so. Yet they cannot move forward in the role until they reconceptualize
this idea of teacher authority.

The assumption held by many that teaching is telling or directing may also
present challenges for supervisors as they explore ways to positively support be-
ginning teachers by helping them to experiment with other ways of teaching so
that development in them and in children can occur. Helping practitioners, as a
group, to share, explore, and challenge their own assumptions about their work
can lead to clearer communication, greater competence, a better understanding of
colleagueship (Levine, 1989), and the creation of shared values.

Arin-Krupp (1981) synthesized much of the research about adults at certain
ages and stages and identified implications for staff development. She advocated
that supervisors match support strategies to an individual’s key concerns at each
stage in life. Although Arin-Krupp explored this notion almost a generation ago,
it is a concept that continues to have relevance today. However, during the inter-
vening years, a demographic, social, and cultural revolution has taken place in
the United States that makes it necessary to reexamine the adult life span in rela-
tion to career development and learning opportunities in the workplace.
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A New Life Stage

One of the most startling developments is that Americans are living longer, with
life expectancy at a record high of 77.6 years (National Center for Health Statis-
tics, 2003). In testimony before the U.S. Senate, Takamura (1998) reported that
by 2030, 1 in 5 Americans will be over the age of 65, as the baby boomers, born
between 1946 and 1964, join the ranks of older Americans. Freedman (2006)
suggests that as a result of increased longevity and independence, and improved
health, economic status, and education, we can expect to see the emergence of
a new life stage between midlife and true old age, which might last for up to
30 years. During this period, he believes that adults will want to take on new chal-
lenges, make significant contributions, and will continue to learn and grow. Many
of these adults, he says, will elect to participate in national and community ser-
vice programs.

Retirees are finding ways to reinvent themselves by furthering their educa-
tion and taking on new endeavors that they find challenging (Bushnell, 2004).
Companies are beginning to tap older workers to benefit from their expertise and
experience by offering incentives such as graduate school tuition reimbursement,
social clubs, life-planning seminars, and subsidized health insurance to encour-
age them to return on a part-time basis (Jackson, 2004). Of course early child-
hood programs do not have the resources of major corporations and have always
encouraged older adults to volunteer their services, but given these demograph-
ics, should greater efforts be made to recruit older caregivers to build support for
early childhood programs and create an intergenerational workforce? And what
type of education, training, and support would be needed to take advantage of
this opportunity on a larger scale? In public schools, where early childhood teachers
are likely to have experienced longevity in a position, are there roles that teachers
at or near retirement age can take that would keep them in the profession, yet
allow them more recreational time as well?

A Longer Transition to Adulthood

At the other end of the continuum, young people in their 20s are taking more time
to make the transition to adulthood. Young people are engaged in considerable
postcollege job hopping before settling into a position in their late 20s (Trunk,
2005), which is partly due to a new labor market in which inexperienced workers
are offered temporary positions rather than full-time staff positions. The U.S. Labor
Department (1998) reports that before the age of 32, the average American has
had 8.6 jobs. The workplace landscape is slightly different in the early childhood
field than in the U.S. labor market as a whole, but low salaries and wages cer-
tainly make it difficult for young caregivers to be independent, with many living
with their parents or in group households because of financial necessity. Certainly
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the turnover in the early childhood field suggests that caregivers may take on
several jobs before settling down.

A Redefinition of Marriage and Family

According to the U.S. Census Bureau, wedding bells are ringing later for Ameri-
cans compared to those of a generation ago (Fields, 2004). In 1970 the average
age for a first marriage was 20.8 for women and 23.2 for men, while in 2003,
women were age 25.3 and men 27.1 when they made that commitment. The same
report indicates that one third of men and almost one quarter of women between
the ages of 30–34 have never been married. Of the marriages that took place in
2000, 50% are expected to end in divorce (Wen, 2005). With the legalization of
same-sex marriage in Massachusetts and civil unions of domestic partnerships
under discussion in many states, the institution of marriage itself is in the process
of redefinition.

Households in America have also become more complex in terms of the
makeup of families and relationships within a household. Although in 2003 the
great majority of households were maintained by families, 26% of households
consisted of people living alone. Since 1970 there has been an increase in one-
parent family households, while the average household and family size has de-
clined (Fields, 2004). In 2000 there were 3.9 million intergenerational families,
such as a householder living with children and grandchildren. In some cases, grand-
parents are assisting in caring for grandchildren; while in other cases, young adults,
ages 35 or younger, are caring for sick parents or aging grandparents while start-
ing marriages, careers, and families (Jackson, 2005). Staff members working in
early childhood programs are likely to serve children who live in a great variety
of household arrangements.

A More Diverse Workforce

The U.S. workforce has become more ethnically and racially diverse, with roughly
20% of employees consisting of people of color today, compared to 12% in 1977
(Bond, Galinsky, & Hill, 2004). The early childhood workforce is probably even
more diverse than the U.S. workforce as a whole today; Whitebook et al. reported
in 1989 that one third of the child care teaching staff were members of minorities.
What role does race, culture, and ethnicity play in an individual’s career develop-
ment? How do stereotypical images of minorities held by members of the domi-
nant group affect the career success of minorities? And in what ways do cultural
values held by members of the majority and minority cultures influence work-
place relationships and outcomes?

In a pilot study of African American women in higher education, Alfred
(2001) explored some of these questions. She found that bicultural competence—
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the ability to navigate various cultural worlds and maintain relationships within
those worlds—was critical to their career development, along with being knowl-
edgeable about the organizational and role expectations of the institution in which
they were working. Also important to these women was finding a safe space—a
home space such as family, neighborhood, or community—where they could take
a breather or a retreat from life in the dominant culture to affirm each other and
preserve their positive selves. Mentors, sensitive to the cultural needs of minority
caregivers, can play a critical role in facilitating their development, and of course,
diversity training offered to supervisors and staff can increase cultural awareness
and understanding.

Changing Attitudes and Expectations About Work and Family

The events of September 11, 2001, coupled with the competitiveness of our global
economy, turbulence and uncertainty in the labor force, and fast-paced life styles,
have caused many people to reexamine their lives, especially the meaningfulness
of their work (Imel, 2002). They want work that is in line with who they are and
they also want to spend more time working at living (Boyatzis, McKee, &
Goleman, 2002). Of course one of the reasons early caregivers remain in the pro-
fession despite the low pay and benefits is the satisfaction they receive from work-
ing with young children. Our experience with student teachers suggests that many
come to the early childhood field as a vocation or calling.

The desire for more meaning from life and work may be at the root of a
shift in worker attitudes. Researchers at the Families and Work Institute (2002)
conducted a study that examined how today’s workers differ from workers of
other generations in terms of their work and family priorities. They studied four
generations in 2002: Generation Y employees were under 23, and Generation
X employees were 23–37. Baby Boomers were 38–57, and Matures were 58 or
older. They found that Generation Y and X employees were more likely to be
dual-centric or family-centric; that is, they placed the same priority on job and
family or a higher priority on family, in comparison with Boomers who were
more workcentric. Matures, nearing retirement, were dualcentric.

They also found that Generation X fathers spent more time on their family
lives than Boomer fathers. They spent more time doing household chores than
married men did 25 years ago, while Generation X women are spending less time
on such chores. Their findings indicate that father’s time with children has also
increased dramatically, from 1.8 hours to 2.7 hours per day, a 50% increase in
male participation, while mother’s time with children is roughly the same as it
was 25 years ago. Of course 67% of mothers are working outside the home today.
Both partners, then, are juggling work and family responsibilities.

One of their most startling findings about employees was that among col-
lege-educated men and women of Generations Y and X, and Boomers, there has
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been a dramatic decrease in the percentage of those who want to take on jobs with
more responsibility. These are employees who are working very hard, who are
likely candidates for promotion, but who are experiencing job spillover into their
personal and family lives and do not want the trade-offs they would have to make
to advance. These data should be of concern to organizations and programs who
need to fill their supervisory/managerial ranks in the future.

An employee’s life stage, family and household arrangements and responsibili-
ties, attitudes toward work, and cultural values can affect daily supervision and
are issues to be considered in planning staff development and learning experiences
In Table 5.1, we have revised Arin-Krupp’s (1981) original work to incorporate
many of the changes described above, including the fact that we are living longer.
Erikson’s (1982) concept of the life cycle serves as a framework for the table.
Please note that Erikson did not assign ages to his life cycle stages; in Table 5.1,
we make this approximation.

In thinking about their staff members and strategies to use with them, super-
visors may find that in some cases one of the developmental domains described
above may offer more information and greater relevance than the others, depend-
ing on the individual teacher and the issue at hand. Supervisor and teacher, each
at his or her own phase of development, are two components of the supervisory
dynamic. The third is the context in which they work.

THE CONTEXT

Not only is information derived from the various developmental domains impor-
tant in determining supervisory strategies, but equally significant is the relation-
ship established between the supervisor and the teacher, the particular concern at
hand, and the organization of which they are a part. These salient contextual ele-
ments that influence supervisor-supervisee behavior can have a bearing on the
approach that a supervisor might take with a particular supervisee and how a staff
member might respond to a supervisor.

Relationship

The existing relationship between supervisors and supervisees affects supervision.
Staff members who trust supervisors and who believe that supervisors care about
them and their professional growth are more likely to be open to a range of super-
visory behaviors. If teachers feel secure with supervisors, for example, there is
less likelihood that they will be offended or threatened by criticism or information
offered to them. Of course, relationships that are too close can create division
among staff and make it harder for supervisors to be objective. A professional-
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personal balance in the relationship between supervisors and supervisees is most
desirable.

The Problem

The nature of the problem being addressed also influences the approach to take.
In working with a provider who arrives late and leaves early every day, for ex-
ample, or a caregiver who talks roughly to children, or a teacher who simply does
not have the skills to organize a small-group experience with children, a supervi-
sor may have to be direct. On the other hand, if a teacher is involved in an emo-
tionally laden issue with a particular child and cannot gain a clear perspective of
the problem, the supervisor may have to reassure and comfort the teacher yet make
an executive decision that may be disliked by that teacher.

In dealing with interpersonal conflicts among staff members or with inter-
cultural issues, in planning for children who have special needs, or in exploring
ways to improve the effectiveness of a program, collaborative strategies may be
most appropriate. A supervisor may use listening, clarifying, encouraging, and
other indirect behaviors with a teacher who is disheartened when a lesson that was
thought to be exciting falls flat or with a young, inexperienced staff member who
is involved in a family crisis that interferes with performance. The specific prob-
lem, issue, or concern at hand is always a significant variable in planning for
supervision.

Workplace Characteristics

In her analysis of the school as a workplace, Johnson (1990) has identified a con-
stellation of workplace variables that influence workers in all settings. We believe
that these variables affect the supervisory dynamic and that an analysis of them
with staff can serve as an important development and planning tool. The variables
fall into seven categories: economic, political, physical, organizational, cultural,
psychological, and sociological.

Economic factors include salary, benefits, job security, incentives, and re-
wards. We know that early childhood educators leave the profession because of
low wages and minimal benefits (Whitebook, Phillips, & Howes, 1993) even
though they love their jobs. Staff turnover greatly affects the supervisor’s role,
particularly with respect to recruitment and training, and it interrupts the flow of
the supervisory process.

Equity and the opportunity to participate in governance issues are political
considerations. In parent-run programs, for example, a supervisor’s behavior may
be governed by others who have influence over a program’s policy and opera-
tion. Or a center-based director in a large system may receive pressure from an
executive director with different values about people and programs. The agency
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might not allow adequate planning time for supervisor and staff to work together,
forcing the supervisor to give up a process approach with staff in favor of issuing
orders. Staff participation in decision making is an important factor in building a
professional community within a program.

Physical issues are also important. Lack of adequate space for a program may
create problems and pressures, as classrooms may be congested and there may
not be facilities for private conferences or for staff to relax. The environment should
be safe for adults as well as for children.

Staff workload and autonomy are aspects of a setting’s organizational struc-
ture, along with such factors as opportunities for staff to collaborate, the manner
in which they are supervised and evaluated, how authority is delegated and vested,
and how other professionals such as social workers and psychiatrists are integrated
into a program.

Each organization also has its own culture (Schein, 1985), which may be
strong or weak, or supportive or nonsupportive of staff. Deal and Kennedy (1982)
have described organizational culture in terms of its values, heroes and heroines,
rites and rituals, and cultural networks. What is a program’s philosophy? Are the
center’s values public and shared? Heroes and heroines personify an organization’s
values. They may be figures from the past such as Dewey or Piaget or Froebel or
present-day individuals such as a program’s founder or director. Rites, rituals, and
ceremonies celebrate a program’s culture. Gossips, whisperers, and storytellers
are characters within a cultural network who transmit and interpret information
and can reinforce a program’s values and norms. A critical role of supervisors is
to understand the culture and to work with staff to build and maintain a positive
school culture.

Psychological variables such as job stress, meaningfulness of work, and
opportunities for learning and growth are other significant workplace features.
And finally, sociological features, which include the characteristics of peers and
of children and families served, job status, and clarity of roles, are factors that can
have an impact on job satisfaction and the supervisory process.

Workplace Flexibility

The changing attitudes and expectations about work and family and shifting
priorities in the adult life cycle described earlier in this chapter suggest a criti-
cal need for greater flexibility in the workplace. There may be some crea-
tive ways to offer staff in day care and preschools flex-time to enable them to
work fewer hours a day or fewer days a week, which might coincide with part-
day and part-week enrollment options for children. Some schools build in job
flexibility through the sharing of full-time positions. The notion of making the
workplace more adaptable to today’s employees and thinking about ways to
allow individuals to enter, exit, and reenter the workplace over a lifespan is
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worth considering, despite some of the constraints peculiar to early care and
education.

REFLECTIVE PRACTICE

A final aspect of the supervisory dynamic essential for development is reflective
practice. The issues and problems that supervisors encounter on a daily basis are
often unpredictable and complicated. Problematic situations may arise that require
immediate decisions, yet a supervisor may have little previous experience in solv-
ing the specific problem faced. In these cases, supervisors may spontaneously draw
on their inner resources and improvise as they make intelligent and important
decisions. Schön (1987) calls the competence that practitioners display in these
situations professional artistry, and terms its essential components reflection-in-
action and reflection-on-action.

Reflection-in-action is the process of thinking about something while doing
it. Teachers often experience this phenomenon while in the midst of teaching when
they make on-the-spot adjustments such as reexplaining concepts in different ways
or shifting from one activity to another when children become restless. Confer-
ring with staff members is a form of supervisory artistry that requires reflection
in which supervisors analyze the conference while it is taking place and make
decisions as they work their way through it, striving to resolve the issue at hand.
In these cases, a supervisor becomes a researcher in the practice of supervision,
often experimenting and inventing new solutions. Both teachers and supervisors
may engage in this reflective process as they “read” each other and plan responses
to each other while conferring together.

A second type of reflective practice is reflection-on-action, which is reflection
on reflection-in-action, a process Schön (1987) describes as a dialogue between
thinking and doing that results in more skillful practice. Certainly this is a very
sophisticated skill that has the potential to increase a supervisor’s self-awareness
and effectiveness and to deepen an understanding of one’s work in supervision.

CONCLUSION

We believe that supervision is a reciprocal process by which the supervisor and
the teacher influence each other’s behavior. Both individuals function within a
context that offers constraints and advantages and has a bearing on each person,
the interactions, and supervisory outcomes.

We have reviewed three developmental domains—cognitive development,
professional development, and adult development—that offer cues for facilitat-
ing the growth of staff members and for understanding ourselves. Contextual
characteristics of organizations have also been described as they have a bearing
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on supervision. Lastly, we have emphasized the importance of reflection as a means
of improving supervisory practice.

EXERCISES

1. Think about your family and schooling experiences and your assumptions about
your supervisees. Describe how these factors may influence your supervision.

2. Do you have a preferred supervisory style? If so, describe it. When does it seem
effective, and when has it not worked as well?

3. Analyze your setting in terms of some of the contextual elements mentioned
in this chapter. In what ways do they help or hinder you with your supervision?

4. Using Table 5.1, make a list of the staff members in your program and place
them at an approximate life cycle stage. Using the column at the far right as a
reference, identify some of the ways that you are supporting them and some
of the professional learning opportunities that are available to them.
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C H A P T E R  6

SUPERVISOR DEVELOPMENT

AS SUPERVISORS GAIN EXPERIENCE in their roles, they undergo a series
of changes in how they view themselves and their jobs. Their feelings and

concerns about supervision change over time.
We have identified three general phases that supervisors experience as they

grow in their roles: beginning, extending, and maturing. Characteristic patterns
of thinking and behaving tend to emerge during each of these phases as supervi-
sors acquire new realizations concerning the supervisory role and the people with
whom they are working. The significant characteristics of each phase are sum-
marized in Table 6.1.

Since our first edition, supervisors have indicated to us that there is a prephase
characterized by imagining what it would be like to be in a supervisory position
and preparing for the role by enrolling in graduate course work or by moving up
the career ladder in intermediate steps. Thinking about a job change and its impli-
cations, garnering support from friends and family, and taking some small steps
in a new direction are all part of the process of separating from one position and
anticipating and accepting the challenge that a new one can provide. And, of course,
toward career’s end, individuals may think about “passing the torch” on to others
and may begin to limit their work in the field.

PHASE 1: BEGINNING

Beginning supervisors, like most novices, tend to have personal concerns: Will I
be able to carry out the responsibilities of my position? What is my role? What is
going to happen to me? Will I be able to meet the expectations that others have of
me? These are some of the questions they ask themselves.

Beginners develop a number of coping strategies to survive the early months
on the job. One such strategy is to play the role of supervisor by imitating role
models from past experience such as parents, teachers, managers, directors, grand-
mothers, nuns, or deans. These role models have left indelible imprints as to how
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individuals in authority positions should behave, and it is only natural to imitate
these familiar behaviors. Yet there is risk to coping by imitation, since the learned
authority behavior may be inappropriate for early childhood programs, although
it does give supervisors the feeling that they have “taken charge” and are “in con-
trol.” This increases a supervisor’s confidence, but only until problems develop.
Solving problems requires meaningful deliberation and interaction with staff or
board members based on an in-depth exploration of issues. Playing supervisor does
little to resolve problems.

A second survival strategy that novices use is to avoid the responsibilities of
the role by appearing not to have adequate time to devote to supervision because
they are preoccupied with other urgent administrative issues. These supervisors
continually find themselves preoccupied with other business and somehow never
take on their supervisory responsibilities. Some may believe that supervision is
not their forte, a rationale for devoting all their time and energy to administrative
duties where they do have competence. Avoidance behaviors enable supervisors
to pretend they are doing a good job and their programs are running smoothly. In
the meantime, problems snowball.

A third way beginners cope is to reserve a period of time to assess and orient
themselves to their new setting if circumstances allow. They do this by observing
and gradually getting to know people, programs, and routines. One new director
explained how she was going about this task:

Right now I am sort of filling the role of somebody that had been with the
center for, I guess, 6 years who is very well loved and, in some ways, a
mother figure for a lot of the staff. I have been listening to a lot of the
kinds of interactions that went on with this person in terms of staff
meetings and that kind of thing. I have been sorting out for myself what I
would like to do without rocking the boat too soon. So, I’m following a lot
of the things that were set up by that person.

Information gathered during this initial period can be valuable in making impor-
tant decisions later.

New supervisors also learn through trial and error, even more so when they
do not have an experienced teacher or other support system to point them in the
right direction. They often try different approaches to solving problems in search
of one that works.

Learning to Handle Authority and Confrontation

It is not at all uncommon for new supervisors to feel uncomfortable about directly
confronting a staff member about a particular problem. Beginners are often con-
cerned about being too bossy or offensive. They are not sure they can deal with
problems in a sensitive and constructive manner. These feelings are understandable,
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as early childhood supervisors have frequently moved into their new roles from
teaching and are still learning to shift from nurturing children to working with adults.

Although supervisors may have worked out their authority relationships with
children in their previous roles as teachers or parents, working with adults is quite
different. The diversity of caregivers in terms of cultural background, experience,
age, and maturity levels can present serious challenges to the authority of an un-
sure supervisor. Coming to terms with authority is part of the process of defining
and formulating a conception of the supervisory role. It is often painful and wor-
risome, as this director describes:

I think basically confronting and being able to say I am not happy with
this or I don’t like it is very hard, even though that is not exactly the way I
would say it. I am trying to sort through in my own mind how to confront
some situations, and I haven’t done particularly well.

The new supervisor is faced with authority dilemmas daily in dealing with staff,
parents, and curricular issues.

Conceptualizing the Role of Supervisor

Sifting, sorting, assessing, and testing are typical behaviors beginners use as they
learn what a supervisor is and what a supervisor does. A conceptualization of the
supervisory role emerges slowly, first in a narrow and ambiguous sense, and later
with greater clarity and scope. Inexperienced supervisors, for example, tend to
view their supervisees in general terms rather than as complicated individuals with
special needs. They describe staff in terms of numbers and categories—“I have
one head teacher and three aides”—rather than in terms of personal characteris-
tics, strengths, and weaknesses, as experienced supervisors do. They simply don’t
know their staff members well enough to differentiate among them or to make
discrete assessments of them.

New supervisors must also develop a total picture of the programs in which
they are working. During the first months on the job, they have to learn about
personal relationships among staff members, the political implications of deci-
sions they may make, the special needs and problems of the community being
served, the expectations of outside funding agencies or institutions that supply
temporary staff, and other factors that will affect their success on the job.

Seeking Professional and Emotional Support

Beginning supervisors function in their own world, concerned and preoccupied
with self. Most are aware of their own weaknesses and are interested in becoming
more skilled. Self-critical beginners willingly identify deficiencies and are open
to experimentation. They want to improve their supervisory behavior.
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First-year supervisors need and seek professional and emotional support from
many sources, including administrators, parents, board members, and staff mem-
bers, as well as friends and relatives. As one beginning supervisor put it:

I guess I need support. I need support from the staff. I need feedback from
people in terms of what’s happening from my end of things and how it is
coming across to other people. I need open communication. I guess that is
why I keep trying to work at building relationships because I feel it is
really important that teachers be fairly open with me. And I need to learn a
lot. I feel a little overscheduled sometimes about the role that I do play,
and I guess I need to develop my own skills.

A number of supervisors we interviewed gained assistance from other directors
who were part of a local group that met on a monthly basis. Such nourishment
from others helps beginners acquire the confidence they need.

Rewards for novices tend to center around self, since they are less other-person
oriented than more experienced supervisors. Compliments from parents or from
people in superior positions, such as chief administrators or board members, are
especially appreciated. Solving difficult problems and accomplishing important
tasks bring feelings of satisfaction to beginners.

Supervisors in this phase, as well as in the ones to follow, are continually
learning about themselves. They are forced to reflect on their personal style, phi-
losophy, and goals as they confront such challenges as implementing change;
supporting, training, and evaluating other people; coordinating many activities
within one program; raising funds; and conveying a center’s philosophy and ac-
tivities to the outside world. After 4 months on the job, a new supervisor talks
about what she has learned about herself:

I guess what I think about is that there are a lot of things that I can handle
simply by jumping in and doing them. I don’t panic. I’m not afraid to do
things, although I still have my nervous moments. I know what I feel like
when I am nervous, but I still follow through. I can try new things and
accomplish them. In terms of myself, I guess that I have learned that I am
somewhat approachable and that is nice. I have relearned that I am a real
workaholic in some ways. I have a hard time cutting down my hours. I
guess that my feelings about being able to confront others is something I
have wanted to develop.

PHASE 2: EXTENDING

Supervisors in this phase are no longer novices, yet they have not yet reached
professional maturity. They are consolidating gains made as beginners, extend-
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ing their knowledge and competence, strengthening their leadership, raising their
expectations, and reaching out to staff.

Wishing for a magic potion or a wand that could make every part of a pro-
gram perfect is the quintessential fantasy of supervisors in this second phase. As
one day care director put it:

If only I had more time! If only we had more money! Wouldn’t it be
wonderful if I could send some of my staff to NAEYC? I wish we had
greater racial and economic diversity represented in our enrollment. I wish
I had somebody who was observing me and telling me what I’m doing
wrong and what I’m doing right. . . . And I’m not at all satisfied with my
performance or my role or anything. I think that I wish I had some magic
. . . some magic potion.

Having survived the first year and gained greater confidence and assurance in
coping with daily crises, supervisors in this phase are concerned with perfec-
tion. Now able to look beyond personal wants, the supervisor thinks about the
needs of others, the prevailing conditions under which the staff operates, and
the positive and negative aspects of the learning environment created for the
children.

Reflecting an innocence and naiveté, supervisors in this phase tend to be-
lieve that if they work hard and do their best, all of a program’s problems and
weaknesses will be corrected. Transitional supervisors set lofty goals, determined
to make their programs exemplary ones, with visions of walking off stage with
the “Early Childhood Emmy” flashing through their minds.

In contrast with beginners, who do not feel like supervisors and may even
reject the notion of being boss, transitional supervisors accept the leadership role
but are still ambivalent about it. As one day care director explained:

I feel strongly that supervision is a big job, and there are a lot of people to
supervise. I do feel like a supervisor in the sense that I know people are
looking for supervision, and I try to do it. In the sense of feeling that I am
really supervising every single person as it should be done, absolutely not.
I know that there is no time. I don’t have enough time to spend in class-
rooms really looking at what everybody is doing.

Another Phase 2 supervisor was still unsure as to how to enact authority
appropriately:

My problem is, how do you get somebody to see that she needs improve-
ment in a particular area? Just because it is my problem doesn’t mean it is
going to be theirs. How do you get them to be motivated to change? How
do you get them to ask, “How do you do that?” How do you tell them that
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you are not 100% satisfied with their work without sounding like you’re
extremely unsatisfied?

Unable to meet their own expectations of perfection, supervisors in this phase
are often faced with frustration. They constantly fall short of mastering the art of
supervision, yet continue to try to do better. One director commented, “There is
this story that no matter how much you do, it is always less than what you want to
be doing.” In some respects, these feelings are prerequisite to realizing that all of
one’s goals cannot be achieved. They are part of a process of acquiring a truer
picture of what a supervisor can accomplish and what is beyond his or her con-
trol. Reassessment and reconceptualization of the role of supervisor occur over
time as supervisors engage in trial and error and meet with success and failure.

Phase 2 supervisors who are extending their leadership can begin to discuss
problems and conflicts more objectively. They are better able to separate them-
selves from their roles, to stand back and look at problems analytically, rather than
ignoring them or feeling overwhelmed as beginning supervisors do.

Concerns, then, move away from self and are centered to a far greater ex-
tent around other individuals and specific issues. Supervisors in this extending
phase are more conscious of the need to provide reinforcement and support to
staff members. They begin to see themselves as mentors who can guide staff
members toward new realizations and self-improvement. They strive to provide
an atmosphere of trust and openness to enable staff to identify and engage in
group problem-solving experiences. They recognize the need to develop good
group-facilitation skills in order to foster positive interpersonal relationships
among staff members.

With more experience, Phase 2 supervisors begin to make distinctions among
staff members, to see them as unique individuals with special needs and concerns.
They begin to realize that some supervisees need specific direction while others
respond well to casual suggestions or praise. They provide different kinds of train-
ing for volunteers, part-time staff, and experienced full-time staff. This ability to
vary one’s approach to working with others, to individualize supervision, is more
characteristic of supervisors toward the latter part of this second phase.

Gaining a greater understanding of a program, its people, and its parts is also
characteristic of Phase 2 supervisors. This new awareness of a program’s com-
plexity is linked to the development of a less idealistic and more realistic sense of
what a supervisor can and cannot do or change.

Supervisors in this phase often feel isolated. They discover that there really
isn’t anyone on the job at their level in whom to confide. They look for sources of
support among associates in similar fields and other supervisors in similar posi-
tions. Reliance on new professional contacts for support lessens the burden on
family and friends on whom beginning supervisors usually depend for nurturance.

Although there continues to be some self-centeredness in what Phase 2 su-
pervisors find rewarding, they derive greater satisfaction when they receive praise
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from individuals they supervise rather than from those who supervise them, and
when they see others making progress. As one supervisor stated: “I love it when
people get excited about teaching children, when people can learn to relax and
enjoy teaching.” Seeing the center run smoothly, observing supervisees improve
their ability to work with children, or motivating a caregiver can be especially
rewarding.

Supervisors who are extending their leadership also feel more relaxed, less
panicky, less overwhelmed, and in greater control. It is at this time that they make
enormous gains in professional development. They move from being anxious, self-
centered beginners to individuals who grapple with issues, strive to support others,
and feel a sense of accomplishment. Although still occasionally subject to feel-
ings of ambivalence, guilt, or frustration, supervisors in this phase develop greater
confidence and the security that comes from success and familiarity with the job,
the program, and its people.

The experiences supervisors have during this middle phase affect whether
they remain in a particular setting or even in the profession. It is during this tran-
sitional period that many supervisors make a commitment to the field or decide to
look elsewhere to fulfill their career aspirations.

PHASE 3: MATURING

Phase 3 supervisors possess the characteristics of mature professionals: self-knowl-
edge, self-confidence, in-depth understanding of the problems and issues associ-
ated with their work, and the skills necessary to do an effective job. Maturing
supervisors bring rich and disparate life experiences to their roles and can look
back and understand how those experiences have made them who they are and
how they contribute to present-day success.

Seasoned supervisors know and evaluate themselves. A college laboratory
school director discusses her strengths and weaknesses openly:

I keep reminding myself that I need to listen to people very carefully. I
think that this is essential. It has been an improvement in my supervisory
style to be a better listener; it is a positive development in my personality.

I have become conscious of the way I must come across to people,
and I am cautious because these are young people. I think a supervisee is
in a very vulnerable position very often, so I have to be sensitive to that
and cautious about being too overwhelming or too opinionated or coming
on too strong. . . . I think that I see my work all the time as a process of
growth for me.

The supervisor who made the above statement shares some of her anxieties
about being too overwhelming or too directive with caregivers, a common concern



86 A Developmental Perspective

of her colleagues who are in earlier stages. A difference, however, between indi-
viduals in this mature stage and those who are less experienced is the ability to
make accurate assessments of behavior: to acknowledge their weaknesses and to
be conscious of them as they strive to change, to compensate, or to live with them.
Maturing supervisors have a sense of being in charge of their lives, of making
conscious decisions, and of being accountable for their actions.

One of the most striking characteristics of experienced supervisors is their
sensitivity to supervisees as unique individuals and their ability to individualize
supervisory strategies. Mature supervisors view being able to assess each super-
visee and plan appropriate interventions as a special challenge, as exemplified by
this supervisor who talks about the teachers in her program:

In terms of personality they are all different and I enjoy the differences. I
think that because of their differences, they bring various agendas to
supervision sessions. I do feel that supervisors can fall into all kinds of
traps with supervisees—among them being overnurturing or under-
nurturing, being too critical, being too demanding. A supervisor has to be
careful not to fall into that kind of trap. I think that we need to look at
people’s personalities. I think that our supervisees have different needs
which evoke different kinds of responses.

In the following comments an experienced supervisor shows great insight
and understanding of her staff members, and values and appreciates the special
qualities each of them has:

The three head teachers in this school are three different kinds of person-
alities and lead very different kinds of classrooms. For example, the head
teacher upstairs works with the younger crew. I think that she is one of the
most successful nondirective teachers I have ever come across. She is a
rather young woman. This was her first job. She was trained here; she did
a year’s internship here, and she became a head teacher after that. She has
a unique way of communicating with children. One never hears her voice
in the classroom. And yet she is always talking with them or is at their side
listening and communicating in other ways. Her presence is very much
felt. The children are very busy doing their own thing. It is wonderful to
see. That is a very special kind of personality and a very special set of
characteristics.

Downstairs we have a teacher who has had a lot of experience in a lot
of settings with special-needs children and so on. She is mature, experi-
enced, and a very directive person. She understands children and her
values are right, and I trust her [im]plicitly. There is a vast difference in
her approach. She does the right things for children. She is very good.
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In the afternoon, we have another teacher . . . who is very chatty,
very warm, very connected with everybody. She is very interested in
doing special projects with children. She has a special kind of energy that
is just perfect for children who are tired in the afternoon. She works from
11:00 A.M. to 5:00, yet she doesn’t get tired.

Supervisors who are professionally mature recognize and respect the strengths
of their staff members. They are willing to share their authority, demonstrating a
trust in their supervisees. They encourage their staff members to share their knowl-
edge and skill with each other, recognizing that their diverse strengths provide
mutual support for all and bring a richness to the program. Sharing authority is
not intimidating to the mature supervisor.

Unlike beginning supervisors, who may not be aware of the problems around
them, or moderately experienced supervisors, who acknowledge problems but are
unsure of how to deal with them, experienced supervisors recognize and compre-
hend the depth and range of existing problems. They understand how much needs
to be done and see problem solving as an ongoing task. Supervisors in this phase
are less frustrated because they understand that, even if certain goals cannot be
achieved, at least they can be addressed.

Seasoned supervisors tend to be less emotionally burdened by the problems
they encounter. They have gained greater perspective and have acquired skill in
managing time, coordinating and keeping track of tasks, motivating staff mem-
bers to change, and building morale within a program. They are still concerned
with resolving interpersonal issues among staff members, and they still need the
emotional support of others, but they are no longer as overwhelmed by the de-
mands placed on them. They don’t feel as helpless or as powerless as colleagues
who are in the earlier phases.

Maturing supervisors tend to be concerned with ideas, with groups, with
relationships, and with broad issues. They possess a well-defined philosophical
frame of reference and a commitment to standards of education for children. They
are perceptive, sensitive, discreet, and tuned in to staff members. They seize op-
portunities for leadership:

What I do is observe a lot, see a lot, and then confront a lot. From time to
time, I remember calling a meeting of last year’s staff to redefine our ideas
for curriculum before we started again this year.

I thought that was the best way of saying, “Look, gang! This is the
way I would like it to be here,” without telling any one person that . . . and
they had a lot of opportunity to discuss this. I don’t really have to have it
my way. There is room enough for other people’s ideas. Every once in a
while, I feel as though I have to pull things in and pull things together. I
think this school has style. I like us all to be sure we know what it is that
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we are doing and why we are doing it. These are very important times
when we talk about children and our ideas about curriculum.

Like their less experienced colleagues, seasoned supervisors enjoy a “pat on
the back for a job well done.” The rewards they receive from the job now tend to
be other-person, program, and professionally oriented rather than centered around
self. They receive stimulation from work in their own centers and in the educa-
tional community at large, interacting with other professionals through local and
national professional organizations, boards, and committees. They achieve satis-
faction from the gradual resolution of difficult problems, from developing and
improving their programs, and from new responsibilities. Supporting staff mem-
bers as they strive to accomplish their goals provides maturing supervisors with
additional satisfaction.

Supervisors at this stage are wise and skilled. They view themselves as indi-
viduals who are still growing, still learning, recognizing the need for renewal,
reeducation, and challenge. They believe they can play a vital role in making this
a better world for children and families.

REFLECTING ON PRACTICE

Supervisor growth during the beginning, extending, and maturing phases is on-
going but frequently uneven. They move back and forth from one phase to an-
other during their careers, and even mature, educated, and talented supervisors
may demonstrate some characteristics of beginners when they work in new roles,
in unfamiliar settings, or with people they don’t know. Some supervisors may never
move beyond the first or second phase.

Reflecting on practice is an avenue toward becoming a more effective su-
pervisor and advancing from one phase to another. Keeping a supervisory log to
document events or a supervisory diary are ways to stimulate reflection. Diary
entries could also be posted on a common Web site for supervisors as part of a
virtual support group.

Learning journals in which supervisors describe and follow issues over time,
indicating new understandings and realizations, are another tool for reflection, as
are supervisory portfolios. Various artifacts representing the supervisory process,
such as memos to staff, observational records, samples of professional develop-
ment experiences for staff and supervisors, can be placed in a portfolio as part of
a supervisor’s professional development or assessment plan. Writing stories in
the form of case studies about their work with staff, which are shared and dis-
cussed with other supervisors, can also lead to learning and growth. Portfolios
and storytelling are discussed more fully in Chapter 16.

Lastly, simple self-assessment, such as informally reviewing and rating one-
self on published criteria such as NAEYC’s program administrator competencies
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(see below) or selecting one or two competency areas as goals to emphasize for
the year, can provide a sense of accomplishment and direction.

CONCLUSION

Supervisors undergo a process of growth and development over time. They face
similar problems and frustrations in each phase, but their ability to handle prob-
lems changes as they move toward maturity (refer to Table 6.1). The context in
which they work, the nature of problems they encounter, personal characteristics,
previous experience, and job training and preparation are factors that can influ-
ence the path of development from early to later phases. We believe that these
phases, coupled with their place in the adult life cycle (described in Table 5.1)
and cognitive-developmental stage, affect a supervisor’s work with staff mem-
bers who are also growing and changing personally and professionally.

The presence of support for supervisors is critical to their development, yet
it is often lacking. This means that individuals may have to take the initiative to
seek out and build a support system for themselves. Support may take the form of
a local network of directors or educational coordinators. Finding a mentor, shad-
owing others to observe how they carry out their roles, visiting nearby programs,
taking courses and workshops, and joining and becoming active in professional
organizations are all ways to build knowledge and competence and to meet people
in similar positions who can be called on for help and suggestions when needed.
Incorporating deliberate ways to reflect about practice is also important to the
growth of supervisors.

The notion of supervisors experiencing phases of development while on the
job is sometimes surprising to teachers who may think of someone in a supervi-
sory role as a “finished product.” Becoming aware of the phases of development
of supervisors may create greater understanding and empathy on the part of teach-
ers and reassurance among those already holding supervisory positions.

PROGRAM ACCREDITATION

The core competencies for early childhood program administration from NAEYC
Early Childhood Program Standards and Accreditation Criteria: The Mark of
Quality in Early Childhood Education (NAEYC, 2005; adapted by NAEYC with
permission from the Illinois Director Credential) fall into two broad categories:
management knowledge and skills and early childhood knowledge and skills.
These are not discrete categories: They overlap conceptually and practically, and
some competencies go beyond supervision and support of staff. We list the major
headings under each category here. Please see the above text for definitions of
each competency area.
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Management Knowledge and Skills

Administrators need a solid foundation in the principles of organizational man-
agement, including how to establish systems for smooth program functioning and
managing staff to carry out the mission of the program. Core competencies in-
clude the following:

1. Personal and Professional Self-Awareness
2. Legal and Fiscal Management
3. Staff Management and Human Relations
4. Educational Programming
5. Program Operations and Facilities Management
6. Family Support
7. Marketing and Public Relations
8. Leadership and Advocacy
9. Oral and Written Communication

10. Technology

Early Childhood Knowledge and Skills

Administrators need a strong foundation in the fundamentals of child develop-
ment and early childhood education in order to guide the instructional practices
of teachers and support staff. Core competencies include the following:

1. Historical and Philosophical Foundations
2. Child Growth and Development
3. Child Observation and Assessment
4. Curriculum and Instructional Methods
5. Children with Special Needs
6. Family and Community Relationships
7. Health, Safety, and Nutrition
8. Individual and Group Guidance
9. Learning Environments

10. Professionalism

EXERCISES

1. Which phase would you place yourself in and why?
2. Describe the ways in which your present phase of supervisory development

affects your job effectiveness.
3. What kinds of support do supervisors in each phase need?
4. Keep a log, reflective diary, or learning journal.
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5. Select one competency area from the NAEYC list and develop a portfolio
over a yearlong period with entries to illustrate that competency.

