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ABSTRACT 

The purpose ofthis study wasto better understand the transition from an 

infant classroom to a toddler classroom from the perspective ofthe childcare 

teachers. How they constructed meaning ofthe transition wasthefocus ofthis 

study. Using participant observation and interviewing as methods,the words and 

actions ofsix teachers in a childcare center were captured. Five to six hours per 

week for a total ofsix months were spent in an infant classroom and a toddler 

classroom. From field notes and interview transcripts,fourthemes were 

developed: (a)Teachers played both a mother and an educator role with the 

infants before and after the transitions, (b)Some ofthe teachers became 

connected to and later disconnected from the infants, (c)After the transitions, 

some teachers felt they were losing the infants. However,thesesame teachers 

also thought the infants were ready to move to the toddler room, (d)The 

teachers felt powerlessness because they did not make the decisions aboutthe 

transition process. The teachers who played a mother role were the ones who 

formed connections and who experienced loss asa result ofthe transition. The 

findingsfrom this study can help educators restructure childcare programs. The 

data suggestthatthey may wantto keep thesame teachers and children 

togetherfor longer periods oftime. 
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CHAPTER ONE 

INTRODUCTION 

Imagine this scene in the infant classroom ofthe Live Oak Child 

Development Center.^ These field notes were taken during this study. 

The large, open,and spacious classroom has many windowsand 
Winnie-the-Pooh decorations. On one side ofthe classroom, Jerome^,an 
eleven-month old infant, is walking toward his teacher Candace. He 
leamed to walk afew daysago. Candace is kneeling on the floor, waiting 
for him to crash into her. On the other side ofthe room, Lila, a ten-month 
old infant girl, stands in the book corner, waving her arms up and down 
and saying,"Ball, ball, ball." She waits for Lena,anotherteacher,to roll a 
red rubber ball back to her. They have been playing this gamefor twenty 
minutes. Lena says,"Lila, you have leamed a new word. Ball, that's right. 
Ball. Ball. I am so proud of you." 

The classroom dooropens,and the directorcomes in. "Candace," 
she says. "Jerome will move next Monday to the toddler room. I senta 
letter to his parentstoday, o.k. Is everything o.k.?" "Yes,"Candace said. 
Then the directortumsand leaves the room. 

Atthis moment,how does Candacefeel, and whatthoughts are going through 

her head? She has been with Jeromefor almosta year,and now he will move to 

a new classroom with a new teacher because it is time for his transition to the 

toddler room. Is Candacesad? Angry? Relieved? Doesshe feel nothing? 

Doesshe wantJerome to go orstay? How will shefeel when Lila makes her 

transition, and how will the otherteacher, Lena,feel? This study will explore the 

transition from the infant classroom to the toddler classroom from the perspective 

^ The namesof places have been changed to protectthe privacy ofthe 
participants in this study. 
The namesofchildren and teachers have been replaced with pseudonyms. 
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ofthe teachers. Chapter One will state the purpose ofthis study, identify 

research questions, discuss a theoretical perspective,and presenta statement of 

research bias related to the study. 

Purpose 

The purpose ofthis study wasto better understand the experiences of 

childcare teachers when infants makea transition from an infant classroom to a 

toddler classroom. The childcare teachers in this study were teachers of infants 

and toddlers in one childcare center.^ The infant teachers cared for the infants in 

one classroom,and the toddler teachers cared for the toddlers in another 

classroom. The infant and toddler classrooms were part ofa larger childcare 

center that served children from six weeks ofage to school-aged children in an 

after-school program. The toddler classroom wasapproximately thirty feet down 

the hall from the infant classroom. Usually,shortly after an infant celebrated his 

first birthday, he began the transition into the toddler classroom. In this study, 

the "transition"wasdefined asthe permanent movethe child madefrom the 

infant classroom to the toddler classroom. Usually,this move wasgradual. First 

the infantstarted visiting in the toddler classroom for short periods oftime but 

then retumed to the infant classroom. Afterseveral visits, a date wassetfor the 

child to begin attending the toddler classroom full time. How did the teachers 

^ All ofthe childcare teachers in this study were women. Therefore, I will refer to 
childcareteachersas"she"throughoutthe paper. Forthe children 1 will use both 
"he"and"she"as appropriate. 



make sense ofthis experience? Whatwasthe meaning ofthe transition for 

them? What did it mean to the teachers when the children left their carefor 

another teacher's care? These are the critical questions addressed in this study. 

Every childcare center has its own policy for determining when and how a 

child is supposed to movefrom one classroom to another. In some programs, 

infants move to a new classroom when they are six months old; in other 

programs,children stay with thesame teacherforfive years. The interest ofthis 

study, however,wasa center in which infants moved to a toddler classroom most 

typically around the time when the infant was 12 months old. The children not 

only changed classrooms but also had new teachers,a model that is typical 

within many childcare centers. 

Few studies have examined the meaning ofthis transition to the teacher, 

although many studies haveshown the teacher to be an importantfigure to a 

child. Forexample, Howes, Matheson,and Hamilton(1994)found thatfor 

infants in non-familial care their attachmentto the teacherwasa stronger 

predictor offuture peercompetence than wastheir attachmentto the mother. In 

an earlier study, Howes(1990)compared infants enrolled in childcare before age 

one to children enrolled after age one. For infants enrolled before age one, 

"teacher socialization" wasa stronger predictorfor social competence than was 

"family socialization." Justthe reverse wastrue for infants enrolled after age 

one. Teacher socialization wasa measure ofthe teacher's involvement with the 

child and a measure ofthe teacher's investment in the child atschool. Family 



socialization wasa measure ofthe parents'involvement with and investment in 

the child at home and in a research setting. 

This study used participant observation and interviews with teachers to 

capture teachers'experiences during the time oftransition. The descriptions 

generated from the study should be useful to educators and parents as they 

make decisions concerning transitions. The descriptions will also allow the 

reader to have a deeper understanding of whata teacher does on a daily basis 

and whatthose experiences mean to her. 

Research Questions 

Thefollowing research questions guided this study: 

#1: Whatrole did the teacher play in the life ofan infant or toddler? 

#2: Whatwasthe nature ofthe relationship between the teacher and 

an infant? 

#3: How did the teacher and an infant end a relationship together? 

#4: How did the teacher and a toddler begin a relationship together? 

#5: Whatwasthe nature ofthe relationship between the teacher and 

a toddler? 

#6: Whatkinds ofexperiences did the teacher and an infant have during the 

transition? 

#7: Whatkinds ofexperiences did the teacher and a toddler have during the 

transition? 



#8: How did the teacher prepare for the transition? 

#9: How did the teacher experience the transition? 

#10: Whatwasthe meaning ofthe transition for the teacher? 

Theoretical Perspective 

Blumer's(1969)theory ofsymbolic interactionism informed this study, as it 

provided aframework to better understand the meaningsthat teachers had of 

infants and toddlers during the times oftransition. Blumer(1969, p. 2)stated 

three premises that capture the essence ofthis theory: 

1. "Human beings acttoward things on the basis ofthe meanings that the 

things haveforthem." "Things"can refer to people, places, objects,and 

events. It is important that we know the meanings because meanings 

drive our actions and tell us whatto do. For example,when a teacher and 

an infant interact,they each have a meaning ofthemselves and ofthe 

other, and they use their meaningsto decide their next course ofaction. A 

teacher may believe that an infant is content playing alone. 

2. "The meaning ofsuch things is derived from or arises out of,the social 

interaction that one has with one'sfellows." This premise tells usthat our 

meanings are generated in our social interactions aswe define ourselves 

and others based on how we interact with other social beings. For 

example,the meaning a teacher has ofan infantcomesfrom her social 

interactions with that infant. After spending many weekstogether in the 



infant classroom,a teacher hascome to believe that an infant is 

independent and enjoys spending time alone. 

3. "These meaningsare handled in, and modified through,an interpretive 

process used by the person in dealing with the things he encounters." 

This premise suggeststhat there is an interpretive processtwo people go 

through when establishing orforming these meanings. First, a person has 

a conversation, which isa kind ofsocial interaction, with himselfor herself 

aboutthe meaning ofa"thing"(a person, place, object, or event). Then, 

the person may or may notshare this meaning with the other he orshe is 

currently engaged with. Regardless ofwhetherthese persons share it or 

not,the meaning they have defined forthemselves determines their next 

course ofaction in the social interaction. For example,a teacher 

interacting with an infant may tell herselfthat this infant is content playing 

alone and therefore wantsto be left alone atthe moment. Her meaning of 

the infant is that the infant is contenton his or her own. The teacherthen 

uses this meaning to decide her nextcourse ofaction, which is to walk 

awayfrom this child. 

In summary,Blumersuggested that when two people interact, they 

actively interpret whatthe other person is doing. First, they have a conversation 

with themselves,through this they construct a meaning ofthe person, object, 

place,or event,and then they interpret this meaning to themselves and to those 

around them. They use this interpretation to makethe next move in the 



interaction. Their interpretation is a meaning that belongs to them. People 

create meanings ofthe"things" in their lives in their social interactions, and they 

use an interpretive process. 

Blumer also discussed joint action. When people are together in a group, 

they take joint action. They have a conversation with themselves,constructa 

meaning,share their meanings with others instead ofonly keeping it to 

themselves,and then take action. Groupsengage in joint actions that are 

repetitive, buteach time thejoint action is created again from the beginning. It 

mayseem that thesejoint actions are permanent and a"part ofthe culture," but 

we re-constructthejoint action each and every time. Wecreate the value or 

norm;the value or norm does not create us. 

For example, people go to church every Sunday and dothesame thing in 

church every week. The people are having conversations with themselves, 

designating meanings ofthings, and then interpreting their meanings to each 

other. Together,theyform thejoint action ofgoing to church. It is not that the 

church has always been there,and thatthe church is telling people how to act. 

Rather,the people are creating and forming the experience ofchurch each and 

every time they go. 

Blumer wrote,"This general process should be seen,ofcourse, in the 

differential character which it necessarily has by virtue ofthe factthat people 

cluster in different groups, belong to different associations,and occupy different 

positions. They accordingly approach each other differently, live in different 



worlds, and guide themselves by different sets of meanings. (1969, p. 21).' We 

live in different places, belong to different groupsand organizations, and hold 

different positions. In these different worlds weform different meaningsthat 

guide us in our actions. 

There are groups in the infant and toddler classrooms. Each time a child 

transitions from one classroom to another,the group reproducesajoint action. 

The transition becomesembedded in the life ofthe childcare center and 

becomesa routine that can seem to have a life of its own. But,for each 

transition, the teachers and children engage in a ritual or a script to recreate the 

experience. 

Each group is different. The group discussed in this study is differentfrom 

any other group because the group is a collection of unique individuals that will 

not befound anywhere else. They may hold meaningsthat are similarto 

teachers and children in other centers, but the meanings atone childcare center 

will never be identical to meanings in another center. 

A researcher could use symbolic interactionism to better understand the 

following interaction between a teacher and an infant. A teacher was holding an 

infant girl when the infant's mothercame through the door. The mothersaid "hi," 

and then the girl tumed her head and buried herself in the teacher's body. The 

teacher said,"Oh,she must wantto stay here with me." The teacher and infant 

had a social interaction when the mothercame through the door,and then the 

teacher interpreted their actions. 
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A researcher would have to interview the teacher and continue to 

observe herto learn about her interpretations. One possible interpretation for the 

teacher could be thatthe infant did not wantto leave the teacher. If so,then she 

mightsay to the mother and girl, "Let's go sit down and play for afew minutes to 

give Belle a chance to say goodbye to me." The teacher would use her 

interpretations to make her next move. The infant girl would also interpret the 

social interaction between her mother, her teacher,and herselfand use her 

interpretations to make her next move. Using her body language,she could tell 

the teacher and her mother that she had a hard time saying goodbye to her 

teacher. 

An altemative waythe teacher could interpret the eventcould be that the 

infant did not wantto go to the mother. If so,the teacher might respond 

differently to the mother and makea different move. Perhaps,she would notsay 

anything to the mother,especially ifshe suspected something negative was 

happening in the child's home. The teacher's next move might be to talk to the 

director and express herconcems after the mother had left. 

The purpose ofdescribing thesetwo different interpretations is to show 

how thesamesequence ofevents can lead to two different interpretations by the 

teacher. Theteacher will interpret the events in her own way and construct her 

own meanings. Thetask for the researcher is to better understand the particular 

interpretations for the teacher. 



Symbolic interactionism wasthe theory used to better understand the 

transition, which is an important time period because it marks the end ofa 

teacher-infant relationship and it is period ofchange. If we understand the 

teachers' meanings during the times oftransition, we will know better how to help 

them handle these potentially difficult times. 

The remainder ofthe narrative will beframed within the first person. Such 

aformat recognizes thatthe researcher is an intimate player in the group and 

that meaning ascribed is by its very nature subjective. 

Statement of Research Bias 

I present my research biasesfor readers to give a better understanding of 

who I wasand what I believed during the study. The purpose of reflecting on my 

biases wasto make meaware ofwhat I believed so that I could bracket my 

beliefs and setthem aside. I attempted to separate my biasesfrom the 

meanings of my partidpants. I did not wantto lead my participants to say things 

that I believed simply to have them confirm or disconfirm my preformed ideas. 

A bracketing interview was used to discover these biases. A colleague 

asked methesame questions I was planning to ask the six teachers. She used 

thesame interview schedule I used in theformal interviews(see pp.50-51 for the 

interview schedule I used with the six teachers). For example,we discovered in 

my bracketing interview that I believed teachers should hold infants. This 

knowledge wasinvaluable in the actual interviews. If, when I was interviewing 
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the teachers,they said they held the infants a lot, I wanted to temper my 

reaction, not getting overly excited and saying,"Metoo! I feel the same way." 

This and other information from the bracketing interview allowed me to recognize 

when 1 might be leading the interviewee in a particular direction. It wasimportant 

thatthey take their own course without my biases(both positive and negative) 

coloring their responses. When I analyzed and interpreted the data, I also 

bracketed my beliefe. I wanted to hearthe meanings of my participants, not of 

myself. 

A second reason for conducting a bracketing interview wasto allow me to 

experience what it was like to be a participant(an interviewee). I developed a 

sense how easy or difficult it wasto talk about certain topics, enabling me to 

empathize with the participants. The bracketing interview is not designed to 

make the interviewer objective. Rather, it enablesone to be sensitive to the 

distinction between interviewer and interviewee ascribed meanings. 

Three themesemerged in my bracketing interview. I expressed a 

confidence in my effectiveness when caring for infants; I believed certain infants 

(but not all) belonged to me; I distinguished between natural and unnatural 

separations. Each one ofthese observations will be discussed in turn. 

As I talked afc>out my work asan infantteacher, I verified myselfasa 

competenteffective professional. Forexample,as part ofthe bracketing 

interview, I described an incident with an infant girl: 

I was in there and one day a new child came. Her name was 
Mary...This little baby wascrying and crying and crying all day. You know 
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it was herfirst day. All the teachers had been trying to pick her up and 
trying to help her stop crying...When I picked her up I had the idea to go 
outside onto the playground. It wassort of nice weather. I picked her up 
and we went outside just right outthe door. We were under this big tree 
with these leaves, and she stopped crying. And I was like,"Wow,I got 
this child to stop crying." And I felt so good about that, real effective. 

The infants made mefeel that I had a purpose in life, that they needed 

me,and that I knew how to take care ofthem. Perhaps more importantly, I 

recognized that I wanted to show the world how it wassupposed to be done,with 

the sensitivity and responsiveness called for in the literature. 

In addition, I developed the sense that certain infants belonged to me, 

even though I knew I was notthe mother. Interactions were notsimply about 

performing tasks but also about developing intimacy,even ownership. I said this 

about Mary: 

It became known that whenevershe'd start crying they'd say,"Oh 
Eliza, go get your little Mary." She became like mine. And the other 
teachers would say you need to go get her. I would look forward to going 
to the infant center to see her. 

However,other experiences led me to acknowledge the differences 

between my relationship and that ofa parent. Fortwo and a half years, prior to 

this study, I had taken care ofone little girl in her home,thirty hours per week. I 

had started when she wasone week old. From this experience, I realized how 

difficult it wasto take care ofsomeone else's child. Sometimes I experienced 

jealousy ofthe parents because the infant was not my child. Othertimes, I was 

relieved thatthe child did not belong to me,and I anxiously waited for the parents 

to come homeso that I could leave. 
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Finally, in the bracketing interview I made a distinction between natural 

and unnatural separations. A natural separation was when two people felt they 

were ready to leave each other. When both were ready,they said goodbye. An 

unnatural separation was when at least one ofthe parties was not ready to 

separate and it seemed forced. In an example ofan infant teacherand an infant, 

I related: 

Molly(the teacher)and Niko(the infant) had an unnatural 
separation. My perception wasthatshe felt sick and she wasn't ready for 
him to go. She felt badly inside...Molly touched Niko a lot. They were 
physically close...And I mean just,she(Molly)used to always, I used to 
watch this because she would always pick him up and kiss him and bury 
herface in him, piayed with his hair." 

Personally, I had a difficulttime with similar separations. The hardest part 

for me wasthat when I said goodbye to the children I had taken care of, there 

was no projection ofa relationship into the future. I knew I would probably not 

see them again,and I knew they would not remember me. Yetfor me,it was 

during the times with these children that I felt most alive. Therefore, I felt sad 

because I knew after saying goodbye it was over, it wasfinal. It was not like I 

wasa parent or grandparent who wouid see the child grow up over time. 