6. Working with colleagues in your area or through your local AEYC, estab-
lish an electronic supervisory support network.

7. If you are thinking about moving into a supervisory position, interview some-
one already in the role and learn about their phases of development and steps
they have taken to climb the career ladder.
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C H A P T E R  7

SUPERVISEE DEVELOPMENT

IN INTERVIEWS ABOUT THEIR WORK, caregivers of different ages, in con-
trasting roles, and at various stages of development described key areas for pro-

fessional growth, which resemble in some ways those that supervisors go through
as they become more familiar with and expert in their jobs. The competencies we
describe below do not represent the full range of skills and abilities needed to work
effectively in early childhood programs, but they can serve as guides for informal
mutual assessment of staff members and as a basis for planning for continued
improvement.

LEARNING TO COMMUNICATE EFFECTIVELY

In order to teach and care for young children, staff members learn to communi-
cate with a variety of people for different purposes as part of their daily experi-
ence. As team members responsible for a group of children, teachers learn to plan
together, to share duties, and to cooperate with each other to support the children
they serve. They participate in the supervisory process with head teachers and/or
directors. They interact with outside consultants such as doctors, social workers,
psychologists, and community workers who provide support to children and their
families. Being an effective communicator is critically important to forming rela-
tionships with colleagues. Working productively with other staff members requires
mutual exchange, which can take place only in an atmosphere of openness and
respect, where people are honest with each other.

Sometimes caregivers become board members and teacher educators, roles
that require good listening and effective speaking skills. One of their most impor-
tant and difficult jobs is working with parents, helping them increase their under-
standing of young children. The caregivers we interviewed who appeared to be
the happiest and most successful in their roles were those who had become effec-
tive communicators.
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BECOMING A SELF-CONFIDENT TEACHER

Some teachers enter the profession with little experience or knowledge of the
field of early childhood education. In fact, quite a few of those we interviewed
became involved in child care because their own children or younger siblings
were enrolled in day care or Head Start. They often began their careers as vol-
unteers, some eventually returning to school to complete requirements for a high
school diploma. For those who dropped out of high school to marry and have
children, the position of aide or assistant teacher may have been their first job
in the profession, although they gradually moved up the ranks to become a
teacher or head teacher.

Teaching young children, which requires an understanding of child devel-
opment and an ability to communicate with other professionals, can be threaten-
ing to persons with previously unsuccessful experience in school settings or to
those who are holding a regular job for the first time. Beginners require time to
become comfortable in the work setting. It is common for them to feel timid when
leading children or when talking to strangers, as this caregiver describes:

When I first came here, I was very shy as far as talking to parents. I was
very shy at starting out like leading songs in front of a big group, sitting
on floors, and really getting to play with the kids. Now, I don’t think
anything about going up to a parent and saying, “You know, your kid had
a great day!” or “You know, he didn’t have such a good day.” I don’t feel
funny about leading songs in a great big group; I don’t feel funny about
getting down on the floor and pretending to be an animal with the kids,
where, at first, I was a little shy about it.

As they become more confident, caregivers tend to be less dependent on
supervisors. They no longer have to be told what to do and how to do it. In su-
pervisory roles themselves, they make their own judgments about whether to
step in if a teacher is having a difficult time with a child. They act without need-
ing a director’s assessment and opinion. A teacher shares her thoughts about
responsibility:

When you’re a trainee, you have someone who is, more or less, directing
you and telling you what to do. You don’t have as much responsibility as
you do as a teacher. As a trainee, all you have to say is, “Well, I have a
problem with this. Will you help me? I’m not sure how to do this!” and
someone will say, “Well, do it this way.” You have a teacher to kind of
fall back on. But when you’re the teacher, you are the one who’s doing the
supervising and who has the responsibility for the children in the class-
room. The health and safety of the children is all your responsibility.
Everything falls back on you.
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Training and staff development can have an exciting effect on the self-
confidence of caregivers who began at different developmental levels. One teacher
describes the profound changes that participation in an associate’s degree pro-
gram had on her confidence:

I think, too, that my education had a lot to do with making me feel more
confident and being able to relate to people on different levels of a
profession. This past year, I had a meeting at Children’s Hospital about a
child I had in my room who had a special problem. I had to meet with the
social service director, the educational director, two doctors, a psycholo-
gist, and a dietician. They wanted to hear my opinion. “What!” I thought.
Six or seven years ago, I probably would have died, “Oh, my God!” But I
knew what I was talking about. I felt comfortable because I knew what I
was talking about.

UNDERSTANDING CHILDREN

Working with children on a daily basis over time advances a caregiver’s knowl-
edge and understanding of child development. Even though many supervisees are
parents before they become early childhood professionals, they often lack such
basic information about child growth and development as when most children
should be speaking or walking or using alternate feet to climb stairs. As a result
of their experience in early childhood programs, two caregivers help us realize
the metamorphosis that some undergo:

I now look at children differently. I looked at them before as more of a
parent than as a teacher because I am a parent. I would be saying, “Oh,
you don’t want to do that because you’re going to get yourself all dirty.”
Whereas now, I let them go ahead and do it. We can always take their
clothes off and wash them. I was looking at children from a parent’s eye
rather than with a teacher’s eye.

All I can think of is there was a time in my life when I know I didn’t know
that a baby doesn’t go to sleep when they’re tired. You know, my concep-
tion was that they just fell asleep. The fact that you have to put them to
bed was pretty obvious, I guess, but I didn’t have basic knowledge of how
infants should be treated.

Caregivers report that their understanding of young children deepens as they
learn to observe children and be more in tune with their needs. As beginners they
might have overlooked the clumsy, withdrawn, or abused child, but as experienced
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teachers with new understanding, they are more sensitive and can note and ad-
dress important problems. Caring for children who may be unloved, undernour-
ished, or delayed in their language development increases a child care worker’s
ability to look at the whole child and to recognize the interconnectedness of a
child’s emotional, social, cognitive, and physical development.

UNDERSTANDING ONESELF

The very nature of work with young children—observing children, interacting with
parents and other professionals, teaching adults and children, and participating in
in-service education activities—challenges staff members to change their own
attitudes and behaviors and to reflect about their own growth and development.
As one infant caregiver puts it,

I look at infants, and I am constantly learning about myself; just how
people become and how they are. It all starts when you’re born and then, I
think about how I was treated in a certain way . . . and how I turned out
the way I did. You see how infants are so honest and uninhibited and
unable to cover up anything about themselves. I mean, it’s all written on
their faces. You know, the older you get, the more and more you learn
how to protect yourself, to cover up.

Some supervisees completely change their own attitudes toward learning.
They come to view themselves as learners, embracing and valuing education. This
new perception of self can represent a transformation from an earlier time char-
acterized by school failure or dropout. A caregiver’s motivation to enroll in work-
shops and courses, some leading to a General Educational Development (GED)
certificate and even a college degree, is an indication of this new outlook. Involve-
ment in such activities, at a stage in life when one has obligations as spouse and
parent, can create family disruptions, stress, and conflict. But staff members
often see these opportunities to achieve new meaning in life, to enhance their self-
concept and self-respect, as outweighing the inconveniences and sacrifices they
might endure.

Strength derived from supervisory support can help supervisees to under-
stand themselves better as they cope with crises confronting the children with
whom they work. An assistant teacher talks about contending with child abuse:

When I first came here, I just did not want to talk about or even think
about child abuse. I mean I could not accept it. I didn’t want to deal with
it. I felt that there was just no way that I could deal with it myself. . . . As
time went on, we had a lot of workshops, a protective service course, and I
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really got to understand where child abuse might begin, things to look for,
and ways of working with children and families. I had a lot of support.

As they gain more experience on the job, supervisees are better able to deal
with the developmental tasks that are part of the life cycle. Supervising others,
as well as having support from a supervisor, provides caregivers with experi-
ence and nurturance that, as one worker describes it, stimulates them to “think
about how I would like to be, where I am, and what I need to do to improve. It
also makes me think about what’s going on with me that I’m not performing the
way I’d like to.”

RESPECTING OTHERS

Developing a deeper understanding of oneself also promotes greater understand-
ing of and respect for others. Working with children, families, and professionals
enables caregivers to meet people they might ordinarily not have had the oppor-
tunity to know.

For those who come from backgrounds where relations outside the immedi-
ate neighborhood or community are limited or who have associated mainly with
White, middle-class individuals, exposure to people from other cultures and people
who speak other languages can be especially meaningful, as this coteacher points
out:

I’ve learned to respect other people’s ways. We have a lot of Hispanic
people here. I was brought up in another part of town where there were
not many Hispanics, so I did not understand the culture. By working here,
I understand. I have really broadened my thinking about other people’s
cultures: They might be different, but they’re not strange, they are okay.
I’ve learned about all different types of holidays because we are a multicul-
tural school. We celebrate many holidays, including Three Kings Day and
an African American holiday which I had never heard of. I’ve learned a lot
of things about other people’s cultures. You can respect them.

Supervisees learning to appreciate the cultural and ethnic differences of others
will often need help and training. Staff development experiences that provide
information and allow discussion of stereotypes and feelings can be of great value
in helping staff gain this understanding.

Staff members show that they value other human beings in their daily work
by the empathic and understanding ways that they communicate with parents, by
the approaches they take to resolve differences with colleagues or supervisors,
and by helping peers in times of need.
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DERIVING SATISFACTION AND STIMULATION
FROM PROFESSIONAL GROWTH

Like supervisors, staff members with less experience and limited expectations
about their roles tend to be satisfied with rewards that are personal and immedi-
ate. Foster grandparents or high school volunteers, for example, are likely to re-
ceive adequate gratification from a child’s spontaneous hug or kiss. They derive
satisfaction from loving and taking care of children and from getting to know their
families. Displays of affection brighten any caregiver’s day of course, but as an
individual grows and develops professionally, other rewards come into play.

More experienced caregivers, for example, gain satisfaction from observing
children for diagnosis of problems or to obtain greater understanding of their lives.
More abstract rewards for experienced caregivers are the challenges of the job;
the planning, development, and implementation of new programs; teamwork with
colleagues; and participating in professional groups and associations.

One of the most remarkable aspects of the growth process of teachers is
the way in which their roles change over time when they are fortunate enough
to work in nurturing environments. Centers that lack organization and flexibil-
ity, where supervisors ignore staff development in favor of administrative du-
ties, are environments that foster burnout rather than excitement, creativity, and
growth. In programs where individuals are valued, it is not uncommon for
supervisees to begin their careers as volunteer workers or floating substitutes
and to take on new roles with major obligations as they gain experience. They
may broaden their roles by training and supervising other adults, by greater
involvement with families and communities, and by assuming such administra-
tive duties as recruiting aides, helping with supplies, formulating agendas for
team meetings, planning menus and preparing food, organizing social functions,
and doing general paperwork. In centers where caregiver interests are consid-
ered, staff members create new roles and responsibilities for themselves based
on their personal interests, which may vary from playground or classroom de-
sign to child advocacy work.

Children, of course, always come first, but professional growth opportuni-
ties for staff increase their competence and enable and motivate them to explore
new dimensions of their jobs. Supervisees who feel challenged, stimulated, and
enriched by their daily work may be willing to remain in their jobs over longer
periods of time, despite the low pay and occasional frustration.

FORMULATING A PHILOSOPHY OF LEARNING

With experience, teachers tend to develop strong points of view about how chil-
dren learn best. Early years in the education profession are usually characterized
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by tentativeness and ambivalence regarding teaching the right or the best way.
Over time, these feelings of uncertainty are usually replaced with well-developed
views of what comprises good education and child care.

As beginners, staff members are concerned with survival: learning new rou-
tines, meeting supervisor’s expectations, and coping with hard-to-manage chil-
dren. Everyday challenges prevent the neophyte from thinking about deeper issues
pertaining to educational philosophy. Lack of experience and education, combined
in some cases with little knowledge or expectation of their roles, can also slow
the pace of development of a set of values and beliefs about what is best for young
children. With experience and training, however, supervisees begin to formulate
their views of how things should be done. Disagreements with supervisors or
conflicting opinions with colleagues about how certain children should be handled
or how a play area should be designed can be viewed as a positive sign of profes-
sional maturation. This comment made by a child care provider reflects the type
of growth we are describing:

Three years ago, I had much less confidence in how I felt about my work.
You know, I was the one who would watch everybody else, and often I
worked with teachers whom I disagreed with. I wasn’t sure if I was right. I
knew that I didn’t agree with them, but I had no idea if my ideas were
better. I just knew they were mine. Now, I can definitely walk into a
situation and observe and see if the program is good or not.

VALUING GOOD SUPERVISION

Staff members also grow and change in their expectations about the type of su-
pervision they want to receive. Expectations differ depending on supervisees’ age
and experience, the positions they hold, whether they are full- or part-time, and
whether they are volunteers or part of the regular staff. The standards that super-
visors set for them also affect their views of the supervisory process.

Part-time volunteers, for example, who help out several mornings a week
with routine tasks and who provide various children with individual attention,
expect little from a supervisor. They do not expect to be trained, observed, or
evaluated. They often view themselves as ancillary help who are not an impor-
tant part of the program. They may not anticipate that their roles will expand or
change in any way. Supervisors who do not perceive volunteers to be an inte-
gral part of a center’s operation may provide them with some initial direction
and then leave them alone unless they create problems. This is hardly a desir-
able state of affairs.

The picture is quite different for regular, full-time, paid staff, particularly
those who are experienced and who have gained confidence as professionals in
the field. They have high expectations for supervisors and can be critical when
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adequate supervision is not provided. Our interviews with caregivers reveal that
they hold definite opinions about the qualities they want their supervisors to have.

Honesty is one quality that was mentioned repeatedly. A caregiver who works
with infants and toddlers sums up her feelings about supervisors this way:

First of all, a supervisor should be someone who can be honest. Someone
who can tell you what they think. Someone who can criticize you and
praise you productively in ways that you can learn and understand and get
whatever reinforcement you’re supposed to get from them. Somebody
who is sensitive to your needs and to the job. Somebody who believes in
what you’re doing, not somebody who thinks that babies would be better
left at home with their parents. Somebody who knows what they’re doing
and knows the field.

Many supervisees emphasized the value of a supervisor who is willing to
spend time with them, to listen to their thoughts, feelings, and concerns. They also
wanted to be supervised by someone knowledgeable in the field. As one teacher
noted:

Somebody who can really talk about things, you know, very personal
things about families, kids, and yourself. Somebody who can really, really
see before a problem hits and be able to talk about it. Someone who can
say, “Is something wrong?” To be able to come out and ask you this.
Somebody who really has a lot of training, who can really understand
because we are dealing with a lot of people who have very little in
common. Supervisors need to understand how to help out families and
how to help us out.

Supervisees appreciate receiving criticism that is direct and constructive. As
one caregiver put it, “To give constructive criticism that would help you, not make
you kind of back down. Also, to let you be creative. To make you feel that your
creative ideas flow a little, too! And to be there when you need help.” She also
commented on the importance of feedback: “Giving feedback and following
through on actual goals and work responsibilities rather than being palsy-walsy;
being practical and to the point.”

Staff members believe, too, that they should be able to give their supervisors
constructive criticism. As one caregiver stated: “Just because their title is super-
visor doesn’t mean they’re perfect. They shouldn’t act defensive when they are
criticized when it’s good criticism.”

Supervisees want supervisors who seek their input when making impor-
tant decisions, who engage them in group problem-solving activities, and who
are good role models. Such ideal supervisory qualities are not easily found in
one person. A major point, however, is that staff members, especially those in
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advanced stages of their professional development, have high expectations for
supervisors.

SEEING THE BIG PICTURE

Supervisees often begin their careers with a limited understanding of them-
selves, of the children and adults with whom they come in daily contact, and
of the programs in which they are employed. Like supervisors, they progress
through stages of concern: from self to task and others, and then to impact.
Experience and maturity enable supervisees to see themselves and their work
not only within the context of their programs and communities but within
society at large.

With maturity, they gain understanding of the complexity of the problems
facing children and families; of their social, political, and economic contexts; and
of the relatedness of people and programs and the dynamic forces affecting them.
This new awareness enables caregivers to be more realistic about their work and
to set priorities for the future. By knowing who they are and what they want to do,
they gain a sense of comfort and power.

CONCLUSION

We hope the growth shown by caregivers in our interviews offers encouragement
to supervisors. Staff progress points to the value of education and supervisory
support. Professional maturation does not come about automatically, quickly, or
in a natural progression, but all staff members have the capacity to improve. In
Parts III and IV, we will describe the specific strategies supervisors can use to
help staff reach their potential.

PROGRAM ACCREDITATION

NAEYC Early Childhood Program Standards and Accreditation Criteria: The
Mark of Quality in Early Childhood Education (NAEYC, 2005) includes numer-
ous criteria related to staff under Standards 1–9, too many to list here. However,
we include the topical headings of Standard 3: Teaching and suggest that super-
visors consult the above text for detailed criteria:

3.A. Designing Enriched Learning Environments
3.B. Creating Communities for Learning
3.C. Supervising Children
3.D. Using Time, Grouping, and Routines to Achieve Learning Goals
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3.E. Responding to Children’s Interests and Needs
3.F. Making Learning Meaningful for All Children
3.G. Using Instruction to Deepen Children’s Understanding and Build Their Skills

and Knowledge (pp. 28–33)

EXERCISES

1. On 5" × 7" cards, write a brief informal description of each staff member in
your program and write down 1–3 action steps that you can take to help them
develop further.

2. Suggest to new staff that they keep a log or diary to record significant events
and/or new insights and understandings related to growth in their role.

3. Ask staff members to identify 2 or 3 criteria from the CDA competencies
(Council for Professional Recognition, n.d.), NAEYC teaching criteria
(NAEYC, 2005), or the early childhood standards of the National Board of
Professional Teaching Standards (NBPTS, 2004) and to develop a plan for dem-
onstrating those criteria during the coming school year.
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C H A P T E R  8

THE DEVELOPMENTAL DYNAMIC

AT WORK: A CASE STUDY

IN SUPERVISION

IN CHAPTER 5 WE DISCUSSED three components of the developmental dy-
namic: supervisor, supervisee, and context. We also pointed to the necessity of

assessing a staff member’s developmental level and the problem being addressed
to determine the most appropriate supervisory strategy. In Chapters 6 and 7, we
elaborated on some of the developmental characteristics of supervisors and staff
members. The purpose of this chapter is to illustrate the elements of the develop-
mental dynamic at work.

BACKGROUND

The Supervisor

Rebecca is a graduate of a liberal arts college where she majored in politics and
government. After graduation, she spent a year as a trainee in a large department
store chain but left since she did not like the work. She is single, 29 years old, and
lives on the outskirts of a major city on the East Coast.

Rebecca received her master’s degree in early childhood education after teach-
ing in a Head Start program for 3 years. For the past 3 years, she has been the
director of a medium-sized day care center. As a third-year supervisor, Rebecca
feels pretty comfortable in her role. She has a strong theoretical base in child de-
velopment. The experience she had working in Head Start has been enormously
helpful to her. Rebecca is reasonably confident in her ability as director of this
program but occasionally gets thrown off guard when conflicts arise.
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The Supervisee

Mrs. Warren is a 66-year-old widow who lives with her daughter and two grand-
children. She belongs to a senior citizen’s organization that has provided her with
part-time employment in this children’s center. The job enables Mrs. Warren to
earn spending money and to feel that she is doing constructive activity in retire-
ment. She has been on the job for 3 months. She is in excellent health, depend-
able, and always at work early. Mrs. Warren enjoys her work, especially the
unqualified love and affection she receives from most of the children.

The Context

Located in a small city, the East Side Child Development Center is a nonprofit cen-
ter funded through the state department of social services. Most of the children are
from low-income families, and about 15% are “protective” children, placed in the
center because of abuse or neglect. The center has two groups of 3-year-olds, two
of 4s, and a kindergarten. Each classroom has a teacher and an aide, and at least one
senior citizen aide from a state-funded program. There are also several practicum
students from the local community college. Rebecca has the help of a head teacher
who is released half-time to work on curriculum and staff development.

Rebecca has strived to establish a collaborative atmosphere in her program
where people work together. She places great trust and confidence in her staff
members, but she does find it difficult to confront them about problems, as she
does not want to be disrespectful to them or tarnish the humanistic climate she
has worked so hard to establish.

The Problem

Mrs. Warren is great with kids, except in areas of discipline. When she does take
disciplinary action, she often shouts and sometimes overdoes the punishment. For
example, when a little boy was flipping a plant around on a wire hanger, she went
across the room and shouted loudly at him to stop and made him sit in a corner.
After 5 minutes, the head teacher told the child to return to his play. Mrs. Warren
felt that her authority had been undermined. The one time that Rebecca raised the
issue of disciplining children with Mrs. Warren, Rebecca was flabbergasted when
Mrs. Warren admonished her for letting the children get away with certain things.

ASSESSING THE SUPERVISEE

At this point in her life, Mrs. Warren has developed strongly held views of child
rearing. Whether she is open to learning and to modifying her ideas and values is
a question Rebecca plans to explore. Mrs. Warren has been in this position for
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only 3 months, however, and there is much that she could learn about group care
for young children.

Mrs. Warren does not see herself as an important part of the center. She keeps
pretty much to herself. She carries out assigned duties, as a beginner, but she does
not have a total picture of the operation and mission of the program.

Rebecca has noted Mrs. Warren’s enjoyment of her work and that she is ef-
fective most of the time; on the other hand, her apparent lack of flexibility is an
area of concern to Rebecca.

Based on observations over time, Rebecca views Mrs. Warren as being at
the lower end of the continuum in terms of level of abstract thinking and in the
middle to upper range in terms of commitment to her job. Taking this informa-
tion into account with what she knows about Mrs. Warren’s status as a beginner
in the program, and what she has summarized about her strengths and her needs
and goals during retirement, Rebecca has determined that her initial supervisory
approach will primarily be directive, with the intention of moving into a collabo-
rative mode when possible.

ASSESSING THE SUPERVISOR

Two years ago, Rebecca probably would have ignored this problem. Although
she is anxious about her upcoming conference with Mrs. Warren, she is deter-
mined to go through with it, since she knows she cannot permit staff members to
use such punitive measures with children.

Although she is certain she will feel uncomfortable in being directive with a
proud woman who is old enough to be her mother, Rebecca has been gaining
confidence in herself as a supervisor. She knows which behaviors are develop-
mentally appropriate for children, and she is very clear about the nature of the
environment she wants to create for them. Because of her graduate work and pre-
vious teaching experience, Rebecca is aware of resources she can use to train her
staff, and she has definite ideas as to what the content of the training sessions should
be and how to conduct them. Rebecca is determined to make her program a model
one, and she devotes a great deal of time and energy to her work.

THE SUPERVISORY PLAN

Rebecca has formulated a plan for working with Mrs. Warren. She may use all of
the possible strategies she has identified or may choose from among them. These
include the following:

1. Going out of her way to make Mrs. Warren feel like a special person and rec-
ognizing the good work she has been doing.
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2. Working out a structured daily schedule for Mrs. Warren that emphasizes rou-
tines and clarifies her role in working with 5-year-olds.

3. Holding an immediate conference with Mrs. Warren to deal with the issue
of shouting at children. She expects to be very directive in dealing with this
issue.

4. Taking time to observe Mrs. Warren in the classroom.
5. Holding individual conferences with Mrs. Warren on a regular basis. Recog-

nizing that Mrs. Warren is a mature adult who has a high degree of self-respect
and self-esteem, Rebecca believes that through these conferences, Mrs. War-
ren will feel respected, even though she and Rebecca may disagree on when
and how children should be reprimanded.

During these conferences, Rebecca hopes to learn more about Mrs. Warren’s
previous work and family experiences. She also plans to discuss the issue of
disciplining children by eliciting from Mrs. Warren descriptions of her past
experiences in raising children and connecting those to the conditions, needs,
and behaviors of children in the program.

By providing feedback to her from observations and by raising questions
to clarify situations, Rebecca expects Mrs. Warren to begin to reflect on her
behavior in disciplining children.

6. Providing monthly training sessions for Mrs. Warren and the other two senior
assistants to deal with child care techniques and to provide them with oppor-
tunities to share their thoughts with each other and with Rebecca. These ses-
sions will include demonstrating and role-playing behaviors, which will
illustrate how to respond to children when they misbehave. Child growth and
development issues will be discussed. In this way, Mrs. Warren will be able to
test new behavior in safe situations and test her thinking with peers.

7. Inviting Mrs. Warren to staff meetings with the full-time staff so that she will
feel part of the program and learn from other staff.

CONCLUSION

In formulating her supervisory plan, Rebecca has considered Mrs. Warren’s stage
of professional and personal development and the specific issue at hand—how
and when to discipline children in light of their own growth and development.
Rebecca has also made some judgments about Mrs. Warren’s commitment to the
job and her ability to analyze problems and generate solutions to them.

Rebecca and Mrs. Warren are at different points in their lives and careers.
The knowledge, experience, competencies, and goals that each has, of course, will
affect the outcome of this case. By taking into consideration personal, professional,
and contextual factors relating to Mrs. Warren and to this particular problem,
Rebecca has been able to develop a plan that is both realistic and growth oriented.
She has mapped out a variety of avenues for supervision, so that she can confront
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the problem while also providing support. She will then be able to move toward
a collaborative style, and perhaps eventually to a nondirective mode, while main-
taining the humanistic climate that she values.

A good resource for additional work with cases is On the Case: Approaches
to Language and Literacy Research (Dyson & Genishi, 2005). If you are inter-
ested in writing cases or teaching with cases, you may wish to consider Teaching
and the Case Method (Christensen & Hanson, 1987).

EXERCISES

1. What aspects of the “developmental dynamic” described in Chapter 5 are il-
lustrated in this situation?

2. Develop your own case study based on a problem that you have encountered
with a staff member. Use the information from the chapters in this part to make
a plan for supporting your supervisee.

3. Ask staff members to write a minicase or vignette of one or two paragraphs
describing a critical incident in their work with children. Duplicate these and
use them as a basis for a meaningful professional development program by
having staff read and discuss them.
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A FRAMEWORK FOR SUPERVISION
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C H A P T E R  9

CLINICAL SUPERVISION

C LINICAL SUPERVISION WAS DEVELOPED in the 1960s at Harvard Uni-
versity by Morris Cogan (1973) and Robert Goldhammer (1969). Originally,

it was designed as a collaborative, interactive process among teachers, interns,
curriculum specialists, and professors who worked in Harvard’s Master of Arts in
Teaching program (Goldhammer, 1966). Its purpose was to assist graduate stu-
dent interns in improving their teaching of children who were attending summer
school in a nearby district. During the years since its original inception, the clini-
cal supervision model was adopted by many school districts; however, its focus
was changed. It primarily became a one-to-one encounter between administrator
and teacher whose main goal was the evaluation of a teacher’s performance.

In recent years, however, there has been a return to clinical supervision as it
was originally intended—with a focus on the ongoing professional development
of staff members. This change reflects a convergence of several trends in educa-
tion: the establishment of new mentor programs, the recognition of the important
role that peers can play in the supervisory process, a greater understanding of the
significance of teachers taking charge of their own learning, and the realization
that supervision concentrating solely on evaluation is limited in its ability to as-
sist staff members in improving the ways in which they carry out their jobs. Now
colleagues in the roles of mentors or partners are participating in the clinical su-
pervisory process, working in groups or on a one-to-one basis (see Chapter 15 for
some examples).

Teachers unfamiliar with this model or already accustomed to supervision
as evaluation may need assistance in understanding their role as a full partner with
the director, head teacher, or mentor in the clinical supervisory process. Clinical
supervision has the potential to strengthen the relationship between supervisor and
teacher, as an ongoing dialogue about their work with children promotes an open-
ness and fosters change.

Both individual and group clinical supervision can take place within a pro-
gram that has a multifaceted approach to supporting staff. Some teachers benefit
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from one-on-one supervision with a director, mentor, or head teacher some of the
time; however, pairs of teachers on their own or groups of teachers with or with-
out their supervisor can learn to work together and take responsibility for their
own growth and development.

THE FIVE STAGES OF CLINICAL SUPERVISION

Clinical supervision is carried out through a series of stages that are repeated to
form an ongoing cycle. The five stages are the preobservation conference, the
observation, the analysis and strategy, the supervision conference, and the
postconference analysis (Cogan, 1973). The behavioral content of these stages
varies depending on the purpose that supervisors and/or staff members establish.

Stage 1: Preobservation Conference

During preobservation conferences, participants have an opportunity to begin to
establish positive working relationships with each other, laying the groundwork
for the development of mutual trust and respect throughout each stage of the su-
pervisory cycle.

Initial conferences are occasions to diffuse anxiety and to explain the cycle
of clinical supervision and the roles of each participant in this new relationship.
Preobservation conferences, in general, offer opportunities to discuss serious con-
cerns, to review the purposes and procedures of an upcoming lesson with chil-
dren, to make plans for an observation, to agree on its focus, and to establish a
time for the postobservation conference.

Stage 2: Observation

Supervisors or peers may observe teachers and/or children at work during formal
lessons or informal periods. The specific purpose of an observation is usually
agreed on during the preobservation conference, during which the type of obser-
vation to be made and the tools for observing are determined. The observation is
the link between the plans made during Stage 1 and actual practice. It affords
supervisors or peers an opportunity to see the situation in which the teacher’s
questions and concerns originated and to determine whether answers can be found
(Cogan, 1973).

Stage 3: Analysis and Strategy

As teachers often prefer to talk with their supervisors right away, it is tempting to
provide immediate feedback at the conclusion of an observation. However, tak-
ing the time to analyze observational data and to think about the conference that
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is to follow increases the success and power of the clinical supervisory cycle.
During the analysis and planning stage, supervisors or peer teachers “reconstruct”
observed events, note the context in which they occurred, identify patterns of
behavior and critical incidents that developed. Observed events are analyzed in
terms of the concerns raised during the preobservation conference, and strategies
are formulated for use in the postobservation conference. The teachers who were
observed also need time to reflect about their teaching and to plan for the follow-
up conference.

Stage 4: Supervision Conference

Cogan (1973) states that “the conference is a shared exploration: a search for the
meaning of instruction, for choices among alternative diagnoses, and alternative
strategies for improvement” (p. 197).

The conference is a time for teachers to reflect on the lesson and to share
their analyses and for the observer(s) to provide feedback to the teacher about the
observation. Both parties can jointly formulate strategies for dealing with prob-
lems and can raise issues of concern. During the conference, observers can also
offer specific help if appropriate, explore the rewarding and satisfying aspects of
a staff member’s performance, and plan for the next observation. Each confer-
ence varies in purpose, in content, and in the nature of supervisor-supervisee or
peer interaction, depending on the individuals and circumstances involved and
the balance of power and control between them.

Stage 5: Postconference Analysis

The postconference analysis is a means of self-improvement for supervisors and
staff members. It is a time when participants assess the nature of their commu-
nication during the conference, the effectiveness of strategies used, the role that
each individual played, and the extent to which progress was made on the issues
discussed.

GROUP CLINICAL SUPERVISION

While a director, coordinator, head teacher, or mentor may carry out this five-
stage cycle with individuals, opportunities for staff to engage in group or collabora-
tive clinical supervision maximize a supervisor’s use of time and place supervisors
in the role of facilitator, which can be very rewarding.

In her classic study of workplace conditions for school success, Little (1982)
found that continuous professional development—that is, “learning on the job”—
is most likely and thoroughly achieved in those schools that provide opportuni-
ties for teachers to discuss their classroom practice, to observe and critique each
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other’s teaching, and to work together in preparing curriculum and improving
instruction. Group clinical supervision can foster these conditions.

Group clinical supervision also has the potential to create a culture of com-
munity and colleagueship among staff members. Cogan (1973) viewed clinical
supervision as professional company for the teacher. This notion of “keeping the
teacher company” conveys a positive image of supervision. Groups of staff mem-
bers working together with a supervisor can have the effect of reducing isolation
and bolstering self-confidence and morale because of the company and support
provided.

We view group clinical supervision as a process whereby teachers, other
professional support staff, and supervisors engage each other in planning, observ-
ing, and assessing instruction. Each program will have to develop its own format
for group clinical supervision; however, we do make some suggestions for a struc-
ture in Chapters 10 and 11.

CONCLUSION

Clinical supervision offers early childhood supervisors a framework for working
with staff members. It is a planned and systematic procedure for fostering the
development of caregivers. It is one approach that early childhood supervisors
can use to support individuals who are undertaking different personal and profes-
sional tasks and who have varied preparation and experience levels. For a more
detailed description of clinical supervision, we suggest that you read the texts
already cited in this chapter, as well as Approaches to Clinical Supervision: Al-
ternatives for Improving Instruction (Pajak, 2000).

In the two chapters that follow we will discuss aspects of clinical supervi-
sion in more detail. In Chapter 10 we describe the purposes of the supervisory
conference, communication skills that supervisors need in order to conduct
successful conferences, and the key ingredients in any supervisory conference.
The material in Chapter 10 is directly connected to Stages 1, 3, and 5 of clinical
supervision. And in Chapter 11, we describe some approaches to observing staff—
Stage 2—and give specific suggestions for constructing observation instruments.
We also describe a type of group supervision called Lesson Study in Chapter 15.
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C H A P T E R  1 0

THE SUPERVISORY CONFERENCE

THE CONFERENCE IS THE HEART of clinical supervision. It enables su-
pervisors and supervisees to come together to jointly solve the significant prob-

lems of caregiving and teaching. In addition to ensuring ongoing and systematic
communication between supervisor and supervisee, supervisory conferences are
held to:

• Discuss, interpret, and evaluate issues pertaining to teaching/caregiving
• Develop long- and short-range plans with staff members
• Discuss issues regarding specific children and/or families
• Enable supervisors and supervisees to raise concerns and to resolve problems
• Transmit and discuss basic information about program policies and

procedures
• Plan for an observation or to discuss staff performance after an observation
• Show interest in teachers’ work
• Convey a planned disciplinary action
• Present and discuss a formal evaluation
• Enable the supervisor to obtain advice and information

Regardless of the reason for meeting with teachers, a goal of the conference
is to help staff members think about, think through, analyze, and make decisions
about their work with young children. Through the conference dialogue, which
includes asking questions and offering information, supervisors can assist teachers
in the decision-making processes involved in planning for teaching, reflecting on
their practice, and applying what they learned.

Although a supervisor may have informal conversations with a supervisee
during the course of a day, these meetings are not good substitutes for scheduled
conferences where issues can be explored in depth and in thoughtful ways. When
supervisors make a commitment to confer with staff members on a regular basis,
and not just for evaluation purposes, caregivers believe that supervisors value them
and their work.
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THE CONTEXT

The success of the supervisory conference is largely determined by the nature of
the existing relationship between supervisor and staff member and the professional
culture in which they are working. The climate, context, and mood of a confer-
ence are affected by previous contacts that the two individuals have had and by
the assumptions, beliefs, expectations, and perceptions that they have about them-
selves, each other, and each other’s roles.

Power and Control

As supervisors are in official positions of authority and power, they set the tone
for the supervisory conference. What kind of powers do early childhood supervi-
sors have, and how can they use them judiciously?

Individuals in supervisory positions possess knowledge and expertise about
young children and strategies for facilitating their cognitive, social, and emotional
development. These can be shared to strengthen a caregiver’s capacity to interact
with young children and to cope with problems. Supervisors have access to mate-
rial resources and to a network of human resources that can make the caregiver’s
role easier to carry out. They have control of the ways in which caregivers spend
time within a program, which permits them to limit the demands placed on a staff
member. They can directly influence how peers and those in higher positions think
about particular staff members. Most important, they can use their power to en-
courage supervisees to become more independent.

Supervisees also have power. They have expertise, in some cases more than
their supervisors. They have contractual agreements, especially in public school
settings, that guarantee them certain rights and privileges and that protect them
from abuse. They can influence the opinions and attitudes of their peers. And they
have the power to refuse help.

Either party can control a conference. The person doing most of the talking
may be dominating and controlling the conference if he or she allows the listener
few opportunities to ask questions or to make a point. On the other hand, supervi-
sors who consciously refrain from talk to permit supervisees to express their thoughts
and feelings are still in control and are helping without dominating.

Establishing the conference agenda is another form of power. If all or most
of the issues discussed are supervisor initiated, then the supervisee may not have
had an opportunity to set priorities and may not have thought about those issues
prior to the meeting. Such “ceremonial” conferences lead to feelings in staff mem-
bers of being cut off from expressing immediate concerns so they often choose
instead to end the ritual as soon as possible.

The pace and timing of conference dialogue are other indicators of who is
controlling the conference. One party or the other may rush through or abort dis-
cussion of a certain issue. Refusal by the supervisee, or the supervisor for that
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matter, to elaborate on a problem and to express true thoughts about it is a way of
exercising power.

Developmental Levels

The stage of development of a staff member is a factor for the supervisor to con-
sider in determining the nature of help to provide during a conference. Staff mem-
bers who have difficulty analyzing problems and thinking of solutions may be
assisted by supervisors who probe and ask clarifying questions that focus and
gradually lead supervisees toward solutions. In other cases, supervisors can be
enablers by holding back, listening to teachers think through problems without
offering information. By informally assessing the developmental characteristics
of staff members described in Chapter 5, supervisors can make better decisions
about which strategies to use with which individuals.

Communication Skills

We believe that much of the success of a conference depends on the clarity of
communication that takes place between supervisors and staff members. The char-
acteristics of people who facilitate the growth of others, as Carl Rogers (1962)
has described, have special relevance within the context of helping:

The helping person is more likely to make the relationship a growth promoting one
when he communicates a desire to understand the other person’s meanings and feel-
ings. This attitude of wanting to understand is expressed in a variety of ways. When
he talks, the helping person is less inclined to give instruction and advice, thus cre-
ating a climate which fosters independence. He avoids criticism and withholds evalua-
tive judgments of the other person’s ideas, thoughts, feelings, and behavior. He listens
more often than he talks and when he speaks he strives to understand what the other
person is communicating in thoughts and feeling. The comments of the helping per-
son are aimed at assisting the other individual to clarify his own meanings and atti-
tudes. Such behavior on the part of the helping person communicates the all important
desire to understand, which in turn breeds the trust and confidence which are so es-
sential to growth and development. (p. 417)

By conscious use of specific communication skills, supervisors can increase
the possibility that they will attain shared meanings and understandings with
supervisees. Listening, questioning, and offering information are three of these
communication behaviors. Paying attention to nonverbal messages is also a con-
sideration when conferring with staff.

Nonverbal Communication

There is much truth to the old adage that “It’s not what you say, but how you say
it.” Darn (2005) reminds us that approximately 90% of our communication is
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nonverbal and that it generally has three purposes: defining relationships, man-
aging identity, and conveying attitudes and feelings (not ideas). There is a great
variety of types of nonverbal communication, which Darn classified into the fol-
lowing 13 categories: kinesics (body language), proxemics (space), haptics (touch),
oculesics (eye contact), chronemics (time), olfactics (smell), vocalics (voice tone,
volume, speed), sound symbols (grunting, mumbling), silence, adornment (cloth-
ing, jewelry, hairstyle), posture, locomotion (walking, running), and expression
(frowns, grimaces, smiles). Many of these categories can be useful for analyzing
supervisor/teacher conferences, even informally. The Nonverbal Dictionary of
Gestures, Signs and Body Language Cues (Givens, 2005) is a wonderful resource
for learning more about interpreting this aspect of our communication.

Being an effective listener and a skilled observer of nonverbal cues takes
practice. Supervisors can start by consciously watching facial expressions, eye
contact, and body posture and gestures for meaning. Being aware of one’s own
nonverbal signals and the messages they are conveying is also an important first
step as well as recognizing that different cultural groups have different interpre-
tations of nonverbal expressions.

Active Listening

Active, attentive listening is one of the most critical supervisory conference skills
in facilitating open and effective communication without dominating. Like
teachers, supervisors often believe that they are not helping another unless they
are telling, advising, and offering suggestions. The tendency by supervisors to
talk a great deal during conferences can have the effect of making them feel
good but can also cut off serious communication and, despite good intentions,
can prevent helping.

In active listening, we show respect for the person and interest in what that
person is saying. Eye contact and body language are ways that we convey inter-
est. Checking our understanding of what that person really means is important
before we respond. This can be done by asking the speaker to repeat what was
said. Oftentimes, a person clarifies a statement when it is repeated. Asking the
speaker to clarify a term used and to elaborate is also helpful:

• What do you mean when you say, “Alex misbehaves”? Could you give some
examples?

Another technique is to paraphrase our understanding of what the speaker said by
transposing it and putting it into our own words and asking for verification:

• So you are suggesting that Ann has excellent interpersonal skills with adults
and would make a wonderful mentor teacher? Am I correct?

• I hear you saying that you are frustrated by Jamie’s behavior. Am I right?
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The good listener works on several levels to understand both the person—what
he or she is feeling, wanting, or hoping—and the message.

Silence

If we come from a culture in which talk is expected most of the time, we are some-
times uncomfortable with silence. Supervisors striving to be good listeners, how-
ever, need not fear moments of silence. In certain situations, silence is golden
(Johnson, 1979):

Silence almost never offends. While almost anything someone says can be seen as
offensive under some circumstances, silence is gloriously neutral. It calls for no re-
buttals, defenses, or new evidence.

Silence is a verbal cathartic. Most people are unable to tolerate silence for long.
If two people are in a room together and one is silent, the other will feel a compul-
sion to say something, if only to fill the silence. If you want someone to speak, keep
quiet, and before many seconds have elapsed he will.

Silence is nonjudgmental. Most people are careful of what they say because
they expect to be judged. When a subordinate tells you he hates his job and would
rather [not] . . . work another day, and you respond with silence, he will be greatly
relieved at your failure to make a judgment. If you aren’t more careful with your
silence, he may even wind up thinking you’re a nice guy. (pp. 75–76)

Asking Questions

Questioning is critical to accomplishing conference goals and in training super-
visees to think through and analyze their behavior. Supervisors ask questions for
different reasons, so the form of questions should change based on their purpose.
For example, soliciting information from a supervisee usually requires simple
questions to bring out facts or to clarify a problem so that both supervisor and
supervisee have a common basis to build on for discussion:

• Can you tell me something about how you and your aide plan together?
• Why don’t you describe your daily schedule so I have a clearer picture of

how free play fits into the whole program?

Supervisors also ask questions to help teachers understand children’s behav-
ior, the causes of behavior, and the relationship of observed behaviors to previ-
ous behaviors. Probing questions invite the caregiver to think about the teaching
act and to articulate reasons for behavior:

• Mario was throwing paper and hitting other children during cleanup. I’ve
noticed that he has done this before. Do you have any thoughts as to why
he tends to act out during these times?
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• Tell me your strategy for working with Yolanda. She has improved so much.
Why do you think she is responding?

• What would you like the children to gain from the lesson you plan to do on
the calendar?

Questions that solicit consideration of alternative decisions, and predictions
of what might happen with each alternative, help the caregiver make plans for
future teaching:

• Can you think of some ways to change the arrangement of the dramatic-
play area that would encourage the children to put the clothes away when
they are through?

• What do you think they’re likely to do if there are cartons for the clothes
versus having them on hangers?

Questions that ask for opinions, whereby supervisees evaluate something
that has taken place; questions that encourage supervisees to express their feel-
ings about a particular situation; and questions that ask supervisees to clarify
by repeating a statement or by providing an example or illustration also con-
tribute to clear communication:

• That was the first time that you used the “Wiggly Fingers” song with the
children. In your opinion, was it effective? Why? Why not?

• The children really got into finger painting. You seemed a little over-
whelmed. Did the mess bother you?

• When you say, “It’s always so wild,” are you saying that they are too ex-
cited about going out or that they aren’t sure what they’re supposed to do?

Offering Praise

Regular conferences, whether to discuss particular problems or for other purposes,
are a perfect opportunity for the supervisor to offer praise. Praise must be authen-
tic, however, before its true value as a positive reinforcer and climate builder can
be realized. Most teachers understand themselves well enough to know when praise
is deserved. They can easily distinguish between superficial “stroking” and sin-
cere encouragement, appreciation, and praise.

Praise is more effective when it is specific, as it enables supervisees to know
which behaviors supervisors are pleased about. Reinforcing staff with praise when
they demonstrate desired behaviors encourages them as they struggle to develop
skills or to overcome problems. Pointing out these behaviors and avoiding the use
of “good” is a more effective way of praising:
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• When the children were pushing each other and you quietly walked over
and gently placed them in line, they quieted right down.

Supervisors are often preoccupied with staff members who have problems
and sometimes overlook and take for granted those caregivers who meet their
expectations. These individuals need support as much as the others. Offering spe-
cial encouragement or recognition when a staff member believes that he or she
has just overcome a hurdle or made a significant accomplishment can also have
lasting benefits.

Offering Information

Supervisors frequently offer information to supervisees during conferences. As
leaders with knowledge and experience, supervisors are expected to share their
expertise with staff members at appropriate times.

One of the most difficult supervisory habits to overcome, however, is offer-
ing too much information too often. This tendency probably arises out of a super-
visory perception of “information giving” as helping, coupled with a need and
desire to help.

A different conception of helping is to hold back information in favor of lis-
tening or questioning. This is a valid means of providing the supervisee with “think-
ing space” to arrive at his or her own solutions to problems. The trick, of course,
is to make the right decision about when to offer information and when not to,
keeping in mind the goal of enabling staff to be effective in their work and to
assume responsibility for their own improvement.

There are many instances when giving supervisees specific information is
appropriate. Staff members may need new ideas and suggestions. They may want
to be connected to human and material resources to provide for an enriched pro-
gram. They might benefit from particular illustrations of individual or group be-
haviors as a way of understanding themselves or the children with whom they are
working. But this information is best brought forth after they have had time to try
to discover it for themselves and when they are ready to hear it.

Another consideration in offering information is how to disclose data. Su-
pervisors often confer with supervisees after a classroom observation, during which
they collected data about teacher and child behavior and/or the learning environ-
ment. Showing this information to staff members in a nonevaluative manner can
become a basis for mutual discussion. Supervisees then have an opportunity to
select which issues to explore and to determine whether their behavior is congru-
ent with their values and goals.

Listening, questioning, praising, and offering information are communication
behaviors that need practice to become natural parts of the supervisory dialogue.
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Intercultural Communication

Harris and Moran (2000) describe intercultural communication as a process of
sharing perceptual fields. A person’s distinctive perceptual field consists of fa-
milial, educational, religious, and social backgrounds, and enables each person to
process information uniquely. Two individuals can thus receive the same mes-
sage, but interpret and filter it differently. Each person processes those segments
that are consistent with his or her own cultural background and reality. When the
originator of the message is from one cultural group and the receiver from an-
other, the interaction is intercultural communication.

When supervisors confer with staff members who have cultural backgrounds
and perceptual fields different from their own, it is important that their communica-
tion be culturally sensitive. Realistically, it is not possible to be intimately knowl-
edgeable of the language and the cultural patterns of every culture represented among
families and staff members within a program, but it is possible to be aware of those
cultural variables that have a bearing on communicating with understanding, and to
learn about a culture that is represented by a majority of staff members and children
in a program and even to study their language if it is different. There are several
specific cultural factors that can affect communication and supervision.

Time Sense

Mainstream North American culture places importance on being prompt for ap-
pointments, meetings, classes, and work. Some groups, however, have a different
sense of time. Supervisors sometimes strive to get things accomplished in a short
amount of time because there is so much to do. This situation can create pressure
to rush through supervisory conferences, causing internal conflicts in supervisors
and dissatisfaction in supervisees, particularly if supervisees come from cultural
backgrounds that place a great value on human relationships. Supervisors and staff
members who come from cultures where individuals have a “long view” of time
and/or prefer to allow more time for activities involving human interaction may
be offended by hastened communication.

Space

Some North Americans, depending on cultural background, feel that their per-
sonal space is invaded if the distance between themselves and others when en-
gaged in conversation is too close. They like a comfort zone. Others come from
cultures that prefer closer speaking distances and are used to body contact when
greeting each other and during conversations. Individuals who are comfortable
with contact may view those who aren’t as unfriendly; those who prefer close-
ness may be perceived as being forward, loud, or aggressive by persons accus-
tomed to distance.
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Verbal and Nonverbal Communication

Metaphors, stories, or examples used in conversations to explain an idea or a con-
cept may be culture-bound and can impede understanding between individuals.
When conferring with staff who speak a native language different from theirs,
supervisors need to be aware of the complexity of language used. Bowers and
Flinders (1991) suggest that it is best to employ a common vocabulary, avoiding
words with multiple meanings. Further, how something is said is as important as
what is said; loudness and softness, pitch, and rhythm have various cultural con-
notations. Loudness in one culture, for example, may set an accusatory tone, while
in another it is simply a common way of speaking.

The pace of conversation is also culture-bound. Whereas some individuals
may be comfortable with fast-paced dialogue, others may come from cultures
where conversation is slower, where more time is taken for questions and reflec-
tion, where pauses are longer, and where partners have greater opportunities to
respond.

As supervisors and supervisees “read” each other during conferences, they
often pay attention to nonverbal cues in order to make decisions about when to
speak, what to say next, and what content direction the conference should take.
As pointed out earlier, facial expressions, body posture, gestures, and eye contact
convey meaning; these messages can vary from culture to culture.

Values

Cultural attitudes, assumptions, beliefs, and values held by supervisors and staff
members influence decision making and behavior in the workplace and are likely
to be at the heart of many discussions between them, particularly when they do
not have the same background. For example, a supervisor may believe that change
is needed in the program, a staff member’s primary obligation should be to his or
her work, and each staff member should express his or her opinion freely. A staff
member, on the other hand, may value tradition, continuity, and stability and thus
resist change; may place family responsibilities and the pursuit of relationships
first; and may defer to the supervisor as the person in authority and therefore say
very little, raise few questions, and be reluctant to express opinions in supervi-
sory conferences. It’s easy to see how these assumptions on both sides could cause
confusion or miscommunication.

Concepts of Authority

Concepts of authority are formed in one’s early family and schooling experiences.
In some cultures, children are raised in very protected family environments where
dependence is encouraged as well as strict obedience to the authority figure, who
is often the male head of family. Women are not expected to take on authority
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roles, and girls in particular are taught not to question authority. In schools, giv-
ing a teacher a correct answer may be valued over independence of thought. Also,
individuals from cultures where the political climate is autocratic expect those in
school supervisory positions to be authoritarian and may view nondirective su-
pervisory behavior as a form of weakness.

Values; concepts of time, space, and authority; and aspects of verbal and nonver-
bal language are factors that have a bearing on intercultural communication. By
observing, asking questions, and careful listening in pre- and postteaching con-
ferences, supervisors and teachers can come to know each other’s assumptions
and presuppositions about teaching and value systems that affect their decisions
in the workplace and relationships with children, colleagues, and supervisors
(Bowers & Flinders, 1991). Sensitive intercultural communication among adults
in the early childhood settings can contribute to positive experiences for children.

STRUCTURING THE CONFERENCE

Each type of conference has a different focus and purpose, which can alter its struc-
ture. Different approaches might be required, for example, to resolve a particular
problem, to plan an upcoming observation, to discuss a completed observation,
or simply to maintain good communication. A conference requested by a staff
member to discuss serious concerns might be open-ended in nature, while a
postobservation meeting might be formal and highly structured. There are, how-
ever, common elements to all conferences, regardless of the topic being discussed:
preparing, climate building, purpose setting, guiding, closing, and analyzing.

Preparing for the Conference

Careful thought about an upcoming conference offers greater assurance that it will
be productive and successful. The extent of preparation necessary varies depend-
ing on the purpose of the conference and the sensitivity and seriousness of topics
being discussed.

Location is an important consideration. Finding a suitable and private place
to talk is most desirable, although it can be a problem for supervisors who work
in more than one site or in a small or crowded center.

Arranging for a block of uninterrupted time, free from telephone calls and
other disruptions that disturb the flow of communication, can also help both par-
ties relax and think more clearly. Having adequate time, yet setting a time limit,
is also helpful.

As a supervisor, in preparing for a conference, you might want to ask your-
self the following questions:
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• What do I want to accomplish in this meeting?
• Are there specific understandings to develop with the caregiver?
• If the conference is one of a series that has focused on a staff member’s

behavior in certain situations, what do I want that individual to know or to
learn in this meeting about his or her behavior?

You may also wish to plan conference questions or statements ahead of time
to use as needed, especially when anticipating difficult conferences concerning
interpersonal or evaluative issues. If it is a postobservation conference, it is help-
ful to study the data collected at the time of the observation to refresh your memory.
If it is an evaluation conference, it may be useful to review notes kept over time
and to examine the materials in the staff member’s portfolio. Rereading the
program’s evaluation policy statement, having at hand pertinent materials such
as evaluation forms or the center’s handbook, and thinking about how they might
be used during the conference are also steps that can be taken to increase supervi-
sory confidence, and to facilitate and add depth to the meeting.

You may find it helpful to identify a conference agenda beforehand and to
prioritize issues that should be discussed. Flexibility is important, however, since
an agenda may have to be abandoned to deal with a supervisee’s immediate con-
cerns. A conference should be focused so as to address one or two main issues in
depth, instead of superficially covering a range of issues, which can serve to raise
the anxiety level of a supervisee.

Teachers should also be encouraged to prepare for the conference by think-
ing about their goals and by laying out a tentative agenda ahead of time. The pur-
pose of the conference and developmental levels of the teacher and supervisor
will determine the extent of each party’s participation and the agenda that unfolds.

Creating a Climate

The supervisor who is competent, helpful, and in control of the situation creates
a positive conference climate. Actions that convey honesty and professionalism
and that focus on performance contribute to the image of supervisor as a quali-
fied and supportive individual.

Conferences can be threatening to staff members, since topics that are dis-
cussed often have to do with their performance. If a delicate issue is to be raised,
the supervisor might also be anxious about the meeting. Anxieties are lessened
when the supervisor, as leader, takes the initiative to set a working tone for the
meeting.

The physical arrangement of the conference space—placement of furniture,
noise level, ventilation, and so forth—adds to or takes away from the tone the
supervisor wishes to achieve. A supervisor who sits behind a desk establishes a
formal atmosphere, one in which the supervisee is clearly in a subordinate role to
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an authority figure. There may be times when a supervisor will need to reinforce
and execute his or her authority through a formal setting, but in most cases con-
ference environments that help staff members feel at ease, raise concerns, and ask
for suggestions and advice are preferable. An informal arrangement, which puts
supervisor and supervisee face-to-face on the same level without artificial physi-
cal barriers, is much more conducive to these goals.

Friendly comments, a cup of coffee, or a humorous story can break the ice,
diffuse anxiety in either individual, and lay the foundation for a productive meet-
ing. On the other hand, if both parties are braced for a tense encounter, it may be
best to get to the issue directly. The decision of when to address the key concern
often has to be made on the spot.

Setting the Purpose

When the purpose of a conference is clear and agreed on ahead of time, there is
no need for you and your supervisee to guess the reason for meeting. You can
focus on the agenda much more quickly. You might wish to set aside a few min-
utes at the beginning of the session to clarify its purpose and to enable the caregiver
to suggest issues to be explored. Once an agenda is mutually agreed on, items can
be prioritized.

For example, the following issues might be discussed in a postobservation
conference after a single classroom visit:

Making cleanup go smoothly
Settling the children into nap time
Handling a disruptive child
Extending children’s thinking during free play

Although the overall conference purpose would be to analyze the activities ob-
served, each specific issue could become the central theme of one or several con-
ferences so it is important to narrow the agenda. The staff member may raise issues
independently and decide that getting help in working with the disruptive child is
most critical at this time. Concurring, the supervisor will encourage the staff
member to share that concern. If the teacher failed to raise this important matter,
the supervisor would have to do so.

Unexpected issues, which cannot be planned for, also arise during confer-
ences. Artful supervisors learn when to pick up on a thought, when to screen it
out, and when to pull back from one issue or push ahead to another.

As mentioned earlier, the developmental characteristics of the staff member
and the nature of the issue(s) to be discussed will in large part determine the ex-
tent to which the supervisor or the supervisee takes the lead in setting the agenda
and the structure for the conference.
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Guiding the Conference

The body of the conference is the part during which the issues selected are elabo-
rated on, explored, and discussed. During this phase, the conferees describe the
behavior of teacher and children, share and analyze data from an observation, raise
problems, note progress, and exchange basic information. The supervisor has an
opportunity to reinforce a staff member and to put into practice the skills of ask-
ing good questions, listening attentively, and offering appropriate information.
By describing and asking questions, supervisors can assist teachers in the reflec-
tive process.

Describing means to provide the supervisee with an account, a portrait of
what was observed, without making judgments about it; for example, having cho-
sen “working with a disruptive child” as a focus, here is a nonjudgmental descrip-
tion by a supervisor:

I noticed that Mark was poking Sharon and Gail during circle time. When
it was over, he went into the block area and knocked over Josh’s tower
and kicked the blocks with his feet. He then took the cards that Josh was
using to label his buildings and ran to the far corner of the room with
them. You were getting ready for the cooking lesson when Mark was
disturbing Josh in the block-building area.

Once the behavior has been described, the supervisor can begin to assist the
supervisee in interpreting and evaluating it by questioning and listening:

Why do you think Mark was so disruptive today? He started to misbehave
during circle time. How did you respond to him then? How else might you
have handled the situation? What could you do to be more aware of what
is taking place in various parts of the room?

When the conversation goes off on a tangent, a supervisor will find it neces-
sary to bring it back into focus. If a staff member has difficulty thinking through
an issue or arriving at possible solutions, then the supervisor may have to offer
more information and ask fewer questions.

A way to signal the end of one discussion and the start of another is to sum-
marize what has been said and change the subject by moving to another that needs
to be talked about.

Planning Next Steps

In planning the next steps, supervisor and/or supervisee identify and develop prob-
lem-solving strategies, which usually involve changes in teaching behavior. Once
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new behaviors or possible strategies have been explored, supervisor and supervi-
see agree on which of these should be implemented, when, and how. The super-
visee may say:

Before I start circle time activities tomorrow, I plan to describe to the
children how I expect them to behave. If Mark continues to misbehave, I
will tell him in a very firm voice to stop, instead of ignoring him as I did
today. I also will make certain that I am sitting next to him before we begin.
I’m also going to set up the cooking area before school so I can move about
the room during the transition from circle time to activity period.

The supervisor may respond:

Those are excellent ideas. As you suggested, I’ll come in tomorrow at the
beginning of circle time. I’ll especially watch Mark, and I’ll pay special
attention to the transition from circle time to activity period. Let’s get
together tomorrow afternoon to talk about the effects of these changes and
share more ideas.

Or if a caregiver is unable to offer a solution, the supervisor might say:

Tomorrow, I will serve as a role model for you during circle time. I would
like you to observe my teaching and management techniques and pay
particular attention to the ways in which I work with Mark. Write your
observations down. We can discuss these when we meet tomorrow
afternoon.

A supervisor might also recommend that a caregiver participate in a particu-
lar professional development activity before they meet again to work on this prob-
lem together. Supervisors are not expected to have all the answers and can refer a
teacher to outside sources for new ideas. Keep in mind that new skills may take
several months to acquire and that a staff member will need ongoing support and
feedback, as well as new knowledge through appropriate staff development.

An agreed-on and limited set of steps that both the supervisee and supervi-
sor will take before the next conference gives both individuals a sense of accom-
plishment and direction. Writing down this action plan, with a proposed timeline,
can add clarity and serve as a reference for both parties.

Closing the Conference

During the closing phase, the supervisor summarizes what has taken place during
the conference period, reviews initial goals in terms of conference outcomes, and
restates agreed-on future plans and timelines. If progress has been made, both
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parties sense achievement. The closing is also a good time to ask caregivers to
offer feedback about the conference itself. This is not a time to be defensive, but
rather to be a good listener. Asking the supervisee to share thoughts and feelings
about the conference builds trust and open communication.

After an evaluation conference, you may find it beneficial to write a brief
summary of what has taken place. A signed copy of the summary can be forwarded
to the supervisee for his or her signature. If the supervisee disagrees with the sum-
mary and both of you cannot agree on revisions, then the supervisee can have the
option of submitting a written summary of his or her own. This procedure is espe-
cially important when a serious problem is being addressed.

Preparing, building the climate, setting the purpose, guiding, planning next steps,
and closing are six phases that give a conference structure and flexibility, regard-
less of its purpose and the number of individuals participating. It is important to
note that throughout the conference, a supervisor closely observes and listens to
the supervisee, engaging in on-the-spot decision making about which communi-
cation skills to use and at which point; when to be direct, collaborative, or indi-
rect; how to keep the conference in focus; and when to bring it to a close. A final,
postconference stage is analyzing the conference.

Analyzing the Conference

One way for you to improve your performance is by consciously and systemati-
cally thinking about and questioning your own supervisory behaviors. This is an
aspect of the conference that is often overlooked. Such self-analysis takes time,
but the result makes the process worthwhile.

We recommend making audiotapes of at least a few conferences for the pur-
pose of analysis. When told of the purpose, caregivers are usually receptive, since
they recognize that their supervisor is striving to become a more effective leader.
Supervisors usually find this experience quite revealing. Videotaping a conference
allows one to later analyze both verbal and nonverbal behavior, but individuals
sometimes become overly conscious of the camera, and making arrangements for
videotaping can be overwhelming.

When reviewing the audiotape of a conference, it is best to listen to the en-
tire recording first to refresh your memory and to get a holistic view of the meet-
ing. Then, when playing the tape again, listen for specific purposes:

• In what ways and to what extent did you achieve your goals for the
conference?

• In what ways were you successful in practicing the specific communica-
tion skills that you had set as a priority?

• In what ways did the supervisee respond to the conference climate and to
your communication behavior?
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• What are your goals for yourself for your next supervisory conference with
this individual?

Scrutinizing your supervisory behavior during conferences fosters your own
growth and development and advances the notion in staff members that all adults,
including supervisors, are learners.

THREE-WAY CONFERENCES

Although most conferences include just a supervisor and a staff member, there is
need on occasion to have a third party participate. Student teachers, job trainees,
or Child Development Associate (CDA) candidates are often supervised by a rep-
resentative of an outside program, who works in cooperation with the coordina-
tor or head teacher. Although the caregiver may spend more time in the field setting
and receive most supervision there, he or she must meet the requirements of both
organizations and the expectations of both supervisors.

As the two programs and their representatives interface, it is critical that the
staff member being supervised and both supervisors meet on a regular basis.
Without ongoing communication among the three individuals, splits can develop
whereby two develop mutual trust and common goals to the exclusion of the third.
There is, therefore, the potential for misunderstanding and conflicting expecta-
tions.

Three-way conferences are also useful with individuals within a program.
They can be especially effective in handling conflicts among staff members, in
resolving contractual issues, and in dealing with parental concerns.

Conferences about grievances usually have clear and well-defined step-by-
step procedures that directors must follow. Conferences about serious interstaff
conflicts are particularly troublesome and should be carefully planned as well.

Heathfield (2006) believes that mediating conflicts among staff comes with
the territory of being in a supervisory position and that supervisors should not make
the mistake of avoiding conflicts, hoping that they will go away. She suggests that
managers take the following multistep approach to resolving conflicts:

1. Meet with both parties together, letting both briefly summarize their point of
view without interruption.

2. Ask each person to describe what steps he or she would like the other to take
to resolve the problem.

3. As a supervisor, ask if there are aspects of the work situation that are contrib-
uting to the problem.

4. If further exploration is needed, ask each individual what the other person can
do more of, or less of.
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5. Have all participants discuss and commit to make whatever changes are nec-
essary to resolve the issue including a commitment to notice that the other
person has made a change and to respect each other.

6. Let both parties know that you will not take sides and that you expect and have
faith in their ability to work together as adults to resolve their differences.

Summarizing agreed-upon solutions and how they will be carried out and
evaluated is an important final step as well as setting up a time for a follow-up
conference to review progress made. Using effective listening skills, paraphras-
ing, and asking clarifying questions, as well as praising, during this process will
help bring it to resolution. Effective early childhood leaders develop and practice
conflict-resolution skills and teach staff that conflict is expected and normal and
can be an impetus for personal and professional growth (Rodd, 1998).

While it is often difficult to find and arrange a time when all three individu-
als can meet, the three-way conference has several advantages. It builds relation-
ships among individuals through a collaborative process where each individual
has input. The presence of a third person can take pressure off the other two and
that person can bring new insights into the conversation. Each person involved
has an opportunity to hear and to understand the other’s point of view about a
child, the teaching role, or a problem. Usually, during a three-way face-to-face
conference, individuals use more careful descriptive language, which promotes
greater respect and understanding. Three-way conferences that deal with conflict
have the overall effect of reducing stress and anxiety among those participating.

GROUP CONFERENCES

A supervisor may wish to bring small groups of staff members together using the
five-stage cycle of clinical supervision described in Chapter 9. Groups may in-
clude teachers and assistant teachers of varying or of similar levels of experience
and expertise who may or may not be on the same teaching team and/or any other
relevant staff members such as curriculum specialists. Groups can be formed to
explore a new curriculum theme or simply to become familiar with or to refine
particular teaching strategies. Two of the stages in clinical supervision, the pre-
and postobservation conferences, provide an opportunity for group planning and
reflection and for building mutual support among staff members.

The supervisor’s role in group conferences is that of facilitator. As teachers
often have little experience in mutual planning, analyzing teaching, and giving feed-
back to others, the supervisor as leader creates an appropriate structure and format
for group supervision, laying the groundwork by establishing a time and space
for meetings and guiding the group until staff members are prepared, comfortable,
and able to carry out group supervision on their own, with teachers eventually



130 A Framework for Supervision

becoming group facilitators, perhaps on a rotating basis. Facilitating group con-
ferences includes the steps described earlier in this chapter for all conferences:
preparing, climate building, purpose setting, guiding, closing, and analyzing.

If, as a supervisor, you decide to initiate group conferencing, we suggest you
begin with a pilot group of volunteers who are enthusiastic teachers and who are
likely to work well together. In this way, you have an opportunity to explore the
role of group facilitator and to observe and listen to teachers engaged in the pro-
cess before attempting group supervision with your entire staff.

Describing the purpose of clinical supervision and the five-stage cycle is an
essential first step. You should set a positive tone and place an emphasis on col-
legiality and staff development, while making clear that the purpose of group clini-
cal supervision is not staff evaluation. In addition, you should help staff to become
aware of effective communication skills and to be conscious of using them dur-
ing group sessions.

Preobservation Conference

One way you could begin group clinical supervision is to ask a teacher to present
an idea for a lesson to the group and ask the group to plan the lesson together.
Giving group members an opportunity to ask the teacher questions about the chil-
dren who will participate and the teacher’s goals is an effective way to start.

You can provide group structure by offering participants some questions for
discussion that can help to focus the dialogue. Below are some sample questions
developed for use in a preservice teacher preparation program (Caruso & Gra-
ham, 1994):

• What do the children need to know and/or to be able to do prior to this learning
experience in order for them to succeed?

• What are your main objectives?
• What are the skills and concepts (cognitive, social, emotional, physical) that you

wish children to acquire?
• What are some strategies and materials that you could use to accomplish your goal?
• What kinds of problems might occur during this experience?
• How might you achieve curricular integration through this experience?
• What are some different ways to assess children’s growth as a result of this expe-

rience? (p. 1)

Preobservation group conferences enable the teacher to think through the
learning experience he or she is focusing on whether it is dramatic play, block
building, or morning meeting. Dialogue with colleagues can help clarify its pur-
pose, to anticipate problems, and to obtain ideas and suggestions for teaching strate-
gies. Other group members, particularly those with less experience, are also likely
to benefit from the discussion. At its conclusion, the teacher reflects on the con-
ference and creates his or her own lesson plan using the input provided.
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During the conference, as supervisor, you should not dominate the discus-
sion but should manage the communication flow, encouraging the participation
of all group members. Being sensitive to the developmental levels of staff mem-
bers and “reflecting-in-action” (Schön, 1987) can help you make decisions about
the nature and extent of your participation.

You may conclude the preobservation conference by asking the group to
analyze the conference. You can contribute by helping them summarize the dis-
cussion, pointing out effective communication that took place, and outlining next
steps.

The Observation

The teachers who helped develop the plan during the preconference should have
the opportunity to observe their colleague teach the lesson or facilitate the expe-
rience. The observation might take place by watching a videotape if teachers in
the group cannot be released from their duties to observe it firsthand. The staff
member who is teaching/facilitating may also be more comfortable with video-
taping. One teacher from the group could assume the taping responsibility.

Analysis and Strategy

The teacher needs time to review the videotape, to reflect on his or her experi-
ence, and to prepare for the postobservation conference. Teachers may find it
helpful to bring the tape home where they have ample time to watch it and can be
joined by friends and family for an additional critique. The teacher may note critical
incidents, patterns in behavior, particular children, and so forth. The teacher de-
cides which highlights of the tape to show to the group and prepares an analysis.

Postobservation Conference

Once the teacher and observers have had time to reflect, a postobservation con-
ference with the planning group can serve to build the teacher’s self-esteem and
to help others learn some effective teaching strategies.

As facilitator, you might open the conference by restating the importance of
listening, questioning, and other communication skills as the observers respond
to the video, and by emphasizing the supportive nature of the process and of being
sensitive to the teacher whose lesson is being discussed. Reviewing the content
of the preobservation conference is also a helpful way to refresh the memories of
group members and sharpen the group’s focus.

The teacher who was taped takes a leadership role in the meeting by quickly
sharing the final lesson plan he or she developed and by showing segments of the
videotape to the group. Because one goal of the postobservation conference is to
help the teacher become more skilled at self-assessment and reflection, the teacher
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should open the discussion by sharing his or her analysis first, followed by ques-
tions and comments by group members.

We suggest that group members be given the responsibility of offering feed-
back about specific aspects of the lesson. This helps to keep the discussion fo-
cused. An observation guide can provide members with a structure for conference
discussion. Sample observation instruments appear in Chapter 11.

In our experience, these postconferences are lively and positive, as group
members have excellent insights and observations to share. Again, your role as
supervisor is to facilitate communication by sharing thoughts, asking questions,
and intervening to maintain the flow and the focus when necessary. The extent of
your involvement will depend on the development levels of members of the group.

Postconference Analysis

At the conclusion of the conference, you may assist the group in reflecting about
the conference by analyzing the effectiveness of their communication and the
feedback given, and in summarizing the conference. Plans are also made for the
next preobservation conference, the beginning of another cycle in group clinical
supervision.

CONCLUSION

A conference, whether two-way, three-way, or group, provides a director the
opportunity to practice the art of supervision. Planning, problem solving, and
evaluating can take place in conferences, and teachers can express themselves and
get recognition and praise. Conferences are central to maintaining continued com-
munication between supervisors and staff and to ensuring that caregiving and
teaching are of high quality.

For additional reading on communication and interpersonal skills and on
conflict resolution, you may wish to refer to Leadership in Early Childhood: The
Pathway to Professionalism (Rodd, 1998).

EXERCISES

As part of a staff training session in supervision, participate in small role-playing
groups to consider the problem situations described below. Individuals take the
roles of supervisor and caregiver. An observer whose primary function is to offer
feedback to the supervisor should also be included. At the conclusion of an agreed-
on time segment of role-playing, individuals switch roles so that everyone has an
opportunity to practice supervisory behavior. The observer might create a category
system for analyzing conference behavior to examine a particular type of com-
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munication skill such as questioning technique. Each role-playing sequence need
not be long, and at the end the observer should report the results of the analysis to
the supervisor. Practicing supervisors might write and discuss a hypothetical plan
for resolving each dilemma.

Two-Way Conferences

1. George is concerned that his kids aren’t playing well together, particularly with
Keith. Keith is an aggressive and active 4-year-old. His parents have been
separated for several months and are planning to finalize their divorce very
soon. Keith does not see his father and has lots of babysitters. He is at school
from 9:00 a.m. to 5:30 p.m. Role-play this conference with George.

2. Yolanda has come to you with a concern. She is very frustrated as the children
are sloppy with their food during snack time. She complains, “The kids don’t
stay seated like they’re supposed to, and milk gets spilled all over the place!”
She explains that some of the children finish their snacks early and get bored
and others never have a chance to finish. The kids who finish early get up to
throw their containers away and bump into others, and the children who don’t
finish get up and go to their activities leaving their partly filled milk cartons
on the floor to get kicked over. Role-play this conference.

3. Diedre is an assistant teacher in your Head Start classroom. She is from a
middle-class family and has a college degree. She has a hard time accepting
and appreciating the lower-income children and families who are at the cen-
ter. When her activities do not go well, she becomes angry and usually blames
it on the children, “who don’t know anything,” “never learned manners,” or
“don’t even speak the language.” While she appears to be sweet with the chil-
dren, you sense that there are a lot of feelings of anger and frustration under-
neath. Diedre is quite argumentative, and your suggestions have often been
met with strong opposition. She feels that she is doing an excellent job, and
your criticisms are usually dismissed because “you didn’t really see what was
happening.” The tension is mounting. You have decided that it is time to talk
with her about the situation.

Three-Way Conferences

1. You are a head teacher in a child care center in a large corporation. All the
parents are employed by the corporation and tend to be quite conservative.
Your assistant teacher, Cassandra, is very imaginative and has a unique and
rather flamboyant style. She often wears sequined purple sneakers, brightly
colored tights, and short skirts; at other times, it is flowing Indian skirts and a
headband (à la 1960s). Her activities with the children are age appropriate
and creative but represent a different lifestyle from those of the parents (e.g.,
body painting, Yoga, Tai Chi, vegetarian cooking). She is wonderful with the
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children, and you feel that she offers a good balance to the daily businesslike
atmosphere of the site. One day Diane, a parent, calls to say that she is dis-
tressed about the “crazy things” her child is learning and feels that Cassandra
should dress and behave in a “more appropriate manner.” You think that both
people would benefit from hearing the other’s point of view. Role-play that
meeting.

2. You are a director of a child care center with a culturally diverse group of fami-
lies and staff. You have recently hired an assistant teacher, Elena, who came
from Russia last year. She is in her 40s and has the equivalent of a master’s
degree in education. Her head teacher is an American woman in her late 20s
who has a bachelor’s degree in education. Elena has had more years of teach-
ing experience than Diane, her head teacher, but most of it was with older
children. Elena is finding it difficult to take direction from a person with less
education and experience, but at the same time she is not finding it easy work-
ing with 3-year-olds. Diane, on the other hand, finds Elena to be somewhat
intimidating and is having a hard time establishing a good working relation-
ship with her. Both have come to speak with you about their frustrations in
trying to work together. You have decided that it is time to have a three-way
meeting. Role-play that meeting.
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C H A P T E R  1 1

OBSERVATION AND ANALYSIS

OBSERVATION PROVIDES THE CONTEXT for conferring with supervisees
in the clinical supervision cycle. When supervisors and supervisees talk about

what is happening in the classroom, their discussion is based not on speculation,
but on what each has experienced directly, through either participation or obser-
vation. Through supervisory observations and follow-up conferences, staff mem-
bers can receive accurate information and feedback on what they are doing,
enabling them to compare it to what they think they are doing and what they would
like to be doing.

When observation is used within the cycle of clinical supervision, it can be-
come part of a joint inquiry into what is happening in the classroom, an important
process for adult learners. Within this context observation can:

• Provide a mirror for staff members’ actions so they can have objective
feedback on what they are doing

• Serve as a vehicle for working together with teachers to help them develop,
improve, and maintain their skills in working with children

• Provide information that supervisors and supervisees can use together to
diagnose and solve teaching problems

• Help teachers understand how the classroom/learning environment af-
fects children’s growth and development, and enable them to act on this
information

• Aid teachers in assessing the effectiveness of their program for children
and of changes they have made in it

• Provide data for evaluation based on shared criteria and standards (Acheson
& Gall, 1997)

At its most basic level, observation is a way of gathering and recording data,
yet it clearly involves more than entering a classroom, watching what is happening,
and recording what is seen. The very complexity of the teaching-learning process
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makes effective observation difficult. The many interacting forces—teaching staff,
children, the physical environment, the time of day, the activity—must be sorted
out in some way. Observers have opinions and feelings about what is going on, and
their prejudgments must be accounted for in planning accurate and reliable record-
ing of information. The many layers and subtleties of social meanings, contexts,
and feelings present in the classroom must be revealed but not confused with the
“facts.” Finally, the information collected must be conveyed to the persons observed
in ways they can understand, accept, and use. Thus supervisors who are helping
teachers become active participants in their own learning might describe observa-
tion more as a way of inquiring than as a way of gathering data.