In summary,the bracketing interview revealed my personal biases about 

working with infants and about transitions. I felt effective taking care of infants. 

They gave purpose and meaning to my life, and I felt like they belonged to me, 

which wassometimes problematic. I could nottake them home with me, butthen 

there were times that I did not wantto. Ending our relationships was always hard 
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because I knew I would notsee them again. Our relationships were temporary 

and that realization was not comfortable. 

In observing and interviewing the teachers in this study, I was aware that 

they often expressed differentfeelings and thoughtsfrom me. Some felt close to 

the infants while others did not. Some had problems ending their relationships 

during the transitions, while others did not. I attempted to set aside my biases 

and just listen. 

Conclusion 

I had the experience ofcaring for infants and watching them move to the 

toddler classroom. Because I felt effective and alive with the infants, it felt painful 

to me when they moved. I wanted to know if otherteachers felt thesame way 

and therefore began this study. Tofind answers, I decided to spend time with 

teachers to discover whatwasimportantto them. By going to their classrooms, I 

could watch them interacting with the infants and making sense ofthe transition. 

It was critical that I remained aware of my biases during data collection 

and analysis. To describe their experiences I had to be involved with them while 

at thesametime setting my biases aside. The meanings I found were unique 

and specificto the teachers in one childcare center. Byfocusing on one place, I 

wasable to explore beneath the surface ofthe teachers'wordsand actions and 

reveal meanings. 
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This chapter introduced the study, by stating the purpose, research 

questions,theoreticalframework and bias statement. The next chapter will 

review the literature to show how this study fits into the existing professional 

conversation about childcare teachers and transitions. 
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CHAPTERTWO 

LITERATURE REVIEW 

Chapter Two is divided into six sections with the first three sections 

describing the teacher-infant relationship. It is important to understand the 

teacher-infant relationship because whatever happens between a teacher and an 

infant during their one-yeartogether influences the teacher's experience ofthe 

transition. For example, if the teacher enjoyed the infant,she might not want him 

to go,whereas ifshe struggled with him,she mightfeel relieved for him to go. 

Studies reviewed in the first three sectionsfound three kinds of possibilities that 

might happen between teachers and infants: (a)A teacher mightfeel like a 

mother substitute, (b)She might or might not establish a bond,attachment,or 

closenessto the infant, (c)She mightfocus on separation issues because of 

where the infant-toddler is in his development. These three issues will be 

reviewed below. 

Thefourth and fifth sections ofthis chapter describe whateducators 

believe the transition is like for teachers in general and how the transition 

process might be changed. No empirical studies directly addressing teachers' 

experiences in infant classroom transitions werefound. The sixth section ofthis 

chapterconcemsfoster care because foster care parents experience a situation 

somewhatsimilar to childcare teachers when the children they take care of move 

to a permanent home or anotherfosterfamily. Childcare teachers could team 
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from foster parents whatthe separation is like when children moveto a new 

caregiver. Each section will now be discussed in tum. 

Mother Substitutes 

Three studies, Ayers(1989),Suransky(1982),and Delpit(1995), have 

found examples ofteachers either feeling like a mother substitute or being 

thought ofasa mother substitute bysomeone else. Ayers(1989)described an 

infant-toddler teacher, while the othertwo researchers described teachers of 

"older" young children (three to six years old). In his book The Good Preschool 

Teacher.Ayers(1989)used ethnographic methodsto better understand the 

experiences ofan infant-toddler teacher named Anna. Anna and two other 

teachers cared for nine infant-toddlers,and Anna described herselfas being a 

mother substitute. She believed in providing a continuity of affection and 

responsiveness,and she said she struggled with separations. Asa child,she 

wasseparated from her parents and sent back to Cuba to live with her 

grandmother; later,she was reunited with her mother. Because of her 

experiencesshefelt she knew how the toddlers felt when they separated from 

their parents in the momings. Although Anna did not specifically address the 

transition from an infant room to a toddler room,she did describe having to let 

the child go. Ayers(1989, p. 32)wrote,"She loves the child enough to hold it 

close, but also enough to let go when the child is ready to fly free." He 

continued,"...she is mature enough to rememberdeep within the desire to be 

held but also the desire to run off." 
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Anna read books to the children that dealt with separations. She 

described tuning in to how infants felt and reading body language and facial 

expressions. Ayers(1989, p. 35)quoted her saying,"Ofcourse you have to be 

with a young kid a lot to know what her body movements mean,what herfacial 

expressions mean. But eventually you learn." Anna highlighted the importance 

of having enough time with infants to learn about them. 

Suransky(1982)described a childcare center,located in an African-

American community,that wasa"home awayfrom home." The teachers played 

a mother role, and they knew that many ofthe children had troubles at home. 

These children lived in an inner-city neighborhood with few resources, 

surrounded by poverty and violence. Therefore,the teachers wanted to provide 

a home-like atmosphere atthe center to give children a feeling ofsafety and 

comfort;twofeelingsthey may not have had at home. Onlythen could the 

children leam. The teachers allowed children to work in any area ofthe large 

classroom,and they enforced only afew importantclassroom rules. Older 

women,some ofwhom were grandmothers to children in the center, volunteered 

there and commanded the most respect and power. 

Theteachers in Suransky's(1982)study reported that they enjoyed going 

to work,and they believed their needs were important too. For example, if a 

teacher wanted to painta picture or make a collage,she could doso even if the 

children did not wantto as long asthe children were otherwise occupied. They 

made a point notto follow rigid schedules and to allow the day to havea natural 

flow. The teachers listened to their own internal clocks, and often they would 
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decide on the spur ofthe momentto take a trip to the market because it "felt 

right." The teachers lived in the momentand used theirfeelings to make 

decisions. 

Forty children, between two and a half and six years ofage,attended this 

center. The children did not makea transition from one classroom to another but 

rather remained together asone large group. The children stayed with the same 

teachers throughout their time in the program. 

Delpit(1995)discovered that Latino parentsthoughtteachers should be 

surrogate mothers to their six-year old children. In a predominantly Puerto Rican 

school in Boston,the Latino parentscame with their children to school. They 

insisted upon staying with their children for thirty minutes until the bell rang 

because they believed their six-year old children needed to be in the physical 

presence ofan adult at all times. Theythought ofa six-year old asa baby still in 

need ofa mother's protection. On the other hand,the teachers wanted the 

parentsto drop the children off in the schoolyard and then leave because they 

believed the children would be safe bythemselves. Therefore,the parents 

decided they needed to stay in the schoolyard with their children and assumethe 

responsibility for protecting their children asthe teachers had different beliefs. 

The parents felt that the teachers did not wantto protect their children and that 

the teachers did not wantthe parents protecting their children. 

The teachers and parents had different expectationsfor the teacher's role. 

The parents believed their children needed a teacher who wasa motherfigure, 
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whereasthe teacherssaw themselves as educators and believed the children 

could and maybe should take care ofthemselves. 

In the three studiesjust reviewed,the teachers acted like or were 

expected to act like a second motherfor three different reasons. In the Ayers 

(1989)study,Anna acted like a second mother because the children were 

infants, and their young age demanded a second mother. In Suransky's(1982) 

study,the teachers acted like a second mother because the children camefrom 

impoverished neighborhoods; therefore,the teachers compensated for missing 

ingredients. In Delpit's(1995)study,the teachers were expected to act like a 

second mother because ofthe child's age and cultural values. In the eyes of 

these Latino parents,a six-year old was still a baby. In the three studies,the 

teachers provided(or were expected to provide)affection, safety, and comfortto 

the children. 

Emotional Investment: Teacher-Child Attachment 

In a qualitative study of infant-toddler day care, Leavitt(1994)described a 

very different scenario: teachers who did not have an emotional investment in the 

infants and toddlersfor whom they cared. She wasa participant observer in six 

chiidcare centers overa seven-year period. Part of Leavitt's explanation for the 

lack ofemotional investmentwasthatteachers did not have enough time to be 

with the infants becausethe infants made the transition into the next classroom 

too soon. Mostofthe infants stayed less than one year with the same teacher 

before making the transition to the next teacher. Leavitt argued thatteachers 
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needed regular contact with infants over an extended period oftime. If that 

happened,teachers could be with the infants asthey grew up and could take 

pride in them asthey mastered new tasks and developed new skills. 

The teachers in Leavitt's study(1994)did nottune in to the infants' 

emotions. Instead,they would ignore, dismiss, or neglect a sad or angry infant 

because they did not want infants expressing "negative"emotionssuch as 

sadness,frustration, or anger. They equated their success asteachers with a 

smooth running classroom ofsmiling infants. Also,the teachers used their power 

to handle infants and toddlers asthough they were objects. Forexample,they 

changed infants'diapers withoutspeaking to them,and they enforced a rigid time 

schedule,which took precedence over attending to an individual child's needs. 

They maintained control over children's play by choosing toysforthem and by 

telling them how to use the toys. Leavitt described the physical space ofthe 

classrooms as closed and restricting because children were repeatedly told to 

stay in their classrooms and notto venture out. 

Nelson's(1995)study on family day care highlighted a different problem of 

teachers and children staying together over extended periods oftime. She 

interviewed 70family day care providers in Vermont who stayed with children for 

longer periods oftime,sometimes up to five years. There was nota transition 

from an infant classroom to a toddler classroom because the children stayed with 

thesame provider in the home. However,acommon themefor providers was 

that it was painful, sometimestoo painful,to become attached to children. In 

some cases, parents mistreated their children at home,and the providers felt 
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they could notsave these children. Also,some parents pulled their children out 

ofthefamily day care home without warning, which again made it painful for the 

provider if she was attached to the child. To avoid this pain,the providers 

distanced themselvesfrom the children. 

Two studies discussed how infants were influenced by a transition from 

one classroom to another, but not how the teachers were affected. Raikes 

(1993)found that infants who stayed with thesame teacherfor more than one 

year were more likely to be securely attached to their teacherthan were infants 

whochanged teachers within a year. Raikes directed a childcare program where 

one teacher and fourorfive children stayed together asa"family"for up to five 

years. Howesand Hamilton(1992b)found that children who changed teachers 

after 18to 24 months had lower security scores on the Attachment Q-set 

measure at24and 30 months than did children who did not have teacher 

changes.Thus,the longera child and teacher stayed together,the more likely 

they were toform a secure attachment or an attachment with higher scores. 

The quantitative studies(Raikes,1993; Howes& Hamilton,1992b) 

described above highlighted the benefits ofteachers and children staying 

togetherfor longer periods, namely secure attachments, whereasthe qualitative 

studies(Nelson, 1995; Leavitt, 1994)described potential problems. A teacher 

could becometoo close to a child and experience distress ifshe felt like she 

needed to save a child but could not, or a teacher could not have enough time to 

be with a child and subsequently not invest her emotions in the child. These 

studiessuggestthat teachers and children need more time togetherto give the 
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children and teachers whatthey need, but asteachers and children develop 

closer relationships, difficult issues will need to be resolved. 

Teachers Helped Children with Separations 

Ayers(1989)and Kalmanson(1990)described teachers who addressed 

the issue ofseparation for young children. These teachers did not describe 

separations specifically related to the transition from one teacher to another, but 

instead daily separationsfrom parents and separation in a general sense. The 

teachers had qualities that allowed them to be effective with separations. Ayers 

(1989)in The Good Preschool Teacher described Ghana,a teacher who cared 

for a group oftoddlers in her own home. Ghana had positive experiences with 

separations when she wasa child and therefore believed she knew asan adult 

how to help the toddlers for whorii she cared. Ayers quoted her assaying,"I 

think I'm pretty good at suffering the sadness and the letdown ofseparation,and 

then really enjoying the reunion-perhaps because my early separations weren't 

dreadfulfor me and I learned in myown extended family to trust separation. In 

any case I'm not torn up about separation questions and in a sense that makes 

methe perfect person for what I do"(pg.47). She said that accepting a 

separation was notenough because a new relationship would emerge. She said, 

"Thefun is in the details in the adjustment"(pg.49). Ghana's past helped her 

and gave herthe ability to give the toddlers whatthey needed. 

Ghana recognized the pain butthen dealt with it, and she expected the 

samefrom the parents and her staff. She said she expected them to 
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acknowledge the pain and loss ofseparation, whether it was when parents left in 

the mornings or ifsomeone experienced a death. Her curriculum was 

separation. Ayers quoted her as saying,"All I committo, and what I work on, is 

that children will feel okay here without their parents,that they'll be able to 

acknowledge the difficulties and still participate fully in life here. That's the whole 

program"(pg.46). In Ghana's program they took field trips to the toddlers' 

homes,and she encouraged the parents to bring photos, books,and tapesfrom 

homeforthe children to listen to throughoutthe day. Thus,she created a bridge 

between home and herfamily day-care. 

Kalmanson(1990)also believed the infant teacher needed certain 

qualities to help infants and toddlers deal with separations. Specifically,the 

teacher needed to attune herselfto the rhythms and personality ofthe child,and 

she needed to understand the emotional tone ofthe child's family; the teacher 

had to pay attention to the child's emotions and to the family's acknowledgment 

ofthe child's fears. Some children might have parents who offer more support 

during times ofseparation than doothers, which would help the teacher with the 

child atthe childcare center. 

Teachers'Perspectives ofthe Transition 

Miller(1998)discussed the transition from the infant to the toddler room 

from the perspective ofthe caregiver. She said the caregiver could feel relieved 

toseean infant(and her parents)move up to the next room, however,justas 

often,the caregiver could feel loss. The caregiverseesthe child grow from a 
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helpless infant into an active and energetic toddler and takes pride in the child's 

development. She could fall in love with the child, which would make it difficult to 

say"goodbye"or"have a nice life." 

Suaoestionsfor Restructurino Childcare 

Miller(1998)gave three suggestions to deal with the transition. First, the 

"continuity ofcare" option,a growing trend, is for a teacher and a group offour 

infants to stay togetherfor three years; when the infants enter preschool the 

teachercan start over in the infant room.'* The advantage ofthis approach is that 

teachers have more variety and depth to theirjobs and can be with the infants as 

they grow. The second option is to move one caregiver up with a group of 

infants and leave the others behind; this option assumesthere are two infant 

teachers. The third option is to have thd transition and to make it gradual with 

the director organizing a meeting with the parents ofthe child and the teachers 

from both classrooms(infant and toddler). The infant should visit the new toddler 

classroom with the infant teacher, her anchor ofsafety, and the infant should be 

the guide for how long the transition should last. 

Lieberman(1993)has provided a list of quality childcare indicators. The 

first and mostimportant indicator on her list was"stability ofcare." She wrote. 

* Ifthe teacherstays with four children for three years,the teacher-child ratio will 
remain 1:4for three years. Childcare centers typically increase ratios in the 
child's second and third years of life (in toddler classrooms)to 1:6. Therefore,to 
keep the typical ratios and to simultaneously implementcontinuity ofcare,the 
teacher will have to add two new toddlers to her group in the second year to 
makea total group size ofsix. 
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The ongoing availability ofthe same caregiver ora small number of 
caregivers is a requisite to establish trusting emotional relationships that 
are not marred by a continuous process ofloss and replacement. In 
addition, caregivers who are committed to theirjobsfor the long term 
relate to children in more stimulating and developmentally appropriate 
waysthan those who see child care asa temporaryjob. (p.22) 

The remaining indicators were caregiver training, the child-adult ratio, group size, 

and the presence ofanother adult. Thus,stability ofcare was more important 

than were ratios and group sizes. 

Two authorsfrom Britain, Goldschmied &Jackson(1994),suggested 

assigning a child to a key person. They said,"The denial ofclose personal 

relationships is a seriousflaw in mostgroup day care,which can partly be 

overcome by changes in organization"(p. 36). The key person cares for three or 

four children and has regular contact forsome part ofevery day with her small 

group. Other caregivers help the key person care for her group during different 

parts ofthe day. They suggest avoiding a change in key person, but if it must 

happen,then the child and caregiver must have time to work through their 

feelings ofsadnessand loss. Such time needsto be provided regardless ofthe 

cause ofthe change,including the resignation ofthe key person from the 

program or the transitioning ofthe child to a new key person. Ifthere is a change 

in key person,theformer key person and the child should be given opportunities 

to stay in touch through letters, visits, and photographs. Even though the key 

person may be gone,she can still live inside the child(and vice versa). 

Goldschmied and Jackson(1994)reported that when teachersformed 

close attachments to the infants, absenteeism declined. The teachers felt they 
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had to be there for their babies. On the other hand,they recognized thatfor 

some infantteachers it might be difficult to develop the key person approach. 

Some teachers prefer the distance that could comefrom frequentchanges in 

children and eschew an emotional involvement. They might have experienced 

difficult separationsfrom children in the past and therefore feel that staying 

together for a longer period oftime would make the final separation even more 

painful than a shorter-lived relationship. 

Goldschmied and Jackson(1994)suggested that as adults we need to 

think aboutthe important people in our lives to know how children may feel about 

the important people in their lives. We have had important people,and when we 

have had to say goodbye,we did things to keep that person with useven though 

we did notseethem anymore. We wrote letters, thought aboutthem,and called 

them on the phone. Asa result those people are still with us and shape our lives. 