OBSERVATION WITHIN THE CLINICAL
SUPERVISION CYCLE

Most supervisors find it advantageous to use a variety of ways of observing. In a
study of the methods used by 300 supervisors during observation and analysis,
Noreen Garman (1982) found that they actually used five “modes” at various stages
in the cycle of supervision. At each stage there were different assumptions and,
therefore, different methods of observation and analysis. “Each has a different,
yet vital, purpose in a comprehensive plan for supervision” (p. 50).

The first mode, discovery, is an open-ended search to discover the reality of
the classroom and to begin thinking about what questions should be explored
further. Various systems of observation could be used at this stage. At this point
the data from these observations are usually analyzed by identifying the teacher’s
stated intent and comparing it with what has been observed.

In the second mode, verification, more objective and structured systems of
observation are used. This is an important step, as it is used to verify the degree to
which features or problems identified in the discovery stage do indeed exist.

In the explanation phase, both open-ended and structured methods (see dis-
cussion below) are often used. At this time the supervisor and supervisee begin
the analysis process, together trying to come to terms with their individual and—
most important—perhaps differing perceptions of reality.

Interpretation is the search for meaning, the attempt “to get at what really
matters” (Garman, 1982, p. 51). The supervisor’s knowledge, experience, and
insights are used to help the supervisee find the deeper significance beneath the
surface of literal descriptions and explanations.

It is in the evaluation stage that the supervisor and supervisee examine val-
ues and make judgments about specific aspects of the teacher’s behavior. The
criteria for these judgments are the specific information gathered and the goals of
the supervisor and supervisee. These become the basis for setting priorities.

In clinical supervision, which is the basis for ongoing professional develop-
ment, the supervisor or peer coach serves the teacher, keeping the teacher profes-
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sional company in the classroom (Cogan, 1973). This means that the purpose of the
observation, the role of the observer, and the type of data to be collected are agreed
upon by supervisor or peer coach and teacher in the preobservation conference.

The descriptions of approaches and methods that follow are presented in the
context of an individual supervisor-supervisee relationship. However, most are
appropriate for use by teachers and assistants as well, either individually or with
a group of peers, with or without a supervisor. (See introduction to group usage
in Chapters 9 and 10, and further discussion in Chapter 15.)

APPROACHES TO OBSERVATION

Observation can be approached in several ways: (1) informally, as a casual visi-
tor to a classroom; (2) as a participant observer, having both involvement in the
classroom and a systematic way of recording observations; and (3) formally, com-
pletely detaching oneself from the activities in the classroom and recording them
in a systematic way.

Informal Observation

Because of the informality and open structure of most early childhood classrooms,
adults who are not regular members of the classroom staff can usually move in
and out without disrupting the children or the program. Children tend to ignore
visitors or to welcome them as new sources of help, amusement, or interesting
information. When a supervisor sits down with children during free play or pitches
in with cleanup, teachers’ apprehensions are often lessened. In fact, many teachers
welcome informal visits from supervisors because they think that the supervisor
will have a clearer picture of what their classrooms are really like and will be better
able to empathize with their problems.

Many directors and educational coordinators make casual visits to classrooms
because they like to be with children in order to break the routine of their office
work or, more deliberately, to get the flavor of day-to-day center activity. From
such visits, they can obtain a general sense of the tone of the room, a teacher’s
style, the ways staff work together, and the organization of the learning environ-
ment. This kind of information can add depth and dimension to a supervisor’s
knowledge and understanding of classroom life. It must not, however, be counted
on as the major source of information for evaluation purposes.

Because informal observations are usually unfocused and are recorded, if at
all, after the fact, what is likely to emerge is only a general impression of the room
and the teachers or a record of events or factors that stand out or are unusual in
some way. If such visits are made to all rooms on a relatively regular basis, how-
ever, they decrease (but do not eliminate) the need for formal observation and
round out the supervisor’s picture of life in the center.
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Participant Observation

Participant observation is a method in which the inquirer has considerable involve-
ment in the setting being studied. Anthropologists use this form of observation to
“get inside” a culture so that they will be able to see the world as the members of
the culture see it.

True participant observation goes beyond informal observation. Supervi-
sors in this role must be very conscious of their perceptions, because they really
play two roles: (1) an observer who is responsible to the program as a whole
and (2) a genuine participant in the classroom, who thus “has a stake in the
group’s activities and the outcome of that activity” (Guba & Lincoln, 1981,
pp. 189–190).

Supervisors with teaching responsibilities who use observation as a supervi-
sory tool are by definition participant observers of staff in their own rooms. When
nonteaching supervisors use this method, however, they must take part in class-
room activities and spend enough time in a classroom to immerse themselves in
what is going on. Only then can they see the classroom through the eyes of the
teachers and children and determine strategies for assistance from these viewpoints.
This can be an especially valuable method for supervisors who work with staff or
children whose cultural backgrounds differ from their own, or with teachers or
programs whose early childhood goals or methods are very different from theirs.
Teachers, too, can become participant observers. Some may be interested in learn-
ing to do action research to study their own classrooms (see Chapter 15). Their
journals and child observations can also be used as a basis for supervisory con-
ferences or seminars.

Formal Observation

Formal observation differs from participant observation in that the supervisor
remains aloof from the situation, observing as objectively as possible. Formal
observations are recorded on the spot, and the observer does not take part in the
classroom activity. A variety of recording systems, as described in the next sec-
tion, can be used to observe in a formal way. These include open-ended systems,
such as narrative descriptions of what is occurring, and systems that limit what is
recorded to a set number of behaviors or events that the observer checks off or
tallies. Because the observer is not taking part in the classroom activity and pre-
sumably has no stake in it, these records should be the most accurate of any of the
three approaches.

We want to emphasize again that as part of the clinical supervision cycle,
the data to be collected during a formal observation are agreed upon by supervi-
sor and teacher. After the observation, sharing the data assists supervisor and
teacher in their analyses and plans for the postobservation conference.
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Formal observations are often conducted outside of the clinical supervisory
cycle for evaluation purposes. In these cases, both parties will benefit from writ-
ten documentation that can serve as a basis for planning next steps in the change
process.

METHODS OF OBSERVATION

The methods used in observing are usually divided into two categories: closed
(also called quantitative) and open (also called qualitative or naturalistic). To some
extent, each is based on a different assumption and point of view about the role of
the observer. For supervisors, however, using both types contributes breadth and
depth to their assistance to teachers.

Closed Systems

These systems grow out of the “scientific” view of supervision, stressing the use
of methodology that limits the inferences that observers are required to make (thus
“closed”). Methods of this type can be very useful when there is a need to focus
on only certain elements out of all that is going on in a classroom. The observer
tallies or codes behaviors as they occur, or checks off characteristics of the set-
ting. When analyzing this data afterward, the supervisor can see, for example, how
many times a teacher responded verbally to children or was unresponsive, or other
similar information. The context, the exact words, and nonverbal nuances are not
revealed, but the frequency of certain behaviors and, with some systems, the du-
ration and sequence of events do emerge.

A limitation of these methods is that they can obscure individuality. The use
of predetermined categories into which all teachers are expected to fit may make
it difficult to take stylistic or cultural differences into account. Further, they do
not lend themselves well to interpreting the meaning of behavior.

Procedures

The following procedures and instruments are those most commonly used for
observing in classrooms. Each has its own advantages and limitations.

The simplest method is a checklist, a list of characteristics or behaviors that
are simply checked off if they are present. See Figure 11.1 for an example.

Similar to checklists is a method called a sign system. It differs only in that
the observer tallies every time an activity or behavior occurs, either continuously
or at time intervals.

A method that can be used when a supervisor and supervisee are interested
in obtaining more information about a limited area of classroom life (for example,
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verbal interaction) is referred to as a category system. Within this limited area,
categories of behavior or events are listed (“praises,” “responds using child’s
words,” “asks direct questions”). Again, the observer tallies events as they occur
or at specified intervals, sometimes using a coding system. The goal is to see which
of these actions take place and what their balance is within a segment of the day.
An “other” category may be used to make sure that everything that happens is
accounted for. (Examples of the use of sign and category systems are given in the
case study later in this chapter.)

Rating scales have sometimes been used as observation instruments. How-
ever, they have limitations because the observer must make on-the-spot decisions
about the degree to which a teacher shows a particular characteristic (e.g., cre-
ative vs. rigid). These procedures are much better used to summarize information
obtained from several observations and from other sources. Rating scales are dis-
cussed in Chapter 16, in the context of evaluation.

It sometimes makes sense to use a published teacher observation tool. The
Child-Caregiver Observation System (C-COS-R) (Boller & Sprachman, 2001)
looks at one-to-one interaction between caregivers and children and affective
qualities of the interaction. The Child Development Associate (CDA) assessment
system (Council for Professional Recognition, n.d.) is very comprehensive. It
includes an observation instrument, competency standards, and parent opinion
questionnaires. The Early Childhood Environmental Rating Scale (Harms,
Clifford, & Cryer, 2005) is also wide-ranging, addressing areas such as room ar-
rangement for play, staff-child interactions, and staff interaction and cooperation.
Such published systems, however, may not focus on the specific behaviors that
are of concern to a supervisor and caregiver at a particular time, so they may not
be practical in day-to-day supervision. It often makes the greatest sense for ob-
servers to construct their own instruments.

Guidelines for Using Closed Systems

Consider the following points when creating or selecting observational instruments:

1. Decide on a focus. Think in terms of people, behaviors, context, and setting,
and narrow the observation to the interaction of two of these.

Figure 11.1.  Checklist
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2. Determine whether there is a need to record everything that takes place (cate-
gory system) or only certain behaviors or events (checklist or sign system).

3. Decide whether merely noting that something is present is sufficient (check-
list) or whether you would gain from having information on the frequency or
sequence of events (sign or category).

4. Make sure that behaviors do not overlap. For example, “asks question” and
“makes statement” are clearly different behaviors. “Asks question” and “talks
to child” are not, since asking a question is a kind of talking.

5. Define each category precisely. Two people should be expected to agree that
the behavior in question fits the category (one of the problems when using rating
scales). Very broad categories (“warm behavior”) make agreement more dif-
ficult. Very narrow ones (“points,” “motions with open hand”) usually do not
provide much meaningful information unless they represent specific behav-
iors a caregiver is trying to develop or eliminate.

6. Keep the instrument simple. Since behavior is complex and occurs rapidly,
it is better to make two or three different instruments than to cram too much
into one.

Open Systems

In recent years, there has been a growing interest in open or naturalistic inquiry
among both practitioners and researchers. At its most basic, this means writ-
ing down in continuous fashion everything that happens while observing in a
classroom. Early childhood educators have used similar methods for observing
children (Cohen, Stern, & Balaban, 1997), although perhaps not in systematic
ways.

Narrative

Open systems, which make use of the ethnographic techniques developed for use
in field studies, are based on the assumption that different people see events from
different perspectives. The narrative helps them focus on “multiple realities that,
like layers of an onion, nest within or complement one another” (Guba & Lin-
coln, 1981, p. 57). The observer tries to see the world from these differing points
of view and understand their relationships. Whereas observers using closed sys-
tems try to screen out human judgment from the process, naturalistic observers
seek to sharpen and refine their judgment skills in order to become “more person-
ally and environmentally sensitive” to what is unique in the situation and its mean-
ing to the participants (p. 129).

The use of narratives can help teachers to become reflective, to construct their
own knowledge about children and teaching, as discussed in Chapter 4. Elizabeth
Jones (1993) and her colleagues have found this method especially helpful with
adults with limited educational backgrounds, who have not had experience with



142 A Framework for Supervision

constructive criticism. Narratives help teachers to “come to see themselves as
people who know—thereby, people capable of making appropriate choices for
themselves and for children” (p. xiii, emphasis in original). We have found this
especially useful in CDA training.

Elliot Eisner (1982), in an approach he calls connoisseurship, stresses the
importance of recognizing each person’s characteristic style, which should be
developed and strengthened rather than molded into a particular “good teacher”
model. This is especially important with supervisees whose interactions with chil-
dren are influenced by a culture different from that of the supervisor. Eisner en-
courages supervisors to develop the ability to use rich language to convey their
observations to supervisees.

Advocates of naturalistic methods point to their flexibility and to the detail
that is made available to help observers discover what is happening below the
surface. Teachers and supervisors are thus free to examine, interpret, and reex-
amine the descriptions in various ways as they make plans to improve performance.
This process can enhance joint inquiry, reflection, and dialogue, helping teachers
to construct their own knowledge.

There are limitations, however. Because observers are free to record any-
thing that occurs but cannot get everything, there is a possibility of bias in what
they focus on and in how they convey and interpret events to staff members. In
addition, care must be taken so that descriptions do not become confused with
judgments and interpretations.

A way to ensure that these two types of information are kept separate is to
use a two-column format:

Description Comments
Four children in house corner.
Justin enters. Others continue

with dialogue.
J. gets down on floor.
Marie (teacher) walks over, M. is casual; doesn’t intrude.

 sits down.
M: I like the way you’re

playing. . . . Who’s the
daddy?

Beth: I’m the dog. Has M. misinterpreted their theme?
J: I’m the big dog.

We strongly advocate a system like this; it helps observers stay alert to the
difference between description and interpretation, while making it possible to
include feelings, thoughts, inferences from nonverbal cues, and questions to be
followed up in the postobservation conference.
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Guidelines for Using Open Systems

1. Develop an understandable (to you) shorthand system so you can get on paper
as much as possible of what is taking place.

2. As soon as possible after the observation, while your memory is fresh, fill
in whole words and details that you were not able to write down during the ob-
servation itself. Edit the narrative where the language is imprecise or ambiguous.

3. As you become experienced in recording observations, try to use more descrip-
tive language so that nuances can be conveyed more accurately. For example,
instead of “T. goes over to Fred,” use “strolls” or “strides with long deliberate
steps” to convey the feeling tone of the child’s actions. (Cohen et al., 1997,
include wonderful examples of such language.)

4. When possible, get the exact words used by teachers or children. This helps
teachers become sensitized to the impact of their words on others and become
aware of their own verbal style. Describing or paraphrasing can change or make
ambiguous the meaning of what was said. “Tells children to stop throwing sand”
could have been “Stop that!” or “It’s not nice to throw sand” or “Sand stays in
the sandbox,” each of which conveys a different message to the children.

5. Separate inferences and conclusions from the descriptive data. Avoid judg-
mental labeling such as “She was inflexible about that rule.” Describe the
behavior (“Immediately put child in chair”) and perhaps add an interpretive
comment (“Seemed to feel the rule must be upheld at all cost”). Recheck at
the editing stage to ensure the objectivity of the narrative.

6. Note the time periodically in the margin to assist interpretation. If you become
distracted or tired and lose some data, time checks alert the reader. Time checks
also help portray the stream of events more accurately.

7. Finally, analyze the narratives for patterns of behavior or specific areas to be
discussed in the postobservation conference or to be verified during subse-
quent observations. If the observation is made at the discovery stage of the
clinical supervision cycle and with an open-ended agenda, you may have noted
areas of concern or special interest during the observation itself for follow-up.
If a specific focus was agreed on during the preobservation conference, analysis
should be made on the basis of that concern. A copy of the narrative should be
shared with the supervisee to foster cooperative analysis.

Combined Systems

Supervisors have wide latitude in developing observation forms for specific pur-
poses or situations, using any combination of closed and open systems. The spe-
cific needs or interests of the caregiver, the characteristics of the situation, and
the supervisor’s and caregiver’s creativity are the only limitations beyond following
the guidelines for construction of reliable observation instruments.
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A system that combines tallying and description can be a very useful teach-
ing tool. For example, a listing of behaviors that support a child’s self-concept
could include space for the exact language used by the teacher or a description of
the specific incident (see Figure 11.2). Because both the specific behavior and
the outcome are described, caregivers are able to see exactly what they do and
how this behavior affects children. In the case illustrated, only positive behaviors
are listed, allowing the supervisor to reinforce what is desirable, rather than em-
phasizing that which is not. This technique is especially useful with staff mem-
bers who have had little experience with field supervision or training, and for whom
positive feedback and confidence building are especially important.

Another method is to use a narrative but limit the focus to a few categories
of behavior. In the example in Figure 11.3, used by a CDA trainer, some of the
descriptors for the CDA Functional Area “Communication” have been listed
(Council, n.d.). This system provides a way for supervisors to observe and record
only behaviors relevant to that area. Additional detail provides backup and feed-
back to the candidate.

Observations do not always have to be recorded in written form. Videotap-
ing and audiotaping also have valuable places in supervisory observation, mak-
ing available a permanent, credible record of what actually took place. The record
is not limited by the observer’s attentiveness, ability to write fast enough, or un-
conscious biases. In videotaping, nonverbal as well as verbal nuances are cap-
tured, revealing the “feel” of classroom interaction. The material can be reviewed
and analyzed in a variety of ways.

A major benefit of using such equipment is that caregivers are able to assess
their own behavior, becoming less dependent on the supervisor, thus increasing
the mutuality of the supervisory process. Since both supervisor and supervisee
have the same information to work from—whether the teacher reviews the tapes
alone, as is often desirable, or with a colleague, a group of colleagues, or a super-
visor—real problem solving can result. At the same time, hearing or seeing one-
self directly is so powerful and even anxiety producing that caregivers should not

Figure 11.2.  Checklist with Comments
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be required to use these media. If you do use taping with your teachers, you should
be especially sensitive in follow-up discussions as you try to assist the supervisee
in identifying and analyzing what is significant and as you comment on or ask
questions about the events that both of you have seen.

Group Observation

Most of these methods of observation can be used by teachers as well as supervi-
sors as part of the group clinical supervision cycle described in Chapters 9 and
10. Very interesting insights can emerge when the information from individual
observations is compared and analyzed. The data become “thicker” because each
observer may record different aspects of what has been happening. The discus-
sions that follow often bring broader or deeper meaning to the events than might
be evident with a single observer.

Members of the group could be asked to observe different features of the
learning experience they have planned to look at, based on the goals that have

Figure 11.3.  Focused Narrative
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been set in the preobservation conference. Some, for example, might focus only
on children; others on the teacher. Different kinds of instruments could also be
used, some using checklists or category systems, and others narratives. Again, in
the postobservation conference this information must be integrated, along with
the views of the teacher who was observed, in order to make it meaningful.

SPECIAL CONCERNS FOR SUPERVISORS
AS OBSERVERS

Observer Bias

At several points in our discussion of observation, we have emphasized the im-
portance of discovering the meanings underlying the situations that you are ob-
serving. Any attempt to interpret meaning, of course, brings with it the possibility
of misinterpretation, based on the limits of what you can perceive and on biases
stemming from values and preconceptions. While these biases are natural and even
legitimate at times, they must be brought to a conscious level, or they will limit
your ability to make accurate and meaningful observations.

Clearly, two people can see the same thing and interpret it differently: the
parent who sees “just playing,” and the caregiver who sees what the children are
learning when they play; the teacher who sees May baskets for the children to
take home, and the supervisor who sees children who are bored or close to tears
because the project is not developmentally appropriate; and the supervisor who is
concerned because a Vietnamese caregiver does not use children’s names, while
the caregiver is actually functioning in a culturally appropriate way (Binh, 1975).

One source of bias, as we noted earlier, is the complexity of the observational
field, which can cause observers consciously or unconsciously to attend to some
features and ignore others. One way to overcome this is for you to take time before
recording to look around a room and take into account all that is going on and all
the kinds of things that could be observed. Another is to practice recording with a
colleague, noting differences in what you record. Reviewing your own observations
periodically can also reveal patterns you may not have been aware of.

Another source of bias is preconceived expectations about a person or situa-
tion. Previous experience with a teacher as a fractious participant in staff meet-
ings, a report on an aide indicating that she is lazy, or the observer’s strong feelings
about the use of nonstandard English grammar can influence what a supervisor
looks for and the interpretation of what is seen. Conversely, when observing a
person known to have especially good qualities, a supervisor may take more time
to try to understand a problem situation or overlook issues that may be signifi-
cant. Using a variety of observation tools, both open and closed, makes it more
likely that you will view and interpret situations accurately, since they can be seen
from different perspectives.
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Cultural Differences

Teaching styles often differ based on the cultural values of individuals or a com-
munity. A study of Amish classrooms (Cazden, 1979) indicated that teachers
used a very directive, even controlling, style of teaching. Because the teachers
were from the same background as the children in this closed community, chil-
dren understood this style quite differently than would children (or adults) who
were not attuned to the expectations built up through a similar home and commu-
nity environment. This directive style made sense for them within the context of
everyday routines and was supported by an underlying trust, accountability, and
warmth that outside observers may not have perceived or understood. Cazden
also describes two bilingual first-grade classrooms, where children and teachers
were all of Hispanic background. Although their teaching styles (one open, one
structured) differed, the teachers’ styles of classroom control were quite simi-
lar. Both teachers used endearments and other behaviors characteristic of par-
ents, such as kissing and holding children in their laps when working with them
individually.

Supervisors unfamiliar with adult-child interaction patterns in either of these
cultures might have judged the behavior of these teachers inappropriate. Con-
versely, the absence of such behaviors might seem problematic to an Amish or
Hispanic supervisor.

Observers in classrooms in which there are cultural or social-class differences
must be especially concerned with looking for clues to the meaning of events to
children and to adults. In such situations, data from both structured and naturalis-
tic observations of children and adults aid in interpretation. Discussions with
supervisees about the meaning of events during the verification and explanation
phases of supervision (Garman, 1982) are especially important when differences
in cultural values are present. The discussions of cultural and linguistic issues in
Chapters 10 and 12 provide additional information that can assist both supervi-
sors and teachers when observing in classrooms.

Personal Considerations

When one member of a classroom team is being observed, particularly if that person
is an aide, staff relations may become strained. If you visit a teacher often for written
observations, other staff members may feel inhibited, perhaps suspecting that they
are being judged. Furthermore, when classroom schedules are disrupted for su-
pervisory conferences, even in a minor way, the change in normal routine can be
unsettling and lead to hard feelings, especially when another caregiver has to take
over in the staff member’s absence.

You can avoid or alleviate much stress if you take time to make frequent
contact with the teacher or other classroom staff members with an explanation of
the purpose of the observations. Giving positive feedback from time to time to all



148 A Framework for Supervision

classroom staff members and unobtrusively pitching in at busy times can temper
many uneasy feelings. Staff members will often say that they do not mind these
intrusions, but over a period of time, resentment can build if there are too frequent
changes in patterns of responsibility or if communication is not maintained.

GENERAL GUIDELINES FOR OBSERVING

The following points relate to observing in classrooms in general. They can be
helpful in establishing trust, making the act of observing a positive experience
for you and your supervisees, and creating records both reliable and useful.

1. When beginning an observation, especially if it is in an unfamiliar room, try
to immerse yourself in what is happening. Try to become part of the world
of the teachers and children so that the interrelatedness of its various aspects
can be understood. It can be helpful to “map” the setting, noting the number
of children and adults, including those who are non-English-speaking or bi-
lingual, or have special needs; physical features, equipment, or materials that
might affect what takes place, with perhaps a simple sketch of the room ar-
rangements; and any other information that might assist in interpreting events.

2. Try to find an inconspicuous place to sit while observing. This decreases the
pressure on the caregiver and lessens the disruption of the class as a whole.
Curious children feel honored when told that someone is writing about what
they are doing.

3. Plan with an individual caregiver or with the classroom team when formal
written observations are to be made. This is basic to making them part of a
cooperative learning experience, rather than subjects of an examination. Drop-
ping in for a written (as opposed to informal) observation without notice or
planning is seldom effective or necessary, except when there are serious con-
cerns that cannot be documented in any other way.

4. Make several short observations so that you can discover and verify patterns
of behavior. This avoids the problem of drawing conclusions based on a single
observation.

5. Build time for observing and conferencing into your weekly schedule. This
makes it more likely that it will actually happen. Even 10% of a 35-hour week
is 3½ hours—a substantial amount if regularly planned.

PUTTING OBSERVATION TO WORK: A CASE STUDY

For the purpose of the following illustration, put yourself in the role of supervisor
working with a teacher, Maria, who has been with your program for about 2 years.
You will note that, in addition to a variety of observation methods, all the steps
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described in Garman’s (1982) study are present. As supervisor you use a discovery
mode in the early stages of observing the teacher. You then verify your hypothesis,
explain by sharing points of view, interpret the meaning of events and behaviors,
and evaluate in relation to what you and the supervisee think ought to be occurring.

Not all supervisors will be able to take the amount of time or use all of the
methods described in this example—at least not very often. As you read this sec-
tion, we suggest that you focus particularly on two things: the process of working
with a supervisee using observation, and the use of various observational meth-
ods in context.

Sequence of Observations

As a result of her evaluation at the end of last year, you and Maria have agreed
that she needs to work on improving how she organizes and manages free play.
You have made informal visits to Maria’s room in the last few weeks, sitting in
with children during the free-play period. Your general impression was that she
is warm with children and has a wonderful sense of humor. You observed that
she has some interesting group activities that children are free to take part in dur-
ing this time. The period is not chaotic, but a number of the children do a good
deal of aimless wandering and occasional roughhousing. Not all areas of the room
are used.

In your initial meeting with Maria to plan how you will work together, she
seems unsure about the purpose of the free-play period. She knows that children
“learn through play,” but has never been quite sure what this means or what her
role as teacher is. Her main concern about free play is that certain children “don’t
make use of their time effectively.” You suggest that by observing what is actu-
ally happening, you may be able to find ways to help her restructure the program
so that these children become more involved.

You begin with a naturalistic observation. Your mapping of the room indi-
cates that there are a limited number of learning centers. The block area seems
small, the furniture in the house and block areas is mostly lined up on one wall,
there is a large open area in the middle of the room, and there are no places for
privacy. Four to six children at a time were finger painting at one table. The others
were in and out of water play, in the house corner, or at the easel. There was again
a good deal of wandering and tussling, especially in the open area in the middle
of the room.

In analyzing your narrative description, you note that Maria and her assis-
tant seemed to function in two ways. Either they were in a kind of “rescuing” role,
constantly responding to what wasn’t going right, finding things for wandering
children to do, cleaning up a spill, or stopping roughhousing; or they were “wait-
ing on” children, responding to a child’s request by getting materials, putting names
on papers, hanging up wet paintings, telling children to let others have a turn, and
even drawing a cat for a child who said he didn’t know how.
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During your next conference, you shared this observation with Maria, who
said she was pleased with the finger painting activity and that the children liked
water play. In response to the description of aimless activity, she said that she
had noticed that Roberto, Jared, and Vanessa often seemed to run out of things
to do and acknowledged that the block area of the room was not used much.
She had recently seen a film on blocks and was interested in working on this
area. When you asked what she thought about the teacher’s role in free play,
she stated, “To make sure children have what they need, and to prevent and solve
problems.”

Although you are concerned about the overall picture of free play and
Maria’s limited perception of her role, you agree to work with her on the block
area, using observation as a tool. It is something she is interested in, and by
working in this limited area, you may be able to help her develop techniques
that will help her with free play as a whole. It is also a logical place to involve
the restless children.

Focus on the Children

You and Maria decide that your first focused observations will be used to verify
what children do in the block corner and in the room as a whole during free play.
There are several advantages to beginning with observations of children. First, it
is often easier for teachers to look at children’s behavior than at their own, espe-
cially if they have not been observed before. Second, observing children can serve
as a means of verification and explanation of what actually is happening. Third, it
puts the teaching role into perspective by looking at children first, focusing on
learning rather than teaching.

The major disadvantage to an initial focus on children’s behavior is that it
may divert attention from the caregiver’s behavior at a time when changes need
to be made. Nevertheless, focusing on the children first can create a base from
which to work with the caregiver because of the information that is revealed.

In order to develop a set of categories, you and Maria brainstorm about what
could or should take place in the block corner, discussing what kinds of behav-
iors she would like to see there, what might go on that is inappropriate, and how
categories can be defined with as little ambiguity as possible.

A list of many possible behaviors is eventually whittled down to a few. They
are described and defined as together you construct a manageable observation tool.
The discussion that leads to this point helps Maria—and you as supervisor—think
more specifically about goals for children in the block area and in free play in
general. You choose the following categories:

• Building. Interacting with blocks in any constructive way, or with acces-
sories related to blocks; knocking buildings over if clearly acceptable to
those involved
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• Other constructive play. Using materials from another area; playing ex-
clusively with accessories (trucks, people) without involving blocks

• Watching. Observing; passive behavior; not actively part of block play but
present in the area

• Nonconstructive play. Interfering with others, nonconstructive block play,
unrelated rough play in area

• Other. All other behavior (where possible, note specific behavior)

Using this form you can periodically record the number of children in each
type of activity. The “other” listing ensures that you can capture all of what goes
on. The form can be refined if in actual use you find that you must use the “other”
category too often, or that a category is too limited or too broad.

Recording at approximately 3-minute intervals during a 15-minute observa-
tion should provide enough data to reveal patterns of activity within one free-play
period (see Figure 11.4). By doing several of these over a period of days, you will
get more meaningful information.

You also decide to construct an instrument to use in observing the free-play
period as a whole, listing all the areas of the room. Here you record the number of
children in each area. (When you use time intervals, it is sometimes possible to
use two forms during the same observation period, alternating between the two.)
Figure 11.5 shows the patterns of play on a different day from the block area
observation above.

On examining the free-play observations, Maria discovers that they con-
firm the low use not only of blocks but also of manipulatives and books. At the

Figure 11.4.  First Instrument
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Figure 11.5.  Second Instrument

same time, she is uncomfortable about the number of children who are
“uninvolved.” For Maria the use of this form has seemed more objective than
your initial narrative.

Maria goes to the center library and looks through The Block Book (Hirsh,
1996) and the section on blocks in The Creative Curriculum for Preschool (Dodge,
Colker, & Heroman, 2002) to discover new ideas about what children can learn
from block play, to formulate clear goals for that area, and to identify ways to
arrange the area for greater involvement. After discussing these ideas with her
assistant, together they make plans to rearrange the entire room to make the block
area larger. Since this affects the other areas as well, Maria and her assistant re-
think the goals of all the underused areas in the room. Over the next several weeks,
things begin to change and Maria is excited! She is now concerned, however, that
although children use the block area more, they are not building as elaborately as
she would like.
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Focus on the Teacher

As you and Maria discuss ways to enhance the children’s play, you bring up your
original concern that she and her assistant seem to spend much of their time res-
cuing things and waiting on children. She agrees that although the children are
functioning more independently and she has more time, she still does not spend
much time sitting with children while they play. It had not previously occurred to
her that she could actually plan for free play. You suggest that she read the chap-
ter “Interacting with Children in the Block Corner” (Dodge, Colker, & Heroman,
2002). Based on the examples in that chapter, you and Maria develop categories
for another observation (see Figure 11.6). This instrument uses a system that fo-
cuses only on specific behaviors (sign system), not all those that could occur.

As a result of this observation, you discover that Maria has relied heavily on
direct questions and suggestions rather than on the indirect behaviors illustrated
in the article. The change from asking convergent questions like “What color is
it?” to “How could”-type questions or descriptive statements is not easy. Your
postobservation discussion with Maria reveals that she isn’t convinced that the
children will learn as much if she uses indirect language. She needs a chance to
come to terms with this idea, to practice new skills, and to find a balance that makes
sense to her. You feel comfortable that she is now looking at free play in a differ-
ent way and will continue to find ways to make it a positive experience for the

Figure 11.6. Third Instrument
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children. You leave her with the suggestion that she do some participant observa-
tion and journal writing about children’s responses to her statements and ques-
tions, evaluating which kinds encourage more elaborate building, problem solving,
and experimentation. She can call on you to observe her or the children again when
she feels ready to do so.

This hypothetical sequence of observations illustrates some of the ways su-
pervisors and supervisees can work together to improve teaching and learning.
Many of these observations could have been made using a naturalistic mode, pro-
viding a more holistic, but less focused, view. Another alternative would be to
have the caregiver do the observations of the children, which would allow him or
her more direct knowledge of what is happening. This has the disadvantage, how-
ever, of removing his or her own influence from the dynamics of the situation.

Since there are a number of problems or situations that tend to recur with
different teachers over the years, instruments that you have developed for one
situation can be used with little alteration in a number of others. The free-play
form (refer to Figure 11.5), for example, could also be used to examine teachers’
activities during free play. By writing in staff members’ initials at periodic inter-
vals, a classroom team could have their own behavior mapped to help them plan
strategies for cooperating more effectively.

CONCLUSION

Observation is a fundamental tool for staff growth and change, serving as the major
source of the content of supervisory conferences. It enables supervisors to pro-
vide feedback on what actually goes on in classrooms, providing a credible basis
for planning improvements in classroom practices. When supervisors are able to
spend time in classrooms informally, while regularly scheduling time for more
formal observations, trust is developed, making it less likely that they will need
to observe only in crisis situations.

As both supervisors and supervisees become skilled inquirers about class-
room life, they will find many advantages to planning together what is to be ob-
served and discussed, analyzing the data and discussing how they will follow up.

EXERCISES

These exercises are most effective when done “live” in a classroom, but video-
tapes can also be used. Be sure to have a postobservation conference with the person
observed.

1. Develop a list of categories that could be observed during circle time or small-
group time. These could include teacher and/or child behaviors or environ-
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mental factors. Develop a form from a few of these, try it out, and refine it
with one staff member as part of a clinical supervisory cycle.

2. Develop a checklist or “sign” system, based on similar information, using ei-
ther only behaviors you want to encourage or examples of both positive and
negative behaviors. Try your system out and refine it.

3. Do a naturalistic observation using the two-column system—one for descrip-
tion, the other for comments. Role-play or carry out a conference with a su-
pervisee to identify a specific focus for another observation.

4. If you are teaching, become a participant observer of your own classroom by
setting aside a few minutes each day to focus on one dimension of classroom
life. Use this technique to analyze your own program or as a way to assess
strengths and needs of assistants or volunteers who work with you. (See Chap-
ter 15 for more detail on action research.)

5. Participate in one of two groups who are to observe the same situation, focus-
ing on the same concern, for example, a teacher’s use of encouraging behav-
iors. One group should use a naturalistic system, and the other, a closed system.
Compare the information, and discuss it in terms of the usefulness of each for
ongoing staff development or evaluation.

6. Try out one of the published observation systems, such as The Child-Caregiver
Observation System (C-COS-R) (Boller & Sprachman, 2001), The CDA As-
sessment System (Council, n.d.), or the Early Childhood Environment Rating
Scale (Harms, Clifford, & Cryer, 2005).

7. Discuss how supervisors in different kinds of settings can find time to observe.
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C H A P T E R  1 2

SPECIAL ISSUES AFFECTING EARLY

CHILDHOOD SUPERVISION

SUPERVISORS IN EARLY CARE and education often encounter issues and
situations that those working with teachers in schools for older children do

not. They work with teachers who may or may not have degrees or formal educa-
tion in the field. Compensation remains low. In some programs staff work year
round and spend long hours with children in work that is sometimes tedious, with
few opportunities for adult stimulation. If not attended to, these conditions can
lead to stress, low morale, and staff turnover, which in turn affect the quality of
life for children.

Other issues that may need special attention from early childhood supervi-
sors are not very different from those for teachers who work with older children.
As in most schools today, staff members often need help in their relationships with
children who are from a variety of cultural and linguistic backgrounds, or whose
families have many problems.

In this chapter we examine issues affecting staff morale and turnover, and
the need for addressing cultural, racial, and linguistic diversity. We look at how
each can affect early care and education programs, clarify some factors that under-
lie them, and establish a basis for managing them.

STAFF MORALE

It is not easy for caregivers to focus on meeting children’s needs when their own
are not being met. If they are unhappy with working conditions, are not getting
along with other staff members, and/or feel powerless to affect job decisions, how
can we expect them to be effective in their work with children?

Employee morale is a major issue for any supervisor, whether in business
and industry or in the human services. When morale is high, people are motivated
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to do exciting, innovative, and growth-oriented work. When it is low, they do their
work in a routine fashion at best. They often withdraw, complain, become cyni-
cal, or leave.

Low Status

Almost everyone who works with young children has at some time, in one way or
another, been given the feeling that their job requires few skills or that it is one
that any woman can “naturally” do. Child care staff, especially those in home
settings, are characterized as “just baby sitters,” and many teachers are seen as
“merely” supervisors of children’s play. Helping staff members to view themselves
as professionals can be difficult when the knowledge and skills needed for their
work are not recognized by the public or sometimes even by state licensing stan-
dards. Low pay, which reflects a lack of recognition of the difficulty of providing
a quality program for children and the staff training required, further erodes
caregivers’ self-image and their desire to stay in the field.

Public school kindergarten teachers generally have higher status than teachers
in day care or nursery schools, causing many people with degrees in early child-
hood education to seek jobs at this level. Even they, however, along with public
school preschool teachers, are often not seen as “real” teachers by their colleagues,
especially if they use approaches that support children’s play and thus have class-
rooms that do not look like “real school” (Jones, 1994).

Exclusion from Decision Making

Control over day-to-day decisions, the flexibility connected with the job, and the
opportunity to learn and grow are high on the list of satisfactions of teachers of
young children. Bloom (1997) found, however, that more than three quarters of
teachers responding to a national survey felt that they had less decision-making
influence than they thought they should have. The greatest concern was their lack
of involvement in interviewing and hiring new staff, a process that could encour-
age considerable self-reflection. Although most teachers believed that they had
influence on planning and carrying out daily activities, many felt left out of deter-
mining program objectives and ordering supplies, areas that clearly have an im-
pact on those day-to-day decisions.

The place of aides and assistants in this picture is of special concern. Early
childhood educators often state with pride that all members of a classroom team
are seen as “teachers.” Job descriptions frequently reflect this view, since aides
are able to fulfill many of the same roles as teachers. Although this is undoubt-
edly a source of real satisfaction to many assistants, it can also be a source of re-
sentment. In spite of the fact that they carry equal responsibility for day-to-day
classroom decisions and sometimes for curriculum planning, their pay and bene-
fits are lower than those of teachers—sometimes considerably so. In addition, aides
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may be arbitrarily excluded from certain tasks and major decisions to which the
teachers with whom they are working are a part. Since aides in multicultural set-
tings are more likely to be people of color, while teachers in the same settings,
especially where they are required to be certified, are predominantly white, these
status differences gain added significance (Jones, 1994).

An important aspect of the findings of Bloom (1997) was that directors be-
lieve that they do give staff opportunities for involvement to a much greater de-
gree than is perceived by teachers. These data suggest that supervisors need to
work toward being open to hearing teachers’ perceptions of lack of influence, and
should review the opportunities that are available to all staff, especially aides, for
participation in decisions in areas that affect them. Through regular staff meet-
ings and classroom team meetings, supervisors and staff can clarify what is actu-
ally happening and discuss how things could be improved. This can, however,
open leaders up to uncomfortable criticism. Perceptions, of course, do not neces-
sarily represent “the truth” on either side; but perceptions have their own reality,
and it is this that must be dealt with.

Examining and updating job descriptions periodically with staff input helps
ensure that expectations of both aides and teachers are clearly delineated. Pay scales
can also be reviewed and brought closer together where job expectations are sub-
stantially similar. Perhaps most important, however, is to provide career ladders
to help lower-level staff move into higher positions and pay levels, so that the
skills and knowledge obtained through in-service training, experience, and col-
lege courses are recognized.

Frustration, Tedium, and Exhaustion

Watching children grow, creating successful learning experiences, and being warmly
responded to by children are the kinds of rewards that attract people to the field of
early childhood education. But the very humanness of children, which makes them
loving and joyful, can be difficult to manage in group settings. Even with the warmest,
most skilled caregiving efforts, children don’t always respond positively, and han-
dling one or more aggressive children on a daily basis can be exhausting and can
lead to anger and fear in staff members. Uncooperative parents who refuse to ac-
knowledge a problem or permit an evaluation add to the frustration.

Homeless children, traumatized children, and children with developmental
disorders and severe special needs present unique challenges to staff members.
Working with children with such serious issues sometimes makes staff members
feel inadequate and overwhelmed.

What Bloom (1995a) refers to as the “treadmill of activity” can also con-
sume teachers’ time and energy. Infant caregivers spend much time in routines
such as changing and feeding, and all teachers can become bogged down when
they feel they know every puzzle by heart, have said “Tell me about your paint-
ing” too many times, and have had their 40th cup of coffee in the house corner.
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This can easily lead to their losing sight of the importance and meaningfulness of
what they are doing.

Isolation

A great deal of the caregiver’s time is spent immersed in the world of children
and isolated from other adults. Their autonomy, which they value, may also lead
to missed opportunities for collaboration and learning from one another. In fam-
ily child care settings providers often have little contact with adults, and none with
others doing the same job unless they are part of a support network or training
program. In center- or school-based programs, although two or three adults usu-
ally work together, their focus is mainly on children and classroom concerns.
Sometimes teachers solve this problem in their own way by engaging in personal
talk when they should be interacting with children. It is easy to label this lazy or
irresponsible behavior, but feelings of isolation may be involved.

Caregivers are really dealing with isolation on two fronts—personal and
professional. Both are supervisory concerns. Times set aside for open discussion
of daily problems in the context of professional sharing can help teachers deal
with their feelings about themselves and the children. Supporting collaborative
efforts in a variety of ways, such as through mentoring relationships, is also help-
ful. At the same time, purely social situations, from coffee breaks to staff parties,
can provide opportunities for adult, non-work-centered interaction.

Stress and Burnout

At times factors such as those described above can come together leading to stress,
sometimes resulting in what is often referred to as burnout.

Burnout occurs in many organizations where there is high person-to-person
involvement. It can be either individual or organizational. It shows up in three
ways: (1) emotional exhaustion, that is, being drained of energy and the ability to
give to others; (2) depersonalization, characterized by negative attitudes toward
oneself and work, cynicism, and a detached, callous attitude; and (3) a lack of a
sense of achievement in the workplace (Boyd & Schneider, 1997).

Although a number of factors have been found to contribute to burnout in
early childhood settings, Boyd and Schneider (1997) found that lack of involve-
ment in decision making was the strongest predictor of both emotional exhaus-
tion and depersonalization. They found, too, that lack of a feeling that the whole
staff is working toward the same goals (goal consensus) was an important factor
contributing to these aspects of burnout. Tension between parents and caregivers,
lack of clear communication with supervisors, and few opportunities for advance-
ment are other elements that may also contribute to stress.

Administrators and supervisors, especially when they have little funding or
other support for providing the kind of program they think is necessary, are also
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vulnerable to these feelings. One might speculate as to whether developing a pro-
cess for staff input, especially for identifying overall goals for a program, would
strengthen supervisors’ own emotional well-being, professional accomplishment,
and sense of belonging.

Not all stress is of an emotional nature. Health and safety issues within the
work environment affect the physical well-being of staff members. Lifting chil-
dren and moving equipment, sitting on the floor without proper support, and fre-
quent reaching for objects can cause pain and back injury. Being exposed to young
children who are prone to colds and childhood diseases can cause illness among
caregivers, making the practice of good health habits essential in child care envi-
ronments. Health and safety education workshops can be an important compo-
nent of ongoing professional development.

Stress does not arise exclusively from factors directly within the workplace,
however. Trying to make ends meet and address family needs on the pitifully low
salaries that caregivers receive, even if combined with a spouse’s, can add addi-
tional strain and tension. When a caregiver is confronted with major problems at
home—a spouse out of work, children in trouble at school, divorce—the daily
task of caring for someone else’s children can seem especially difficult. Family
dynamics can also be negatively affected by positive job outcomes. For example,
an aide’s growing confidence and competence at work can sometimes change his
or her relationship with a spouse, creating tensions that can, in turn, impact on
that person’s work.

Raising Morale and Creating Community

Individual and group morale can and will be low from time to time without lead-
ing inexorably to burnout. Supervisors who recognize that morale is a legitimate
supervisory concern and are alert to burnout symptoms at their early stages can
work out both long- and short-term strategies for dealing with it.

Regular and constructive staff meetings where colleagues are able to social-
ize informally, provide each other with support, receive advice and clarify goals,
and exert some influence on the policies of the center help staff to feel that they
are part of a group and making a difference. Margie Carter (1995) suggests the
idea of staff meetings as “circle time.” When this setting is “physically comfort-
able, emotionally safe, and full of active listening” (p. 53), it can, as it does with
children, build a sense of belonging and accomplish many of the above goals.
Providing time for teachers to evaluate themselves and learn about each teacher’s
strengths and special abilities, as well as creating opportunities for them to ex-
press and share these unique skills, are some other ways to reinforce the concept
of community (Kloosterman, 2003).

Strain and Joseph (2004) point to the importance of engaged supervision as
a means of helping staff feel less overwhelmed, stressed, or disrespected. They
suggest that acknowledging the feelings of staff members, adopting and fostering
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a problem-solving attitude, and working collaboratively on a mission statement
can lead staff toward gaining a greater sense of efficacy.

Ensuring that basic personnel policies are met is critical to maintaining staff
morale. Providing simplified retirement plans and health and other fringe bene-
fits that are often tax deductions for programs are other morale boosters (Battersby,
2005). Even simple, low-cost benefits like being able to make local telephone calls,
serving refreshments at meetings, and giving small gifts like flowers or books can
go a long way toward making staff feel valued.

Finally, opportunities for professional growth and development that build
competence and confidence in staff, some of which are described later in this text,
are critical to avoiding burnout among staff.

STAFF TURNOVER

It is a rare early childhood program that does not experience frequent changes in
personnel from year to year. This turnover results both from changes in paid staff
and from the movement of volunteers, students, and trainees in and out of pro-
grams. Supervisors are thus faced with the task of continually orienting and train-
ing new personnel and maintaining and building systems to support a cohesive
staff while also trying to develop a quality program.

As we indicated in Chapter 3, members of the early care and education
workforce continue to receive low wages and inadequate benefits, contributing
to this cycle of instability in programs. Some directors, under stress created by
staff turnover, also leave their positions, as do some staff members who are dis-
couraged by the ongoing entry and exit of colleagues (Whitebook et al., 2001).
This vicious circle of stress which creates turnover which in turn increases stress
may have an effect on the overall mental health of staff members and, of course,
on the well-being of the organization itself.

Staff Mental Health

How does the mental health of staff members affect their work performance, and
does it affect turnover among personnel? More than one quarter of center-based
directors, slightly over one fifth of teachers, and 16% percent of licensed family
care providers met the criteria for depression in Whitebook and colleagues’ (2004)
study of the early care and education workforce of Alameda County, California.
Few studies have been carried out, however, that examine the relationship of
caregiver depression to job turnover.

Most staff in early care and education are women, and women tend to be more
susceptible to depression as they juggle their various roles as employee, wife,
mother, and daughter. Tennen (2004) reported the results of a recent survey by
the National Mental Health Association, which indicated that if depression remains
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untreated, it can become an obstacle to professional success, causing some em-
ployees to call in sick, avoid coworkers, and develop physical disabilities associ-
ated with depression. The same study found that depression affects about 5 million
women working outside the home. This problem is not limited to women, how-
ever; by 2020, depression is expected to be the second most common disease,
accounting for 15% of the disease burden in the world (Goldberg & Steury, 2001).

The need for supervisors to be advocates for higher wages and benefits, which
would reduce financial strain, was noted above, but how might supervisors ad-
dress mental health issues? Since directors and others in supervisory roles are not
clinical psychologists or physicians, the most sensible approach is to encourage
staff to get help and to refer them to professionals who are competent to meet their
personal needs. Often individuals do not know where to go for help, may lack the
motivation to get help, and/or may feel helpless. Some research may be required
on the part of supervisors to uncover available community mental health services
for low-income wage earners. Forming collaboratives with community mental
health providers is an investment in the emotional well-being of staff members
and of children as well (Koplow, 2002).

There are ways that supervisors can directly address the social and emotional
needs of staff and strive to develop their emotional competence. Helping staff find
positive meaning in their work, recognize and manage their emotions, and feel a
sense of connection with their colleagues are steps that can lead to caring, heal-
ing, and responsive early education environments.

In their book Bringing Yourself to Work: A Guide to Successful Staff Devel-
opment in After-School Programs, Seligson and Stahl (2003) propose a model for
change in after-school programs that has implications for other types of programs
as well. Their model promotes becoming more self-aware, building relationships,
and being a member of a group. They draw heavily on the work of Daniel Goleman
(1995) and his best-selling book Emotional Intelligence. Goleman believes that
people who know and manage their own feelings and who can interpret and deal
effectively with other people’s feelings are likely to be content and effective in
their lives.

Seligson and Stahl (2003) offer practical suggestions as to how caregivers
can become more aware of their emotions and understand why they feel the way
they do. Writing in journals, analyzing their responses to problems by describing
interactions in challenging situations, naming the feelings they are experiencing
during these encounters, and pinpointing desired alternative responses are sev-
eral ways for caregivers to be more in touch with their emotions. The authors also
identify some of the main characteristics of people who have a gift for building
healthy relationships. These are individuals who respect, care about, and empa-
thize with others and who can sense mood shifts in other people. They are also
self-aware, are honest with themselves and others, and believe that they can make
a difference in the world. Assessing their own emotional intelligence and exam-
ining the dynamics of their work groups are major steps that staff can take to de-
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velop their relational abilities, which will bring about positive change in their work
environment.

There are a number of other ways (Koplow, 2002) that supervisors can help
teachers retain their emotional well-being and balance at school. Retreats away
from the school environment focusing on their mental health sends teachers a
message that they are cared about and that the school recognizes the connection
between teachers’ and children’s well-being. Monthly mental health support
groups, individual therapy with members of the school’s mental health staff, and
encouraging teachers to explore different avenues for emotional expression out-
side the school are some additional steps to responding to teachers’ needs. Relax-
ation therapies, such as yoga, meditation, and muscle relaxation, have been found
to be effective in combating anxiety, stress, depression, and related physical symp-
toms (Fredrickson, 2000). Offering classes in yoga or meditation on-site as part
of a staff development and support program is an inexpensive and useful strategy
for addressing mental health issues.

Of course, one of the important roles in staff supervision is to give teachers
feedback about their work. How we critique staff members affects their feelings
and self-image and, in turn, has an impact on their motivation and commitment
on the job. Psychologist and former corporate consultant Harry Levinson (1992/
2005) describes an artful critique as one that leaves an employee with a sense of
hope, that opens doors by providing valuable information as to how one might
improve, rather than a feeling that one has been personally attacked.

Barbara Fredrickson’s work (2000) on the power of positive emotions and
how they counteract negative emotions and cultivate health and well-being has
implications for those in supervisory and leadership positions. She has developed
a “broaden and build model” of positive emotions. The basic idea behind this model
is that positive emotions undo negative emotions and fuel resilience. Unlike nega-
tive emotions which narrow how an individual thinks about and responds to stress-
ful situations, positive emotions broaden what she calls a “thought-action
repertoire.” In other words, positive emotions support coping strategies to respond
to stressful events and restore flexible thinking to help us to be more receptive to
different ideas and actions. Over time, positive emotions build and form a surplus
“storehouse or bank” of positive sentiments that can be called upon to solve prob-
lems and support interpersonal relationships.

Fredrickson (2000) points to a study of caregivers in the health field and
how they cope with stress done by Folkman, Moskowitz, Ozer, and Park (1997).
It revealed that people counteract depression and find positive meaning in every-
day life by feeling connected with others and cared about, being distracted from
everyday cares, feeling a sense of pride and achievement, feeling hope and
optimism, and receiving validation from others. Fredrickson believes that posi-
tive emotions reverberate throughout an organization and may produce optimal
functioning among its members. Leaders can cultivate positive emotions by
helping staff find positive meaning in ordinary events, by expressing appreciation
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for a job well-done, and by focusing on newfound strengths among staff (Fred-
rickson, 2001).

Little research has been carried out on the effects of depression among child
care workers on children, colleagues, and the organizations themselves. More
attention needs to be paid to mental health initiatives for the early care and educa-
tion workforce. Studies about the role of emotions in our everyday lives may pro-
vide supervisors with some cues for promoting positive mental health and
well-being among staff members. In addition to the sources cited above, other
resources include Leading With Emotion: Reaching Balance in Educational
Decision-Making (McDowelle & Buckner, 2002) and Bouncing Back: How Your
School Can Succeed in the Face of Adversity (Patterson & Collins, 2002).

Creating Stability

In addition to promoting a positive social-emotional environment, supervisors can
address many of the other factors contributing to staff turnover. First, a program
should be analyzed to see what is causing people to leave. As Marcy Whitebook
(1997) put it, “Is it low pay, or is it that there’s only one bathroom?” and then
suggests, “Staff are adults: ask them!”

Stability is enhanced among both permanent and temporary staff members
when there is a system for orienting all new personnel, paid or volunteer (see
Chapter 14). Support should also be provided for teachers when they take respon-
sibility for supervising temporary staff or for mentoring new teachers. Recogni-
tion, along with training in communication and supervisory skills, develops
teachers’ confidence as well as their competence in carrying out these responsi-
bilities. Extra compensation, if at all possible, increases the caregiver’s status and
sense of responsibility for this work.

Follow-up studies of centers that have received NAEYC accreditation indi-
cate that turnover in these programs is considerably lower than in others, and that
staff have a greater commitment to their jobs and pride in their programs (Bloom,
1995b). Both the accreditation self-evaluation process and the improved quality
that results contribute to this.

Working relationships with programs or agencies from which volunteers and
trainees come will be smoother if there are agreements about the roles and respon-
sibilities of the parties involved. If standards and expectations for the selection of
people who will work with children are established, temporary staff can be screened
to ascertain whether they are truly interested in and have an aptitude for working
with children. Alternative placements can then be arranged when appropriate.
These and other policies are recommended by the Center for the Child Care
Workforce for centers that employ welfare recipients fulfilling work requirements.

Written material describing the program’s goals, philosophy, and daily sched-
ule also aids in matching resources and needs. A contract between the agency and
the center is recommended to clarify the commitment and expectations of each,
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whether or not money is involved. Such agreements have proven especially use-
ful in Child Development Associate (CDA) training programs, even when the
candidate is a regular member of the staff.

Increasingly, resources are becoming available to assist practitioners in de-
veloping skills for negotiating with boards and for advocating for better salaries
and benefits. The Center for the Child Care Workforce (see Appendix), which has
become a major national voice for the empowerment of early childhood staff, has
now merged with the American Federation of Teachers Educational Foundation
(CCW/AFTEF) to become an even more powerful voice in advocating for im-
proved jobs for child care workers. It is expected that this collaboration will help
in the effort to organize early care and education professionals and expand public
policy and public awareness efforts.

Following the merger, the American Federation of Teachers launched a new
campaign called First Class Teachers (http://www.firstclassteachers.org) to im-
prove wages, benefits, and working conditions of the child care workforce, which
includes a Web site that offers a range of resources such as advocacy tools and
message boards, as well as educational loans and insurance for members. The work
of the Worthy Wage Campaign, formed more than 10 years ago, has been suc-
cessful in developing leaders and advocates working to improve child care job
conditions and continues through the Worthy Wage Network.

The fruits of the labor of advocates from these groups and others include such
policies and programs as the Washington State Early Childhood Education Ca-
reer and Wage Ladder Pilot Project (Brown, 2002), which incorporates wage in-
crements based on experience, responsibility, and relevant education. In comparing
ladder centers in this project with a control group, researchers found that the lad-
der centers offered higher wages and more benefits and that their mean staff re-
tention rate was 21% higher than that of the control group centers (Brown, 2002).
Also, staff morale in the ladder centers was higher, and staff had attained signifi-
cantly higher levels of education.

Another program is T.E.A.C.H. in North Carolina, which gives annual bo-
nuses of up to $2,000 through its Child Care W.A.G.E.$ Project to teachers/
caregivers who have reached certain benchmarks, beginning with the Early Child-
hood Certificate (Child Care Services Association, 2005). The average teacher
turnover rate in North Carolina is now 24%, a drop from 31%, with turnover in
some participating counties as low as 10 to 12% (Child Care Services Associa-
tion, 2005). The Alameda County Child Development Corps (Whitebook et al.,
2004), which is a professional incentive program that encourages early childhood
educators to remain in the field by giving them stipends based on their level of
education, as well as leadership training and professional advice, is yet another
effort that shows promise in reducing turnover.

It should be said that there can be positive aspects to staff turnover. Supervi-
sors, especially in programs employing low-income staff, can be proud if they
have supported the personal and professional growth of caregivers so that they
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continue their education, take advantage of promotions in the early childhood field,
or even move on to new careers in other fields. The involvement of parents, se-
nior citizens, high school students, and volunteers brings diversity to the lives of
both children and permanent staff. When a program has contributed to the train-
ing of student teachers and job trainees, it has contributed to the profession and to
a better life for young children. What we do not want is for skilled and promising
practitioners to leave the field because of low pay, poor working conditions, and
lack of support and appreciation.

STAFF AND CHILD DIVERSITY

“Cultural diversity means that the hopes and expectations that adults have for
young children, as well as how they interact with young children—from comfort-
ing to disciplining to teaching—differ, sometimes dramatically” (Cohen & Pompa,
1996, p. 81). For supervisors this has implications in two areas: in their own rela-
tionships with teachers and in their work with teachers as they interact with chil-
dren and parents. While we have discussed these issues to some extent in previous
chapters, this section examines their implications in greater depth.

Culture, Race, and Class

There is a paucity of data describing the racial composition of staff and children
in early childhood settings. However, Saluja and colleagues’ (2002) large scale
national survey of center-based early childhood programs of 3- and 4-year-olds
does provide some recent information. They found that the great majority of teach-
ers working with this age group were White (78%). Ten percent were African
American, and 6%, Hispanic. In looking at teacher race and program type, they
found that there was a smaller percentage of White teachers in Head Start pro-
grams and that there were more Hispanic teachers in public schools than in other
program types.

In terms of the racial makeup of classrooms, Saluja et al. (2002) found that
the average early childhood classroom is 66% White, 15% African American, 9%
Hispanic, with the remainder made up of Asian Americans, mixed races, Native
Americans, and others. Head Start programs tended to be more racially mixed than
other program types, with a predominance of African Americans. Their study also
indicated that when classrooms contain a large number of children from one ra-
cial or ethnic group (75% or more), they are likely to have a large percentage of
teachers from that same group.

We all carry preconceived ideas about members of particular groups, which
although often unconscious, nevertheless can affect our work. The NAEYC’s
Developmentally Appropriate Practice in Early Childhood Programs (DAP) rec-
ognizes that an understanding of culture has as much effect on how caregivers
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work with children as does their awareness of children’s development and indi-
vidual differences (Bredekamp & Copple, 1997). All of us tend to make assump-
tions about people based on their color, class, gender, religion, sexual orientation,
or other identities. Gordon Allport (1958), one of the pioneers in examining preju-
dice, called this “the normality of prejudgment,” stemming from the human need
to mentally group things in order to make sense of them.

Talking about differences, however, usually makes us uncomfortable. To say
that someone is different seems to imply inferiority. This stems from perceptions
of social status that have become attached to various ethnic, religious, or racial
groups. The term class itself is one that Americans do not like much, but classes
do exist and do affect people’s views of one another. Differences are not deficits,
though, and denying their existence does not make them or their effect on our
own and others’ lives go away.

It often seems safer to rely on a basic sense of fairness and good will, to say
“I don’t see color,” than to attend to differences and examine their implications,
especially when it seems that to do so may offend someone. But understanding
and communication do not happen automatically. A true atmosphere of openness
and trust is based on knowledge of another’s life experiences and values and a
sensitivity to the ways one is perceived. A middle-class White head teacher, for
example, may have developed a good understanding of Hispanic culture and have
been able to communicate well with her Hispanic staff, but a new low-income
Hispanic aide who has experienced much discrimination has no way of knowing
this. This aide’s emotional survival requires that she proceed cautiously and per-
haps defensively in her relationship with her supervisor. This head teacher must
proceed from an awareness not only that the aide might have such feelings, but
also that, because of her role and because she is a member of the majority culture,
she possesses power and authority that affect their relationship (Delpit, 1995). In
fact, class and cultural stereotypes are often reinforced when a supervisor or di-
rector is from the dominant culture or from a middle-income background and staff
members, especially those in lower-status jobs, are people of color or from low-
income families, not an uncommon situation.

The most difficult task is to accept and understand differences when they
conflict with personal and professional values. The values of the mainstream cul-
ture are generally reinforced in schools, so those who are born or socialized into
the mainstream culture may have had no opportunity to question them. They may
assume that others have the same values, or perhaps that if they differ they should
be corrected. This can lead to the values of teachers and parents from African
American, Native American, Asian, and Hispanic cultures, and those of the poor,
being devalued or stereotyped (King, Chipman, & Cruz-Jazen, 1994).

Powell (1994) notes that what has been considered developmentally appro-
priate practice in child care and education is in “stark contrast with the images of
appropriate settings for young children generally held by lower income and eth-
nic minority parents” (p. 171). They are likely to believe that adults should act as
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limit-setting authorities and should direct and guide children. Middle-class par-
ents, on the other hand, tend to feel they should help the child to become self-
disciplined and autonomous. Since the goals of a developmental early childhood
program include autonomy and independence, along with nondirective adult-child
interactions, middle-class, and especially White, supervisors and caregivers are
more likely to be comfortable with these goals because they do not conflict with
their values. On the other hand, they may find that their own indirect style leaves
children and even adults from other ethnic and income groups confused as to what
is expected.

We need, then, to acknowledge that people’s differing ways of interacting with
one another are not necessarily wrong, even when they seem to be at odds with
developmentally appropriate practice. Lisa Delpit (1995) shows, with numerous
examples, that teachers of color often feel that their experiences are discounted in
discussions of ways to work with children. An African American teacher’s or aide’s
reluctance to follow a recommended way of working with children, for example,
may represent a legitimate concern about the children based on personal knowl-
edge of their cultural or family expectations. In such an instance, a supervisor’s role
is to do lots of listening, allowing “the realities of others to edge themselves into her
consciousness” (p. 47), and thus learn and consider changes in program implemen-
tation. To have a goal of actively affirming the cultures of both school and home
without devaluing either means that supervisors must become aware of others’ views
and be willing to negotiate or come to an accommodation with teachers or parents
where behavior expectations are in conflict.

Sexual Orientation

In discussing diversity, a topic that is often swept under the rug is that of sexual
orientation. As some states make civil unions or marriage among gay and lesbian
couples legal and as adoption among gay and lesbian couples becomes more wide-
spread, the reality is that more children with same-sex parents will enroll in early
care programs. Supervisors are encouraged to engage staff in gaining a greater
understanding of alternative families and in discussing how to sensitively and
sensibly work with children and parents. It is important to develop a mission state-
ment declaring that diversity is a value, and to create nondiscrimination policies
that welcome gay and lesbian staff and that celebrate all families (Gelnaw, 2005).

Helpful resources for supervisors and staff exploring this issue include Gay
Parents, Straight Schools: Building Community and Trust (Casper & Schultz,
1999), and Families Like Mine: Children of Gay Parents Tell It Like It Is (Garner,
2004). ABC—A Family Alphabet Book (Combs, 2001) and And Tango Makes Three
(Richardson & Parnell, 2005) are among a growing number of children’s books
on alternative families. The Web site of the Family Pride Coalition (www
.familypride.org) offers a series of resources and publications that may also prove
useful.
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Language

The supervisory issues involved when even one child speaks a language other than
English can become dauntingly complex when several home languages are present
in the same classroom. The issues are important whether the children are recent
immigrants or members of long-established Spanish-speaking, Native American,
or other communities in the United States who see their native language as an
important part of their culture.

Teachers and parents often have strong feelings about encouraging the use of
a child’s first language in school. Many fear that it will interfere with the learning
of English. Or they may believe that speaking English is a symbol of being, or
wanting to be, truly American and that the use of another language emphasizes what
is different about each child and leads to divisiveness rather than unity. Others may
feel equally strongly that children should begin school entirely in their first language,
gradually moving into English, or that both languages should be used equally.

Supervisors have to acknowledge the highly personal and emotional mean-
ing that language has in people’s lives, while also becoming knowledgeable about
second-language acquisition. There is considerable evidence, for example, from
several countries, that a second language is learned best when students are both
literate and fluent in their first language (Cazden, 1995). Garcia (1997) reports
that successful teachers of second-language learners understand and value the home
language, culture, and values; recognize that children come to school with some
knowledge about language and how it works; and understand that children de-
velop higher language skills through socially meaningful activities and that de-
velopment and learning occur in the “interaction of linguistic, socio-cultural, and
cognitive knowledge and experiences” (p. 12).

We support the view stated in the NAEYC (1996) position statement on cul-
tural and linguistic diversity that “ because knowing more than one language is a
cognitive asset, early education programs should encourage the development of
children’s home language while fostering the acquisition of English” (p. 5).

Building a Culturally Responsive Program

A supervisor’s attitudes and willingness to deal openly with the issues of culture,
race, class, sexual orientation, and language are crucial to the creation of an at-
mosphere of understanding, trust, and responsiveness to children’s needs. Only
by bringing these “tender topics” to the surface, Elizabeth Jones (1994) cautions,
can we “open the way for those with less power but greater understanding to speak
out with authority about their personal experiences with inequity” (p. 30). This is
by no means an easy task, especially as we are all at different stages in awareness
of and openness to these issues.

The first step toward intercultural competence is to create the time and space
to find out who we are, how we feel about it, and “how we are connected and
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disconnected to one another” (Delpit, 1995, p. xv). “We” means all staff, includ-
ing supervisors. Connie Sturm (1997) started a group for this purpose when she
and other teachers realized that some of their parents were approaching child rear-
ing very differently from the ways that they considered developmentally appro-
priate. After exploring their own previously unexamined values, they began a series
of parent-teacher dialogues, structured so as to be open to mutual sharing by parents
and teachers. Through these experiences they gained new insights about common-
alities as well as differences, and began to develop the intercultural communica-
tion skills that carried over to their classroom interactions.

Valuing the recruitment of a diverse staff, especially for teacher or supervi-
sory positions, even if your program is relatively monocultural, is another way
that you as a supervisor can address issues of culture, race, and class. Become
committed to the education, mentoring, and promotion of people in lower-status
positions, while allowing for flexibility regarding credentials and English profi-
ciency when looking for staff who speak the children’s home languages. Use
caregivers’, parents’, and volunteers’ knowledge as a resource for others and as a
connecting link between home and school, especially if the administration and/or
staff of your program are not from the same background as the families.

Know yourself, your values and goals, and your fears and discomfort regard-
ing issues of diversity. Be flexible, strive for dialogue, and enjoy the challenge
and stimulation of cross-cultural communication. Lastly, learn more about cul-
tures that are different from your own. Foreign travel is a wonderful way to gain
a greater understanding and appreciation of other races and cultures; but if this is
not possible, just visiting neighborhoods in your own city that practice different
customs and traditions can be a wonderful and inexpensive educational opportu-
nity for you and your staff.

We encourage supervisors to build programs where diversity in race, cul-
ture, and language is honored. Even when children and staff are relatively homo-
geneous, this can be an exciting way to begin to initiate them into a world of
diversity. Three books to consider for background reading and practical sugges-
tions include Diversity in Early Care and Education Programs: Honoring Differ-
ences (Gonzalez-Mena, 2005); The Skin That We Speak: Thoughts on Language
and Culture in the Classroom (Delpit & Dowdy, 2002); Teaching and Learning
in a Diverse World: Multicultural Education for Young Children (Ramsey, 2004);
and What If All the Kids Are White? Anti-Bias Multicultural Education with Young
Children and Families (Derman-Sparks & Ramsey, 2006).

CONCLUSION

The issues discussed in this chapter present challenges to supervisors and staff
alike, but thoughtful supervisory and staff development practices, those we have
described and others, can have an impact. It will also take concerted, long-term
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efforts by professional groups and individuals to have an impact on the views of
the public at large about the value of well-trained and adequately compensated
early childhood staff. As research about the importance of children’s early years
continues to be publicized in the popular press, the public at large will become
better informed, and early childhood professionals will be better able to interpret
to them how training and improved compensation of caregivers contributes to
quality care and education for young children. Closer to home, parents can be
educated through involvement in classrooms, by getting to know and respect staff
members through a variety of means. As a supervisor in a program with a strong
multicultural emphasis said, “So many things are solved by including parents.”

Staff meetings and staff development are essential elements of the supervi-
sory process not only for improving staff skills but also for their positive effect
on morale. The community building that results can be especially important where
the staff and the children served are from diverse backgrounds. In Part IV we
explore these issues further, including some specific suggestions for implemen-
tation.

PROGRAM ACCREDITATION

The following criteria for program accreditation from NAEYC Early Childhood
Program Standards and Accreditation Criteria: The Mark of Quality in Early
Childhood Education (NAEYC, 2005) represent a sampling of those related to
staff morale and diversity:

3.A.01 Teaching staff, program staff, or both work as a team to implement daily
teaching and learning activities, including Individualized Family Ser-
vice Plans (IFSPs), Individualized Education Programs (IEPs), and other
individual plans as needed. (p. 28)

3.B.04 Teaching staff are active in identifying and countering any teaching prac-
tices, curriculum approaches, or materials that are degrading with respect
to gender, sexual orientation, age, language, ability, race, religion, fam-
ily structure, background, or culture. (p. 29)

4.B.01 Programs use a variety of assessment methods that are sensitive to and
informed by family culture, experiences, children’s abilities and disabili-
ties, and home language; are meaningful and accurate; and are used in
settings familiar to the children. (p. 35)

7.A.02 Program staff actively use a variety of formal and informal strategies
(including conversations) to become acquainted with and learn from
families about their family structure; their preferred child-rearing prac-
tices; and information families wish to share about their socioeconomic,
linguistic, racial, religious, and cultural backgrounds. (p. 56)

7.A.04 To better understand the cultural backgrounds of children, families, and
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the community, program staff (as part of program activities or as indi-
viduals), participate in community, cultural events, concerts, storytelling
activities, or other events and performances designed for children and
their families. (This criterion is an Emerging Practice.) (p. 56)

7.A.07 Program staff ensure that all families, regardless of family structure; so-
cioeconomic, racial, religious, and cultural backgrounds; gender; abili-
ties; or preferred language are included in all aspects of the program,
including volunteer opportunities. These opportunities consider each
family’s interests and skills and the needs of program staff. (p. 56)

10.B.09 The program has plans and policies to attract and maintain a consistently
qualified, well-trained staff and reduce staff turnover. (p. 56)

EXERCISES

1. As a new supervisor, you discover that there has been a lot of staff turnover in
your center in the past few years. Using the information presented in this chapter
as a beginning, how would you analyze this problem, and how would you work
with staff to develop a strategy for combating it?

2. Duplicate standard 3.B.04 above and distribute it at a staff meeting. Use it as
a basis for discussion at the meeting to review how staff are addressing this
standard.

3. Brainstorm strategies for advocating higher pay, increased benefits, or other
quality issues, such as lower staff-to-child ratios, with the person or group that
has control over funds for your program. Sort these through, and try out the
most promising.

4. A Problem for Discussion. (Note: You may wish to substitute an actual ex-
ample from your program that deals with the same kinds of issues.) Rosa is a
new aide in the child care program of which you are the director. It has a high
percentage of Portuguese children. She is a Portuguese immigrant who has been
in this country for about 3 years and speaks English fairly well, although she
has an accent and her speech is not always grammatically correct. She has had
no previous experience in group care, although she has two children of her
own.

Elaine, the teacher in whose room Rosa works, has come to you with con-
cerns about Rosa’s interaction with children, which she finds overly directive.
She thinks that Rosa speaks too much Portuguese with the children and that
her “broken” English presents a poor model for them.

How do you feel about Elaine’s concerns? What supervisory issues are
apparent? What do you need to know? How would you approach these issues
with each caregiver individually, and what kinds of supervision or training
might you plan in response for (1) Elaine, (2) Rosa, and (3) the staff as a whole?
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THE CAREER LADDER/LATTICE:
A FRAMEWORK FOR STAFF

RECRUITMENT, DEVELOPMENT,
AND EVALUATION

THE MOST COMMON IMAGE that comes to mind when thinking of a lattice
is that of a garden trellis (INCCRRA, 2006) with a climbing vine, such as a

clematis, that grows vertically and yet branches across the trellis at various points.
The concept of a career lattice works much the same way. It enables employees to
see the career development options available to them and the qualifications needed
to advance within the employee’s area of specialization or move to another within
the broad field of early care and education. For example, a staff member might take
a job as an assistant teacher and move up the ladder to become a head or mentor
teacher. Or at some point, that staff member might decide to move across the career
lattice to meet the qualifications of a family advocate, home visitor, or nutritionist.

The lattice forms a network of strands connecting the various sectors within
the early care and education field, ranging from child care in homes to child care
centers (infant-toddler, preschool, and kindergarten) and Head Start programs,
from public and private school-age programs, including out-of-school programs,
to family services. Caregivers may enter a lattice at any point to pursue a particu-
lar path. Competency areas that describe the core knowledge and skills and the
education and training necessary for a role at a specific level are identified, ac-
companied by a statement of salaries and benefits. Oftentimes, each level of a
lattice is divided into smaller steps so that individuals can be rewarded—personally,
professionally, and financially—as they make progress.

Staff members are thus able to see the big picture, the variety of opportunities
available to them, and the steps they need to take to attain their professional goals.
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STATE INITIATIVES

The concept of the career lattice was first introduced in 1993, when NAEYC’s
governing board formally adopted the framework (Willer, 1994). Then, recog-
nizing the importance and connection between professional development and the
quality of early childhood programs, the Committee on Early Childhood Peda-
gogy was established by the National Research Council in 1997. It called for each
state to develop standards for early childhood programs and to establish a career
ladder to include teaching assistants, teachers, and supervisors, with differenti-
ated pay levels (Bowman, Donovan, & Burns, 2000).

At the state level, during the decade from 1992 to 2002, comprehensive plan-
ning efforts among key early care and education stakeholders developed initia-
tives in a range of key areas with the goal of establishing a high-quality early
childhood workforce. The areas for improvement included raising standards for
practitioners, increasing access to training toward professional credentials and
degrees, and creating registries to document the training of individuals (Morgan
& Costley, 2004).

By 2001, 29 states were in the process of implementing a career lattice,
31 states were establishing core competencies for teachers of young children, and
34 states were developing core knowledge areas (Wheelock College Institute for
Leadership and Career Initiatives, 2002). By October 2005, 21 states had imple-
mented some type of early childhood practitioner registry, with others in the plan-
ning stages (NCCIC, 2005).

Career lattices vary from state to state, but they share the goals of ensuring
that early care and education practitioners are well prepared and of stabilizing the
early childhood workforce by offering higher pay for increased education and
responsibility. Common elements of lattices across states are a progression of levels
from entry level to a master’s or doctoral degree and a list of the education, expe-
rience, and training requirements for entry into each level.

Introductory levels have minimal requirements, such as a high school di-
ploma or GED, CPR and first aid training, and/or specified hours of training in
core competencies as in South Dakota (South Dakota Pathways, n.d.). As indi-
viduals move up the ladder, they are often required to hold a professional cre-
dential such as a CDA or equivalent and eventually an associate’s degree and
higher.

The scope of career lattices may also vary from state to state. The Illinois
Early Childhood Career Lattice, for example, is quite broad in that it encourages
professionals to explore multiple areas ranging from infant and toddler care to
administration/leadership, to family support (INCCRRA, 2006). And the State of
Maine has a social service professional lattice for family child care specialists,
home visitors, and other support staff; a direct professional care lattice for child
care practitioners, teachers, and group leaders; and an administration lattice and a
management/coordination lattice for program directors, managers, and coordina-
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tors, enabling individuals to become aware of a broad range of opportunities (Maine
Roads to Quality, 2006).

State Registries and the Career Ladder

As we noted above, many states have or are developing practitioner registries. In
a nationwide survey, Bellm and Whitebook (2004) found that registries had sev-
eral purposes: (1) to track and validate training of the workforce and to collect
data on the ECE workforce, (2) to increase the recognition and status of the ECE
workforce, and (3) to create a coherent professional development system.

Registry models are different from state to state (Bellm & Whitebook, 2004).
In some states, registration is voluntary while in others, it is a requirement for li-
censure or for work in a state-funded program. Some states issue transcripts each
time training is completed, while others update data every 2 years or more. And
some offer stipends, tuition assistance, certificates, and recognition events as in-
centives for participants who raise their levels on the career ladder. Caregivers
are required to pay for membership in some locations, while in other states mem-
bership is free.

Implications for Supervisors

How can supervisors in homes, centers, or schools take advantage of a state’s career
development program? An obvious first step is to learn about their state’s career
lattice program and support it by becoming a member of their state’s registry, using
it for their own professional development. Making staff members aware of the
registry and lattice program so they also can take advantage of the opportunities
provided is an important means of augmenting professional development offered
at the program level. A representative from the state might in fact be willing to
come to a program to present an overview. Sample packets of the state’s plan and
resources should be available in a program’s professional resource library. When
hiring new staff, a supervisor can ask prospective employees for registry transcripts
and certificates that document their professional development. To further support
the work of a state registry, staff can be encouraged to include these transcripts in
their professional portfolios to reinforce the notion and the expectation of con-
tinuing one’s professional education.