We need to provide similar experiencesfor children; it is desirable for young 

children to become close to people,even if one day they have to say goodbye. 

The head ofa day nursery described the benefits ofassigning a small 

group ofchildren to one caregiver. She wrote. 

Since we established a key workersystem here closer relationships 
have been developed between staffand parents, especially in the baby 
room. Children seem to settle into life atthe nursery more easily. Some 
who had been atthe nurseryfor a while and were still not happy,settled at 
once when they realized thatone adult wastheir special person. Barry, 
who we had onlyseen tearful and withdrawn, became a smiling, outgoing, 
confident child almost overnight when he got his key person. Forthe first 
few days, he sat on her lap,then he took offand played with the other 
children happily, knowing thatshe wassomewhere in the room. 
(Goldschmied & Jackson, 1994, p.49) 
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The children seemed to feel more secure and therefore were able to explore, 

knowing thatthe same key person wasthere for them. 

Daniel(1993)reflected upon her experience ofeight years as director ofa 

University lab school program. She believed a child could have an "effective" 

transition, if the child had plenty oftime. She recommended letting the child visit 

the new toddler room with the infant teacher before leaving the child on his or her 

own in the new room. Daniel used the metaphor of mountain climbing to 

describe the transition experience for the child. Atfirst the child is terrified and 

tenuous and needsthe expert's reassurance and guidance. In the beginning,the 

old familiar infant teacher is the expert,and then the toddler teacher becomes the 

expert asshe helps the child feel comfortable in the new room. 

In summary,early childhood professionals have proposed different ways 

ofgrouping young children and their teachers in childcare and for moving the 

children to a new classroom. Some believe the yearly transition model is 

workable,as long asthe children have time to adjust, whereasothers feel the 

children and teachers should remain togetherfor at least three years to provide 

stability and security. 

Experiences of Foster Parents 

Children who can not live with their biological parentsfor safety and other 

reasons often live with a fosterfamily until a permanent home isfound forthem. 

Therefore,foster parents also carefor other people's children fora limited 

amountoftime until the child is placed in a permanent home or anotherfoster 
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family. Just like in childcare centers, in foster care the relationship between a 

foster parent and child is temporary. Thefoster parent experiences a transition 

when the child leaves for a new family. 

Two studies(Gleeson & O'Donnell, 1997; Bandawe& Louw,1997)have 

found thatfoster parents and children bonded and developed attachments, 

similar to that with the childcare research. In fact, thefoster parents in Bandawe 

and Louw's(1997)study became attached to the children and thus did not want 

to part with them. They denied the temporary nature ofthe relationship and 

assumed thatfoster care wasthesame thing as adoption. Thesefoster parents 

reported that the foster children had a positive impacton their lives and that the 

children broughtjoy to their homes. They invested their money,time, and care in 

the children. They reported it was easier to take in an infant as opposed to an 

older child because an infant could be rriblded. Also,an older child might not be 

as accepting ofa foster parentas would an infant. These parents wanted foster 

children because they did not have children oftheir own. Also, in their Malawi 

culture,a marriage was notseen ascomplete unless there were children. 

Researchers(Silver, DiLorenzo,Zukoski, Ross,Amster,&Schlegel; 1999; 

Testa& Rolock, 1999)found thatfoster children had many different caregivers in 

a short period oftime, parallel to the situation in childcare. Testa and Rolock 

(1999)found thatonly20% ofthe foster children in their study were with the 

samefosterfamily two years later. Therefore,they advocated for continuity of 

care. Barbell and Wright(1999)redefined foster parents asextended family who 

continue to have involvement with children after reunification with biological 
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parents. The foster care literature gives us anotherexample ofwhatthe 

experience is like to say goodbye to other people's children. Again,similar to 

that with the childcare research, no empirical studies werefound concerning the 

experiences offoster parents when children made a transition to a newfamily. 

Conclusion 

There is a gap in the literature conceming teachers'experiences with 

infant and toddler classroom transitions. Little is known aboutwhatteachers feel 

and think when children move toa new classroom. Weknow whatthe 

relationship can be like between a teacher and a child during their time together, 

but we do not know what it is like for the teacher when the child leaves. Although 

little research is done,a number ofauthors argue persuasively for continuity of 

care to minimize the numberoftransitionsfor the sake of both the child and the 

teacher. Yet,the apparent dominant mode within center care fails to attend to 

the teacher's experience, perhaps partly because wedo not have sufficient 

information on the nature ofthat experience during the period of transition. In 

this study, I used methods similar to those of Leavitt(1994),Ayers(1989),and 

Suransky(1982),specifically participant observation and interviewing. The next 

chapter explains these methods. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

Chapter three describes the methodological approach and research 

design. After describing the methodological approach of naturalistic inquiry, this 

chapter explains how this approach is related to the theory ofsymbolic 

interactionism. The research design includesa description ofthe participants 

and their context, data collection and data analysis,the researcher-researched 

relationship,and ethical issues. 

Methodological Approach 

The methodological approach of naturalistic inquiry, developed by Lincoln 

and Guba(1985),informed this study. The first axiom in naturalistic inquiry is 

thatthere are multiple realities that individuals construct. Each person constructs 

his own version of reality, and these realities are holistic and contextual. In this 

study, I placed myself in the context ofthe childcare center to capture the 

multiple realities ofthe teachers during the periods oftransition. Each teacher 

constructed her own reality ofthe transitions. 

Teachers observed thesame incident and created different meaningsfor 

themselvesand ascribed different meaningsto the child. Fourteachers were 

with Belle,an infant, when she made the transition from the infant room to the 

toddler room. They each constructed a different meaning ofthesame event. 
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Candace and Maria,two infant teachers, described Belle's transition as being a 

positive experience, with Candacefocusing on her actions and Maria 

emphasizing her readinessfor the new room. Candace said,"She's more quiet 

in there[toddler room]in the beginning, calm, butshe still, she didn't cry,shejust 

observed quietly the room for awhile...Belle...So she did fine." Maria said,"Belle 

did good because she was ready. She was offthe bottle, she waseating table 

food,and she was walking. Everything was ready. Means good, you know,she 

did not give the toddler room any problem." 

On the other hand, Lena,an infant teacher,and Nia,a toddler teacher, 

both said she was not yet ready for the transition when it occurred. Lena said, 

"She, I really still don't think she hasthe social skills she needs to be in that 

room. It's very hard for her to communicate or socialize with the other students." 

Nia said,"Shejust wantsto sit by herselfand read booksand,which is fine, you 

know, but I don'tthink thatshe was quite ready to come out ofthe infant room." 

Each teacher constructed herown meaning for Belle's transition. 

The second axiom is that the knower(the researcher)and known(the 

informant or participant)are inseparable. They interact and influence each other 

throughouta research study. In fact, they must interact to allow the researcher to 

gain accessto data. I developed relationships with the participants and asked 

them to reflect on their experiences with the infants and toddlers, which made me 

part ofthe scene I described. 

The third axiom is that multiple,realities are specific to a particular time 

and place. They depend on their contextfor meaning. Thus,the context ofthis 
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particular chiidcare center and the community in which it resides are relevant. In 

this study the teachers worked in afor-profit chiidcare center in a suburb ofa 

medium sized Southeastern American city. More information aboutthe chiidcare 

center will be given later in this chapter(in the"Live Oak Child Development 

Center"section). 

The fourth axiom is that naturalistic inquirers believe in simultaneous 

mutual shaping. There are forces that interact back and forth. Asoneforce 

shapesthe other,the other is shaping theformer atthesame time. It is 

impossible to know which is the cause and which isthe effect. For example, 

when Lena watched Sam,an infant, push a toy lawnmoweracrossthe floor,she 

encouraged him to keep going. Sam became excited and continued to push the 

toy, which made Lena encourage him more. Sam continued pushing. One 

person was not causing the other to act; rather,they both were influencing each 

other in this game ofgive and take. 

The fifth axiom is that research is never value-free. Research is laden 

with valuesfrom the paradigms wechoose,the methods we select, and the 

research questions we ask. For example,the methods of participant observation 

and interviewing, chosen for this study, both value relationships with participants. 

Lincoln and Guba(1985)defined four criteria for establishing the 

trustworthiness that guided this study: credibility, transferability, dependability, 

and confirmability. Credibility is the extent to which the multiple and constructed 

realities ofthe participants are accurately portrayed. In this study, I stayed in the 

field for a prolonged period oftime, listened to the participants, and triangulated 
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the data. Triangulation is the process of using multiple sources(multiple 

informants)and multiple methods(interviewing and participant observation). 

Member checking wasalso used. This process entailed bringing the data, 

analyses,and interpretations back to the teachers for theirfeedback. Portions of 

my field notes were given to the teachers, and they corrected me when I had 

incorrectly reported something. Each teacher was given a copy of her Interview 

transcript and wasasked to tell whatshe wanted deleted and added. The goal 

wasto have the interviews accurately portray their experiences ofthe transitions. 

The second criterion oftransferability addressesthe issue of applicability. 

Transferability is the extentto which a reader can take the findingsfrom one 

context and use them in another. Ifthe sending context(the research context)is 

similar enough to the receiving context(the reader's context),then thefindings 

may be transferred and used. Detailed descriptions ofthe context are presented 

later in this chapter. 

The third criterion ofdependability addresses the issue ofconsistency. To 

establish dependability an audit procedure wasfollowed, which entailed 

collecting, organizing,and cataloging raw data, data analysis processes, 

decisions about method and design,and interpretationsfor others to see. Field 

notes, interview transcripts, data analysis worksheets,taxonomies,a 

componential analysis,and fieldworkjoumal entries are organized and available 

from the authorfor readersto peruse. The personaljournal describestuming 

points in the study and decisions concerning data analysis. This audit procedure 
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allows others to follow the path ofthe research to determine the appropriate level 

ofthoroughness and detail. 

The fourth criterion, confirmability, is the extent to which findings are 

supported by the data. Themes are supported by examplesfrom the raw data. 

Field notes and interview transcripts are availablefrom the authorfor readers to 

see the evidence. 

Naturalistic inquiry relates to the theory ofsymbolic interactionism 

because both the approach and the theory regard meanings("realities")to be the 

essential information we need to understand human action. Naturalistic inquiry 

gives us the tools to uncover people's meanings,while symbolic interactionism 

gives usaframework within which to examine the data. By closely paying 

attention to the conversations and interactions people have,wecan better 

understand their realities, which makethem actthe way they do. 

Naturalistic inquiry tells us to go to where the people are and be with them 

so that we may better understand them,while symbolic interactionism tells us to 

analyze the conversations and interactions that we hear and see. First we must 

go to where the people are,and second we must analyze whatthey are doing. 

Research Design 

The participants 

The participants in this study were teachers in both the infant and toddler 

classroomsfrom one childcare center in a mid-sized Southeastern city. The 

center was renamed the Live Oak Child Development Centerfor this study. 
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Thr^ infant teachers,two toddler teachers, and one floater teacher who worked 

in both classrooms made a total ofsix teachersfor the study. All the teachers 

were women(20 to 50 years old), and all were White. The six teachers worked 

full time(40 hours per week)and had been working at Live Oak for as little as 

eleven months to as many as eight years. 

Five ofthe six teachers had their own children, and one full time teacher in 

the infant room wasexpecting hersecond child during this study. Two ofthe 

teachers'children attended Live Oak,and another full time teacher in the infant 

room had her children enrolled in the after school program. 

The teachers used a"creative play" curriculum (Catron &Allen, 1993), 

where teachers provided toys and materials on low shelvesso that the children 

could choose their own materials. They also planned activities to meetthe needs 

ofthe whole child, which included the child's personal awareness,emotional 

well-being,communication,socialization, cognition,and perceptual motor skills. 

In the infant classroom,each child followed his own schedule,whereas in the 

toddler room the children followed thesame group schedule. In the toddler room 

the teachers directed more group activities. 

Below are profiles ofthe six teachers(names have been changed): 

Candace: 

Thirty-eight year old Candace wasthe lead teacher in the infant 

classroom. Bom in Germany,she had lived in the United Statesfor over ten 

years and had worked at Live Oakfor seven years. Candace was married and 

had three school-aged children, all ofwhom attended the Live Oak after-school 

36 



program. She was pursuing a degree in child development,taking classes ata 

local community college. She had a degreefrom Germany but said "it didn't 

count' here. On the weekendsshe watched her children play soccer and 

participated in her church. 

Maria: 

Maria had been an assistant teacher in the infant room for one year. In 

her late twenties,she was also born outside the United States, having comefrom 

Turkey about three years before the study began. Atthe end ofthis study,she 

left Live Oak becauseshe was pregnant with her second child and her doctor 

told hershe needed bed rest. Herfour-year old daughter attended Live Oak,and 

her husband wasworking on his Ph.D. at the local university. Though English 

was not her native language,she had no trouble communicating with anyone 

around her. 

Lena: 

Lena wasalso an assistantteacher in the infant classroom and had 

worked there fortwo years. She was in her late thirties and comes originally 

from Minnesota. She had worked in different classrooms at Live Oak but had 

settled into the infant classroom. She had one daughter. Her degree was in 

special education. Lena liked to putthe radio on and dance with the infants. 

Ma; 

Nia wasan assistantteacher in the toddler room and had worked at Live 

Oakfor eleven months. She was in her early twenties,the youngest teacher in 

the study,and the only one who did not have herown children. Her grandmother 
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and aunt were in the education field. After experiences in some ofthe aunt's 

elementary classes,she decided she preferred younger children (toddler age) 

becauseshe liked the way toddlers expressed their feelings and showed their 

amazement at everyday things such as lightning and thunder. They were not 

boring or dull to her. Atthe end ofthis study, Nia moved to an older toddler 

classroom,and then four months later, she permanently left the center. 

Danielle: 

Danielle, in her early forties, wasthe lead teacher in the toddler room. 

She had worked at Live Oak for eight years and filled in as director when the 

directors were out ofthe building. In the late afternoons,she had to make sure 

the rooms were staffed,and at6:00 had to close the center. Danielle had one 

teenaged son. 

Amanda: 

Amanda wasa floater teacherfor both the infant and the toddler 

classrooms. She was in her late twenties with a degree in English Literature. 

Her two-year old son also attended Live Oak. Atthe time ofour interview,she 

told meshe was getting a divorce and thatshe and herson would be moving 

back to another state to be with herfamily. She had worked at Live Oak for 

almosta year. 

Live Oak Child Development Center 

This center wasselected from three centers, which metthe following 

criteria: 
\ 

38 



1. The infants made a transition from an infant classroom to a toddler classroom 

during their second year of life. 

2. The directors,teachersfrom the infant and toddler classrooms,and parents of 

the children expressed an interest in cooperating with the study. 

Although ail three centers met both these criteria, this particular center 

wasselected due to the perception that the investigator had more easily 

established the necessary rapport with the director,teachers, parents, and 

children. The teachers were perceived as willing to share theirthoughts and 

feelings aboutthe transitions. Live Oak was accredited by the National 

Association for the Education ofYoung Children(NAEYC),which meantthey 

upheld standards above and beyond state licensure(Bredekamp& Copple, 

1997). For example,they had lower teacher-child ratios(1:4 in the infant room 

and 1;6 in the toddler room)than they were expected to havefrom the state. 

Therefore, I believed I would be able to see teacher-child interactions(playing on 

the floor), instead ofonly routine care and teachers merely trying to survive the 

day. 

To determine ifthe participants were interested,a meeting with the 

directorand teachers to discuss the study wasscheduled. I asked the teachers if 

they would allow meto spend several hours(four to five) per week in their 

classroomsfor approximately six months, participating with them and observing 

them. I indicated that I would follow the direction ofthe teachers in caring for the 

children. The teachers were asked if they would be willing to be interviewed at 
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times convenientforthem that did not interfere with their teaching 

responsibilities. 

The observations and interviews were planned to contain information 

aboutthe children and their parents as well,thus a meeting with parents was 

also scheduled! I explained my study to parents and gavethem informed 

consentformsto sign, which asked for their permission for me to care for their 

child while I was in the center. Parents who did not wish for their children to be 

involved were assured that neither they nor their child would be penalized or 

excluded in any way atthe childcare center. 

One parent in the infant classroom did not return the informed consent 

form,and thus anything about this child was notincluded in my field notes. 

Therefore,there were events happening that were not recorded in my data. I 

handled this situation by making an arrangement with the teachers ahead oftime 

that if this child wanted attention from me,another teacher would step in and help 

that child immediately. 

Live Oak waslocated in a suburb ofa mid-sized Southeastern city. Ten 

years ago,the two directors, Tracy and Gaye,started the center with five children 

but by 2000 had over one-hundred children enrolled. They were planning to 

expand the center by putting a portable building on the piece ofland adjacentto 

the building. Both Tracy and Gaye had school-aged children who had previously 

attended Live Oak as young children. 

Thecenterserved children from six-weeks ofage to after-school aged 

children. Live Oak had nine classrooms: Infant, Toddler I, Toddler II, Toddler III, 
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Preschool I, Preschool II, Pre-K I, Pre-K II, and After-school. This study involved 

only the infant and toddler I classrooms. See Figure A-1 fora drawing ofthe 

layout ofclassrooms at Live Oak.® 

The infantclassroom: 

The infant room wasone ofthe largest classrooms in the center. Atthe 

time ofthe study,there were nine full-time and five part-time infants enrolled. 

There were large windows two feet apartfrom each other on two walls ofthe 

classroom,and the outside light poured in. Winnie-the-Pooh pictures were on 

the walls and on mobiles, hanging from the ceiling, and there were also seasonal 

pictures such assnowmen and winter scenes. The infant classroom wasdivided 

into two spaces,oneforthe older infants on the right and the otherfor the 

younger infants on the left. A halfdoor(three feet high)separated the two sides. 

The spacefor the older infants was big and open,and there were cribs against 

the walls, circling the room. The remainder ofthe room wasdevoted to floor 

space. 

On the right side ofthe"older"space there wasa bookshelf with at least 

30 different board or soft books. There wasa large colored mat in the book 

comerand a mirror along the bottom ofthe wall for the infants to see their 

reflections. On the left side ofthe"older" side,there were low shelves with 

different kinds ofinfanttoys,including rattles, stuffed dolls, plastic bottles filled 

with water and little objects,stacking toys, and little balls. Big plastic beach balls 

were also in the room. Mostofthe time,toys were spread outon the floor, 

® All figures and tables,except Figure 1, are located in AppendicesA and C. 
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unless a teacher had decided to pick up the room. In the center ofthe room 

there wasa plastic garden center where infants could go in and pull themselves 

up on the edges. There were at least three walkers and several infant seats 

scattered throughoutthe room. The diaper changing counter wason the left side 

ofthe"older side" next to two sinks and a counterfor the teachers. There were 

two high chairs and two small refrigerators next to the teacher counter, and there 

wasa large closetfor supplies on the older side and two cabinets above the sink 

forfood and diapers. 

Thespace for the younger infants wasset back offto the left from the 

main classroom space. Thisspace contained the cribs for the younger infants 

and also several rocking chairs. Each crib had a mobile over it that parents had 

brought in. The teachers used this area to rock infants in the rocking chairs,to 

give the younger infants their bottles, and to let the younger infants sleep. See 

Figure A-2for a drawing ofthe infant classroom. During mystudy eight infants 

made the transition. By the end of my study,two more were ready to move. 

The toddlerclassroom: 

The toddler room wasdown the hall from the infant classroom,and it was 

smaller than the infant room. Atthe time ofthe study,there were eleven toddlers 

enrolled. The toddler room wasconnected to an older toddler room by a closet, 

and people walked through the closet to getfrom one toddler room to the other. 

A large open area was in the center ofthe room wherethe toddlers played 

on the floor. Surrounding the floorspace were low shelvesfilled with toys and 

dramatic play materials(play stoves and washing machines). A large semi-
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circular table with ten small seats attached was placed next to the floor space;a 

teacher could sit on one side ofthe table and be in touch with ten toddlers. The 

teachers used this table for snacks, lunch,and group activities and also putthe 

toddlers in these seats when they needed to clean up the room. 

The diaper changing counter and a sink were located on the far end ofthe 

classroom with cabinets above and below the counter. There wasone window 

and a door, leading outto the older children's playground. There were several 

beanbags in the book comer located next to the door leading to the outside. See 

Figure A-3for a drawing ofthe toddler classroom. 

Playground: 

The toddlers used the playground on the Eastside ofthe building. The 

infant classroom had a door,the top halfofwhich was glass,thatopened to the 

playground. This door allowed the infantteachers to see the toddlers(their 

"former" infants)when they were outside. Most ofthe playground had a grass 

surface. There were two swings,a low slide, and a piece ofclimbing equipment, 

and beneath all pieces ofequipmentwere small pebbles. The infants were not 

allowed outside because older children could come and knock them over 

therefore,the center was planning to build afence around a small area to have 

justfor the infants. 

Time period for studv 

I spentfourto five hours per week at Live Oakfor approximately six 

monthsfrom December 1998 until July 1999. I participated and observed in the 
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infant classroom and observed in the toddler classroom throughoutthe length of 

the study. The lead teacher in the toddler classroom asked that I mostly observe 

in her classroom. I will discuss my relationships with the teachers later in this 

chapter, in the section entitled,"Researcher-researched relationship." Time was 

divided between the infant and toddler classrooms to see teachersfrom both 

classrooms during the transitions. For example,one week I spentthree hours on 

a Wednesday afternoon in the infant classroom and two hours on a Monday 

morning in the toddler classroom. Another week I spenttwo hours on a Tuesday 

morning in the infant room and three hours on a Thursday afternoon in the 

toddler room. I varied the days ofthe week and the time ofday in both 

classroomsthroughoutthe study. Forseveral weeks, I came only oncea week 

butstayed for six hours. 

The infants moved to the toddler classroom when a space opened up for 

them,either one ata time or in small groups. In January 1999,five infants 

moved as a group. In February,one infant moved,and in March,two infants 

moved. The directors were planning to move several infants atthe end of July. 

Therefore, I witnessed a total ofeight transitions during the study. 

Data collection and data analvsis 

Participant observation 

Spradley's(1980)developmental research sequence model guided 

participant observation. Thisethnographic research cycle called for asking 

questions, collecting data, making an ethnographic record, analyzing the data, 
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and then starting over by asking more questions. Data were collected and 

analyzed throughoutthe study. The purpose ofanalyzing data throughout the 

study wasto let the analyses guide the next observations and to identify what 

was salient in the field for additional observations. From the data,themes were 

developed,which were assertions that applied to numerous situations. 

In the first stage of data collection, descriptive observations were made. I 

wrote down everything I saw and recorded dialogue. I described the interactions 

between teachers and children. In talking to teachers,at first I simplyjoined in 

on their existing conversations,then 1 started asking them questions related to 

the transition. Forexample, I asked,"How is Belle doing, now that she's in the 

toddler room?'; "Whatwas it like for you when Belle moved?";and"Whatwas 

the processfor Belle's transition?" 

In the infant classroom,forthe first two months ofthe study I was more of 

a participant, and then in the later months I was more ofan observer. In my 

participant phase, I wanted to establish relationships with the teachers and 

children so thatwe would feel comfortable in each other's presence. I wanted 

them to act naturally so that later I could record natural behavior. Therefore, I 

played with the infants, changed their diapers,gave them bottles,fed them 

snacks,and patted them to sleep. Periodically, I would step out ofthe room to 

write notes about what had happened in the room. Immediately after mythree-

hour visit, 1 would spend several hours filling in myfield notes. 

Aftertwo months of participating with the infants and their teachers, I 

became more ofan observer, which meant I brought my note pad into the infant 
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classroom. By this time,the teachers were comfortable with my presence. I 

explained to them that I needed a note pad to record exact phrases. Candace 

thought the note pad in the classroom wasa good idea,and she said I would be 

able to record more detail. 

Not unlike other researchers(for example, Goldstein, 1997)taking notes 

in the classroom wasa challenge,especially with the infants. I would sit down on 

the floor and write with my back against a wall. Sometimes an infant who could 

crawl or walk would come up to me and try to eat my pen. I would hide my pen 

and paper under a matand play with him for afew minutes. Then, I would move 

to a new part ofthe room and resume my note taking. Periodically, I took 10to 

15 minute breaksfrom my note taking so that I could talk to the teachers and 

children. When I took notes, I could not make eye contact with any ofthe infants, 

otherwise they would movetoward me. I learned that I could not play and take 

notes atthesametime because the infants thought my pen wasa toy. Also, 

playing and caring for infants isa full body experience. The children wanted to 

climb on top of me,knock me down,and sit in my lap. 

In the toddler room, I was alwaysan observer,which meant I always had 

my note pad and pen with me in the room. Danielle had asked that I mainly 

observe,asshe did not want me to change diapers orfeed the children. 

Therefore, it waseasier to take notes in this classroom. Unfortunately, I did not 

develop as close relationships with the toddlers and their teachers as i did with 

the infants and their teachers. Because I did not participate with the toddlers,we 
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were notas relaxed around each around,and the teachers did not open up as 

much to me. Therefore, I did not learn as much as I could have aboutthem. 

Shortly after recording the field notes, analysis ofthe data began. My 

observations were used to make a domain analysis. A domain analysis involved 

compiling a list ofcultural domains,which Spradley(1980)defined as categories 

ofcultural meaning that included other smaller categories. The cultural domain 

had a coverterm,included terms,and a semantic relationship. The cover term 

wasthe name ofthe category. For example, I identified domains called "kinds of 

toys,""kinds of routine procedures,""waysto manage germs,"and "things 

teachers say." The included terms were the namesfor the items in the category. 

In the domain of"kinds ofinfant toys"the included terms were,"rattle,""book," 

"doll," "ball," and "mobile." Thesemantic relationship wasthe relationship 

between the coverterm and the included terms. In my example above,the 

relationship between the coverterm and included terms wasthat an included 

term was"a kind of cover term. A rattle wasa kind of infant toy. Thesemantic 

relationship linked the included terms to the coverterm. 

There were differenttypes ofsemantic relationships that used principles 

such as inclusion(x is kind of y; a teacher giving an infant a bottle is a kind of 

teacher-infant interaction)and spatial(x is a place in y; the book comer is a place 

in the infant room). Othersemantic relationships included; rationale(x is a 

reason for doing y; needing spacesfor new infants is a reason for the transition), 

function(x is used for y; the toddlertable is used for group activities), sequence 

(x is a step in y; the infant teacher taking the infantfor a visit in the toddler room 
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is a step in the transition process), attribution(x is a characteristic of y;free-

spirited is a characteristic of Lena), and means-end(x is a way to do y; moving 

cold turkey is a way to do the transition). A domain analysis worksheetfor each 

domain listed the cover term,included terms,and the semantic relationship. 

Afterfinding many domains with a variety ofsemantic relationships, I 

returned to the field to makefocused observations. In myfocused observations, 

I selected twelve domains tofocus on. These included: 

A. Interactions 

1. "kinds ofteacher-infant interactions" 

2. "kinds ofteacher-toddler interactions" 

B. Transition 

1. "kinds ofthings teachers said aboutthe transition" 

2. "steps in the transition process" 

3. "reasonsforthe transition" 

4. "kinds ofthings teachers said about policies" 

C. Teachercharacteristics 

1. "characteristics ofCandace" 

2. "characteristics of Maria" 

3. "characteristics ofLena" 

4. "characteristics of Nia" 

5. "characteristics of Danielle" 

6. "characteristics ofAmanda" 
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Sub-domains within each domain were identified. I also looked across domains 

to see iftwo or more domains could be combined to make a single domain. 

After making focused observations,a taxonomy was made, providing an 

organization to the domains. Within each domain,the included terms were 

organized and an outline was made to show the different levels and relationships 

in the taxonomy. Spradley(1980)wrote,"A taxonomy,then, differsfrom a 

domain in only one respect: It showsthe relationship among all the included 

terms in a domain. A taxonomy revealssubsetsand the waythey are related to 

the whole."(p. 113) A copy ofthe taxonomy is included in Appendix B. 

After creating the taxonomy, I returned to the field for final observations. 

The nextstep in data analysis wasto make a componential analysis, which 

focused on the characteristics and qualities ofdomains. In doing so, I looked for 

contrasts within each domain. Finally,themeswere developed. Ways in which 

domains were related to each other and how domains related to the cultural 

scene asa whole were identified. 

Wolcott's(1994)Transforming Qualitative Data helped distinguish 

between the three ingredients of qualitative research. The first ingredient was 

description,the second was analysis, and the third was interpretation. 

Descriptions were the observations I made or that had been reported to me by 

the participants. Analysis entailed looking for patterns and interrelationships 

among the essential featuresfrom my descriptions. Interpretation involved 

attempting to say what it all meant. Wolcott(1994)suggested erring on the side 
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of having too much description and too little interpretation. A strong base of 

descriptionsfrom which to make interpretations is needed. 

In the descriptions, I used what Wolcott(1994)labeled as"progressive 

focusing." The problem to address wasthe transition, and I focused in on the 

transition and then stepped back to look atthe broader picture. The broader 

picture was that the teachers were part ofa system in which they had little power, 

asthey did not makethe decisions concerning the transitions. WhatWolcott 

(1994)called the "chronological approach"wasalso used by describing what it 

was like forthe teachers before the transition and then what it was like after the 

transition. 

Interviewing 

Formal interviews with five ofthe six teachers were conducted as were 

informal interviews with all six ofthe teachers. Spradley's(1979)Ethnographic 

Interview informed the interview process. Danielle,a toddler teacher,did not 

wish to have aformal interview. She did agree to let me observe her classroom, 

and she did allow me to have informal interviews with her. Fortheformal 

interviews, I metwith each teacher individually for approximately an hour and a 

half. Our interviews were taped so thatthey could be transcribed ata later time. 

In the formal interviewsthe following questions were used: 

*Tell me abouta time when a child in your care left the infant 

classroom forthe toddler classroom. 

*Whatare the reasonsfor the transition? 
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*Whatare the steps in the transition process? 

*What was it like for you when an infant left his or her classroom for 

the toddler classroom? 

*How was this transition(the one thata teacher is talking about at 

the moment)different than others? 

•Describe a relationship you had with an infant or toddler. 

*How do you prepare for the transition? 

•Describe your role asa teacher of infants or toddlers. 

•Describe a typical day in your classroom. 

•What interactions do you have with the parents aboutthe 

transition? 

•What is your teaching philosophy? 

•Tell me aboutstafftumover here. 

•What is yourexperience when children leave the program? 

•Tell me abouta time when a child left the program. 

Informal interviews throughoutthe study were also conducted with all s'y 

ofthe teachers. I had opportunities to talk tothem while they cared forthe 

children because of my participation with the teachers in the classrooms. 

Sometimesthese took place in the afternoons when most infants had gone 

home,othertimes when the infants were sleeping. I also went into the kitchen 

and break room and found teachers to informally interview. 

In the informal interviews I asked questions aboutwhat I had observed. 

Forexample,one day I saw Lila(an infant who had moved to the toddler room) 
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stomping herfeet on the playground asshe was looking into the infant room. I 

asked Candace,"Whatwas going on with Lila on the playground?" When I heard 

the infant teachers talking about who was going to move up next to the toddler 

room, I asked them,"Whatwill that be like for you when Andy(an infant) moves 

up?" I asked Danielle how certain infants were doing now that they were in the 

toddler room and what it was like for her the first week they were there. 

Research croup 

I participated in a weekly, qualitative research group,consisting offaculty 

and studentsfrom the departments of psychology, nursing, education,and child 

and family studies. Usually,there wereten to twelve members ofthe group in 

any given meeting,which usually lasted fortwo hours. Members ofthe research 

group signed confidentiality statements to protectthe privacy ofthe participants. 

1 shared four interview transcripts and excerptsfrom myfield notes in a total of 

five sessions. The group members gave alternative perspectives on the data, 

raised additional questions, and kept me grounded in the data by asking me to 

support what I had found with examplesfrom the texts. Lincoln and Guba(1985) 

labeled this group processas"peer debriefing." 

Researcher-researched relationshio 

In this section, I will discuss the researcher-researched relationship, which 

includesfinding a key informant,gaining entry, establishing rapport, and 
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discussing data collection with the teachers. I will also describe the kinds of 

relationships I had with the six teachers. 

First, I had to find a key informant. I explained the study to myfriend, 

Candace,who worked in the infantclassroom at Live Oak. She said I was 

welcome tocome to her classroom to participate and observe and gave methe 

phone numbers of her directors. I called them and asked if I could come out and 

meetthem. I spoke with Tracy,a director, and she asked that I just explain my 

study over the phone. She said a meeting was not necessary and thatas long 

as Candace and Danielle did not mind me being there that it wasfine with her. 

Therefore,Candace became my key informant. 

The first day at Live Oak I filled out an employee application, listing 

references and giving permission to the directors to run a police check on me. 

Mysecond day at Live Oak before I entered the building, I saw Candace waiting 

for me in the lobby. She smiled, helping relieve the nervousness I felt coming to 

the center on my first day in the classroom. She took me into the classroom and 

introduced me to Maria and Lena,the full-time assistant teachers,told methe 

names ofeach infant, and gave mea tour ofthe classroom. I told her I wasthere 

to participate and observe, which meant I would change diapers and give bottles 

ifshe wanted meto. 

A month after being at Live Oak, I asked Candace to introduce meto the 

toddler teachers. I felt I needed my key informant to help me establish an "in"to 

the toddler room. Shetook meto the toddler room,and I explained my study to 

Danielle and Nia,the two toddler teachers. Danielle said,"Would you like tojust 
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peek through the window?' I told her that I needed to be in the classroom down 

on the floor with the children because I wanted to help her careforthe toddlers to 

better understand her experiences with their transitions. Danielle agreed to let 

mecome in the room to observe, but at this pointshe did not want meto help 

care for the toddlers. 

Establishing rapport with the teachers was needed so thatthey would act 

naturally in the classroomsand so that they would open up to me in ourformal 

and informal interviews. Spradley(1979)defined rapport asa harmonious 

relationship between an ethnographerand an informant. He described four 

stages two people experience when one is interviewing the other. They 

experience apprehension,exploration, cooperation,and finally participation. To 

establish rapport, I eased myselfinto the scene. I arrived in casual clothes with 

just a pad of paperand pen. The first thing I would do was sit down on the floor 

because I did not wantto be a threatto the children orthe teachers. My comfort 

level was directly related to how the teachers accepted me. Their body 

language,tone ofvoice,and gestures enabled me to feel welcomed. 