CAREER LADDER/LATTICE AT THE PROGRAM LEVEL

The idea of a career ladder/lattice can be incorporated at the center or program
level. It supports the concept of developmental stages, which we described in
Chapter 5, and the value of having a mix of ages, experience, and education levels
among staff, and it motivates staff.
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For years the careers of teachers in public school programs have been
unstaged; that is, teachers have had few opportunities to assume new roles within
teaching. Their options have been to move into administration or, for some, to
risk stagnation within the teaching role. This situation is changing with the cre-
ation of mentor teacher and other teacher-leader positions as evidenced by plans
in such districts as Rochester, New York (see Chapter 16).

The field of early care and education, however, is leading the way with the
rapid advancement of the career ladder/lattice concept. At the program level, su-
pervisors and staff can design a career ladder (see Table 13.1) as a basis for staff
recruitment, development, and evaluation.

A way to begin is to identify about five levels such as teacher aide, assistant
teacher, teacher, head teacher, and director. Write clear job descriptions for each
role and the prerequisite qualifications for entry to that position. It is important to
check state licensing requirements for each role. By becoming familiar with a
state’s career development system and resources, supervisors can link with that
system and use it as a guide for determining levels, qualifications, and salaries
and for helping staff to become aware of training opportunities, career advise-
ment services, and scholarships. Incorporating a state’s core knowledge and skill
competencies into a program makes a great deal of sense, too, although a pro-
gram may have its own competency statements based on its mission and funding
source.

Lastly, working with staff in establishing recruitment goals and policies, in
designing development and learning opportunities, and in determining approaches
to staff evaluation and learning builds commitment to a program and ownership
of the career development concept.

Staff Recruitment

The fact that a program has a thoughtful, articulated, public plan for staff recruit-
ment, development, and evaluation is a recruitment tool in and of itself. Prospec-
tive employees are likely to be impressed by the fact that they have the opportunity
to enter a setting that is professional and that has its own infrastructure for sup-
porting staff.

A policy that describes how compensation is connected to education and
training and promotion and how staff members may take advantage of career-
advancement opportunities is helpful in making a program run smoothly. Graphic
portrayals—perhaps in a handbook or on a Web site—which illustrate the vari-
ous positions within a program and pathways to advancement, assist staff and
prospective staff to clearly see career possibilities. And, of course, designing ways
to communicate a program’s career development plan internally as well as to
parents, community members, partner organizations, and the public is critical to
effective recruiting and to making a program’s career ladder work (Manter, 2002).
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Staff Development

Staff development is a term that can be applied to all experiences that aid staff in
improving their work with children. It is a growth-oriented concept, based on the
assumption that the quality of early childhood programs can be maintained and
improved only through a well-planned and continuing program of experiences
designed to foster practitioners’ personal and professional development.

All staff, including administrators and highly competent teachers, can bene-
fit from staff development opportunities. However, because of the many differ-
ent paths through which early childhood practitioners come to their work, it is a
challenge to find ways to serve all of their professional development needs. The
career ladder can provide a framework for planning as staff members think about
their career goals, where they fit within the ladder, and what their next step for
development and learning might be.

Of course, staff members who are at novice or survival stages will most likely
require different training and support than those who are at consolidation or ma-
ture stages (see Chapter 5). Some staff members may have little education, train-
ing, and experience working with young children, while others may hold a college
degree and be very experienced. The funding source of a program may in fact
mandate that a certain percentage of staff members have an associate’s or
bachelor’s degree.

As supervisors work with staff to design a career ladder, they may also wish
to think about the ways in which the professional development opportunities re-
inforce the knowledge and skill competencies required for staff members in each
role. Since the content of the education or training and the follow-up support will
vary at each stage of the career ladder, supervisors need to ask, which professional
development options make sense for each step? Who should provide these? Are
there professional development experiences that will be mandated for all staff?
Which staff development options will be voluntary?

Similar questions can be asked of staff evaluation practices.

Staff Evaluation

The career ladder concept provides a program with the opportunity to offer a dif-
ferentiated staff evaluation plan (Danielson & McGreal, 2000). Rather than have
all staff evaluated on the identical competencies, in a similar fashion, by the same
individual, evaluation practices can vary for staff who have various experience
and education levels and who are in different roles.

It may make sense to evaluate staff with less experience and education more
frequently than staff who have been in a program for a substantial amount of time.
Some staff may be evaluated by the director, while the head teacher or peers may
be involved in evaluating others. Evaluation procedures and tools used may be
different at each step on the ladder; for example, portfolios might be used with
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some staff, while it may make more sense for other individuals to be asked to
identify and plan how to achieve long-range goals (see Chapter 16).

CONCLUSION

We have identified some of the issues that need to be explored as supervisors work
out the details of a program’s career ladder plan. In the chapters that follow, we
will offer some ideas for consideration in constructing a program career ladder.
This is a process that will take a considerable amount of thought and time; in fact,
it can be completed over time, perhaps a section or two each year.

PROGRAM ACCREDITATION

The criterion below for program accreditation is one of several from the NAEYC
Early Childhood Program Standards and Accreditation Criteria: The Mark
of Quality in Early Childhood Education (NAEYC, 2005) related to career
ladders/lattices:

10.E.1 The program has written personnel policies that define the roles and re-
sponsibilities, qualifications, and specialized training required of all staff
and volunteer positions. The policies outline nondiscriminatory hiring pro-
cedures and policies for staff evaluation. Policies detail job descriptions
for each position, including reporting relationships; salary scales with
increments based on professional qualification, length of employment, and
performance evaluation; benefits; and resignation, termination, and griev-
ance procedures. Personnel policies provide for incentives based on par-
ticipation in professional development opportunities. The policies are
provided to each employee upon hiring. (p. 79)

EXERCISES

1. Obtain a copy of the early care and education career or professional develop-
ment packet from your state and become familiar with its contents.

2. Review the child care staff licensing regulations in your state.
3. Work with staff members in completing Table 13.1. As you read the remain-

ing chapters of this book, jot down ideas that might be useful in your program.
a. Identify the positions that will form the basis of your career ladder.
b. Write clear job descriptions for each role.
c. Determine the qualifications and indicate the basic licensing requirements

for each position.
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d. List the knowledge and skill competencies for each position.
e. Name the salary and benefits for each position.
f. List the professional development and learning opportunities for individu-

als in each role; take advantage of the statewide resources included in your
state’s career ladder plan.

g. Determine the evaluation options for each role, the frequency of evalua-
tion, and who the evaluators are.
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C H A P T E R  1 4

STAFF RECRUITMENT,
SELECTION, AND ORIENTATION

WE BELIEVE THAT STAFF RECRUITMENT and selection, staff orienta-
tion, on-the-job development and learning, and ongoing assessment and

evaluation for learning and career advancement are part of a professional con-
tinuum. The pieces of this continuum fit together to make up a whole. Supervi-
sors and staff will want to keep the big picture in mind as they plan each segment.

In this chapter, we raise some questions and issues and make some sugges-
tions for consideration in staff recruitment, selection, and orientation. These make
up the initial component of the continuum and set the stage for developing a cul-
ture of professionalism in a program as prospective and new staff are introduced
to and inducted into that culture.

PLANNING AND RECRUITING

Planning

A number of issues need to be considered before the recruitment process actually
begins. If a program is new, planning will involve a determination of the number
of staff needed, what the positions should be, and the requirements for each posi-
tion, in light of state licensing regulations. If a program is already in operation,
planning may include a revision of job descriptions. Supervisors might want to
reconsider the present staff structure and configuration; perhaps a team concept
would be more effective than what exists. It may also make sense to revise the
current staff schedule, given the number of hours the program is in operation and
the emotional and physical demands placed on staff members throughout the day.
The approach to hiring substitutes might be looked at as well, and whether or not
a program needs a new position such as a mentor or coordinator.
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Before establishing salaries and benefits, it might be useful to learn about
neighboring programs and what they offer so as to be competitive. Benefits that
prospective staff find attractive include on-site professional development, finan-
cial support for attending conferences, parental leave, tuition reimbursement, health
insurance, social security contributions, career ladder salary increments with in-
creased education, a retirement plan, scholarships for staff children, and paid time
for staff preparation and meetings (Battersby, 2005). Of course, low staff-child
ratios are a key incentive for joining any program.

Providing a staff handbook describing personnel policies such as grievance
procedures, staff evaluation requirements, vacation and sick leave policies, sal-
ary schedules, and dismissal procedures conveys a message to prospective em-
ployees that a program is organized and that staff are taken seriously. Clear
personnel policies, in print and public for all to see, let them know what the rules
are in advance. The policies also provide guidelines to administrators and staff,
which help avoid unpleasant confrontation when dealing with difficult problems.

The development of an application form that requests basic information about
each applicant, such as educational background, job history, professional mem-
berships, and names of individuals who can provide references, will enable mem-
bers of the interviewing team to more easily compare candidates, even if resumes
are also provided by applicants.

In this planning stage, professional child care associations, state registries,
and local child care resource and referral agencies can be of assistance. A
director’s support group can also be an important resource for the exchange of
information about staffing issues, job descriptions, salary schedules, and job
application forms.

These are all examples of nitty-gritty planning issues, but a critical,
overarching need is to be clear about the goals of a program and what it values.
Prospective employees, particularly those with some experience and training, will
want to make an informed choice. They will want to feel a sense of compatibility
between their own philosophy and values and those of the program in which they
will be working. A program’s Web site and printed material are excellent media
for conveying what a program stands for. The environment of a center or home
and the images prospective staff and parents see in published materials or on a
Web page convey a program’s values; these images can extend an invitation or
turn people away.

Values, reflected in a program’s mission statement, also affect the com-
position of the staff to be recruited. For example, is there a value placed on staff
diversity? Will an attempt be made to broaden the applicant pool to include
males, individuals with diverse racial and linguistic backgrounds, and/or those
who can who can act as links to the cultures represented in the community served
by a program? Is it a priority to have different generations represented among
staff?
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The needs of a program and its particular challenges, the children being served,
and the strengths and personalities of existing staff will serve as guidelines for de-
termining the qualities and qualifications sought in new staff. Directors, then, will
want to be clear about priorities when hiring staff and be able to articulate their
program’s vision in order to successfully recruit future employees.

Recruiting

Once a time frame is established for the recruiting, interviewing, and selection
process, getting the word out about the job vacancy to the widest possible audi-
ence is one of the great challenges in finding the best qualified staff.

Writing a job announcement for advertising and postings is a first step. Ex-
isting announcements in the local paper or in a state registry provide some ideas
of what an announcement might contain. The components of an effective job
advertisement usually include the job title, qualifications, and description; the work
schedule and scope (full- or part-time); the program’s location and particular fea-
tures; contact information; when and how to apply; and a policy statement of
nondiscrimination (Albrecht, 2002).

Professional contacts and community connections are important in dissemi-
nating information about an opening. Local organizations such as the Chamber
of Commerce, Rotary, Kiwanis, and Junior League; parks and recreation centers;
nearby high schools, community colleges, and universities; nonprofits such as the
United Way and YMCAs; state and national professional associations; and regis-
tries and referral agencies are all sources for posting job announcements. Bulletin
boards in coffee shops, laundry mats, and grocery stores are also excellent places
to post listings as well.

Creating a large, diverse talent pool of applicants means thinking about
sources for applicants that do not normally come to mind. Houses of worship and
religious institutions as well as senior groups can be a rich source for recruiting
staff as well (Moore, 1999). Also, NAEYC’s Web site (www.naeyc.org) includes
an Early Childhood Career Forum, which brings job seekers and employers to-
gether, as does the Employment Opportunities Exchange of Childcare Exchange
(www.childcareExchange.com).

Costs will be associated with some advertising. Daily and local newspapers,
student newspapers, specialty papers which target specific groups, professional
publications, and the Internet sell space for advertisements. Fees are associated
with radio advertising, but perhaps these can be shared with other programs, un-
less local stations offer public service announcements that include job listings for
free. Some state registries may charge a small fee for listing announcements.

A large applicant pool will increase the chances of finding individuals who
fit best within a program. The hiring process, selecting the right person for the
job, is the next stage of this professional continuum.
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STAFF SELECTION

A systematic, organized hiring process that involves staff members already em-
ployed as well as parents is educational for those taking part and presents an image
to candidates and a message to employees that collegiality and staff and commu-
nity input are valued.

Again, planning ahead pays off. The interview committee, however small,
will benefit from a review of the steps in the hiring process and their role in it.
Reexamining job requirements and criteria so that there is consensus as to the skills
and qualities they are looking for in a candidate is also worthwhile.

Once applications have been received and the deadline date closed, a review
and ranking of all of the applications by committee members is a sensible next
step. Some committees find it useful to develop a form with criteria listed and
questions for reviewers to serve as a guide as they examine applications. Indi-
vidual committee members often rank candidates first, privately, before coming
together as a group to determine who will be invited for an interview.

Interviewing

Once a decision has been made as to which candidates to invite for an interview,
committee members may wish to construct a list of questions that will be asked of
each candidate during the group interview. This will enable them to better make
comparisons among the applicants. Permitting the candidates to do most of the
talking is a way to learn more about them and their thinking about the job. It is
important to leave time for them to ask questions at the end; the kinds of ques-
tions they ask is also revealing.

Taking notes during an interview can be helpful in recalling key points for a
follow-up discussion about each individual; however, note taking can also be dis-
tracting to a candidate, who is under pressure, responding to a multitude of ques-
tions. Beginning an interview with a brief informal chat about noneducational
issues can relieve tension and set the candidate at ease. It is helpful to be aware of
time and to keep to the schedule of the day so the candidate will have an opportu-
nity to tour the center, work with children, and be interviewed individually by
other staff and perhaps a small group of parents.

Teaching

Giving candidates an opportunity to interact with children and other staff is a
wonderful way to get a sense of their strengths and lets them shine in the arena
where they are most comfortable. Candidates will need to know ahead of time
that they will be expected to work in a classroom for a short period of time or
teach a minilesson, depending on the age level of the group. The demonstration
teaching will enable supervisors and staff to gain a sense of the match between
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the candidate and the program and to assess whether a personal connection has
been made.

Screening

Checking references to verify past employment and educational credentials is a
critical part of the hiring process. Some directors find it beneficial to prepare
questions ahead of time for previous employers. The interview held with the can-
didate may suggest certain issues to be followed up on during this stage. Criminal
background checks are required of child care employees in many states; state li-
censing agencies provide information about the necessary procedures for obtain-
ing these.

A summary of each candidate and a ranking of the applicants against the
identified criteria is a final step before an offer is made. Input from all those who
participated in the hiring process is essential before the committee makes its ulti-
mate decision.

With the hard work of recruiting and selecting colleagues now complete, the
process of inducting new employees into a program can be one of the most re-
warding aspects of staff support and development.

STAFF ORIENTATION

The quality of an individual’s first few days on the job can have a lasting effect
on a program, children, and staff. The orientation experiences provided lay the
foundation of a professional development program. A well-thought-out orienta-
tion plan enables supervisors to establish standards of professionalism from the
very beginning and to induct new employees into the organization’s culture. By
laying out the framework of the orientation program in writing, it can be used as
needed throughout the year since new staff members and volunteers do not al-
ways begin their employment at the start of the school year.

Supervisors and mentors may wish to organize the content and structure of
the orientation program into modules or phases, making it easier to administer
within different time frames. New staff can suffer from “information overload” if
everything is presented at once. The format can also be varied so that individuals
have opportunities to absorb and process new information through listening and
interacting. Possible components that may be spread out over several days include
a welcome and overview, a description of the program’s philosophy and values,
a tour, some time to observe in classrooms with follow-up questions, and laws
and regulations.

Particular topics within modules might include a review of some foundations
of a good developmental program for young children as well as certain key ideas
that require continued emphasis and reinforcement—for example, the place of play
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in young children’s lives, respect for children, policies concerning speakers of
other languages, the importance of communicating positively with parents, and
the need for objectivity and confidentiality.

It is also advantageous to set forth clearly and simply the program’s point of
view about discipline right from the start. For staff with little training, very spe-
cific examples—even explicit dos and don’ts—are more effective than general
statements that can be misinterpreted. The reasons behind these procedures can
be explored when the new person has had a variety of experiences to build on.

Volunteers, students, and job trainees who work only a few hours a week are
often not aware that their roles in the classroom are important and affect other
members of the staff as well as the children. Clarification of responsibilities, pre-
sented in a positive way, enhances the person’s role, while at the same time mak-
ing clear that the expectations are real.

At the end of this chapter is a list of basic information about the organiza-
tional aspects of a program, including an orientation, that is required by NAEYC
accreditation.

Developing Relationships with Staff

A major objective of the orientation period is to help each new staff member feel
comfortable with colleagues. Introductions to all staff, including secretaries and
custodians, should not be overlooked. The staff member assigned to do this be-
comes a key person in facilitating the new person’s transition to becoming a mem-
ber of the staff. If there are trained mentors on the staff, this would be a time for
them to initiate their relationship.

An introduction to parents can take place informally, when they leave their
children and pick them up, and through a newsletter, e-mail, or announcement on
a bulletin board. Notices can include brief background information about the new
caregiver and his or her special interests and role at the center. Similar informa-
tion can also be placed on a program’s Web site. Supplemental staff members such
as job trainees, students, and foster grandparents should also be introduced. Par-
ents can be given a list of names, the times they will be working, and the rooms to
which they are assigned, along with some information about how their presence
helps the program.

If possible, have new people take part in setting up the rooms and in plan-
ning at the beginning of the school year. This gives them a stake in what will be
happening with children and helps them understand what is needed to make it work.

Other Activities

Having new caregivers, especially those with little early childhood background,
observe in classrooms before they begin work is an especially effective means
for helping them understand what a program for young children is all about. At
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this stage, observations can focus on such things as becoming familiar with chil-
dren’s names, identifying areas of the room and what goes on in each, and noting
some aspects of the roles of the teaching staff. Allowing time for observation also
helps more experienced teachers get to know children and staff, and the “person-
ality” of the particular program.

Group sessions provide opportunities for sharing perceptions and for becom-
ing acquainted with others with whom they will be working. When more formal
workshops are held for volunteers and trainees, information should be directly
related to the experiences in which they will be involved during their first few
weeks at the center, and active learning techniques should be used.

When orientation is designed so that it can be carried out on an individual
basis, it can combine independent experiences with supervisory conferences, which
allow supervisors to understand how the new staff member is perceiving the work
environment and processing the new experience and to respond to the individual’s
questions and concerns.

Supervisors often become aware of particular areas that cause problems for
new staff members. One Head Start supervisor, who noticed that the paperwork
in her program can be confusing, has developed a packet of forms she finds use-
ful in orienting new staff members. As she “walks through” each form with the
staff members, different facets of Head Start’s components and regulations and
their implications for children and staff are revealed. Such creative solutions to
specific problems can make a supervisor’s job more interesting and provide im-
portant learning for new staff members.

There is sometimes a temptation to teach everything at orientation time. The
purpose of an orientation, however, is to lay the foundation for a continuing pro-
cess of professional development that builds as it goes on. It is usually most ef-
fective, therefore, to be very specific and present the most basic ideas, using
examples wherever possible, even with sophisticated people if they are beginners.
The general tone of this initial training period and the use of active learning prin-
ciples can make it a model of the kinds of attitudes and, to some extent, the tech-
niques that are to be used with children.

Taking time to orient new staff pays off, even if it places a burden on other
staff members for a while. Staff orientation can be included in the Professional
Development category of a program’s career ladder. Leading orientation activi-
ties and participating in the process of recruiting and selecting staff are very ap-
propriate professional development experiences for veteran staff members. These
can also be designated on the career ladder.

CONCLUSION

The process of staff recruitment, selection, and orientation is one that will be re-
peated over time. Directors may want to create a map, blueprint, or checklist that
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will serve as a resource guide, enabling them to easily re-create the essential steps
of the process each time.

The Right Fit (Albrecht, 2002) and Leaders and Supervisors in Child Care
Programs (Sciarra & Dorsey, 2002) are two books which include ideas and many
sample forms that can be used in the process of recruiting, selecting, and orient-
ing staff.

PROGRAM ACCREDITATION

The following criteria for program accreditation from NAEYC Early Childhood
Program Standards and Accreditation Criteria: The Mark of Quality in Early
Childhood Education (NAEYC, 2005) represent a sampling of those related to
staff recruitment, selection, and orientation:

6.A.03 Before working alone with children, new teaching staff are given an ini-
tial orientation that introduces them to fundamental aspects of program
operation including
• program philosophy, values, and goals;
• expectations of ethical conduct;
• health, safety, and emergency procedures;
• individual needs of children they will be teaching or caring for;
• accepted guidance and classroom management techniques;
• daily activities and routines of the program;
• program curriculum;
• child abuse and neglect reporting procedures;
• program policies and procedures;
• NAEYC Early Childhood Program Standards;
• regulatory requirements
Follow-up training expands on the initial orientation. (p. 52)

6.A.04 Substitutes, volunteers, and other adults are given a preliminary orienta-
tion that introduces them to fundamental aspects of program operation
before they begin working with children. The orientation includes health,
safety, and emergency procedures; accepted guidance and classroom
management techniques; child abuse and neglect reporting procedures and
regulatory requirements.

These adults work with children under the direct supervision of quali-
fied teaching staff. Follow-up training expands on the initial orientation.
(p. 53)

7.A.01 As part of orientation and ongoing staff development, new and existing
program staff develop skills and knowledge to work effectively with di-
verse families. (p. 56)
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8.C.04 Program leadership builds mutual relationships and communicates regu-
larly with close neighbors, informing them about the program, seeking
out their perspectives, involving them in the program as appropriate, and
cooperating with them on neighborhood interests and needs. (p. 61)

EXERCISES

1. Make a list of the characteristics and special qualities or abilities that you are
looking for in a future employee of your program.

2. Cut out and review job advertisements from a local newspaper and then make
up a mock ad for each of the major staff positions in your own program. Keep
these on file.

3. Brainstorm and make a list of the advertisement and recruiting strategies that
you plan to use to attract potential employees.

4. Make up a candidate summary sheet that allows committee members to easily
see the strengths and weaknesses of each candidate interviewed.
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C H A P T E R  1 5

STAFF DEVELOPMENT

AND LEARNING

THE SUPERVISORY ROLE HAS MANY dimensions, ranging from being a
listener and support person to being a manager and evaluator. It also includes

being a facilitator of learning. It is the perspective of the supervisor as a facilita-
tor of learning, as a learner, and as an adult educator that we will consider in this
chapter. We will describe different views of adult learning, explore the role of the
supervisor in fostering a community that encourages learning, and offer some staff
development and learning options that might be included in a program’s career
ladder.

APPROACHES TO ADULT LEARNING

We wish to emphasize the connection between staff development and learning
because all too often experiences and activities intended to bring about change in
staff and improve their effectiveness in working with children, colleagues, and
parents are offered for their own sake and have little impact on staff performance.
Although there are many theories of adult learning, we have selected andragogy,
transformative learning, and social constructivism as approaches that supervisors
will find to be particularly useful in thinking about and planning meaningful and
effective professional development.

Andragogy

The best known model of adult learning, called andragogy, was developed by
Knowles and associates (1984) who identified five characteristics or assumptions
about adults as learners. Although Knowles’s theory has stimulated debate and
controversy over the years (Merriam & Caffarella, 1999), practitioners have found
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his concepts useful in their work with adults. These assumptions and their impli-
cations for supervisors are described below.

Need for Self-Direction

As an individual matures, his or her self-concept changes from being a less
dependent personality to a more independent one. Of course, the pace of mov-
ing toward independence varies for different people, and adults may be depen-
dent some of the time in new or temporary situations. However, most adults have
a need to be self-directing.

Although it seems contradictory, supervisors who are committed to helping
teachers develop independence in children often have difficulty supporting the
independence of their staff members. Teachers may be given a good deal of au-
tonomy about the ways in which they work with children, but sometimes this is
“benign neglect,” resulting from the supervisor’s need to juggle time between
teaching, administrative duties, and conducting observations, conferences, or staff
meetings. When this happens, supervision may become a rescuing, crisis-oriented
operation where a directive approach is almost inevitable. Perhaps the major rea-
son may be that supervisors themselves have not had role models who supported
this adult need. They are, therefore, likely to imitate supervisory styles based upon
experience as students or teachers or their views of what an administrator or su-
pervisor is “supposed” to do.

Even when supervisors feel comfortable in encouraging independence, staff
members may not have had much experience asserting themselves and may have
been socialized or conditioned to be dependent. Many schools reward convergent
thinking rather than problem solving, and for many staff members, “learning” may
be associated with school experiences where the learner is the receiver, rather than
the generator of knowledge. Also, caregivers who were not very successful in
school may be reluctant to risk further failure by voicing ideas they fear may not
be “right.” Or supervisees may see the supervisor as the one who is supposed to
tell them what to do. Thus supervisors and supervisees may need to learn how to
be part of a collaborative process of problem exploration and joint inquiry where
risks can be taken and mistakes made.

A Reservoir of Experiences

A staff member’s life and work experiences are rich resources for learning. One
of the satisfying aspects of teaching and supervising adults is that even when they
have a limited education, have not taken early childhood courses, or are not flu-
ent readers, their knowledge gained through their experience with children and
with the world in general can be brought to bear on their day-to-day work.

The other side of this, of course, occurs when a supervisee holds onto per-
sonal experiences as being the only valid source for teaching behavior. A need to
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maintain stability and a sense of adequacy can prevent them from accepting the
implications of new situations and may foster a reliance on meanings, skills, val-
ues, and strategies that have developed from past experiences. A certain amount
of unlearning may be necessary as understandings and values are changed and
new meanings are discovered and integrated within the context in which they are
working. Of course, some new ideas may be rejected as they are tested out in the
classroom.

Providing opportunities for staff members to contribute to each other’s learn-
ing is a way that supervisors can tap into the rich and varied backgrounds and expe-
rience levels that staff bring to the workplace. When staff development and learning
activities include mixed groups of teachers, aides, and other personnel, each person
can contribute to the group from his or her own experiential and cultural perspec-
tive. Assumptions, understandings, and values may be challenged, significant in-
sights furnished, and theoretical and practical knowledge shared during group
discussions that can bring about a shift in thinking and new learning.

Interest in Application of Learning

Adults are ready to learn those things that they have a need to know. This need is
often expressed by teachers who want to know how new information will help
them in their work tomorrow. That is, they are ready for new learning when it
will help them be more effective in their roles. Although this emphasis on imme-
diacy of application can narrow the scope of learning, it can be viewed as a start-
ing point for working with staff. Supervisors need not wait for this readiness stage
to develop naturally. It can be induced in learners by helping them assess their
work so they can set performance and career goals and by exposing them to more
effective role models (Knowles, 1980).

A Problem-Centered Focus

Adults tend to have a problem-centered approach to learning. That is, they are
more likely to be motivated to learn when the new learning can help them per-
form a task or solve a problem. For supervisors, this means that learning experi-
ences should be organized around real teaching situations. For example, staff can
be asked to describe a teaching dilemma in one or two paragraphs to be used as
the basis for discussion in a staff meeting. In this way supervisors and colleagues
might assist each other in solving problems related to their everyday work.

A problem-centered approach can also be used in individual staff conferences.
This allows staff members to learn to look at teaching as problem solving and
discover that, by working together with their supervisor, they may be able to find
the best ways to resolve issues that confront them. A problem-centered approach
shifts the focus away from the teacher and toward the situation, removing a sense
of blame that either teacher or supervisor may have otherwise felt.
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Internal Motivation

Internal factors, rather than external ones, motivate adults to learn. For example,
being more effective on the job or raising one’s self-esteem are more motivating
than receiving a gift certificate for a job well-done.

Supervisors can provide learning and work experiences that are related to
the aspirations and goals of staff members. They might assist staff in the process
of self-evaluation and in diagnosing learning needs by encouraging staff to set
their own learning goals and conferring with staff regularly to assess their progress
toward meeting them.

An effective professional development and learning program in a center
that helps staff grow and develop is likely to provide these internal motivational
factors.

Transformative Learning

A second view of adult learning that has taken center stage in the field of adult
education is transformative learning or transformational learning. First proposed
by Mezirow (1991), transformative learning is less concerned with the character-
istics of adults and more focused on how adults interpret and make meaning from
their experiences (Merriam & Caffarella, 1999). It is “big learning” in that it in-
volves changing the perspectives that have served to filter our understanding of
ourselves and the world around us. These perspectives or meaning schemes in-
clude specific knowledge, beliefs, value judgments, assumptions, expectations,
and feelings that we use in interpreting our experience (Mezirow et al., 2000). They
are derived from our personal histories and culture and form our habits of mind
as we attempt to make meaning.

Mezirow and colleagues (2000) believe that learning is often set in motion
by a disorienting dilemma or event. The birth of a child, the death of a loved one,
or perhaps even moving to another country may cause us to critically examine
our long-held assumptions, biases, and values. This self-reflection, coupled with
constructive discourse with others, enables us to justify or to shed taken-for-granted
ways of thinking and to develop new interpretations, understandings, and opin-
ions, representing a fundamental change in our perceptions. As a result, we view
ourselves and the world around us through a different lens. We try out new roles
and behaviors, negotiate new relationships, and reintegrate these into our daily
lives. Thus transformative learning implies both change, as we are freed up from
old ways of thinking and behaving, as well as development, as we act on our new
set of assumptions and beliefs.

It is not uncommon for some early childhood staff members to undergo major
changes in their thinking about themselves and about the care and education of
children. Caregivers hired as teacher aides, for example, may enroll in Head Start
or Child Development Associate training programs. This step, which may open
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up a whole new world for them, can have a major effect on their perceptions of
themselves as knowers and as individuals with skills and abilities who can make
a significant impact on a program, thus becoming a transformative experience.
With new awareness and greater confidence, these staff members often move up
the career ladder, taking on roles of increased responsibility.

The use of questioning techniques by supervisors and mentors as they work
with staff on a one-to-one basis to stimulate critical reflection and examination of
underlying beliefs is central to supporting a staff member’s journey. Staff devel-
opment that provides opportunities for group dialogue where assumptions can be
challenged and other viewpoints heard is also essential to reflective learning.
Fostering this discourse means the authority of staff members is recognized and
that supervisors need to become collaborators in the process.

Additionally, role-playing, multiple-perspective taking, journal writing, story-
telling, and even videotaping of teaching can assist individuals as they undergo
this process of change. Of course, the freedom and encouragement to test out new
meanings, roles, and behaviors is critical to the process of reintegrating these into
daily activity. Timing of supervisory support is an important consideration as such
major shifts in thinking cannot be forced and such disorienting events cannot be
artificially induced.

Social Constructivism

The basic notion of constructivism is that learning is a process of constructing
meaning. It recognizes individuals as knowers and as owners of the process of
constructing knowledge. Social constructivists believe that knowledge creation
is a social process that takes place through dialogue and reflection with others
(Merriam & Caffarella, 1999).

Much has been written about constructivism in terms of children’s learning,
but how might this notion apply to adult learning, specifically to working with
teachers? Hannay (2004) argues that we need to rethink the ways in which we
foster professional learning in schools. She distinguishes between professional
development and professional learning. In her view, professional development is
associated with information delivery or transmitting knowledge, while professional
learning is “an ‘internal’ mental process through which individuals create profes-
sional knowledge” (p. 7). She urges us to shift our emphasis from delivery to as-
sisting individuals in constructing and reconstructing their personal/professional
knowledge.

As professionals, we have developed considerable knowledge through prac-
tical experience. Oftentimes, we take this knowledge for granted, rarely even think-
ing about it as we carry out our roles. This knowledge, usually unarticulated, is
called tacit knowledge (Hannay, 2004). When we meet with colleagues and en-
gage in discussions about our work, reflect on and share our practices, our tacit
knowledge becomes explicit knowledge.
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As we articulate our practical knowledge in a group, our colleagues have
opportunities to challenge us and to offer alternative perspectives. Sometimes, we
are called upon to justify our practices. As a result of this collective interchange,
we reconstruct what is now our explicit knowledge, which is shared and sanc-
tioned by the group. This reconstructed knowledge becomes tacit knowledge when
it is tested out in the classroom and incorporated into our practice (Hargreaves,
2002). The process of constructing and reconstructing personal/professional
knowledge, then, involves an interplay between tacit and explicit knowledge and
between the individual and the group (Nonaka & Takeuchi, 1995).

If this notion of learning is used as the basis of a staff development and learn-
ing plan for a center, then that plan will look quite different from what has been
traditionally employed in many schools, such as workshops offered by outside
consultants or prepackaged commercial professional training programs. The focus
will be on staff members and their expertise, on collaboration among colleagues
and dialogue about practice, and on the work context.

Fostering Cultures That Promote Professional Learning

We have described three views of adult learning that have implications for su-
pervisory practice. What is the role of a supervisor in supporting professional
learning?

First, as a supervisor, you need to be a learner too. As a role model, you set
the tone for your program, greatly influencing its culture. By setting an example
as a risk taker and by participating as a coinvestigator in the learning process, you
can show that the creation of knowledge in your setting is valued.

Second, in the theories of learning described above, the learner plays a key
role in driving the learning process, as does the personal experience of the learner.
Clearly, connecting learning opportunities to problems, issues, and concerns about
actual practice, about real-life situations, can have a major impact on the motiva-
tion of the learner and increase the possibility for changes in practice. Although
taking teachers out of the work setting clearly has value, learning on-site enables
them to study current practice and to experiment with new behaviors to see first-
hand the impact they have on children.

Third, as we emphasized before, a work environment characterized by an
atmosphere of openness and emotional safety enables teachers to freely discuss
long-held values, to share their working knowledge, and to experiment with new
practices without fear of pressure or disapproval from supervisors or colleagues.

Fourth, the role of critical reflection and analysis, of questioning existing
understandings, is key to both the transformative and constructivist views of learn-
ing. Collaboration among colleagues in a shared space fosters an exchange of ideas
and practices, stimulates dissonance that can trigger transformations in thinking,
and, most important, allows new practices to be sanctioned by the group and in-
corporated into a program’s culture without reprisal. Disseminating new practices
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within a program and outside a program validates and helps sustain the learning
process.

Finally, learning takes time. If real change is to take place, it is essential that
you arrange the organizational variables in your setting so that learners have time
to process and internalize new ideas, to reflect, to discuss, and then to implement
new practices at a reasonable pace.

TEACHER-DIRECTED PROFESSIONAL DEVELOPMENT

What are some specific strategies and experiences that incorporate some or all of
the elements described above? Teacher-led study groups, action research, and
lesson study/group supervision are three approaches that we describe in this sec-
tion. Later in the chapter we discuss mentoring, informal modeling, and observ-
ing peers and children. These approaches, along with Child Development Associate
training and National Board Certification, as well as resources such as the use of
technology, professional reading, and involvement in professional associations
and advocacy groups can form the basis of a coherent and ongoing professional
development plan that includes many options. The career ladder can provide a
framework for creating such a plan as supervisors work with staff members to
develop a consensus as to the content and timing of learning experiences. Other
inquiry-based strategies such as portfolio development, long-range goal setting,
critical friends groups, and storytelling will be discussed in Chapter 16.

Teacher-Led Study Groups

A study group is a community of teachers who take charge of their own learning.
This may be a small group of staff members within your program who would like
to investigate and study a particular topic related to their practice. They might,
for example, like to explore the theme of “Learning through play” or “Assessing
young children in mathematics,” or a theme related to one of NAEYC’s accredi-
tation standards. The group might meet monthly, discussing a different article at
each session, examining children’s work , and/or even viewing a videotape or
photographs of their classrooms related to the designated topic of study. Follow-
up activities might be developed and field-tested in classrooms and brought back
to the group for discussion.

An individual or a pair of teachers could be assigned to coordinate the group’s
agenda, select readings, prepare critical questions for discussion, arrange for space,
maintain communication, and assemble needed materials. Some programs develop
simple, one-page, study group proposal applications in which prospective mem-
bers are asked to name their topic and describe their goals and questions for study,
the proposed procedures, the materials and resources needed, ways of document-
ing meetings, and expected outcomes. Reviewing these proposals can help the
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group to clarify its purpose. Minutes of each meeting could be kept or some type
of log maintained, and the group’s progress could be assessed with the use of a
rubric. Although teacher accountability is important, we think that it makes sense
to keep bureaucratic paperwork to a minimum. Study group members sometimes
use e-mail as a means of supporting communication among members.

Study groups have the potential to be very meaningful professional devel-
opment and learning experiences. They build a sense of community, use and
strengthen expertise among staff within a program, and focus on practice.

Action Research

Individual Teachers’ Action Research

When Vivian Paley, whose insightful observations are contained in The Girl with
the Brown Crayon (1997) and many other books about life in classrooms, real-
ized that being curious was a missing element of her teaching, she started using a
tape recorder. She began to discover a lot about children’s thinking and about her
own responses to children, realizing that they were not necessarily the best ones.

Experienced teachers or providers often want to find their own answers to
questions about the effectiveness of classroom practice, children’s behavior and
development, or family interactions. Perhaps they are curious about something
that did work, but they don’t know why. These caregivers are ready to do action
research in their own classrooms.

Action research is a process in which practitioners systematically reflect on
their work and as a result change their practices. They use qualitative and some-
times even quantitative methods or combinations of both to observe and reflect,
plan an intervention, collect data, and then make changes. They may use tape
recorders to collect data as do teachers in the preschools of Reggio Emilia, or an
array of other ethnographic techniques, such as interviewing children, parents, or
others individually or in focus groups; keeping journals; or using photographs or
portfolios.

Schoolwide Action Research

Although action research is often undertaken by individual teachers, groups of
teachers within a school can also carry out research by collecting evidence about
a particular phenomenon that is of interest and concern to members of their school.

The Coalition of Knowledge Building Schools in Sydney, Australia, has been
experimenting with the notion of schools as places where research and inquiry
are embedded into the culture of schools. Here, as a normal part of their profes-
sional work, groups of teachers collect and discuss evidence that informs them
about teaching and learning and contributes to school improvement (Groundwater-
Smith, 2002). In one school, for example, a researcher in residence is assigned to



200 Staff Recruitment, Development, and Evaluation

support teachers in their research efforts and a research advisory committee re-
ceives research recommendations from teachers, students, or parents and decides
which questions will be studied. Participants in the Coalition learn to use a vari-
ety of ways to collect evidence about their research questions, including images
and metaphors, photographs and drawings, focus groups, and surveys and ques-
tionnaires (Groundwater-Smith & Mockler, 2003). The idea is that the entire school
becomes a knowledge-building organization (Hargreaves, 2002). Not only do
members acquire knowledge through reading journals or attending professional
conferences and through other sources, but the school constructs knowledge it-
self (Groundwater-Smith, 2002).