Wolcott(1996)wrote that researchers could determine how well they 

knew their informants(participants)by the personal information the informants 

may or may not haveshared with them. Forexample,if informants were sharing 

information abouttheir grandmothers and their sleeping habits,then the 

researchers could say they knew them well. 

I used Wolcott's(1995)gauge to determine how well I knew my 

participants. Candace did not tell me about her grandmother, butshe told me 
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about herthree children and the visit her parents madefrom another country. 

Sometimes in the late afternoons, when most ofthe infants had gone home, 

Candace shared her stories with me. Maria also told me about herfamily in 

Turkey, her husband working on his Ph.D.,and worries about her daughter in the 

pre-kindergarten program. Lena shared her personal stories will all the teachers 

in the classroom. 

I established rapport with all the teachers,exceptfor Danielle. Even 

though she told me it wasfine for me to be in herclassroom, I alwaysfelt tense 

in her presence. When I asked her if I could cometo her room,she said,"Sure 

honey, no problem. The kids don'tseem to mind you,so no problem." However, 

when I was in the room with her,she was quiet and did notspeak much to me. 

When she did speak, it felt like a formal presentation. She would explain an 

activity they were doing orshe would tell me abouta child. Her words told me 

"yes, you can be here," but her body language told me "I really don't want you 

here." 

I explained to all the teachers how I took"raw" notes in the classroom but 

then later went home and filled in the notes with more detail to create "field 

notes." One day Candace said,"I hope you're writing positive things about us." 

It wasthen that I decided to bring a samplefrom my field notes toshow the 

teachers what my data looked like. Samples were broughteach week to them; 

not all of myfield notes,just selected portions. They read them and commented 

when I had "not gotten it right." Candace later indicated thatshe looked forward 
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to getting the samples because one day when I forgot her copy,she said,"You 

forgot the notes. I always read them,and I have a special file at homefor them." 

The researcher-researched relationship had a direct influence on the kind 

of data I collected. The more open, honest,and comfortable I was with the 

participants, the more access I had to data. I followed the guidelines of Hatch 

and Bendy(1986)by discussing with participants the kind of relationship we 

wanted to have and our roles and responsibilities. 

Hatch and Bondy(1986)described four styles of researcher-teacher 

(researched)relationships and placed them on a continuum. Moving from right 

to left, the relationships could be participating-collaborative, accommodating-

cooperative, reluctant-protective, or antagonistic-defensive. The furtherthe 

relationship is to the right the betterchance the researcher hasfor obtaining data 

that reflects the natural state ofa classroom. 

In the participating-collaborative relationship,the researched(the 

participant)has input into the design and implementation ofthe study. The 

teacher is part ofthe research team. I did not have this kind of relationship with 

the teachers because I did notask them to help with research design. 

Feldman(1993)also constructed a specific definition of"collaboration"for 

university researchers and school teachers. He said they must,"...work with 

parity; assume equal responsibility for problem identification, data collection, 

analysis,and report writing; share thesame set of goals,and assure that needs 

are met."(p.343) Using Feldman's definition, Candace and I did not have 

collaboration. Wewerefriendly to each other,she helped me distribute and 
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collect informed consentforms,and she welcomed me into her classroom at any 

time. But I assumed responsibility for identifying the research questions,for 

collecting and analyzing data,and for writing the final report. I wanted usto have 

equal status, and I attempted to level the playing ground by asking her to tell me 

whatto do. But,she wasa childcare teacher,and I wasa university graduate 

student. In our society a graduate student has more power and opportunities 

than doesa childcare teacher,and we both knew that. 

I had an accommodating-cooperative relationship with all the teachers, 

exceptfor Danielle. In the accommodating-cooperative relationships the 

teachers understand and believe in the goals ofthe research study,they feel 

comfortable with the researcher,and they wantto help the researcher. Hatch 

and Bondy reported that usually these teachersfeel confident abouttheirjobs 

and do nottry to hide things orchange their behaviors in front ofthe researcher. 

I will now describe my relationship with Candace to illustrate this kind of 

relationship. 

Candace and I were open with each other, trusted each other, and shared 

our stories; asa result, I obtained useful and rich data. She also volunteered to 

help me collectthe necessary informed consentformsfrom the otherteachers 

and parents. As I would explain the nature ofthe study,she would stand nextto 

me,nodding her head and giving her approval. Then I would distribute theform, 

and if I was notthere when the teacher or parent retumed it, she would collect it 

for me. I do not think I would have been able to get as manyforms back ifshe 

had not been with me. 
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I wentto Candace's classroom usually two to three hours ata time. The 

most productive periods for my data collection were in the afternoons when most 

ofthe children were asleep or many had gone home. During those times, 

Candace and I would have conversations aboutthe infants'transitions. She 

would volunteerto me how certain children were doing who had moved into the 

toddler room,and she would tell me who would be going next and if he orshe 

was ready. We would talk about the policies atthe center and whethershe 

agreed with them. We would discuss certain parents and howsome were easier 

to work with than were others. 

With Danielle, I would characterize my relationship as reluctant-protective, 

the style, according to Hatch and Bondy,when teachersfeel like they must edit 

their behavior in front ofthe researcher. They wantthe researcher to think they 

are good teachers and are worried that they will notcome across as effective 

teachers. Therefore,they watch whatthey do in front ofthe researcher. Danielle 

wasthe only teacher I did notformally interview. Twice we had an interview 

scheduled, butshe had to cancel both times. When I tried to re-schedule forthe 

third time,she told me to find someone else to interview because she did not 

have the time. 

Ethical issues 

Four ethical issues were ofconcern in this study; (a)how to initially 

presentthe purpose ofthe research;(b)whatwasthe appropriate level of my 

involvement with the participants;(c)how to portray the participants in myfinal 
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report: and(d)how best to leave the research site after being there for six 

months. 

When I presented myselfto Live Oak, I wasforthright about my purpose. 

In the initial conversation with a director and subsequent conversations with 

teachers, I told them I was conducting a dissertation study on teachers' 

experiences during the times oftransitions. I asked if I could work alongside 

them in the classroom several hours per week for six months. I felt I needed to 

be open and honestabout my identity and purpose because I wanted to work 

closely with the teachers and gain their trust. 

Thesecond issue concemed my level ofinvolvement,what role to fill in 

the room,and how bestto handle differences in practice. I wasinvolved in the 

daily life ofthe classrooms,following the directions ofthe teachers. I fed the 

infants,changed their diapers, helped them go to sleep for a nap,and played 

with them on the floor. When a conflict situation arose between two children or 

between a teacher and a child, I followed the guidance ofthe teachers in 

handling the situation. Within the classroom, I yielded to the authority ofthe 

teacher. 

However,there wasa time when I wanted to intervene on a child's behalf. 

A situation arose where the teachers and I had different beliefs about how to 

comforta child. In one ofthe classrooms,a child wascrying the entire time I was 

there(two hours). Theteachers said thatthey could not hold her becauseshe 

wanted to be held all day,and they could not do that. I believed the child needed 

someone to hold her, but I did not pick up the child because I did not wantto go 
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againstthe teachers' beliefs or threaten the teachers'authority. Handling the 

personal conflict between my own preferred practices and those ofthe teachers 

has been a source ofcontinuing discomfort. 

The third ethical issue was how to portray the participants in the final 

paper. Throughout the study I shared findings with participants and asked for 

theirfeedback to accurately portray their experiences. The infant and the toddler 

teachers received samples of my field notes and could see what I was using as 

data. Candace occasionally corrected meabout information I had recorded. 

Each teacher wasgiven a copy of her interview transcriptfrom ourformal 

interview, asking for herfeedback on information she wanted deleted or added. I 

did not wantto embarrass or humiliate them by revealing information they did not 

wish to be reported. 

In a few incidences, I had to decide whether or notto report observations 

and parts ofinterviews that could have hurt or"betrayed" another teacher or 

parent. For example,one teacher told me that another teacher had lied to a 

parent about whatthe child had done that day. Because this incident was not 

related to the purpose of mystudy,the transition to the toddler room, I did not 

report it. In reporting information, Wolcott(1995, pp. 147-151)suggested 

keeping the limits and boundaries ofthe study in mind. If negative incidences 

are related to thefocus ofthe study,they should be reported. If not related,they 

should be left alone. Wolcott also suggested being candid, but discreet. He 

wrote,"Similarly, sticky issuescan often by alluded to in such a way that insiders 

recognize whether you were being discreet, ratherthan simply naive, while 
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outsiders need be no more the wiser"(p. 151). I reported sticky issuesso that 

insiders would know I wasaware ofthem, but did not divulge the details to the 

outside world. 

Thefourth ethical issue was how to leave the field once the study was 

completed-handling myown transition. Punch(1994)noted thatsome 

participants felt pain and loss after intense research studies. One way forthem 

to display their anger wasto say atthe end ofthe study thatthe researcher did 

not adequately portray their realities and that the work should be destroyed,even 

though during the study they found thefindings to be credible. In this study I 

began talking aboutthe end ofthe study with the participants one month in 

advance. Candace, my key informant,seemed to be the most affected. Several 

weeks before the end she asked me,"How many more times will you be here?" 

When I would say"two" or"one,"she would say,"Oh no." She said,"We will 

have to keep in touch." The other teachers did not respond in this manner after 

hearing about my departure. Candace's reaction is evidence ofthe special 

relationship we had. 

Before publishing the dissertation asa book, I will ask each teacherfor her 

permission to include information about her in the book. Ifa teacher does not 

want her stories published, I will delete all information about this teacherfrom the 

study. I plan to give each ofthe six teachers a copy ofthe dissertation. 
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Conclusion 

In this chapter,the methods used to gatherthe words and actions ofthe 

teachers during the times oftransitions were explained. These methods 

depended on my ability to relate to the teachers; I needed to makethem feel 

comfortable so that they would act naturally and reveal their meanings to me. 

Because I participated with the infant teachers,they were able to see that I was 

interested in their work and that I cared aboutthe children. Therefore,they were 

more willing to contribute to the research project. 

My intent wasto shed light on the transition experience so that one day 

the process may be improved if necessary. A familiar mantra in childcare is"the 

children come first." While this statement is important because often children's 

needs are neglected,teachers'needs are also importantto consider. Ifthe 

teachersfeel the transition is being handled in an appropriate mannerforthem 

and forthe children,then they will feel better abouttheir work and,asa result, 

offer better care to the children. In the nextchapterfourthemes will be 

discussed. 
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J 

CHAPTER FOUR 

FINDINGS 

After completing the domain analysis,a taxonomy,and a componential 

analysis,fourthemes were identified. The firsttheme wasthat teachers played 

both a mother and an educator role; each teacher played both roles but differed 

in how much they displayed each role. The mother/educator role theme had a 

direct relationship to how teachers experienced the transition ofchildren. A 

mother-role teacher would feel as ifshe was giving up herown child, whereas an 

educator-role teacher would see this asa positive and necessary step in the 

child's development. 

In the second theme,the teachers were either connected to or 

disconnected from the infants. Two infant teachers established close and 

intimate relationships with certain children and then had to disconnectfrom them 

after the transition. The toddlerteachers made new connections with the 

children asthey moved into the toddler room. Depending on the teachers' 

personalities and belief,someteachers were closer to the children than were 

others. 

With the third theme,the infant teachers expressed a personal loss for 

themselves after the transition even asthey recognized the infant wasready to 

moveto the new toddler room. They described feeling sad or angry about 

certain infants moving to the toddler room. Loss was characterized by the 
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teacher not wanting the infant to leave, wanting the infant to come back for a 

visit, and not being able to help the infant after the transition. Readiness was 

characterized by the teacher believing that the infant needed new activities, toys, 

and teachers in a toddler classroom. 

Thefourth theme wasthat teachers experienced powerlessness 

concerning the transition process. They did not make the decisions about when 

the infants should move,about how the transition process should be handled, 

and about how they could keep in touch. The teachers waited for an official word 

to comefrom the office, telling them when a certain infant would move. Also,two 

policies made it difficult for teachers in the infant classroom to visit with former 

infants: Former infants were notsupposed to visit in the infant classroom,and 

teacherswere not supposed to visitformer infants in their new classrooms. I will 

discuss both ofthese policies in thefourth theme. 

The first three themes were closely related to each other. The teachers 

felt conflicted about their roles, their connections,and their feelings ofloss. 

When the teachers played more ofthe mother role, they were more likely toform 

deeper connections and to experience loss(afterthe transition)than they were 

when they played the educator role. In the educator role, they maintained a 

distancefrom the children and subsequently did notfeel as much loss when the 

infants moved tothe new classroom. This discussion ofthe how the themes 

were related will be continued atthe end ofthis chapter. 

Theten research questionsfrom ChapterOne(p.4)are each addressed 

in one or more themes. This relationship is depicted in Table C-1. Research 
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question #1 "What role did the teacher play in the life ofan infant or toddler?" is 

addressed in the mother/educator role theme;the teacher played both a mother 

and an educator role. 

Research questions#2through #5are addressed in the mother/educator, 

connection/disconnection, and readiness/lossthemes. These questions are: 

"Whatwasthe nature ofthe relationship between the teacher and an infant?", 

"How did the teacher and an infant end a relationship together?","How did the 

teacher and a toddler begin a relationship together?",and"Whatwasthe nature 

ofthe relationship between the teacher and a toddler?" Some ofthe teachers 

formed physical, mental,and emotional connections with the children, whereas 

otherteachers kept their distance. When teachersended their relationships,they 

had to disconnect. 

Research questions#6and #7are addressed in the 

connection/disconnection and readiness/lossthemes. These questions are: 

"What kinds ofexperiences did a teacherand an infant have during the 

transition?" and"Whatkinds ofexperiences did a teacher and a toddler have 

during the transition?" Sometimesteachers experienced loss after breaking their 

connections, whereas othertimes teachersfocused more on the infant's 

readinessforthe next room. 

Research question#8"How did a teacher prepare for the transition?" is 

addressed in the readiness/loss and poweriessnessthemes. Theteachers 

prepared by indicating to each other and to the directors when an infant was 

ready to move and then by waiting for the directors to tell them whatto do. In the 
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conclusion to chapterfour when I discuss the relationships among the themes, 

research questions#9and#10 will be addressed. These questions are:"How 

did the teacher experience the transition?" and"Whatwasthe meaning ofthe 

transition for the teacher?" Each theme will now be discussed in turn. 

Mother/Educator Roles 

Each teacher in this study played both a mother role, like Anna in The 

Good Preschool Teacher(Ayers, 1989),and an educator role. Candace and Nia 

played the mother role more often than they did the educator role, whereas 

Maria, Danielle,and Amanda played the educator role more often. Lena played 

each role somewhat equally. When teachers were in the mother role, they 

expressed their emotions,they used language thatsounded like a mother,they 

described being in an infant's home or wanting to take an infant to their homes, 

and theyfocused on individual children. All the teachers who assumed a mother 

role had special relationships with two orthree children. A teacher in the 

educator role teacher expressed less emotion, used language that sounded like 

an educator,and treated infants and toddlers more like a group than like a 

collection ofindividuals. 

The mother role 

Candace was very much characterized by the mother role because oftr.a 

wordsshe described the infants using and the emotionsshe expressed. 
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Candace described a scene where an Infant girl who had moved to the toddler 

room searched for herformer infant teachers. She said: 

For a lot ofthem call us Mom,you know,they say Mommy,they 
mean us too, you know. It makes mesad even thinking of it. This is 
bad...Yes, but I still rememberthat one(an infant girl's transition). That 
was bad. She knew where our room was...They were on the playground. 
Shecame to our window. To the window,she knew we were in there, 
cried. It was bad. She did thatfor awhile. 

Candace perceived the word"Mommy"as referring to her, and she felt sad 

thinking aboutthe infant girl's transition. As I will demonstrate later, teachers in 

the educator role used different words,such as"students"and "transfer," to 

describe children and the transition, and they did not let themselves become as 

emotionally involved with the children. 

In the same conversation aboutthe infant girl who cried and looked for 

Candace through a window,Candace described how it was difficult for her to 

watch this in^nt girl make her transition. She said: 

I have one time,a baby,the hardestone...She cried every timeshe 
saw us again. Aftershe moved. And even when she visited in the rooms 
before,...she didn't do as good. So we waited and did it kind ofwhatwe 
call the cold turkey kind ofthing. You know,you had to move and there 
was no way back. You knowfrom one day to the next. Because she did 
not do.Wetried afew times...She screamed. Rightaway was holding on, 
did not want to, did not wantto stay, but when she gotage wise,too old, 
she really really had to, or you know,she did not do asgood asthe other 
babies in the room anymore. Becauseshe wastoo old for our room you 
know,so we had to eventually...Move her up. That's whatwe call it. Cold 
turkey. [I felt]...bad in a way. You know, you wantthem to feel good 
about it and we had to, we could not go with her, because it did interrupt it 
for her,for the room,for everybody else. You know messed up the whole 
other roomstoo. But, made mefeel bad because it's not right, it's like 
taking a person, how do you say it, that she liked, I don't know how to say 
it, awayfrom, you know, it's like separation, you would think it was like in a 
family when the mommy orthe daddy goes, you know...Forthem you are, 
yes. 
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Again,she described an emotion,feeling "bad,"and she used words that likened 

her to a parent when she described the separation between her and the girl as 

similar to that ofa mother and child. She was not balanced between the mother 

and educator roles. 

Candace described another infantfor whom she played the mother role. 

She also wasa babysitter for this infant boy on weekends,which appeared to 

heighten the relationship. When his parentscame to pick him up at Live Oak,he 

did not wantto leave Candace; rather, he wanted to stay with her. She said: 

I had babies, 1 know it doesn't makethe parentsfeel good. I had 
babies before and they came. The parentscame at night,they did not 
wantto go. So we held them and tried to give them to them and they hold 
on to us...Actually it is a long time ago. He's in second grade now. First 
grade. O.k., yea. I used to babysitfor the child too. So that, he really 
really knew me. On weekends, I babysitted on Saturdaysfor him. So,he 
had a good relationship with me still and the kids,so, still...He didn't want 
to go, no. 

Candace believed that the boysaw her asa motherfigure because of his 

preference of being with her ratherthan the real parents when it wastime for him 

to go home. Another characteristic of being a mother-role teacher wasspending 

time in the infant's home or wanting the infant to spend time in her home. These 

teacherschose to blur the boundaries between home and work and blend their 

personal and professional lives. 

However,there weretimes when Candace wasable to clearly differentiate 

between her role and that ofan infant's mother. Oneday an infant boy was in his 

crib and wassaying,"Ma ma ma ma." In myfield notes I wrote: 

There wasa little boy whimpering and crying in his crib. He was 
saying,"Ma ma ma ma." Candace said,"That's right, your Mama will be 
here soon. That's right. Mama is coming." 
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In this Instance,she perceived the sounds"Ma ma ma..."to mean the boy's real 

mother, not her. Therefore, with this boy she did not play the mother role. 

Nia,a toddler assistant teacher,also played more ofthe mother role than 

she did ofthe educator role. She described a toddler boy, Patrick, whom she 

said was"her baby." She said she would take care of him for the rest of his life if 

he needed. Nia said: 

He's my baby. And even his parents know.They wenton, it's 
Patrick,they wenton a vacation,they brought me pictures and all that 
stuffso I wouldn't miss him too bad. But, he is one that I would take home 
with me if something happened. I would take care of him for the rest of his 
life. Wejust like, and it's hard not to show favoritism and stuff, but it's Just 
assoon as I come into a room, hejust runs right to me. And we play and 
we, I mean I feel like, I don't know. I feel like I definitely fill in for his 
mom'sshoes when he is here. I mean he does not go home unloved or 
anything, you know. Butwejust,somehow, I don't know why wejust kind 
ofconnected. 

Nia demonstrated three aforementioned characteristics and one new 

characteristic of being a mother role teacher. She used the"mother"language 

("my baby"),she expressed emotion(love), and she imagined taking him to her 

home. The new characteristic was"showing favoritism" or having a special 

relationship with a particular infant("...it's hard notto show favoritism..."). 

Mother-role teachers had special relationships with two or three children, while 

educator-role teachers treated all children equally asa group. During the six-

month period I spent in the two classrooms, Nia chose Patrick and Lila for special 

relationships; Candace chose Jerome and Lila; and Lena chose Andy, Belle, and 

Sam. These were the children the teachers talked more about in our interviews 
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and played with more in the classrooms. The teachers in the mother role did not 

neglectthe other children; theyjust did notfeel as strongly aboutthem. 

Nia did have a special relationship with Patrick after seeking him out. She 

said; 

But whenever I was in there, like I would, probably the first thing I 
would do would be gofind him and, you know,and say good morning and 
all that stuff. And then as I was playing with other children, I could just tell 
that he was kind of like circling me, you know. Or ifsomebody would like 
sit in my lap, he would be back here. Just, like, I would just scratch his 
back. He would lay in my lap and I would scratch his back. Or I mean we 
would just rough house together or. And, I mean, Danielle,she um,of 
course another thing, she's not,she doesn't stay on the floor a lot and roll 
around with them and stuff. So they reactto me differently because I'm 
just a big kid, you know,and I chase them around and all that stuff. And 
she's morejust, kind oftellsthem "no"and stuff like that, you know,like 
the teacher does, but. You know,definitely, I know that's why they like 
me, you know,they connect with me. And I think when I came in there 
Patrickjust needed that. Because I'm sure he'd been in there fora little 
while and, you know,and I'm sure his parents treat him like that, so. 

Part of having a special relationship meant having more physical contact with 

that child than with others. Forexample, Patrick circled Nia and they"rough-

housed"together. Nia believed thatshe interacted with Patrick in a way similar 

to that of his parents; therefore,she identified with them and believed she played 

their role. 

However,the part of Nia's relationship with Patrick thatshe did not like 

waswhen Patrick's mother would come pick him up because Patrick would 

immediately run to his mother. Nia did not want him to forget her. She said: 

Butassoon as he sees his Mom,he leaves me and goes straight 
to her. So I mean it's nothing, you know...I hate it. It's like, it's like, I 
mean I'll sit there and I'll be like, see'ya.And I'll wave until he like smiles 
and kind of you know. But, I don't know. It's something like when the 
parents aren't there, all the kids treat you a lot different than when their 
parents are there. Definitely. 
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There were problemsfor Nia from playing the mother role. It was hard for 

her when Patrick's mothercame to pick him up because Patrick reminded her 

that she was not equivalent to the real mother. Although Nia perhapssaw 

herselfas equivalentto a parent, Patrick did not when both were present. 

The educator role 

Maria, Danielle, and Amanda played more ofthe educator role than they 

did ofthe mother role. Lena went back and forth between roles. Maria told me 

that she treated all ofthe children the same. When I asked her to pick one child 

and to describe the relationship she had with that child, she told meshe could 

notdo that. She said: 

Let mesee, I have relationship all ofthem same. It's hard. It's 
really hard to tell because, you know,we always dosamething for 
everyone not special treat...forsomeone,anybody same. Whatever you 
know we didn't, our room,we did notseparate the room infant younger, 
infant or older infant. We do take care of all ofthem thesame time. This 

way it's hard to tell, Eliza. I can not do. 

Maria treated the infants asa group, not asa collection of individuals, and she 

emphasized giving everybody equal treatment. 

Instead oftalking about her relationships with the infants, Maria talked 

about indicators ofwhen infants were ready to move to the toddler room. She 

said they had to be drinking from a cup(bottle free), walking,and eating table 

food. One dayshe told me thattwo boys were now eating table food. I wrote in 

my field notes: 

Then Maria came in the room. "Eliza,"she said. "Sam and Andy 
are eating table food. Andy is very neat. He eats one pea ata time. Sam 
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was covered from head to foot with macaroni and cheese." Lena and 
Maria told me how the two infant boys were both up in their highchairs, 
eating table food. While Andy is very neat,Sam wanted to getfood all 
over him. They said it wasa contrast. 

Maria told me thatthe infants were"fine" when they moved over to the 

toddler room and thatshe still sawthem in the hall or through the window to the 

playground. She said,"We give them hugs when wesee them in hall. They are 

fine, Eliza. They are fine." She did not elaborate any further on how she felt or 

whatthe children meantto her. She did not gettoo close,and she did not 

describe them as being like her children. 

Lena played both rolessomewhatequally. First, I will describe her 

educator role and then her mother role. When Lena was in her educator role, 

she used an"educator"language by referring to the infants as"students"and the 

transition as a"transfer." Shesaid: 

And atthe time Audrey was going up,we had like five other 
students that went up. We tried the boys.Wetried Patrick and two others. 
They did not transfer very well... But, it, this next group ofstudents is 
going to be harderto transfer. And we'll have to movetwo ofthem in July 
and wejust don't know which onesto transfer. Right now wejust don't 
have,the students that need to transferjust aren't mature enough. And 
the onesthat should,thatwe could transfer aren't old enough. So we're 
kind of in a sticky wicket here. 

Lena also used the word "report" when she told a mother her infant 

daughter would have to report to the toddler room the next Monday. The infant 

was moving to the toddler room. She said: 

...And kind ofremind her again when she leaves thatthat Friday, 
that Mondayshe hasto reportto a different room,and if she wants, you 
know, you can bring her here and we'll just kind of help you back over 
there and show you how to do it, if that would help. 
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However, in my observations of Lena, I saw her mother role. One dayshe 

was holding an infant boy who had vision problems because his eyes rolled back 

and forth and were not yet able tofocus on one object. Her language sounded 

like a mother asshe said,"You are my baby." This day,she did not refer to him 

asa student, in the connection/disconnection and readiness/loss themes,there 

will be more evidence of Lena playing a mother role when she expresses her 

emotions and describes her special relationships. 

Danielle, the lead teacher in the toddler room, played more ofthe educator 

role than she did ofthe mother role. In the toddler classroom there wasa semi 

circular table with ten small seats attached, which Danielle used for various 

functions. She put the toddlers in their seats when she wanted to clean up the 

room,do group activities, and serve snack and lunch. I wrote in my field notes: 

In the toddler room there were nine toddlers, sitting in seats around 
a semi-circular table. These sedts were attached to the table. The 
toddlers were not able to getout ofthe seats withouta teacher helping 
them. Danielle said,"We're cleaning up the room,so we putthese guys in 
here." Two minutes later Danielle broughta plastic bag fuii of green play-
dough to the table. She gave each child a small amount. One toddler boy 
was crying. He would nottouch the play-dough. Danielle said,"What's 
the matter, don't you wantto play with play-dough? It's play-dough. See 
the play-dough."...Five minutes later she picked up the play-dough and 
cleaned the table. The toddlers were still in their seats. Next,she brought 
a stack of booksto the table and spread them out in front ofthe toddlers. 
The toddlers picked up the books. One little girl wascrying. She raised 
herarms up in the air. The toddler next to her was poking her accidentally 
with a book. Danielle said,"Everybody read a book. Read the books. 
Look,seethe book!" Danielle turned to me and said,"In this classroom, 
wedoan activity, play a little, do an activity, play a little. They don't have 
long attention spans,so you really can't spend much time on one 
activity."... 
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Even though some ofthe children were clearly not happy participating in 

the group activities, Danielle continued to contain the children asa single group. 

She attributed their difficulties at the table to short attention spans. 

Danielle also acted as a guard outon the playground to keep a toddler 

from biting the others. I wrote in my field notes: 

When I first walked outon to the playground, Danielle told me, 
"This child has bitten four times. Four times. I have to watch her all the 

time." Then sheshowed methe bite mark on Audrey's arm. Audrey held 
her arm up to show me. Audrey rubbed the place whereshe had been 
bitten. Danielle stood up againstthe gate and watched the children. Her 
face looked serious.She did notsmile or talk to any ofthe children or to 
me. She stood and watched. All ofa sudden I heard Danielle scream to 

the girl who had previously bitten,"No! No! Do not bite!" Herscream was 
a high pitched squeal. She pulled this girl from the slide and put her down 
on the rocks. The girl had just bitten Lila who wascoming up the steps of 
the slide...Then Danielle told meshe was going on break.She said,"Liza, 
I'm going on break, o.k. I'm taking this child (the child who had bitten Lila) 
with me inside." Danielle said to the girl,"You're going inside to another 
room." 

Danielle had a different wayfrom Nia ofinteracting with the toddlers;she stood at 

thefence and watched carefully to keep one child from harming the others. 

Amanda,who worked in both classrooms, played more ofan educator 

role. She described how she had to think ofthe toddlers asa group following the 

sameschedule,asopposed to individuals each with their own schedule. She 

said: 

it is such a changeforthem (the toddlers). Lfh,they eattable food. 
Only tablefood. They sit in those little chairs, all together right there. 
They, I mean,they're on a schedule. Totally on a schedule. Those kids 
(the infants)aren't, you work by their schedule, whateverthey need you 
know...They Just, it's not nearly as catering (in the toddler room). 

In summary,the teachers in the mother role expressed emotions, used a 

"mother"language, blended work and family,treated children as individuals, and 
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had special relationships. In contrast,teachers in the educator role expressed 

less emotion, used an "educator" language,and treated the children asa group. 

The next section will describe how each ofthese kinds ofteachersformed 

connections to the children. 

Connection/Disconnection 

Thesecond theme wasthatteachers could be classified as being 

connected or disconnected to the infants and toddlers. Candace and Lena 

established emotional, mental,and physical connections with the infants; after 

the transition, they had to disconnectfrom the infants. The critical aspects of 

connection were looking inside the child, recognizing his emotions,and spending 

an extended amountoftime with him in his play. Nia established thesame kinds 

ofconnections as did Candace and Lena after the infants moved to the toddler 

room. The teachers who played the mother role established stronger 

connections to the children with whom they had special relationships; therefore, 

they were not connected in thesame wayto every child in the room. Maria, 

Amanda,and Danielle, educator-role teachers, did not establish thesame kinds 

ofconnections with the infants or toddlers, as did the others, because they were 

less emotionally involved. Their relationships were more formal and distant. 

Connections in the infant room 

When an infant first started attending Live Oak,it took timefor Candace to 

establish a connection. Sometimesthat adjustmentoccurred easily,as 
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evidenced by the Infant not crying; other times could be more difficult with one 

infant crying continuously for three days. Although Sam did not have a special 

relationship with Candace,the following description illustrates the challenges of 

having a new infant in the room and the beginnings ofa connection. I wrote in 

my field notes: 

There wasa new baby boy,Sam,there today. He started this past 
Monday. Today is Wednesday. Candace said,"He cried all day on 
Monday and a lot on Tuesday." He wassleeping when I walked in today, 
so I did not hear him crying when I first arrived. Candace said,"He is 
afraid. He wants to be held all the time. His mother moved to[this state] 
from another state. We are notsure aboutthe Dad,where he is." When 
he woke up,Candace held him. 

Candace tuned into how Sam felt and acknowledged hisfears, and after three 

days, he stopped crying. 

Candace also tuned into the emotional life of Jerome. She was sitting on 

the floor with another infant in her lap when Jeromecame and hit the infant in the 

face. I wrote in myfield notes: 

Candace was holding a small infant girl in her lap. Jerome came 
upto the baby and swatted her in the face. Candace said,"I think you are 
jealous, aren't you? You wantto be here in my lap, don't you?" Candace 
had a soft voice. 

Candace interpreted this hit to mean that Jerome wasJealous and that he wanted 

to be the one sitting in her lap. She could have immediately scolded him for his 

behavior, but instead she acknowledged how she thought he felt and comforted 

him. Candace tried to understand a child's emotionsthesame way Anna did in 

Ayers'(1989)The Good Preschool Teacher. Anna tuned in to the emotional 

lives ofthe infants in her center by reading their facial expressions and body 

language. 
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Candace also took pride in Jerome's accomplishments. I wrote in my field 

notes: 

When 1 walked in today,Candace said,"Jerome started walking 
over the weekend. He's walking in here now,afew steps." I saw him 
walk without holding on to anything. Hetook off with his arms waving in 
the air. He made eye contact with Candace,then he smiled and babbled 
some sounds,and finally he crashed into Candace. 

Learning to walk is an important and exciting milestone in a child's development, 

and the teachers were there asthe infants took their first steps. Candace was 

especially proud of Jerome because ofhow much she cared about him. 

Candace recognized when the infants were expressing their emotions to 

each other. I took these field notes: 

Two infants were sitting side by side. They were playing with a toy 
that madesounds when they touched it. One infantscreamed and then 
the other imitated him. They continued imitating each otherfor several 
minutes. Candace walked overto them and said,"Jerome, you are 
teaching Belle how to scream,aren't you? You're mad,and you're 
teaching Belle how to be mad." 

Candace believed Jerome wasexpressing his anger and teaching Belle how to 

do the same. Similar to the incident mentioned earlier when Jerome hit a 

younger infant in theface, Candace could havescolded Jerome and Belle for 

screaming, but instead she chose to address their emotions. Candace had more 

confidence and willingness to deal with all the infants'emotions than did the 

teachers in Leavitt's(1994)study. Leavitt(1994)described teachers who only 

acknowledged infants when they expressed "positive" emotionssuch as 

happiness and joy; the teachers ignored them when they expressed "negative" 

emotionssuch assadness,anger,orfrustration. These teachers wanted the 

infants to smile and laugh so that others would think ofthem as good teachers. 
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Lena spentan extended amountoftime(twenty minutes)with Andy, 

clearing his path as he pushed a toy lawnmower around the room. I took these 

field notes: 

Andy pushed the toy lawnmower around the room. Then he 
pushed the toy into the wall. He lifted the toy up,tumed his body around, 
and marched off in a new direction. His picked up speed as he went 
across the room. Lena told him,"You have great problem solving skills!!' 
She watched him charge across the room and cleared his way several 
times when he wasabout to run into ajohnnyjump up(bouncy seat)or 
another infant. Lena said,"Andy, I'm going to miss you. You have such a 
cute personality. 

In our interview, Lena described this situation with Andy that wasjust 

presented. She said: 

We havea toy. A push toy in the nursery, where he(Andy)can pull 
himself up and he can walk behind it. He is not able to walk by himself 
yet. He's only9 months old. And so he's gota development, is up there 
with a year old. He will probably go before mostofthe[one]year olds that 
we have. And he hasfour teeth and a round head,and rosy red cheeks 
that arejust, you just have to hug him. He'sso cute. When he hugs he 
hugs back and he gets excited. He'll pinch or he'll bite. He doesn't know 
he's doing it. He's got problem solving skills that is great. And he's gota 
funny personality. He'sjust always happy. And it's hard to give up 
babies,that arejust, and he'ssoeasy because he'll let you know when 
he's hungry. He'll stop. Hejust kind ofjust stops moving and he'll just go, 
unh unh unh. Can'tspeak a word, but, unh, unh, unh. You feed him and 
he'sjust happy asa lark, let's go again. And he's always, he's always 
wanting to play. He plays lots and lots. He plays^n,he plays hard. And 
you just know when you, well waita minute,we wantanotherone like you, 
can't wejust keep you for awhile,Andy. 