The idea of an early childhood program generating and articulating knowledge
about early childhood practice poses some exciting possibilities for professional
learning. Supervisors can lead staff in exploring issues that are of concern to par-
ents and teachers in a program. Even with little experience as formal researchers,
supervisors and teachers together can informally experiment with studying particu-
lar issues using their common sense as a guide, coupled with a willingness to take
risks. Helpful resources for getting started are books about action research, such as
An Educational Leader’s Guide to School Improvement (Glanz, 2003) and The Art
of Classroom Inquiry: A Handbook for Teacher-Researchers (Hubbard & Power,
2003). Other steps that supervisors can take to lay the groundwork for learning
through teacher research include finding a university-based partner who could serve
as a research facilitator; identifying an action research study group, perhaps through
public schools, training centers, or local professional organizations; or arranging
for an action research course to be given on site.

Lesson Study/Group Supervision

Lesson study is an approach to professional development used in Japan that has
elements of group clinical supervision developed by Goldhammer (1969) and
described in Chapters 9 and 10.

In Japan small groups of teachers jointly plan a lesson together based on a
specific goal that they wish to achieve with their students (Fernandez & Chokshi,
2002). One teacher teaches the lesson using the plan developed by the group, while
the others observe the class, collecting data based on the research questions identi-
fied. The group comes together to discuss their observations and to reflect on the
lesson. Sometimes they revise the lesson based on their research, and then it is taught
by another teacher in the group. Oftentimes, an outside observer or advisor, called
a “knowledgeable other” serves in a support role to the group by offering a differ-
ent perspective when reacting to the work of the group, by providing additional
information about content or new ideas, or by sharing the work of other lesson study
groups. Teachers document their work in lesson study sometimes in the form of
published research about their practice (Watanabe & Wang-Iverson, 2002).



Staff Development and Learning 201

We believe that groups of teachers planning lessons together, observing each
other, and talking about their observations afterward is one of the most sensible,
pertinent, and powerful forms of staff development and learning. Supervisors and
mentors can facilitate this process by juggling organizational variables so that
groups of teachers can have the time to meet together and to observe each other;
providing some structure and practice for a group such as working with teachers
to create a sensible lesson plan format or offering some workshops on communi-
cation skills; providing copies of curriculum and accreditation standards that can
be helpful in determining goals and research questions; and serving as “knowl-
edgeable others.” Documentation of the lesson study process could be one of a
program’s career ladder professional development requirements. Additional in-
formation about lesson study can be obtained from the Lesson Study Research
Group (LSRG) of Teachers College, Columbia University (http://www.tc.edu/
lessonstudy/research.html).

Teachers Helping Teachers

In addition to teacher-directed professional development and learning activities,
teachers can also have a major impact on teacher learning and change by working
directly with colleagues in classrooms as mentors, coaches, and consultants.

Mentors are skilled and experienced teachers or providers who serve as guides
or coaches for novice teachers. They may work in the same programs as their
protégés or in a different one. Their role differs from that of a supervisor in two
ways: They are peers of the people they guide; and while they support, give feed-
back, and counsel them, they do not evaluate them.

Many knowledgeable and skilled caregivers find this role fulfilling. It pro-
vides opportunities for new challenges and learning, both through formal training
in such areas as communication skills and adult learning and through opportuni-
ties to learn from their less experienced proteges. Not all advanced teachers, how-
ever, make good mentors. Not all advanced teachers, however, make good mentors.
They should be people who are interested in helping adults, as well as children,
learn and grow; who see themselves as learners; who are creative, flexible, and
reflective; and who have good interpersonal skills with adults, and a respect for
diversity (Bellm, Whitebook, & Hnatiuk, 1997).

The training that is required for mentors includes many of the approaches
described in this book. There are a number of formal training programs, the oldest
of which is the state-supported California Early Childhood Mentor Program. The
Early Childhood Mentoring Alliance at the Center for the Child Care Workforce,
American Federation of Teachers Education Foundation (see Appendix) can
provide information on many aspects of mentoring. The Early Childhood
Mentoring Curriculum (Bellm, Whitebook, & Hnatiuk, 1997) is a comprehen-
sive resource for mentors in center-based and family child care programs. Those
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in Head Start programs will find many helpful suggestions in Putting the Pro in
Protégé: A Guide to Mentoring in Head Start and Early Head Start (2001).

In addition to mentors, some early childhood programs have created other
teacher consultant positions such as curriculum coaches or advisors who provide
on-site technical assistance to teachers in classrooms to help them learn new in-
structional techniques and/or how to adapt curriculum and teaching to meet the
needs of children with special needs. These are usually very skilled teachers, fa-
miliar with the setting and children, who model new teaching strategies, assist with
management and organizational issues, and give feedback to other teachers who
are testing out and practicing new methods in their classrooms.

The use of mentors, coaches, or consultants to support professional learning
incorporates colleagueship as teachers are working with their peers. The relation-
ship and dialogue between teacher and consultant and respect for the staff
member’s knowledge and experience, is particularly important as are a mentor’s
questions in fostering the reflective process that is central to learning (Mezirow
et al., 2000). Although consultants may engage in administrative activities deal-
ing with screening, enrollment, and district paperwork (Ryan, Hornbeck, & Frede,
2004), we believe that their hands-on work with teachers in classrooms and on-
going support has the greatest potential for innovation and lasting change.

STRUCTURED STRATEGIES
FOR PROFESSIONAL DEVELOPMENT

Teachers at all stages of development can benefit from inquiry-based professional
learning opportunities. Novices, who may be very analytical despite their lack of
a knowledge base, can assume responsibility for their own learning and become
investigators of their practice. Sometimes, however, beginning teachers as well
as experienced teachers who are trying something new require a different kind of
structure and support. Strategies used by mentors, coaches, and supervisors in-
clude modeling teaching behaviors and providing staff with opportunities for
observing peers and children.

Informal Modeling

Modeling goes on all the time when there are two or more people working to-
gether in the same space with the same children. Directors, coordinators, and head
teachers model behavior constantly by the way they organize staff meetings, in-
teract with staff in classrooms and during conferences, write memos that capture
a tone of colleagueship, and work with parents and children. The trust and mutual
respect for adults and children that is communicated by directors and other super-
visors sets the stage for the way staff members are expected to interact with chil-
dren, families, and colleagues.
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Caregivers are most likely to learn from the modeling of teaching behaviors
when they are helped to focus on significant aspects of what is taking place. It is
not easy to recognize, for example, the importance of the ways in which a teacher
reacts to small incidents during the day, spontaneously picking up on what a child
says or does, preventing trouble by anticipating problems, and then keeping ac-
tivities moving or changing pace.

One preschool director-teacher models reflective teaching by thinking out
loud, describing what she is doing as she does it. She might say, “It’s beginning
to cloud up outside. The children seem to be getting restless. Let’s go sit with them
for a minute.” Or perhaps to illustrate that few decisions are clear-cut, “Activity
in the house corner seems to be beginning to break down. I wonder, shall we wait
a little to see if it will work out, or take a group and read a story?”

Nonteaching supervisors who visit a classroom during a free-play period can
model appropriate behaviors in the role of temporary assistant on the classroom
team. This form of supervision is especially effective when the lead teacher or the
classroom team as a whole is the focus of training.

Staff members also benefit when teachers or supervisors talk about children—
their styles, likes and dislikes, and skills—as they work together in the classroom.
This helps caregivers see the individuality of each child and understand teachers’
actions in relation to specific child behaviors. This can be especially useful when
a class includes children with special needs or those from a variety of cultural or
linguistic backgrounds.

Commenting when a child is misbehaving (or seems to be) can be especially
instructive, since views about discipline are so bound by one’s own experiences.
The supervisor might say, “We’re letting Tommy stay out of the group for the
time being, since he becomes overwhelmed by sitting with so many people.” Or
“I wasn’t sure whether to intervene in that little squabble or not. I’m glad to see
they’ve worked it out themselves. It can be valuable when they do, but I try to
keep an eye out.”

These situations become a rich source of material for individual or group
conferences, which should follow important incidents as closely as possible. They
can be discussed and related to other experiences, to readings, or to other kinds of
training in which caregivers have taken part, and staff can be encouraged to try
out effective techniques themselves.

There are some cautions about modeling by supervisors, especially if they
are not members of the classroom team. Sensitivity to the roles of other adults in
the classroom, particularly in participant supervision situations, is essential. It is
helpful to make clear to all members of the team, especially the lead teacher, that
your role is to fit in with the ongoing program, not to take over responsibilities
that teachers, assistants, or volunteers see as their own. The message “You’re re-
ally not doing it right; super-teacher will show you how” is less likely to be con-
veyed when supervisors respond in a natural way to children’s real needs within
the context of the particular activity.
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Taking advantage of informal modeling opportunities helps new staff and
volunteers see that “teaching” includes everything that goes on in the classroom
and discover that teaching involves an attitude of continually questioning and
learning from one’s experiences.

Planned Observations of Peers

Planned observations of other caregivers provide a different kind of learning op-
portunity. These observations work especially well when based on a specific need
identified by the supervisor or a staff member. A particular setting, behavioral
focus, or time of day can then be selected to best accomplish that purpose. The
caregiver thus takes part in the decision about what to observe and why.

Beginning Teachers

During orientation or the first months on the job, caregivers can be assigned to
observe teachers at different parts of the day, especially times such as free play or
transitions when the teaching role is not so clearly identifiable. A discussion be-
forehand about what to look for or an observation sheet with focus questions nar-
rows what is to be examined to manageable proportions. For example, instead of
suggesting that a caregiver “observe transitions,” a series of observations might
be set up. One could focus on how teachers prepare children for change (e.g., going
from free play to snack), another on what they do to make it easier for children
who don’t function well during transitions, and a third on how teachers work to-
gether to take care of stragglers. An observation sheet for free-play time might
include this series of questions:

How do teachers help children make choices?
What do they do when a child seems to be wandering around?
What seems to help children learn from their play?
What seems to interfere?

Eventually, as caregivers develop observation skills, they will be able to function
with much more open-ended guidelines.

Experienced Teachers

More experienced caregivers may respond better to ideas for changes in teaching
strategies when they can examine alternatives to help them determine what method
would work best for them. For example, in a supervisory conference a concern
may be raised about keeping the children’s attention while reading aloud. Through
a problem-solving process, the teacher may be able to come up with some causes
for their inattentiveness but still be unsure of what to do about it. It could then be
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suggested that she observe several other teachers as they read to children and iden-
tify some alternative strategies for keeping the children involved.

Frequently, teachers are stimulated by workshops to try new techniques or
activities but do not feel confident enough to actually attempt them. In such situa-
tions, the supervisor or a skilled teacher can demonstrate the technique in the class-
room. Art, cooking, and creative movement are types of experiences that lend
themselves well to this type of demonstration, since they are more easily shown
than explained. If at all appropriate to the activity, classroom team members should
take part in it. These observations are most effective when they begin with a plan-
ning session in which all participants are actively involved and when they are
followed by a feedback session during which perceptions, questions, and opin-
ions are shared.

Lesson-study described earlier in this chapter and group and peer supervision
are other examples of professional development that incorporate peer observation.

Observing Children

When teachers—whether they are new to the job or have been teaching for years—
really begin to look at children, new worlds open up to them. Observing increases
caregivers’ understanding of developmental age or stage characteristics and of
how children construct learning through their own play. They gain insight into
some of the very real differences children show in their interactions with adults,
with other children, and with equipment and materials. And they develop an aware-
ness of changes in individual children over time, an ability especially important
for those who work with infants, speakers of other languages, or children with
special needs. Objective observation of children is also, of course, a skill in itself
that should be acquired and used by anyone who works with young children.

Caregivers may keep anecdotal records of one or two children over a period
of several weeks, which can help them gain an understanding of children’s be-
havior over time. Or they might make running records, describing everything that
they hear or see during a brief, designated time interval. This technique is espe-
cially valuable in revealing children’s ability to be self-directing, to explore and
learn from their explorations, and to learn through their play. In working with
infants, such direct observations often result in surprising insights when caregivers
see that every gesture provides some information about a child’s development and
personality.

When care is taken to make records descriptive and nonjudgmental, they can
be shared among staff members and even with parents to assist in making decisions
about a child or the program. Assignment of observations of children, of course,
must be accompanied by a discussion of professionalism and confidentiality.

There are many resources for tools and methods for observing young children.
Among these are Cohen, Stern, and Balaban’s classic book, Observing and Recording
the Behavior of Young Children (1997), which provides guidelines and questions
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for looking at classroom behavior in a variety of settings, and the Preschool Child
Observation Record (High/Scope Educational Research Foundation, 2003).

Because young children’s behavior reveals so much about their abilities and
about how they learn, observation is an especially valuable tool for staff learning.
It makes available a reality base that is hard to find in any other way.

CAREER DEVELOPMENT

Career development can be described simply as opportunities that are part of an
early childhood staff development and learning plan designed to promote upward
mobility within a program and perhaps beyond. Opportunities for staff to obtain
credentials that verify their acquired knowledge and skills are important elements
of such programs. It is here that the career-ladder concept and state career devel-
opment initiatives, including state registries, which we described in Chapter 13,
can be especially useful.

Such efforts may be focused on staff members who are at the lower job levels
and who do not have degrees as well as those who may be interested in preparing
for new roles such as head teacher, educational coordinator, or director; or in
changing direction from preschool to infant care, or toward social services, par-
ent education, or special-needs education.

Supervisory Assistance

There is considerable range in the extent of involvement of supervisors in career
development. In a large program with a commitment toward such opportunities,
it is best to have someone on the staff who has the major responsibility for coor-
dinating contacts with state agencies and educational institutions and keeping up
with staff members who are taking part. Problems with finding transportation or
baby sitters, choosing appropriate courses, taking courses online, and working
through a college bureaucracy can quickly discourage a staff member whose self-
confidence is low. The coordinator can field such problems and help caregivers
find ways to solve them.

In smaller programs, the involvement will be more informal, with supervi-
sors acting as encouragers and facilitators for staff who wish to pursue formal
education. A third role for supervisors is to act as a field advisor or trainer for
CDA candidates, which could include supervising field experiences and taking
part in the assessment process.

College Preparation Programs

The simplest and most helpful part supervisors can play in encouraging formal
study is to gather and disseminate information about colleges that have early child-
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hood courses, CDA training, and/or degree programs that are appropriate to the
needs of their staff. A college or university that has provided CDA and other train-
ing for Head Start staff may also be able to serve staff from other early childhood
programs. Institutions that show an understanding of the special strengths and
needs of adult learners and that assess previous work or life experience for credit
are preferable. External degree programs, which provide course work through
independent studies or online and distance learning, are readily available.

It is often possible to negotiate for courses on special topics and even for
new degree programs if sufficient numbers of students can be guaranteed. On-
site courses are also sometimes an option. Working together with other early care
and education programs or public schools helps develop evidence that there will
be a continued market for such courses or programs in that location. State regis-
tries and research and referral agencies can be very helpful in these efforts. So
that formal study programs will affect more than a few highly motivated staff
members with enough money to pay for their own courses, every effort should be
made to provide or seek out some kind of tuition subsidy.

The CDA Credential

The Child Development Associate credential has a number of advantages as a
career development goal. This system allows people with varying amounts of
formal or informal education, with or without degrees, to focus on the same goals
and reach them at their own pace and in a way that is most appropriate for them.
The requirements are flexible, both in time and in the type of training needed.
And, because the CDA competencies are based on sound developmental principles
and the credential is awarded on the basis of a caregiver’s actual work with chil-
dren, there is a direct relationship with the quality of teaching and the care of
children.

The CDA assessment and credentialing system was developed in the early
1970s to provide a nationally recognized, validated standard of competence for
early childhood practitioners. It is administered by the Council for Professional
Recognition, a nonprofit corporation in Washington, D.C. (see Appendix).

At the heart of the CDA system there are six major competencies, which
are subdivided into 13 functional areas (see Council for Professional Recogni-
tion, n.d.). These define the standards by which individuals are assessed and the
credential awarded. Assessment is a six-stage process that includes the collec-
tion of documents, a verification visit by a Council representative, and a review
of documentation of competence. There are some variations based on where the
candidate for the credential works; that is, in a center-based preschool, center-
based infant/toddler program, family child care home, or bilingual or special
needs setting, or as a home visitor. CDA is an especially attractive alternative
for those who do not feel ready to pursue a degree and to those with degrees but
without early childhood course work. For a full description of CDA requirements
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and the process for obtaining a credential, see the Council’s Web site (http://
www.cdacouncil.org).

National Board Certification

The National Board of Professional Teaching Standards (NBPTS) offers National
Board Certification in many teaching specializations, including Early Childhood
Generalist, for teachers of children ages 3–8. This is a voluntary certification pro-
cess that requires extensive documentation, analysis, and reflection of practice
based on high performance standards. Teachers who have a baccalaureate degree,
3 years of experience working with children ages 3–8, and a valid teacher license
or certificate, if required by their state, are eligible to apply. There is a substantial
fee associated with the process, which takes almost a full school year to complete.

At the heart of the process are the standards for Early Childhood Generalist
(see NBPTS, 2004). Teachers are asked to demonstrate these standards through a
portfolio that contains videotapes of their teaching, products of student learning,
and other teaching artifacts, as well as documented work with families and the
larger school community. Reflective statements about their practice are also
included.

In addition, teachers must complete an assessment-center component which
focuses on a candidate’s content knowledge. The exercises are computer-
administered at statewide testing centers. The candidates write answers to ques-
tions based on materials that have been sent to them in advance or are presented
on-screen. Teachers who meet the performance standard receive a certificate for
10 years, which can be renewed.

The National Board Certification process is a rigorous one and a wonderful
professional development experience. It is based on what teachers actually do,
why they do it, and how they think. We recommend that you review the Board’s
Web site (http://www.nbpts.org) to obtain a full description of requirements and
procedures for obtaining this certificate.

RESOURCES FOR PROFESSIONAL LEARNING

We have described several possible components of a professional development
and learning program. Computer and digital technology, a professional library,
and professional associations are other important resources that can lend support
to a staff member’s growth and development.

Technology Resources

The use of technology in the field of early care and education continues to grow
very rapidly. In a survey of child care programs, including family child care,
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Donohue (2003) found that programs use technology for accounting and market-
ing purposes; communicating with parents and staff; Internet access; purchasing
books, supplies, and equipment; and security systems. Digital and video cameras
are also used for parent conferences and staff training. Assistive technology for
use with children with special needs is another important application.

Many of the professional development and learning options described above
can be enhanced with the use of technology. A few possible applications are using
a digital camera in preparing portfolios, a video camera to record teaching epi-
sodes for group supervision or lesson study, the Internet for investigating topics
for action research projects, e-mail for staff to stay in touch with each other and
to network with other professionals, and online discussion groups and chat rooms
for support purposes. In addition, the list of organizations, universities, agencies,
and other providers delivering online courses for child care professionals is greatly
expanding.

The NAEYC Technology and Young Children Interest Forum (www.tech
andyoungchildren.org) is one of a number of sites that include online resources
for staff development and training programs as well as examples of best educa-
tional practices of using technology with young children and families, including
a bibliography of articles and research studies on this topic.

It is clear that the use of technology in the early childhood field is expanding
and that child care staff will need access to computers and other technology tools
as well as ongoing training in how to use them. Technology training for supervi-
sors is especially critical because they will need to display a comfort with tech-
nology and background knowledge so that they can support, advise, and guide
staff as they learn and benefit from the use of technology in their work with chil-
dren, colleagues, and parents.

Professional Reading

Even though the Internet brings a world of professional resources to staff, easy
access to a well-stocked library of professional materials has an essential place in
any child care setting in which a culture of learning is valued.

Staff may be asked to read particular articles for discussion at staff meetings
and might be encouraged to read during children’s nap times or, when working
with older children, at times set aside when everyone in a program reads silently.

Supervisors serve as models when they share their own reading experiences in
staff meetings on a regular basis and make the reading materials available afterward.
Staff members can be invited to share books or articles they have recently read.
Individual conferences and meetings with classroom teams also provide opportuni-
ties for supervisors to suggest readings related to a specific area of concern.

Some staff members, perhaps those involved in study groups, may be inter-
ested in researching books and articles to recommend to colleagues or parents or
writing short reviews for the center newsletter or Web site. The greatest value in
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professional reading comes when staff have opportunities to discuss with each
other ideas from their reading in terms of relevance to their work with children,
families, and each other.

Supervisors are sometimes surprised to discover that some members of their
staff are not proficient readers. For these caregivers, materials that are both ap-
propriate and not too difficult must be searched out. For those for whom English
is a second language, readings in native languages can be made available. Con-
necting staff members with courses in reading and writing improvement can make
a great difference in enabling all to become full participants in the field.

Professional Associations

Participating in professional associations such as the National Association for the
Education of Young Children (NAEYC), the National Association for Family Child
Care (NAFCC), Association for Childhood Education International (ACEI), and
the Council for Exceptional Children (CEC), and their state and local affiliates is
an important means for staff to see themselves as part of a large profession. These
and other organizations (see Appendix) offer opportunities for staff to participate
in their chosen field beyond the confines of their program. Through membership
in professional associations, they can meet new colleagues, extend their profes-
sional education, and assume new leadership roles.

Through their Web sites, publications, conferences, and workshops, profes-
sional organizations offer a multitude of learning opportunities. Directors of pro-
grams may wish to send staff members to conferences on an alternating basis and/
or provide some form of membership reimbursement as a program benefit. It is
important for directors to take an active role in professional associations them-
selves so they are up-to-date on the latest developments in the field.

MAKING THE WORKPLACE ENJOYABLE

In concluding this chapter, we’d like to offer a few suggestions for setting an upbeat
tone to a program. Of course, if staff members are challenged, if they have oppor-
tunities to collaborate, and if they are learning, then chances are that there is a
positive atmosphere already in a program. Here are some additional small steps
that can be taken to make a difference in the work environment:

1. Highlight staff accomplishments through your program’s Web site, newslet-
ter, and bulletin board.

2. Make teaching “fun.” Plan centerwide special days for the children built around
a theme, a special guest, or a puppet show. Do it so it’s fun for the teachers as
well as the children, without so much work that the enjoyment is lost.

3. Have social events periodically in which staff have a chance just to get to know
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each other as people. When people discover and rediscover that they can have
fun together, tensions can be relieved and even dissipated. Include families
and friends in some events. Plan them with sensitivity to financial and family
needs, and help staff to accept individual’s lack of participation without
resentment.

4. Add food to a work session or staff meeting. It is a catalyst for informal talk
and relaxation. If done only occasionally, it gives a meeting a bit of a party
atmosphere. One staff found that getting together to make cookies and wrap
presents for the holidays was fun in itself and also provided an opportunity to
share perceptions of children on a professional level while enjoying the holi-
day spirit. Sometimes including parents adds to creating a community around
the program.

5. Once in a while vary the place where meetings are held. This creates a change
of pace for a regular staff meeting but is especially effective if you must hold
an extra one. Sometimes issues arise that the staff themselves feel cannot be
resolved during the regular course of the day. Perhaps tensions have devel-
oped, or time is needed just to think about a problem in a different way. A
meeting at someone’s house for pizza, for example, can supply the time and
the atmosphere to permit staff to look at an issue as a problem to be solved
rather than as a difficulty that creates hard feelings.

6. Have “catch-up days” or “curriculum refreshers.” Find blocks of uninterrupted
time when the staff can work on renewing skills, rearranging the learning en-
vironment, or discussing special curriculum topics. Even full-day, year-round
programs can sometimes close down for one or two days, perhaps in late sum-
mer, if parents know ahead of time that they will have to make other arrange-
ments. Also in the summer, when there are fewer children in attendance, several
days to a week of full afternoons might be arranged. Hire substitutes and use
job trainees and supplementary staff when needed.

7. Encourage teachers to try out things that are related to their special interests,
and provide a personal day or flexible time off as a matter of policy. A half-
day off on a staggered basis for holiday shopping can make a huge difference
to staff who work long hours, as can pay or at least comp time to make up for
an evening meeting.

8. Finally, and perhaps most important, be an advocate for better pay and work-
ing conditions for early childhood staff, to parents and to the public at large,
both in your own program and in the profession as a whole.

CONCLUSION

In this chapter, we have stressed the importance of supervisors as facilitators of
learning and of establishing a professional culture that supports learning. We have
described three approaches to adult learning and offered a range of strategies in



212 Staff Recruitment, Development, and Evaluation

which colleagues can contribute to each other’s learning. In addition to describ-
ing possible components of a staff development and learning program, we sug-
gest additional resources for staff development and provide some tips for making
the workplace more enjoyable.

PROGRAM ACCREDITATION

The following criteria for program accreditation from NAEYC Early Childhood
Program Standards and Accreditation Criteria: The Mark of Quality in Early
Childhood Education (NAEYC, 2005) represent a sampling of those related to
professional development and learning:

6.A.07 All teaching staff have specialized college-level course work and/or pro-
fessional development training that prepares them to work with children
and families of diverse races, cultures, and languages. Specialized college-
level course work may include core courses that cover these topics or
courses addressing these topics specifically. Teaching staff adapt their
teaching in response to children’s differences. (p. 54)

6.A.09 All teaching staff who supervise or mentor other staff members have
specialized college-level course work or professional development
training and preparation in adult supervision, mentoring, and leader-
ship development. Specialized college-level course work may include
core courses that cover these topics or courses addressing these topics
specifically. (p. 54)

8.B.02 Program staff connect with and use their community’s urban, suburban,
rural, and tribal cultural resources. (p. 61)

8.C.01 Program staff are encouraged to participate in local, state, or national early
childhood education organizations by joining and attending meetings and
conferences. Program staff are also encouraged to participate regularly
in local, state, or regional public awareness activities related to early care
and education. (p. 61)

8.C.05 Program staff are encouraged and given the opportunity to participate in
community or statewide interagency councils or service integration ef-
forts. (p. 62)

10.E.12 The program’s professional development plan
• is based on needs identified through staff evaluation and from other

information from program evaluation processes.
• is written and shared with staff.
• includes mentoring, coaching, and other professional development op-

portunities for all staff.
• includes discussion of ethical issues.
• includes training in the policies and procedures of the program.
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• includes training in skills for building positive relationships, all aspects
of the curriculum, teaching practices, skills for partnering with fami-
lies and communities, and skills for collaborating and participating as
a member of a team. (p. 81)

EXERCISES

1. What are the components of your professional development and learning pro-
gram, and how do they address the various levels of education, experience,
and expertise of staff members?

2. Describe some of the major problems you face in the area of staff develop-
ment. Brainstorm as to possible ways that you can overcome these challenges.

3. Select one staff development option that we have described above and experi-
ment with it. Try to document its impact on practice.

4. Describe the different ways that you encourage or might encourage group
reflection and dialogue among staff in your program.



214 Staff Recruitment, Development, and Evaluation

214

C H A P T E R  1 6

STAFF EVALUATION AND LEARNING

E VALUATING, JUDGING, EXAMINING, appraising, and rating connote be-
haviors that seem contrary to the humanistic ideals dear to early childhood

educators; yet probably no other supervisory process has the potential to affect
the quality of learning experiences for children as much as what staff members
learn about themselves.

The great variability in experience and education levels among profession-
als and paraprofessionals within early childhood programs suggests a strong need
for staff evaluation. It also places great demands on directors who struggle with
the dual roles of fostering the growth of staff members at different points in their
professional development and making personnel decisions about them, while
confronting the serious problems associated with staff turnover.

Through evaluation, directors and other supervisors acquire information about
their programs and staff members that can be used to make informed decisions as
they plan for the future. Also, staff members receive formal feedback about their
performance, which can be useful to them in making career plans. An informal
survey of early childhood program directors yielded the following purposes of
evaluation:

•To improve the quality of overall services provided to children
•To make judgments about staff competence
•To ensure that program goals are being met
•To recommend that staff be rehired, fired, promoted, or reassigned
•To note the progress of staff members
•To reward staff
•To motivate staff
•To assist staff in improving their teaching or caregiving
•To meet requirements of outside funding agencies
•To set goals for the future
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Although there is overlap among the stated reasons for evaluating staff and among
the implied tasks, the major purpose of evaluation remains maintaining high-
quality care and instruction in a program by (1) assuring that staff are effective
teachers and caregivers and (2) fostering the professional development and learning
of staff members.

EVALUATION TERMINOLOGY

There are several terms that are frequently used in connection with staff evalua-
tion. These include supervision, assessment, authentic assessment, and evalua-
tion, both formative and summative.

Throughout this text, we have equated the term supervision with the concept
of ongoing support and professional development of staff members. Leaders in
the field of supervision, however, continue to disagree over whether staff evalua-
tion should be thought of as separate from or a part of supervision. Since evalua-
tion can be a growth-promoting and learning opportunity and since those holding
administrative and supervisory responsibility are normally expected to evaluate
staff as part of their job descriptions, we believe that a legitimate aspect of super-
vision is the process of evaluating staff—that is, the act of judging the effective-
ness of a staff member’s performance.

Formative evaluation is an ongoing process that provides teachers and others
with regular feedback about their performance to effect transformation and growth.
Staff members do not have to wait until the end of the year to receive constructive
suggestions or to know what supervisors think about their work.

Supervisors and staff members collect data in a variety of ways and from a
variety of sources. These include conferences and classroom observations carried
out by supervisors as well as other documents assembled by teachers, perhaps in
consultation with colleagues, such as surveys, evidence of professional activities,
and samples of children’s work. The data are used to assess the presence of and the
degree to which staff members possess certain qualities and teaching or caregiving
competencies. Formative evaluation is comparable to ongoing assessment.

Recently, the term authentic assessment has been used in connection with the
evaluation of both children’s learning and teachers’ effectiveness. By having teachers
document and collect data based on the work that they actually do with children
each day in their classrooms, evaluation is more authentic and is broad in its scope.

In contrast to formative evaluation, which takes place regularly and over time,
summative evaluation takes place at the end of a specified time period, when an
administrator or supervisor “sums up” and judges the effectiveness of a staff
member’s performance, letting that person know where he or she stands against
certain predetermined standards. In summative evaluation, the “big picture” or
overall performance is considered. The time established for summative evaluation
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may be set by a board, the director, or a funding source. Summative evaluation is
a formal, legal process; it must be described in a program’s personnel policy or
teacher contract and is usually approved by a board of directors.

SOME GUIDELINES FOR STAFF EVALUATION

Effective evaluation programs are characterized by a culture of professionalism.
Directors are sometimes reluctant to evaluate staff members for fear of creating
more staff turnover, but in reality, evaluation can have the opposite effect. It en-
ables staff to see themselves as members of a program that has high standards and
values professionialism.

Evaluation processes and plans should recognize the various developmental
levels of staff members. As we noted in Chapter 13, evaluation processes and
procedures can vary for staff who are at different stages in their careers. Begin-
ning teachers may be evaluated on a timeline and by individuals and by proce-
dures that are different from those for experienced teachers or teachers who need
intensive assistance (Danielson & McGreal, 2000). A program’s career ladder or
lattice, with defined roles and rewards, can offer a structure for designing an evalua-
tion plan and a basis for tying it to a program’s professional development plan.

Teacher involvement is essential in the design and implementation of any
evaluation plan if it is to be successful. A sense of ownership of the evaluation
process enables staff to perceive it as meaningful, one that can have a positive
effect on practice.

Opportunities for reflection and analysis should be woven into a program’s
evaluation plan whenever possible. Reflective journal entries in portfolios, con-
ferences with peers and supervisors, and completion of self-evaluation instruments
are examples of activities that can assist staff members in thinking about and re-
fining their practice.

Evaluators who are culturally responsive take into account the cultural val-
ues they bring to the evaluation process, and the cultural lenses through which
they view and interpret the teaching-learning process. They strive, too, to assist
staff in developing a cultural self-awareness and in becoming more cognizant of
the ways that culture can impact on teaching and learning.

Time is a valuable commodity in the daily lives of supervisors and teachers.
Yet if evaluation is to be taken seriously by staff and if it is to be a thoughtful
process, then adequate time must be set aside for evaluation activities.

WHO EVALUATES?

Should supervisors have the sole responsibility for evaluating, or should
supervisees, other staff members, parents, and children be involved? We suggest
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that a broad range of individuals participate in the process of evaluating staff
members. In this way, data are obtained from multiple sources.

Supervisors

Whether director, educational coordinator, or head teacher, the supervisor by vir-
tue of position has the authority and responsibility for evaluating staff. The su-
pervisor is accountable for the program and therefore is concerned about its quality.

Effective supervisors have the experience and expertise to make judgments.
They have observed and conferred with staff members over time and, most likely,
have conducted training sessions with them as well. This ongoing process enables
them to assess the professional development of individuals and to have a sound
data base for evaluation. They are also familiar with the children, parents, and
community so they understand the context in which staff members work. Super-
visors may also have developed the procedures for evaluating staff in coopera-
tion with the staff as well as with board members.

For all these reasons, supervisors are central to the evaluation process, but,
as indicated earlier, they need not be the only individuals who evaluate.

Supervisees

Self-evaluation requires that individuals take time to reflect about their progress.
This can be an insightful and rewarding experience, enabling them to note gains
and setbacks and to set personal goals for the future.

Although all staff members benefit by evaluating themselves, our experience
suggests that self-evaluation is easier for supervisees who are already analytical
and reflective. Some staff members may need ideas and structure to help them
think about their progress. This might take the form of an instrument in which
they are asked to state goals with strategies for reaching them or a list of ques-
tions designed to stimulate self-assessment. Such a self-evaluation tool could be
jointly developed with staff, who could also be introduced to readings that stimu-
late reflection. Another approach is to ask each staff member to interview him- or
herself about his or her job performance and learning.

Supervisory conferences lay the groundwork for self-evaluation, for it is
through conference dialogue that staff members practice reflecting, predicting,
judging, and suggesting alternatives to caregiving and teaching behaviors. Through
practice, patience, and hard work on the part of supervisors and supervisees, most
staff members can learn to become skilled self-evaluators.

A drawback to self-evaluation is that supervisees sometimes underrate or
overrate themselves, but individuals usually know themselves and the quality of
their work better than anyone else. Also, teachers may be reluctant to make state-
ments about what they can’t do well. If they feel free from external threat, self-
evaluation can empower staff. They have an opportunity to judge themselves and
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to respect their own judgments. They also become better at it with the help of
supportive supervisors.

Peers

The idea of peer review—that is, the participation of peers in evaluating colleagues
for the purpose of making decisions about their continued employment—has been
controversial. However, it is gaining wider consideration, particularly when
coupled with assistance for teachers who are new or who are not performing up
to standard. The State of California, for example, mandates a formal peer assis-
tance and review program for public school teachers that is tied to cost-of-living
increases, and the federal government, through “No Child Left Behind,” also pro-
motes peer review (Kumrow & Dahlen, 2002).

Two public school districts that have been experimenting with peer review and
assistance programs for a number of years now are those of Toledo, Ohio, and
Rochester, New York. In Toledo, consulting teachers, experienced teachers given
release time, work with veteran teachers who are having difficulty and with begin-
ning teachers. After a designated period of time, they make final recommendations
to a panel review board about the teacher’s employment status. Due to political and
contractual issues, however, only a small percentage of teachers who were found to
be less than competent resigned or were terminated (Kumrow & Dahlen, 2002).

The Rochester peer assistance and review plan is based on the assumption
that “nobody knows better the difference between good and bad teaching than
the best teachers themselves” (Urbanski & O’Connell, 2003, p. 3). In Rochester,
all newly hired teachers without experience participate in a mentor-internship
program. An intervention program was also developed to support experienced
teachers who are having difficulties. This program provides assistance by a peer
for up to a year based on a needs assessment. At the end of the intervention, the
mentor reports to a panel which, in turn, makes a recommendation to the superin-
tendent regarding employment of the individual in question. The intervention
program has been very successful in assisting teachers in meeting professional
standards (Urbanski & O’Connell, 2003).

Directors and staff members of early childhood programs can explore ways
to involve peers in evaluation and in providing assistance to those staff who are at
risk that make sense for a program, given its size and other particular characteris-
tics. Peers can certainly work with each other in setting long-range goals; in se-
lecting and evaluating materials for portfolios; in reading, writing, and critiquing
reflective statements; and in helping each other improve their teaching.

Parents

Parents informally evaluate early childhood programs: They judge staff members
and programs by continuing to send their children to a center or by withdrawing
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them. Parents can be asked to evaluate staff more formally by completing anony-
mous questionnaires as is done in the Child Development Associate (CDA)
credentialing process (see Chapter 15).

Soliciting the views of parents can increase their support and enthusiasm for
a program and can enhance its climate. Critical to their successful participation,
however, is the method used to involve them as well as the ways in which staff
members are prepared for parental involvement. Parents need to be informed about
why their help is requested, to understand the nature of the actual power they have,
and to know appropriate protocol and behavior for participating in the evaluation
process.

Children

Measures of children’s growth and learning comprise another source of data to
assess effective teaching. Children’s portfolios, which may contain examples of
writing, artwork, and digital photographs of them at work and play over time, are
wonderful ways to demonstrate their language, mathematical, social, and artistic
development to themselves, parents, and others.

SOURCES OF EVALUATION CRITERIA

In developing instruments for assessment and evaluation, program administrators,
supervisors, and staff members will need to determine the criteria upon which
individuals in each role will be evaluated.

Rather than re-creating what has already been developed by various re-
searchers and other experts funded by professional organizations and govern-
mental agencies, it makes sense to tap into what represents current thinking about
effective teaching and caregiving and support that work by integrating it within
your own program. For example, core and knowledge competencies identified
by a state’s career lattice program or at the public school level by the state de-
partment of education can be incorporated into a local evaluation plan. Other
sources of criteria are the Child Development Associate (CDA) Competency
Goals and Functional Areas (see Council for Professional Recognition, n.d.),
the Early Childhood/Generalist Standards of the National Board of Professional
Teaching Standards (NBPTS) (see NBPTS, 2004), and certainly the accredita-
tion criteria of the National Association for the Education of Young Children
(NAEYC, 2005).

Additional sources for identifying criteria for evaluation specific to a
program’s particular context are administrators and staff members themselves.
Asking staff members to keep track of their time, to describe their daily activities
and their perceptions of their roles, and to identify the qualities, knowledge, and
skills they believe to be important in carrying out their jobs is a worthwhile staff
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development endeavor as well as a practical source for evaluation criteria and job
descriptions.

APPROACHES TO EVALUATION AND THE CAREER LADDER

In designing evaluation that is based on stages of career development, there are
several questions to consider:

1. Which evaluation practices make sense for staff given their needs and experi-
ence levels?

2. Which evaluation practices should be required and which should be optional
given staff stages of development?

3. How do the roles of the evaluator(s) and staff members change at different
points of the career ladder?

4. As staff members acquire experience and expertise, should the criteria on which
they are evaluated change?

5. As one moves up the career ladder from teacher aide to head or master teacher,
should the frequency of evaluation vary?