As Lena recounted this story, I could hear how much she enjoyed him. She had 

spentenough time with him to tune into his mental abilities(his problem solving 

skills), his emotions(his happiness),and his physical needs(his hunger). She 

acknowledged how hard it would be to give him up and wished that they could 

keep him for more time. 
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Lena told me that on the weekendsshe wished Andy could be in her 

home,taking things out of her cabinets. She said: 

But yes,the other night I was sitting there thinking, it would be 
really fun just to have a little baby crawling around in the house. I want 
Andy, he'd befun. I could see him crawling in my cupboards and pulling 
outthe bowls,and I think Andy, because he is so active. And my house is 
active. And so he would adapt real well. And then I kind ofthink in the 
back of my mind, uh, Jerome wouldn't,and Audrey wouldn't, you know. 
But, oh, it would be sweetto hold little Andy and have him playing, you 
know, because sometimes you Just wantto play all day. 

Wanting an infant in her home wasa characteristic of being a mother role 

teacher. Therefore, in the above transcript, Lena sounded more like a mother 

than like an educator because of her desire to have Andy crawling around in her 

home. When Lena played her mother role, Andy became one of herfavorites 

and thusshe connected with him. For Lena,Andy was differentfrom the other 

infants because he liked to play and he was active; Lena described herselfas 

being active and wanting to play, which suggests thatshe might have identified 

with Andy and therefore connected with him. 

Lena established a connection with Sam after he had been in the program 

for several months. She watched him struggle with the sametoy lawnmower 

Andy had used,and she tried to teach him how to tum it. I wrote in myfield 

notes: 

Sam pushed a toy lawnmoweraround the room. He's 10 months 
old. Lena said,"Sam has no problem solving skills. Hethrowsa fit. She 
said to him as he was pushing the lawnmower into the wall,"Can you tum 
it? Can you make it tum?" He kept pushing it into the wall. Then he 
would makethe back wheelscome up. Thelawnmower was pressed up 
againstthe wall.Sam would make little noisesand tum his head around to 
look at Lena. Lena said,"O.k., I'll help you. Because you didn't whine." 
Sam pushed the toy around some more and started making noises again. 
Lena said,"Well, it isn't in the way ofanything. Wecould drop it." She 
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collapsed the toy into a flat push toy. Sam started crying. Lena said, 
"Well, that's not what you wanted,was it?" She said,"Do you want me to 
make it tall? Use your words. Say 'tall.' Oh,don't yell at me. Now,that's 
not allowed."...We were watching Sam push the lawnmower around some 
more and she said,"You can do it without Ms. Lena. Turn it. He doesn't 
know the concept of'turn it.' But that's o.k." 

Lena and Sam engaged in this game ofgive and take. She wanted him to leam 

how to push the lawnmower on his own, butshe was also there to help him. In 

this example, Lena and Sam had a mental connection because she took the time 

to teach him a new skill. 

Lena described both Andy and Sam using thesame toy lawnmower and 

stated that Andy had great problem solving skills with the toy, whereasSam did 

not. Andy wasfour weeks olderthan Sam;however, Lena did not mention the 

age difference when she wasdescribing their differences. 

Lena also connected with Belle. She discovered how Belle liked to lie on 

the floor and roll and how she liked to read books. In our interview Lena said: 

I would sit on the floor and I do, I still do this, I'm terrible, I play with 
these babies.And we'd sit on the floor and Belle would just kind of like to 
lay on you. She didn't want you to hold her in your lap,she didn't want 
you to, you know,twist her back and forth like you're dancing or bouncing, 
little pony goes to town,or nursery rhymes. She wanted you justto lay 
there and let her roll on you and she'd read the book the wayshethought 
it wassupposed to be read,and in her language...You always have one 
child thatjust doesn't want to play,just ratherjust kind of be by itself and 
observe. And I think that's whatshe does Is observe. And when they get 
in her way,she gets kind of upset. She'll bite or she'll pinch or she'll pull 
their hairjust to get away. She knowsthat ifshe does bad things,they will 
leave her alone. 

Lena described Belle in detail and noted her uniqueness. After spending time 

together, Lena learned how to make Belle comfortable by giving herspace and 

letting her interact in her own way. 
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Maintaining the connection after the transition 

After the transition, each infant teacher did something different to stay in 

touch with the old infants. Right away,Candace visited them in their new room. 

Lena waited a week or two, butthen she visited them on the playground or in the 

toddler classroom. I heard Maria telling parents that she would visit the former 

infants, but I was never able to see her visiting. Candace described her visits to 

me,which I wrote in my field notes: 

Soon after I arrived I asked Candace aboutthe five babies who had 

recently moved to the toddler room. She said,"I come an hour early now 
so I can see them. If I pick them up,they cry when I leave. If I don'ttouch 
them,they don't cry." 

Candacecame in early by choice and did not receive extra pay;she felt it 

was important to maintain her connections with theformer infants immediately 

after they made the transition. She was not ready to end her relationships with 

them just yet. 

She also visited Audrey,an infant, after Audrey moved to the toddler 

room. In our interview she said: 

Thattime I used to workfrom 9:00-6:00, but I had to come in 
early, so I spentthe time before 9:00 in that room. She alwayscame, but 
she did not want meto put her down again,so that wasthe hard part. 
When you have to leave again. They know. You know,when you put 
them down,they did not wantthatto happen. Butshe wasalways happy 
to see me. 

It was harderfor Candace to leave the toddler room ifshe touched theformer 

infants than ifsheJust talked to them. Thus,Candaceseemed to be maintaining 

distance at the sametimeshe wasseeking contact both for hersake and that of 

the child. 
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Candace remembered the infants after they had moved. Afew weeks 

after Jerome moved over, Candace was sitting on the floor with several infants. I 

took these field notes: 

Candace was sitting on the floor with three infants around her. Lila 
stood up and reached for the tape recorder. Candace said,"Would you 
like to hearsome music?" She turned the tape recorder on. When she 
heard the song,"Old MacDonald,"she said,"Oh,that used to be Jerome's 
favorite song. 

Even though Jerome was no longer physically present in her classroom, he was 

still on her mind. 

Candace liked it when the infants learned to say her name, but it was not 

until they got to the toddler room that they could do this. She said the parents 

would bring the toddlers(theformer infants)back to Candace and teach them 

her name. She said: 

That's thefun part, they start talking and they can say the things, in 
the infant room they could not say. You know. They talk. And Danielle 
(toddler teacher)always tells them or the parents. A lot of times the 
parents too,they teach them our names still. And that is really really nice. 
You know,they call you by name now. In the infant room,they never, you 
know, really,some ofthem can, but not many can say. Danielle's name, 
they can say, it's easy. But mine,they can notsay...So,the parents help 
a lot too and theysee me and they ask,"Candace,"and they tell the kids 
again too. Butthat is nice. That's the good part. It's strange in a way, 
though because you do not rememberthem this way, you know,and then 
all ofa sudden they start talking and it seemsto happen sofastthen too. 
Butonly one word sentences, you knowfrom hardly nothing,just babble 
sounds like ma ma ma,da da da, you know,to, to whole things. That is 
the good part. That's nice. 

Candace enjoyed seeing the children develop and wanted theformer infants to 

remember her and to communicate with heron a new level. She wasexcited 

thatthey could now speak to her, which was not the waythey had interacted with 

her in the infant room. She did not wantto forgetthem after they moved,and 
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perhapsthought that by learning her name they would be more likely to 

remember her. The parents had to bring the former infants back to the infant 

teachers, which meantthey played a part in keeping the infant teacher and 

former infant in communication. 

For the first week after an infant had moved to the toddler room, Lena felt 

she had to duck down when she passed the door to the toddler room. The top 

half ofthe door was glass,and she did not wanttheformer infant to see her. 

She said: 

The first week is an adjustment, but we have to stay awayfrom that 
room for the first week. 1 was told, you know,don't go near, if we go by 
the windows and the kids can see you, kind ofduck down on the door and 
stuff. And that's understandable. 

Lena believed she would upsetthe children iftheysaw her and therefore gave 

them time to settle in, whereas Candace believed the children needed to see her 

the first week. (Or, perhaps it was Candace that needed to see the children). 

Lena did visit herformer infants after the first week. One dayshe opened 

the doorto the playground and saw them. I wrote in my field notes: 

Lena opened the infant classroom door. The toddlers were playing 
outside. Five toddlerscameto see her. She was kneeling down,holding 
one ofthe infant boys. The infant boy wassmiling. Lena said to the 
toddlers,"Did you cometosee my babies. Hi Lila(aformer infant). Hi 
Lila. Hi Lila. How are you doing? Hi Jerome(aformer infant)." She said 
to the infants,"Do you remember Jerome? Hunh? Do you remember 
Jerome? Hi sweetheart." The toddlers stood outside ofthe infant 
classroom but did notgo in. After five minutes Lena said,"Oh, I hear one 
ofthe babies crying. Ms.Lena hasto shutthe door."She helped several 
toddlers move back and then shutthe door. 

Although Lena certainly wanted to see herformer infants,she maintained 

boundaries. She believed they needed to stay outside with their new toddler 
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teacher. Center rules stated that the infants and toddlers were notto go back 

and forth between their respective areas. Perhaps also it wasa reflection of her 

"finalization" ofthe transition. 

Maria said thatshe would see the infants again after they moved to the 

toddler room. I heard her tell a mothershe would visit the mother's infant in the 

toddler room. I wrote in my field notes: 

Then one infant girl's mothercameto pick her daughter up. She 
said to Maria,"Well, I guess my daughter will be in [the]toddler[room] 
when you get back[from maternity leave]." Maria said,"We will comeand 
see her. On the playground. In the classroom. Yes,we will come and 
see them." 

I never was able to see Maria visiting the old infants; therefore, I do not know if 

she chose notto visit them or if I just did notsee her visiting them. 

Disconnection 

Even though the infantteachers visited theformer infants in the toddler 

classroom,on the playground,and in the hallway,they eventually had to 

disconnectfrom the infants. They gradually ended their relationships with the 

infants. 

Candacespent less and less time with theformer infants. She was not 

able to touch them the wayshe used to. Several weeks after Jerome moved to 

the toddler room,Candacecame into his classroom to return washcloths to 

Danielle,the lead toddler teacher. Jeromefixed his eyeson Candace,and 

Candace returned the stare. I took these field notes: 

Candacecame in to bring some washcloths to the toddler room. 
Shesaw me and said,"I forgot you would be here today. I used to have 
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all these kids, exceptforthis little girl." I watched Jerome. He is now in 
the toddler room and he used to be in the infant room last month. He 
looked at Candace and followed her with his eyes until she left the room. 
Candace looked at him and smiled. Jerome smiled too. Danielle,the 
toddler teacher,said,"Jerome,do you see whothat is?"(pointing to 
Candace). Then Candace left the room. 

They no longer touched each other. They looked at each otherfor one minute 

and then did notsee each otherfor the rest ofthe day. There seemed to be the 

recognition that the special relationship they had wascoming to a close. 

There were also two policies, which I will describe in theme four, that 

prevented Candacefrom maintaining her connections with theformer infants. 

First, former infants were notto come back and visit in the infant room. Second, 

teachers were not to visit other classrooms to see children who had previously 

been in their classrooms. 

When Belle, an infant, moved to the toddler room,Lena said that Belle 

had to break the bond they had. She also wanted Belle's motherto start talking 

to the toddler teacher,instead of her. She said: 

They(the infants)just have to leave their bond.They get bonded to 
us...So, it's easierforsome studentsjust to go cold turkey. And we did it 
on a couple ofthem and it worked really really well. And that's why we, 
um,did this with Belle. And 1 think it did work out better. I really do. For 
Belle and her mother. Because when I was in (the infant room), you 
know,she would ask me questions,and I'm like, you can't ask me. You 
have to ask Danielle(toddlerteacher). You've dealt with mefor, you 
know,the time Belle is up to this age,and you need to dothe other 
teacher. 

Although thefocus ofthis study wason teachers and not on parents,the teacher-

parent relationship was relevant to the transition. The teacher said goodbye not 

only to the infant but also to the parent. The parents depended on the teachers 

for information and for reassurance abouttheir children. Belle's mother used to 
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ask Lena questions. Therefore,the teachers had to help both the child and the 

parent make the transition to the new room. 

Belle and Jerome had to move"cold turkey." Lena explained this term to 

me. Jerome moved cold turkey because he screamed when Lena took him to 

visit in the toddler room. Belle moved cold turkey because she clung to the infant 

teachers when the toddler teachercame in the infant room. Lena said: 

Wetried Jerome and Patrick...They did not transfer very well. 
Even with me going acrossthe hall, Jeromejust would not let go, did not 
like the surroundings. So,we tried it with just me dropping him off. And 
he wouldn't stop screaming. So we had to bring Jerome back. And what 
we did was cold turkey, is basically whatwe called it on him. 

Whatwe mean cold turkey. I have to explain this to Maria too 
because she isfrom a different country,she didn't understand the term. 
Whatwe meant by cold turkey is we didn't introduce her(Belle)to 
Danielle's room.We never took her out ofthe nursery and took her overto 
the toddler room and sat with her. When Danielle would come in to the 
nursery, we'd notice a change in Belle thatshe didn't want,she would kind 
of be more clinging, I guess you would say,she would,she would follow 
Maria or Candace or I around. She wouldn't,she would stare at Danielle. 
Shejust didn't wantto getto know her. And when shecame in,she 
wouldn'ttake her eyes off of Danielle. The whole time she was in there, 
and we'd have her in there an hour and shejust did not do well that way. 
So,wethought, well, she's not going to transfer very good. Instead of 
causing more emotional upheaval and moving her to the room and 
bringing her back in an hour and that hour she's in the toddler room, 
having her cry and fuss and cling and feel uncomfortable, it's easier if we 
would just take her on Monday moming. Put her over there and let 
Danielle handle the outcome. Because she wasthe one that was going to 
be the teacher, not us. So,we did that on a couple students. 

Jerome and Belle both had strong reactions to the toddler room or toddler 

teacher;therefore,they were moved cold turkey. The infant teachers had to cut 

themselves offfrom them. 

Although opening the infant classroom doorto the toddler playground was 

a way to maintain a connection with the former infants, the door also symbolized 
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a barrier. Theformer Infants were not allowed to come through the door back 

into the infant room. There wasa gate in the door to keep the current infants 

from crawling out and the toddlersfrom coming in. The toddlers would see the 

infant teachers. Lila, a new toddler, had just moved to the toddler room from the 

infant room. I took these field notes: 

Lena told me to open the door,so I did. I was holding an infant. All 
ofthe toddlers came to the gate,separating the infant room from the 
playground. I saw the blue sky and the sun. It wasabout70 degrees. Lila 
wasstanding behind the group oftoddlers who were pressed up against 
the gate. She looked atthe infantteachers. She smiled and started to 
whimper. She started stomping herfeet up and down and she began to 
cry a little bit. Candace said,'Hi Lila. Hi Lila. Look at Lila. There she is." 
Maria looked at Lila too and said,"Lila! Lila!" Lena looked at Lila. The 
new toddler assistant picked Lila up. Lila continued looking in the room. 

The nextday I asked Candace to tell me about Lila's stomping on the 

playground. She said,"She knowsshe can notcome back in the room.She 

probably doesn't know how. She probably thinks that ifshecomes in she won't 

be able to go back out. And Lila likes to be outside." This explanation was 

confusing to me. Atfirst, Candace said that Lila knew she could notcome back 

in, but then she said Lila did not know how to come back in. The second part of 

her response suggested that Lila could have come back in if only she had known 

how. Yet, I knewfrom mysix monthsthere and from another conversation with 

Candace thatonce Infants moved to the toddler room,they were notsupposed to 

come back and visit. This rule wasa center policy, which I will discuss in theme 

four. There was notaflow back and forth between the old and the new. The 

infantteachers and old infants had to stay in their respective areasand were not 

free to movefrom room to room. 
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The infant teachers had to disconnectfrom the infants because they could 

no longerspend time with them the way they used to. Candace eventually 

stopped visiting before her shift. The infants grew older and established new 

kinds ofconnections with the toddler teachers, Nia and Danielle. 

Connections in the toddler room 

In this section, I will explain how the toddler teachers established new 

connections with the infents that were moving into the toddler room. Nia, the 

assistant toddler teacher,said that when an infant first entered the toddler room, 

theformer infant/new toddler would disruptthe group's routine. She said: 

...When they getthat, when they do make that transition from infant 
to toddler room, it's hard because you have nine other kids that are used 
to the same schedule and used to doing things, you know. You kind of 
have to havesome kind of routine.And then you have two that make it 
harderon the other kids, really. But, and then ofcourse you have to find 
ways ofgetting closer to that child, and um,because other kids,they know 
that you're there forthem. And they know that you love them. Sothese 
kids are coming in, and you know,you just have to really go out of your 
way to makethem feel comfortable. And it's sometimes hard when you 
have, you know,nine others. But. And need you too, you know. I mean 
it's just harder because, you know, you're used to routine too, and this kid 
doesn't wantto go to sleep,or he doesn't wantto eat, and you know. It 
just kind ofthrows everything out of whack. Butthat's only for a couple of 
weeks. 