6. At what point should evaluation focus less on determining the presence of
competencies and more on professional development?

An Expanded Definition of Teaching

Shulman’s work (1987), in connection with teacher certification for the NBPTS,
has had a major impact on teacher assessment standards and practices. His defini-
tion of teaching focused not just on what teachers know, but on how they think
and their decision making, reasoning, and new understandings in preparing for
instruction, and during and after instruction. This conception of teaching has
brought assessment strategies closer to practice and broadened data collection for
national certification to include multiple sources of documentation collected over
time.

In recent years, assessment practices in school settings have also begun to
change by going beyond the evaluation of teachers based solely on supervisory
observation of instruction, to include aspects of planning for teaching and reflec-
tion during and after teaching. Teachers are asked to reveal their thinking about
their teaching and to document how they have changed their practice and what
they have learned as a result of it. The collection of artifacts in portfolios, the
writing of personal narratives and reflective statements, and the carrying out of
action research projects are strategies now more commonly associated with teacher
assessment. These approaches are more inquiry-oriented, place more responsi-
bility in the hands of staff members, and more closely reflect a broad definition of
teaching. We consider them to be evaluation approaches that are more closely
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linked to professional development and learning. You may want to use some of
them in combination with each other and with traditional approaches, keeping in
mind the career stages of staff members.

Tools and Reports

As you and your staff members design an evaluation plan within the career-ladder
concept, you might wish to consider some of the tools and approaches to evalua-
tion described below. Using tools such as rating scales, rubrics, or narrative re-
ports, described in this section, are traditional summative evaluation practices in
which supervisors tend to have major responsibility and control. They are often
used in conjunction with a series of classroom observations by evaluators.

Rating Scales

Rating scales have a quantitative emphasis. The quantitative approach is based
on specific criteria that researchers, practitioners, and policy makers have deemed
essential to professionals in a field. These criteria or competency statements, such
as the CDA standards mentioned above, can be modified to create scales that ask
evaluators to indicate the presence of specific competencies and to rate the extent
to which a staff member manifests them by placing a check on a scale represent-
ing a minimal to a high level of performance.

Rating scales can be administered with relative ease, depending on their
length. The competencies to be evaluated are explicit and available to supervisor
and supervisee at the beginning of the evaluation period. Those with numerous
competency statements can seem overwhelming and perhaps a bit unrealistic to
the supervisee, yet they can be useful as both formative and summative evalua-
tion tools. Teacher rating scales do not provide the reader with personal or spe-
cific examples and illustrations of a staff member’s behavior, and they should not
be used as instruments for observing teaching in the clinical supervision cycle.

Rubrics

Unlike a traditional rating scale, a rubric is a set of criteria that describe specific
behaviors to be expected at various levels of performance. Such levels might range
from beginning to accomplished or unsatisfactory to exceptional. Criteria focus
on the performance of teachers, and may include the results of their work with
children. A rubric could, for example, be constructed using one of the criteria from
the NAEYC’s (2005) accreditation standards, as in Figure 16.1.

The advantage of a scale that includes descriptors of performance levels is
that it gives teachers a clear idea of what is expected. It can take into account the
developmental stages of teachers’ professional growth and promote discussion
between the teacher and supervisor about the teacher’s practice. Evaluators, for
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example, can cite specific events from classroom observations, and teachers can
point to evidence from practice to demonstrate criteria and performance levels
(Danielson & McGreal, 2000).

Examples of rubrics and rubric templates are readily available on the Internet.

Descriptive Reports

Descriptive evaluation reports, often called narratives, are qualitative in nature.
A greater emphasis is placed on the meaning and quality of the experiences that
children and staff members have in classrooms. Rather than rating a teacher on
specific competencies, supervisors are more concerned with context and setting,
with understanding and describing how teachers and children engage each other,
and with discovering the assumptions that underlie classroom practices.

Figure 16.1.  Rubric Based on NAEYC Criterion  

3.G.01   Teachers have and use a variety of teaching strategies that include a 
broad range of approaches and responses.

Beginning 1 Developing 2 Proficient 3 Distinguished 4 

Teacher tends to 
feel comfortable 
with and to rely on 
one or two basic 
teaching strategies 
regardless of the 
needs of the chil-
dren and the goal 
of the lesson.

Teacher is learning 
alternative teach-
ing strategies and 
shows a willing-
ness to try differ-
ent approaches and 
to take risks. 
Teacher is begin-
ning to see which 
strategies work 
best with this par-
ticular class and 
which make sense 
given the purpose 
of the lesson. 
Teacher is starting 
to use a greater 
range of instruc-
tional materials.

Teacher demon-
strates a knowl-
edge and use of a 
variety of teaching 
strategies, includ-
ing cooperative 
learning, learning 
through play, guid-
ing children indi-
vidually, direct 
instruction, and 
others. Teacher 
varies strategies 
based on curricu-
lum goals and the 
children’s re-
sponses. Teacher 
uses a range of 
instructional mate-
rials.

Teacher employs a broad 
repertoire of teaching 
strategies including coop-
erative learning, learning 
through play , guiding 
children individually, 
direct instruction, and 
others. The use of these 
strategies depends on the 
curriculum goals and the 
children. Teacher varies 
strategies frequently to 
maintain a high interest 
level among the children. 
Approaches are altered, 
even within a single les-
son, based on the re-
sponse and input of the 
children. Teacher uses 
exceptionally interesting 
instructional materials.

Note: Criterion 3.G.01 is reprinted from NAEYC Early Childhood Program Standards and Accredi-

tation Criteria: The Mark of Quality in Early Childhood Education, by National Association for the 

Education of Young Children (NAEYC), 2005, Washington DC: Author. Copyright 2005 by Na-

tional Association for the Education of Young Children. Reprinted with permission by National 

Association for the Education of Young Children. 
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These narrative reports are statements that describe what a supervisor has
observed over a period of time rather than during a single observation, as discussed
in Chapter 11. As summative reports, they include a supervisor’s judgments and
recommendations with regard to a staff member’s performance. The format of
this report can be open-ended, but some narrative instruments provide evaluators
with more structure by asking for comments on such general areas as knowledge
of child development, planning, behavior management, establishing classroom
learning environments, teacher-child interaction, interpersonal communication,
professional development, personal qualities, relations with parents and commu-
nity, and nonteaching responsibilities. Some supervisors and supervisees like this
type of instrument because it can help them sort out the important issues to be
considered and what needs to be done.

The advantage of this type of evaluation approach is that it gives the
evaluator(s) space to set a context and to describe and illustrate with examples;
and it can be very thorough, offering the reader a substantial amount of specific
information. Descriptive or narrative evaluation reports provide a lasting record,
highlight patterns of behavior, and encourage evaluators to be thoughtful. On
the other hand, writing a summative report is time-consuming. Its open-ended
quality may not provide enough structure for the evaluator(s), who may over-
emphasize some areas and leave out others just as crucial. The narrative report
is compatible with a naturalistic view of evaluation, but some believe it is sim-
ply too open-ended and relies on the evaluator’s values to a greater extent than
need be.

Following is an example of a summative evaluation written by the director
of a program whose goals include a strong emphasis on play and child-initiated
learning and on parent participation, including volunteering in classrooms and
active board membership. Kate is a kindergarten teacher in her second year in this
program.

Kate has been intrigued by open education and sees her most important
goal as what she calls community building. As she is aware, at the
beginning of this year, there were complaints from parents about Kate’s
methods of guidance of children’s behavior, and that she was not doing
enough to prepare children academically.

As I observed Kate during the year, I found some real strengths in
terms of her loving and nurturing interactions with children, her very
special ways of developing positive communication among the children,
and her work with individual children, especially those with problems. In
the latter case, she worked all year with a child who had had a traumatic
experience at home, developing relevant classroom experiences, and
including his parents in her plans. In addition, her classroom has indeed
become a community in terms of children’s social exchanges and their
gaining respect for one another.
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It was evident, however, that the parents’ concerns had some merit. I
have been working with Kate to help her understand the need to set expecta-
tions for children and to follow up on them. She is beginning to see that
doing this helps children to become more self-disciplined, rather than pres-
suring them, as she feared. She no longer takes the phrase “open classroom”
literally. For example, instead of sitting and waiting for long periods of time
for children to pay attention at the beginning of circle time, she has found
ways within her own style to let them know what she expects them to do.

Kate also needs to think about how to build in more specific ways to
develop literacy and math skills. Her fear of overstructuring has made it
hard for her to work in this area. She is beginning to see that children need
to be challenged, and that this is different from pushing them. We have
been discussing ways for her to arrange the room environment so that each
area can contribute to the educational program.

Kate has moved a long way in her relations with parents. She has had
a hard time understanding the legitimacy of the parents’ concerns,
especially in their wanting more academic preparation for children. She
said that she didn’t feel it was necessary to explain why she was doing
what she was doing. She has developed a good system for sharing devel-
opmental information with parents, for example, but she is so indirect with
them that they don’t always understand what she means. Recently, Kate
has begun to share her goals and methods with parents, and to respond to
their questions, rather than telling them what she thinks they want to hear
when she is criticized. This process has forced her to articulate her
philosophy and has given her confidence, and the parents love it!

Kate and I have agreed on four goals for her to pursue next year: to
improve her skills in guidance of children’s behavior; to find develop-
mentally appropriate ways for children to acquire literacy and math
skills; to design a more comprehensive means of documenting assess-
ment, such as using portfolios; and to continue to improve her skills in
parent communication.

In the above summative evaluation report, the supervisor described Kate’s
strengths with specific examples. She was positive and supportive throughout. She
also laid out areas of concern, being very specific, and noting if progress was being
made on these areas. The supervisor concluded by identifying mutually agreed
upon goals that established expectations for the next evaluation cycle. The evalua-
tion is written in a very understandable and straightforward manner.

Inquiry-Oriented and Collaborative Approaches

Long-range goal setting, the use of personal narrative, the establishment of learning
communities such as critical friends groups, the use of individual and schoolwide
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portfolios, the creation of dossiers, and the program accreditation process are other
approaches that can be part of the evaluation process.

Long-Range Goal Setting

Long-range goal setting can be used effectively with both novices and experienced
staff, but novices will require more specific and more frequent supervisory input.
Individuals with experience, however, will have most likely attained a comfort
level with their teaching and a program’s expectations so that they may want to
work on more specialized areas as they move up the career ladder. As they are
more experienced and competent and do not require assessment as frequently as
they did at earlier stages of their careers, they are likely to benefit greatly from
long-range goal setting.

The notion behind long-range goal setting, which is very compatible with
Knowles and colleagues’ (1984) view of adult learning, is that teachers set their
own goals for themselves and their classrooms in cooperation with their supervi-
sors. Goals may be related to the attainment of specific competencies, to curricu-
lum, and/or to children’s and teacher’s learning. At the end of an agreed-on time
period, the teacher and supervisor jointly write what has been accomplished, re-
flect about the experience, and plan the next steps. A unique aspect of this evalua-
tion strategy is that there are no summative reports or ratings.

Teachers may also be paired with coworkers, who confer with them regu-
larly to discuss, review, reflect, and plan. These conferences may take place be-
tween scheduled meetings with supervisors. Another variation of this approach is
to encourage teachers who work with a particular age or at a specific grade level
to meet in groups to establish goals for the group. The entire group can meet pe-
riodically with the supervisor to review progress. Teachers sometimes complete
a form in which they identify goals, action steps, assistance and resources needed,
and data collected to document the experience. A very simple conference guide
can also be used to describe meetings between colleagues. These two options build
in collaboration, dialogue, sharing, and reflection.

Storytelling

Storytelling is a powerful communication tool that encourages reflection on prac-
tice and professional growth and development. Stories, whether oral or written,
are a means of sharing our personal versions of the world around us. By telling
our stories or writing them down and engaging in dialogue with ourselves or others,
we can clarify our thinking about particular issues, about people or contexts, and
refine our behavior.

Storytelling is a way of learning (Egan, 1987). Bruner (1996) describes nar-
rative as a mode of thinking and a structure for organizing our knowledge. In certain
oral cultures, storytelling is an art form, and important messages are embedded in



226 Staff Recruitment, Development, and Evaluation

stories. Stories also serve to strengthen relationships among community members
and to transmit cultural values.

Rossiter (2002) enumerates a number of ways that stories foster learning.
Stories are a source of knowledge and make information more memorable. They
encourage the involvement of the learner. Listeners fill in the blanks of what has
not been said and raise and answer questions from their own sources of knowl-
edge, thus creating new meaning. Learner engagement in stories encourages
empathy and multiple-perspective taking. And stories also have the potential to
be transformative since they can be motivational and lead one toward new paths
of learning and growth.

Personal narratives or stories, in the form of case studies, role-playing, and
simulations have been used as a means of teacher preparation to help develop
professional ways of thinking. By reading and writing case studies, students learn
to “think like a teacher,” to frame problems, to design strategies, and to explore
moral and technical issues that are a part of everyday teaching (Kleinfeld, 1988).
Case studies have been used to successfully train cooperating teachers (Caruso,
1998), as have short stories or vignettes in supervisor preparation to encourage
thinking about successful elements of teacher collaboration. Learning journals,
logs (including videos and electronic forms), and reflective diaries are other forms
of narrative that facilitate independent learning and reflection that is associated
with deep learning (Centre for Teaching and Learning, 2005).

It is exciting to think about how to incorporate personal narrative or stories
into the assessment process. Certainly autobiography as a form of self-assessment,
short vignettes about daily teaching experiences, and even photo stories about life
in classrooms, all of which can be shared and discussed with others, offer simple
yet potentially effective possibilities for helping staff gain confidence, discover
their own knowledge, and reflect on their work. These, and some of the other forms
of narrative mentioned above, can be incorporated into portfolio assessment and
can also serve as the basis for stimulating staff meetings.

Learning Communities

Another vision of an inquiry-oriented and collaborative approach to assessment
and professional development is the concept of teacher learning communities. In
addition to helping teachers be more effective (Lieberman & Miller, 1992; Little,
1990), learning communities offer teachers the possibility of being part of a car-
ing and interconnected culture in which values are shared. Key ideas in the con-
cept of learning communities are that the agenda of such groups arises from the
needs and interests of teachers, that there is an emphasis on inquiring about and
learning from practice, and that teachers have control over such groups.

Learning communities take a variety of forms and may include a range of
people. Some groups might consist of staff members within the same program or
from several programs. Others might include supervisors, advisors, and univer-
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sity professors. Communities might come together to conduct action research on
a topic of mutual interest or simply to engage in “story swapping” (Little, 1990),
that is, sharing anecdotes about their work with children. Communities might also
take the form of study groups and lesson study/group supervision, which were
described in Chapter 15.

Learning communities called Critical Friends Groups are described as “a
model of collective inquiry that champions the co-construction of knowledge
through talk” (Meyer & Achinstein, 1998, p. 6). It is one that builds on the no-
tion of friendship. Our friends, after all, are our advocates. They care about us,
and we have a shared history with them. Because we trust them we can accept
criticism and advice from them and offer the same in a relationship that is re-
ciprocal. In groups of friends one is able to obtain multiple perspectives on an
issue. Central to Critical Friends Groups are critique that takes the form of prob-
ing and questioning that fosters serious reflection and change regarding beliefs
and practice.

In a study of Critical Friends Groups of novice teachers at Stanford Uni-
versity, Meyer and Achinstein (1998) describe a structure for group meetings,
which last from 20 to 90 minutes. Groups begin with a check-in followed by a
charrette. Check-in is a time for group members to get to know each other and
to eventually form a bond of friendship. This activity is one in which all mem-
bers of the group give a brief update of their personal and professional lives.
Charrettes, often used by architects or city planners when beginning new projects,
are group-process brainstorming sessions, in which many new ideas are gener-
ated. During the charrette process in Critical Friends Groups, a teacher-presenter
brings an artifact for discussion and sets the context for it. At the conclusion of
often-dynamic discussions around the issues, ideas, and experiences connected
with the artifact, the meeting is summarized and sometimes members write in
their journals.

Critical friendships may take place as an exchange between individual
teachers who come together around a common goal or theme as described above
or when teams of educators visit partner schools to be of service to that school.
In this case, the host school requests assistance with a specific focus, identify-
ing questions and problems with which they are struggling and need help. (For
more information on Critical Friends Groups and how they function, see the
Coalition of Essential Schools Northwest Web site at www.cesnorthwest.org/
cfg.php)

Critical Friends Groups, which meet outside of the school day and which
consist of staff from a variety of settings, could be sponsored by a local profes-
sional association, a consortium of early childhood programs, or a college or uni-
versity partnership. Neighboring early childhood programs could form critical
friends teams for exchange visits, becoming a valuable source of help for each
other, as they offer an outsider’s perspective, a “fresh eye” when looking at a
program.
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Portfolios

Portfolio development, long used in the Child Development Associate credential
program, is a means by which staff members can learn more about themselves,
their teaching, and the children with whom they work and advisors and evalua-
tors can gain a more complete picture of teaching, caregiving, and learning in a
particular setting. Anderson (2002) describes the portfolio as “a thoughtfully
organised compilation of artefacts and evidence, developed over time and in col-
laboration with others, that provides a record of goals, growth, achievements, learn-
ing, and professional attributes” (p. 2).

There are different types of portfolios each with their own purpose. Profes-
sional development portfolios describe and document professional growth and
learning, promoting the teacher’s ownership of the learning process, evaluation
portfolios validate teacher effectiveness usually in connection with a performance
review, and employment portfolios showcase a teacher’s strengths and accom-
plishments to a prospective employer (Retallick, 2002). Thus the content and struc-
ture of a portfolio will vary depending on the type.

A professional development portfolio might include a teacher’s professional
growth and learning plan, a log of professional development activities, evidence
of how the plan was implemented, and reflective statements about various entries.
On the other hand, a professional development portfolio with a focus on a par-
ticular question identified by the teacher for investigation might feature entries
that describe how the problem was studied, the results obtained, what the teacher
has learned, and its impact on the teacher’s practice.

An evaluation portfolio might be based on specific competencies and con-
tain evidence that the teacher is working toward or has attained them. It might
include a self-assessment and lesson plans, a video, samples of children’s work,
and brief reflective statements intended to address each competency area.

An employment portfolio could include a resume, letters of recommenda-
tion, statement of personal philosophy and goals, evidence of specific career ac-
complishments, and examples of successful teaching activities.

An examination of portfolio materials should enable supervisor, staff mem-
ber, and peers to raise questions and draw inferences about the teacher’s assump-
tions of how young children learn, what the teacher values, how children spend
their time, and the ways in which teacher and children interact. These inferences
can be validated by classroom observations and by engaging in dialogue with
classroom teachers in portfolio conferences. The portfolio will also provide in-
formation about the teacher as a learner.

Portfolio evaluation conferences between teachers and supervisors give the
teacher voice. Teachers have an opportunity to take the lead, to describe what is
important to them, to highlight strengths. The supervisor becomes a listener and
learner and raises questions. Portfolio conferences, however, can be very time-
consuming. Some ground rules may have to be set to give the conference a clear
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focus and to set some limits. There probably will not be time to discuss each entry.
Supervisors will need to have an opportunity for input and will want to know what
they can do to support the teacher’s ongoing learning.

Supervisors can serve as facilitators in portfolio development by establish-
ing a means for staff members to assist each other in the creation of portfolios and
in the assessment of portfolio contents and by providing the time for them to do
so. Supervisors, for example, might lead group sessions with staff in which they
discuss how they are going to illustrate a specific competency in their portfolios,
create teams of staff members who assist each other in the selection of portfolio
entries, or facilitate collaborative-assessment conferences in which teachers come
together to describe, discuss, and interpret a portfolio entry, such as a sample of
children’s art work or writing (Seidel, 1998).

Most undergraduates have had considerable experience in developing port-
folios in relation to teacher preparation courses; however, portfolios as a form of
assessment once a teacher is hired will have a purpose, format, and structure that
is geared to the workplace context. In creating evaluation plans using portfolio
development, supervisors and teachers will have to address a number of concerns
and issues:

•Should the development of portfolios be voluntary or required, and at what
stage of the career ladder might they best be used?

•Should evaluation portfolios have a specific focus each year on a few com-
petency areas that represent a program’s priority?

•Does it make sense to manage the size of portfolios by requiring a limited
number of entries?

•Should rubrics be developed to assess entries that demonstrate competency
areas that apply to all staff?

•Should more experienced or tenured staff have greater flexibility in the fo-
cus and design of their evaluation portfolio?

Portfolios may undervalue the strengths of effective teachers who excel in
areas such as personal interactions with children (Peterson, 2000), an area that is
difficult to represent in the form of materials. On the other hand, portfolios pro-
vide a rich data source for personal reflection and for dialogue on the quality of
classroom events and experiences and shift the locus of control of the assessment
process from supervisors to teachers.

The School Learning Portfolio

In Chapter 15, we described the work of the Coalition of Knowledge Building
Schools in New South Wales, Australia. There the collaborative action research
projects carried out by teachers is combined with the concept of learning portfo-
lios in their work on school improvement (Groundwater-Smith & Kemmis, 2004).
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Instead of creating individual portfolios, as groups of teachers collect evi-
dence about the challenges and problems they face, they document their work in
school learning portfolios, the idea being that schools themselves are learning
organizations. The school learning portfolio is defined as “evidence-based docu-
mentation of organizational and collegial learning regarding a workplace’s trans-
formation” (Groundwater-Smith & Kemmis, 2004, p. 38). In other words, the
school learning portfolio provides documentation on how the school as an insti-
tution changes, adapts, innovates, copes, and learns (Beveridge, Groundwater-
Smith, Kemmis, & Wasson, 2004).

Portfolios contain statements describing the goals, philosophy, and context
of the school and the specific strategies used in the study of identified problems
as well as the steps taken to solve them. They also contain evidence of what was
learned about teaching, student learning, and the school and community. Reflec-
tive statements by collaborative team members describing their professional learn-
ing are also included (Groundwater-Smith & Kemmis, 2004).

As we noted in Chapter 15, an early childhood director interested in this ap-
proach might seek assistance from a critical friend through a college or univer-
sity, professional association, or state agency and may wish to become familiar
with principles of action research by enrolling in a course at a nearby institution
or agency.

Dossiers

An alternative to a teacher evaluation portfolio is the dossier (Peterson, 2000).
This is a document which is limited in size, perhaps up to 12 or 14 pages. At least
four data sources are selected by a teacher for inclusion in the dossier from a range
of possibilities including parent surveys, peer reviews, administrator reports,
teacher tests, professional activities, action research projects, student achievement
data, participation in school improvement activities, and other data that are unique
to the teacher. The data are intended to present the teacher in the most favorable
light and are used for summative evaluation purposes. The teacher may remove
contents from the dossier at his or her discretion. Dossiers may be used in place
of formal classroom visits by those conducting the summative evaluation. For more
on this process, see Teacher Evaluation: New Directions and Practices online (http:
//www.teacherevaluation.net).

Program Accreditation

The self-study process for the NAEYC and other accreditation systems (see Chap-
ter 2) can become an effective context for staff learning as well as program evalua-
tion. The decision to work toward accreditation is a statement of a commitment to
quality, and thus to the improvement where needed of all aspects of the program.
Although accreditation focuses on programs and not on individuals, one cannot
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critically examine a program without looking at one’s practices. Because all staff
members are working toward the same goal, and using the same criteria as they
work through the self-study, they gain a sense of community and ownership of a
program, as well as an opportunity for self-examination.

The self-study criteria of the NAEYC accreditation system provide concrete
outside standards against which staff members can measure their work. Like the
CDA, the process is self-affirming when strengths are validated, which helps
caregivers feel more comfortable in pinpointing areas of concern. When supervi-
sors build training around these identified areas, staff members have a strong in-
centive to apply the newly acquired information and skills. As a consequence, they
often find that their jobs are made easier, because their new knowledge and skills
support their everyday work (S. Connor, personal communication, April 2, 1998).

The accreditation process takes a strong, significant, and sustained commit-
ment from administration and staff. Studies have indicated that centers that have
intensive on-site assistance are much more likely to complete their self-study. The
assistance includes regular mentoring, paid staff release time for training, and
support groups for administrators (“What Centers Need,” 1997). State and other
funds can often be obtained to support training and fees.

We have described a range of evaluation practices that can be used to promote
professional growth and learning in teachers. Dialogue between supervisor and
supervisee, and/or among staff, is a key component in each of them in helping
staff to examine their practices and to plan for change.

SOME CULTURAL CONSIDERATIONS

Culturally sensitive assessment is dependent on supervisors’ being aware of class-
room cultural patterns as well as the cultural perspectives that they bring to the
evaluation process.

In Chapter 10, we described cultural variables that have a bearing on com-
munication. These and others are likely to come into play as supervisors observe
teachers for evaluation purposes, communicate with them about their observations,
and nurture teachers in learning about how cultural patterns affect children’s learn-
ing. We offer several examples from the research literature to illustrate possible
cultural misunderstandings and their effect on teacher assessment, since what
constitutes good teaching varies across different cultural communities (Delpit,
1995).

Many cultural groups, particularly Native American communities, place great
value on social, interdependent relationships versus the individual achievement
prevalent in mainstream culture. A principal way of connecting with others in many
Native American groups, for example, is through storytelling. In a case study of
one Lakota master teacher, Kathleen Jeanette Marsh (1998) found that there was
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a pattern in the ways in which the teacher used personal narrative to help her stu-
dents learn. In each of her lessons, she created a context for the discussion of the
material she presented, shared some personal stories and perspectives related to
the concepts being taught, and questioned and encouraged questions for clarifi-
cation. While some evaluators might marvel at the way in which she connected
with the students and their family and community values, a culturally insensitive
evaluator or one with different values or a lack of knowledge of Lakota values
might perceive the context building and personal sharing aspects of her lessons
as not a good use of classroom time.

Among examples of cultural difference that might affect teacher assessment
that Delpit (1995) points out is the level of emotion displayed by teachers. She re-
fers to a study by Foster (1987) that revealed that African American students view
assertive, aggressive, and even angry behavior as acceptable teaching behavior for
communicating intentions as long as the emotions are genuine. Students perceived
subtle messages or messages lacking sufficient emotional quality as noncaring. Delpit
notes, however, that in assessment situations, African American teachers who dis-
play strong emotions are often viewed by evaluators as teachers who are too harsh,
too authoritarian, too “pushy” with their students, and thus receive poor ratings.

Jacqueline Jordan Irvine (1991) expresses concern that culturally responsive
teachers often do not meet the expectations of traditionally trained supervisors.
She describes some of the characteristics of these teachers:

Responsive teachers . . . spend a great deal of classroom time developing a personal
relationship with the minority children they teach. These relationship-building ex-
changes are recurrent and spontaneous daily events. These teachers understand that
teaching is a social interaction involving affect as well as cognition. They listen non-
judgmentally and patiently to their students and allow them to share personal stories
and anecdotes during classroom time. Students often express themselves openly and
with high affect and emotion violating mainstream rules about turn taking and rais-
ing one’s hand to be recognized. These teachers also share their personal lives and
experiences. These teachers report, however, that their behaviors are often misinter-
preted by supervisors as time off task, unnecessary delays and digressions, or inap-
propriate relationships between students and teachers. I have noticed that these
teachers wait longer for their minority students to respond, and they probe, prompt,
praise and encourage lavishly. These teachers use an abundance of interactive tech-
niques, and the pace is brisk and the activities varied. They move about the class-
room and use their bodies, voices, and facial gestures as teaching instruments. (p. 7)

As supervisors observe and interpret teaching and assist teachers in becom-
ing culturally responsive, they should think about the cultural patterns of under-
standing they bring to an observation. Bowers and Flinders (1990) provide us with
an example of how a supervisor, Karen in this case, uses her cultural knowledge
to interpret an observation. She summarizes her observation of Glen’s class by
noting that he began his class by giving two Japanese pupils an individual writing
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assignment. While they worked diligently at this task, he carried on a discussion
with the class as a whole.

Using her cultural understanding of language, Karen thinks about Glen’s
intentions and how the students may be interpreting his behavior. Glen, unsure of
the students’ ability to speak English, may have seen himself as supporting the
two students by giving them individual attention, standing close to them, smiling,
and having direct eye contact with them. The students, however, based on their
cultural patterns, may view being separated from the large group as a form of
rebuke and may interpret Glen’s nonverbal signals as either rapport or reprimand.

Bowers and Flinders (1990) believe that Karen, as a culturally responsive
supervisor, should make explicit her own cultural frameworks for interpreting the
observation as she nurtures Glen to explore new ways of seeing and hearing by
introducing a cross-cultural perspective.

Supervisors, then, must be willing to learn about cultural and racial groups
different from their own and even to study other languages if they are going to
assist teachers in thinking about their interactions from a cultural perspective and
in creating learning environments that are responsive to the cultures of children
and families in a program. They must consider that the supervisory relationship
could also be affected by factors such as racial identity, the ways in which people
from different races perceive each other, and the worldview that individuals from
various cultures have regarding concepts of time, self-disclosure and discussion,
and the purpose of the supervisory process itself (Page, 2003).

Being a good listener and observer, putting oneself “into another’s shoes,”
learning from staff members and parents who can serve as “cultural brokers,” and
spending time to get to know the workplace and its community are some ways
that supervisors can learn about cultural values and patterns and become more
culturally sensitive as they carry out their work.

A SPECIAL CONCERN: THE MARGINAL PERFORMER

As a result of formative or summative evaluation, supervisors will occasionally
have to deal with a staff member whose performance is marginal. Marginal per-
formers may frequently be absent from their work or simply avoid responsibili-
ties while on the job; they may exhibit inappropriate behavior toward children;
they may be moody or aggressive; or they may offer many excuses for not per-
forming up to par. Marginal performers are individuals who are not working up
to their capabilities. They inconsistently meet program standards and supervisory
expectations.

In working with such individuals, determine the seriousness and the source
of the individual’s unsatisfactory performance. When conferring with staff mem-
bers who are at risk, be very specific and clear as to what the problem is and what
needs to be done to correct it. If the source is job related, it may be possible to
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spend more time with the staff member and alter certain job conditions to improve
the situation, setting goals and a timeline. If the problem is of an instructional
nature, offering assistance through a mentor for a specified period of time gives
the staff member the opportunity to improve.

Supervisors may have to correct or change their own behavior if they are the
source of the problem—for example, if they do not give complete and clear direc-
tions for accomplishing a task. Sometimes a direct, take-charge approach is needed,
whereby the supervisor sets up a very structured schedule for the individual or moves
the staff member from one team to another. If the source of the problem is outside
the program, the supervisor may have little control over its solution but may be of
some help by listening to the supervisee and offering suggestions.

Firing

As every supervisor knows, it is sometimes necessary to terminate an employee.
This is a very difficult and unpleasant supervisory responsibility. The decision to
fire someone should come after careful thought, after the collection of solid data
over time, and after a sincere effort has been made to examine the problem from
different angles and to solve it. The collection of descriptive and relevant data is
essential not only to make the reasons for the decision clear to the employee but
as backup in case of a grievance or legal challenge to the firing.

There are many reasons why it may be necessary to terminate the employ-
ment of a staff member. Directors point to sub-par performance, poor work hab-
its, unacceptable behavior and policy violations as major reasons that may lead to
the firing of a staff member (Thirty Directors, 1981). In order to avoid many nega-
tive consequences of firing, directors make the following recommendations:

1. Establish a grievance procedure, which includes a means for appealing per-
sonnel actions.

2. Review staff performance on a regular basis. Let staff know when there are
problems, provide support and set goals for improvement.

3. Avoid surprises by giving adequate warning; be specific as to the problem and
what is required to correct it.

4. Keep written records, documenting conferences with the individual, written
warnings, and so forth.

5. Keep the executive director, sponsoring agency, owner, or regional director
informed.

6. Make the decision objectively when emotions are held in perspective.
7. Notify the employee directly and as soon as possible once the decision has

been made.
8. Announce the action honestly and directly without violating the employee’s

confidentiality.
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In many cases, although certainly not all, firing someone can be in that
person’s best interest. Sometimes an employee who is unhappy, frustrated, or
unfulfilled in the job simply cannot make the decision to “get out of a rut” and
into a new job, routine, or lifestyle. In those cases, supervisors actually relieve
pain by making the decision for the individual. Also, keeping someone on staff
whose performance is not up to par can lower staff morale and take away from a
sense of professionalism in a program.

Staff members in programs with effective systems for self-evaluation and
frequent communication between supervisor and supervisee are usually not sur-
prised by such actions, as they have been working with their supervisors to ad-
dress problems over time. Suggesting ways that the person might find another job,
redirecting the person to another career, and reminding the individual of the skills
that he or she does have can be helpful. This is especially important for low-income
persons who have few alternatives. Firing an employee can be almost as painful
for the supervisor as for the staff member. You should assume, however, that you
are in a supervisory position because you have expertise and sound judgment and
that your decision, not taken lightly, is in the best interest of the program and the
children it serves.

CONCLUSION

Our emphasis in this chapter has been to address the changing landscape of staff
evaluation and learning by acknowledging its dual nature. We have described
several approaches that link evaluation with professional development and learn-
ing. These include making portfolios, telling stories, participating in learning
communities, conducting action research, and setting long-range goals. We have
set evaluation within the context of a program’s career ladder, encouraging su-
pervisors and staff to jointly design and implement evaluation programs and pro-
cesses. We have also suggested that evaluation should be culturally sensitive.
This is a topic that needs greater attention in the field of supervision. Finally,
we offer directors some guidelines for working with staff who may not be per-
forming up to standard and for firing staff, in those rare cases when such action
may be necessary.

PROGRAM ACCREDITATION

The following criteria for program accreditation from NAEYC Early Childhood
Program Standards and Accreditation Criteria: The Mark of Quality in Early
Childhood Education (NAEYC, 2005) represent a sampling of those related to
staff evaluation:



236 Staff Recruitment, Development, and Evaluation

6.B.01 All teaching staff evaluate and improve their own performance based
on ongoing reflection and feedback from supervisors, peers, and fami-
lies. They add to their knowledge and increase their ability to put knowl-
edge into practice. They develop an annual individualized professional
development plan with their supervisor and use it to inform their con-
tinuous professional development. (p. 55)

10.E.09 All staff are evaluated at least annually by an appropriate supervisor or,
in the case of the program administrator, by the governing body. (p. 81)

EXERCISES

1. Discuss the notion of the teacher portfolio with your staff members. Ask if
one or two teachers would be interested in experimenting with the idea of de-
veloping a portfolio and discussing its artifacts with you. After reasonable time
intervals, confer with the staff member(s) using the portfolio entries as a basis
for discussion. You and the teacher(s) can practice analyzing the material in
terms of your program’s goals for young children. Carry this idea a step fur-
ther by asking groups of teachers who work with a particular age or grade level
to develop a joint portfolio.

2. Review your program’s evaluation policy and procedures in light of the prin-
ciples discussed in this chapter. If revisions are needed, begin by involving
your staff members in a process of describing the competencies they believe
are necessary to do their jobs effectively.

3. As you consider developing an evaluation plan with staff based on the con-
cept of the career ladder, discuss which approaches described in this chapter
are suitable for novice staff, staff with moderate experience, and staff with con-
siderable experience and expertise.

4. Practice observing classrooms through a “cultural lens.” Think about how you
can assist staff in becoming more aware of the cultural implications of their
teaching.
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A P P E N D I X

ORGANIZATIONAL RESOURCES

with exceptionalities, students with
disabilities, and/or the gifted.

National Association for Family Child
Care

5202 Pinemont Drive
Salt Lake City, UT 84123
T 800-359-3817
F 801-268-9507
www.nafcc.org

Affiliates; newsletter, publications,
insurance, accreditation.

National Association for the Education of
Young Children

1313 L Street, NW, Suite 500
Washington, DC 20005
T 800-424-2460
F 202-232-8777
www.naeyc.org

Also state, regional, and local
affiliates; accreditation, conferences,
journals, publications, position
statements.

National Association of Child Care
Resource and Referral Agencies

3101 Wilson Blvd., Suite 350
Arlington, VA 22201
T 703-341-4100
F 703-341-4101
www.naccrra.org

Membership organization for
community-based child care resource

Center for the Child Care Workforce
A Project of the American Federation of

Teachers Educational Foundation
555 New Jersey Avenue, NW
Washington, DC 20001
T 202-662-8005
F 202-662-8006
www.ccw.org

Compensation, working conditions,
education, training, publications;
Worthy Wage Campaign, Early
Childhood Mentoring Alliance.

Council for Professional Recognition
2460 16th Street, NW
Washington, DC 20009-3575
T 800-424-4310
F 202-265-9090
www.cdacouncil.org

Child Development Associate (CDA)
competency standards, assessment,
and training.

Council for Exceptional Children
1110 North Glebe Road, Suite 300
Arlington, VA 22201-5704
T 888-CEC-SPED or 888-232-7733
F 703-264-9494
www.cec.sped.org

An international professional
organization dedicated to improving
education outcomes for individuals
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and referral agencies; publications,
technical assistance, training, and
advocacy for families, providers, and
community.

National Black Child Development
Institute

1101 15th Street, NW, Suite 900
Washington, DC 20005
T 202-833-8220
F 202-833-8222
www.nbcdi.org

Publications, affiliates, direct services,
newsletters, conferences, African
American Parent’s Project, Cross
Cultural Partnership Program.

National Board of Professional Teaching
Standards

1525 Wilson Blvd, Suite 500
Arlington, VA 22209
T 703-465-2700
F 703-465-2715
www.nbpts.org

National teacher certification,
standards.

National Child Care Information Center
10530 Rosehaven Street, Suite 400
Fairfax, VA 22030
T 800-616-2242
F 800-716-2242
www.nccic.org

A service of the Child Care Bureau,
Administration for Children and
Families; a national clearinghouse and
technical assistance center providing a
link to early care and information.

National Institute on Out-of-School Time
[Formerly School-Age Child Care

Project]
Wellesley College
106 Central Street
Wellesley, MA 02481
T 781-283-2547
F 781-283-3657
www.niost.org

Research, education and training,
consultation, and curriculum and
program development; publications,
self-study process (ASQ).

National Latino Children’s Institute
1325 N. Flores Street, Suite 114
San Antonio, TX 78212
T 210-228-9997
F 210-228-9972
www.nlci.org

A national network of endorsers,
supporters, and experts on Latino
children’s issues; promotes the
National Latino Children’s Agenda;
clearinghouse/resource center; training
and technical assistance; special
events.

World Organization for Early Childhood
Education

www.omep-usnc.org
www.omep.org.uk

Worldwide nongovernmental
organization which focuses on
children 0–8, UN Convention Rights
of the Child; represented at UNESCO,
UNICEF, and Council of Europe;
annual meeting, newsletter.
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