Even within the constraints ofthe group structure, Nia wasable to go out of her 

waytofocuson individual children and find waysof becoming close to them. 

She described how she was"there"forthem,how she loved them,and how she 

wanted them to feel comfortable. Clearly,she wasconcerned with more than 

just routine caregiving. 
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The nature of Nia's relationships wasthat ofconnection. Nia, who played 

more ofa mother role, fell in love with Patrick and called him her baby. Nia 

started working in the toddler room two weeks after Patrick had moved in there 

from the infant room. She said: 

...like when we're playing or...like when we hug or something or, it 
justfeels like, I mean it justfeels natural. And itjust, I mean, I just have, 
forsome reason, I don't know what started it'cause he hasn't always been 
like that, you know. Butforsome reason, I mean, I just love him so much. 
You know,that when I hold him or something, I mean he automatically 
puts his head down and starts patting me. Wejust, wejust have this 
bond, you know. Atfirst I thought his parents might, you know,feel 
strange or something. But, I mean they've offered me nanny positions. 

Nia had a special relationship with Patrick that was differentfrom all the others. 

She also mentioned the parent-teacher relationship, specifically that his parents 

might not like Nia and Patrick's relationship. She was moving in to the parents' 

territory with her intense feelings oflove. But, because they offered her a nanny 

position she felt that they did accept her relationship with their son. 

When Nia had to leave the room justfor afew minutes, Patrick would cry 

for her. Attimes, Nia felt overwhelmed by this relationship in a way similar to that 

ofthe providers in Nelson's(1995)study, who sometimesfelt the need to 

distance themselvesfrom the children. She said: 

But, um,he's one that, like that's one ofthe reasons I kind of had to 
move up[to another classroom]. Because I couldn't leave for a break 
without him crying the whole time. And I couldn't, you know, I couldn't 
walk outofthe room,and I couldn't changea diaper,and I couldn't, you 
know,without him just connecting, you know, holding on to me. 

She eventually left this toddler classroom and moved up to a new room for two 

reasons. One reason wasthatshe did not like the waythe lead teacher 

interacted with the toddlers, and a second reason wasthat Patrick cried 
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whenevershe left his side. They had becomeso close thatshe could not make 

a move without him. 

Nia also connected with Lila. She described Lila as being like a teen-aged 

girl who knew how to get whatshe wanted. In our interview she said: 

She's like a teenager. Going through puberty. She, um,she's like, 
she's very emotional,and very, she'sjust like a girl, I mean,you know, 
everything that goes with a teenage girl she has already, which has 
always been surprising to me. She'sjust,shejustseems very advanced. 
She um,when she wakes up she's very cranky,and when she's hungry, 
she's cranky,when she's, you know. Shejust kind ofgives offthat...She 
lets you know whatshe wants,which is good fora baby. It's kind of 
unusual at that age. But, you can tell when she,whoshe likes, you can 
tell who she's connected with. Like the kids and the teachers,and if 
somebodycomes in that she doesn't know, you can,she kind ofruns 
acrossthe room,and she's very aware ofwhat's going on around her. 
And a lot ofthe other kids aren't like that. So,she's the one that sticks out 
the most...I think she's connected to mea lot. Like if I come into the 

room,...ifshe's like crying or ifshe, you know,she automaticallyjust, her 
eyes get big and she brightens up and claps and you know,how. 
Because they can't talk,so they have to do something. But,she's, yea, I 
don't know, I think assoon asthey go into a different room,they connect 
with one person. 

In a quote on page 71 ofthis chapter, Nia described herselfas"a big kid" 

who liked to chase the kids around. Nia's description of herselfsoundssimilar to 

her description of Lila because they both moved around the room(Nia chased 

and Lila ran), and they were both emotional and expressive. Later in our 

interview I asked Nia to describe how Lila was like a teenager,and she said: 

kind of wild...can't really tame it...you can't really control it, 
and...shejust always reminds me ofsomebody that was older...I don't 
know,we alwaysjust call herthe cat,'cause she'sjust very sneaky...I 
guessshe mightjust have more personality than I always thoughta baby 
herage could have. 
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According to Nia, Liia was like a teenager,and because Nia was in her early 

twenties it had not been that long for her since she had been a teenager. 

Perhaps Nia identified with Lila and therefore connected with her. 

In our interview Nia explained whyshe thought the toddlers connected 

with her. She said: 

...I think it's because I use a lot of, you know, I try and show them 
like with my body that I care aboutthem,and you know I'm always trying 
to smile. Because kids can pick up on stuff like that I think almostas quick 
as adults can. Because they can tell assoon as you get upset or, you 
know. And like with Danielle...,! don't think that, I mean they hug them 
and stuff, but it's not, you know,they don't use a lot ofexpressions. 

She believed in a deeper level ofcommunication where people used their bodies, 

intuitions, and expressions. 

On the other hand, Danielle played more ofan educator role and had 

different kinds ofconnections with the toddlers. Her main priority wasto clean 

the toddlers, especially right before their parentscame to pick them up. I wrote 

these field notes: 

Danielle cleaned up the other children. I saw her standing atthe 
diaper table,changing diapers and wiping noses and washing faces. I did 
not hear Danielle speak while she was up there with the children. One 
toddler girl went overto Danielle and said,"Danielle! Danielle! Danielle!" 
Danielle said,"Whatsweetheart? Whatis it? I'm going to sit down with 
you in a minute, but I have to clean everybody up." Danielle had to leave 
the room a couple timesforafew minutes. Each timeshe left thissame 
toddler girl would go to the door and waitfor Danielle to return. She would 
repeat Danielle's name over and over. "Danielle, Danielle, Danielle,"she 
would say asshe would look back toward the room.When Danielle came 
back in, I pointed this outto her and Danielle said,"She's real attached to 
me. She callsfor me all day. Even at home her parentssay thatshe calls 
out to me." Then Danielle cameand saton the floor. She told me that this 
toddler who calls for her would also call for another toddler. 
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In this example,the toddler wasthe one taking the steps to connect with the 

teacher by demanding a responsefrom her teacher. Danielle focused on 

managing the orderliness ofthe children. 

In the next section, I will describe how the infant teachers felt a sense of 

loss and at thesame time thoughtthe child was ready to move when it wastime 

for the transition. 

Readiness/Loss 

The third theme concernstwo experiences teachers had during the times 

oftransition. On the one hand, all the teachers believed an infant needed to 

move up to the toddler room to continue down the path of proper child 

development. The infant needed new activities, new materials,and new 

teacherstofurther his development; he would learn to walk, talk, play with 

others, and eat atthe table. On the other hand,the teachers expressed a sense 

ofloss aboutthe infant leaving. The mother-role teachers expressed more loss 

than did the educator-role teachers because they were the oneswho had formed 

deeperconnections. Teachers in the mother role did not want certain infants to 

leave,they wanted former infants to come back and visit, and they were 

concemed aboutseveral infants whom they thought were not doing well in the 

toddler room. Theseteachers were torn because they wanted the infants to stay, 

but they knew they had to go. 

The toddler teachers also believed the infant was ready to be in the 

toddler room; however,they did not describe a sense ofloss because they were 
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not losing a child in this transition from the infant room to the toddler room. 

Instead, Nia described how the new toddler caused a temporary disruption in the 

toddler room group structure. In the remainder ofthis section, I will first describe 

how teachers believed infants were ready to move,and then I will describe the 

loss. 

Readiness 

When Candace discussed the transition with Belle's mother,shefocused 

on readiness. She said that Belle was ready for new activities and toys and that 

Belle would do fine. I wrote in myfield notes: 

I heard Candace talking to Belle's mom about Belle's upcoming 
transition. The mom said,"So,she's going to moving soon?" Candace 
said,"Yes,she will probably movesometime next month. She is ready to 
go. She's ready for new activities and new toys. She doesfine. She is 
ready to go." 

Lena also said that Belle wasgoing to do new things when she moved to 

the toddler room. Lena described the conversation she had with Belle's mother 

about Belle's upcoming transition. Lena said: 

We would tell her parents,we told her parents thatshe was going 
to be graduating up in a week's time. Mom and Dad did not take it real 
well. Well, Momma didn't. Shewas very upset becauseshe didn't want 
her baby to grow up.See,if she goesto another room that meansthey're 
growing up and they don't wantto lose that baby. So,you gotto do a lot 
oftalking with the parents. And we, I guess we all kind ofjust decided, 
you know,a lot of parents are excited. She wasn't excited.She didn't want 
Belle to grow up. But, I says,just think, when she goesto the toddler 
room,she's going to start talking and then she can, instead of, you know, 
just crawling to you and give you a hug,this time shecan go,"Oh, 
Mommy, I love you." She can learn to talk. And she can learn to play 
different games.And solve puzzles and do different things that way and 
try to communicate more with the oral language instead ofthe physical. 
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Lena was trying to be encouraging to Belle's mother in preparation for the move 

by saying that Belle would grow and develop in the new room. 

Shortly before Jerome moved up, Candacesaw him open the microwave 

door. (The microwave wasdown on Jerome's level between two highchairs). I 

took these field notes; 

At one point, Jerome wasover by the microwave oven that is 
between the two high chairs. The microwave was on his level. He 
popped it open by pressing the correct button. Candacesaw him do this 
and said,"Oh no, he's never done that before. Look, he figured it out.' 
Then,she looked at me and said,"He's ready for the toddler room. When 
they start doing things like that, they are ready to go. When they start 
climbing underneath things and opening things, they're ready to go." 
Maria was listening and nodding her head. Candace said,"One ofthe 
directors was in here this moming. They told us to take Jerome to the 
toddler room because he looked bored.' 

Candace believed the infants outgrew the infant room because when they started 

figuring things out, they needed to move out. Once the infants became mobile, 

they started climbing underneath pieces offurniture, and they started reaching up 

to countertops. The infants needed to go to the toddler room to do these 

"toddler" behaviors. 

Candace also saw Andy do something that made hersay he needed to go 

to the toddler room. I wrote in myfield notes: 

Andy was pushing the play stove around the room,which was 
biggerthan him. Candace looked at him and said,"Two more months. 
Oh no. He's not moving for two months. He needsto go. They said 
they're moving somebody up next month, but I'm not sure." 

Candace was worried that two more months were going to be too long for Andy 

to stay in the room because he was now pushing whole pieces ofequipment 

around the room. She knew he was only going to get bigger and more 
94 



developed. I did not hearthe teachers say that they were tired ofa certain infant 

and that waswhy he needed to go. Rather, I heard that at a certain 

developmental level it wastime for the infant to go. Also,the infant room ran out 

ofspace for the older infant because new infants were coming in. 

Loss 

The infant teachers who played the mother role felt loss asa result ofthe 

transition. Miller(1998)discussed howsometeachers fall in love with infants as 

they watch them grow and develop new abilities and therefore have a difficult 

time saying goodbye. In this study,the teachers anticipated feeling loss before 

the infants moved and then, after the transition,they described a sense ofloss. 

They knew they could not keep the infants, and afterthe transition, they knew 

they could not be there for the former infants in the same way thatthey had been 

there for them in the infant room. In the following section, I will first describe the 

infant teachers before the transition and then describe them after the transition. 

Before the transition 

Candace said she could not keep one infant boy. I wrote in my field notes: 

An infant boy woke upfrom his nap. Lena gave him a bottle. She 
put him in a seatand gave him the bottle. He held it himself. When he 
wasthrough,Candacetook him out and placed him on the carpet. He was 
sitting up. Candace looked at meand said,"He's so tiny." Then she said 
to herself,"I can't keep you. You have to crawl and go." 

This boy was only six months old and therefore had another six monthsto be in 

the infant room. But, Candace wasalready starting to miss him. She knew that 
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her relationship with him would only be for one year and that eventually he would 

crawl his way outto the toddler room. A parent might also say that herson was 

going to crawl awayfrom her one day. However, parents and children continue 

their relationships even after the children have grown. But, when infants move 

outofthe classroom,the infantteacher-infant relationship is usually over. 

In our interview, Candace elaborated more on this feeling of having to let 

them go. She said: 

So you see the positive things. You know it is good for them to do 
this(the transition), to get used to more people, not always thesame ones 
taking care ofthem, you know. That's whythey develop better; because 
in our room we can not offer them whatthey need; because wealways 
have to compare to the six-week olds, you know. And they get old enough 
to go, it's better, it's time to go. It's betterfor them. It's how you have to 
tell yourself. You know,it doesn't matter how much you like them, you 
know how close you are. You always have to think ofthem. It's for them. 
For their own good...It's like, when you're a parent like they tell you, if you 
love them,then you have to let them go. You know,that's thesame thing. 

Even though Candace liked the infants and felt close to them,shefocused on 

whatshe thought was bestfor them. One idea she had wasthat they needed to 

get used to more people,which the transition would allow. Therefore,she felt 

she had to put herfeelings aside and do what was bestfor the child. Again,she 

compared her situation with the infants to her situation asa parent. 

Lena anticipated feeling loss because ofthe transition. One day, Lena 

wasdown on the floor with Andy. I took these field notes: 

Lena said that Andy wastired and needed to take a nap. She said 
he would play until he dropped. "He never stops,"she said. He was 
sitting nextto the garden center with a toy in his mouth. She put him in his 
crib and patted him.She said,"By the time they getthis way they send 
them offto the toddler room. It ticks me off." 
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Lena sounded angry. She spent a year with Andy getting him to a certain point 

only to have him sentto another room. From quotes earlier in this chapter, it was 

evident thatshe had fun with him,and he made herfeel alive; therefore,she 

wanted to stay with him. 

In our interview Lena elaborated on why she wanted to keep Andy. She 

said: 

Andy wejust don't wantto send up because he isjust sofun. He is 
toofun...He just, he is, he's gota personality thatjust makes you laugh 
and makes you feel good. And you miss him at night. You know. "Oh, I 
just need an Andy fix." 

She wanted him to stay because he made herfeel good, not because it 

was necessarily the best situation for him. However,on the other hand,one 

could say that what is bestfor a teacher is also bestfor a child because the 

teacher mightthen better careforthe child. 

Lena said that they were not going to let one infant go up asfast asthey 

had allowed some ofthe others because he had vision problems. She had a 

degree in special education and believed they should keep him in the infant 

room. In our interview she said: 

Right now,we have a child in the nursery....whose eyesight is bad. 
And, it will takesome adjusting. He is developing fine every other way, 
but we're not going to let him go up asfast...because he'sjust not going 
to adapt well. He hasn't adapted. They might have tojusttake him and 
leave him at home...But like he will have some problems. We won'tsend 
him up. And you gotto learn how to teach him. You can'tteach him the 
same way you can do with Andy. You can give Andyfree play... 

Lena was worried that the directors would move this infant before he was ready; 

in other words,the rules ofthe center would dominate the infant's needs. In 

themefour I will discuss how the teachers were not key players in the decision 
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making process CGnceming transitions; therefore, even though Lena said, 

"...we're not going to let him go up...," it was not her decision. In this situation 

Lena played more ofan educator role, asshe was not discussing this infant's 

upcoming transition in an emotional way. Rather,she was considering his 

developmental needs. 

After the transition 

After transitions, I would ask teachers how they felt. However, I noticed 

they did not like to talk aboutthis topic. After Jerome's transition, I asked 

Candace and Maria how they felt. Candace said,"It is very bad." Maria said, 

"Oh no,we will miss him." But,that is all they said. Perhaps,they numbed 

themselvesfrom the pain, the wayteachers did in Leavitt's(1994)and Nelson's 

(1995)studies, because they did not wantto acknowledge how they felt. 

Maria said that when four or five moved at a time,afterwards, it felt empty 

in the infant room. In our interview she said: 

You know,it's hard. Especially like if one moves, it's notso bad. 
But if like four orfive moves upsame time,when you come to your 
classroom it's like empty,everywhere. You know,they are crawling on the 
floor. Nobody is on the floor. It's hard. It's hard for us too. 

Maria, who played more ofan educator role, felt the emptiness In the room after 

a group madethe transition and had a sense thatsomething was missing. 

During this study,five infants moved together asa group,one moved by himself, 

and then two moved together. The directors moved the infants both in large 

groups(five or more)and in small groups(two or less)with equalfrequency, 

depending on ages ofthe children and openings in the next room. If children 
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were ofsimilar ages and there were multiple openings,the directors believed it 

best to movethem asa group because the children had each other during the 

move. But, if only one infant was ready and there wasan opening in the toddler 

room,they believed it necessary to move him up to keep the rooms full. 

Although the directors believed the children benefited by moving asa group, 

sometimes it was hard for the infant teachers because then the infant room felt 

empty after they left. Even though the directors replaced the former infants with 

new infants,the new infants were usually younger and therefore not crawling on 

the floor the way theformer infants had before their move. Thus,the room would 

feel different to the infant teacher. 

Lena said that it was hard for her when she knew infants who had moved 

over were crying in the toddler room. In our interview she said: 

But it's vei7 hard because I didn't wantto give her. I know they're 
crying. Waita minute, I used to take care of, when you cry and you're 
upset I know you're upset,and it was very hard. It was very hard for me. 

Lena said it was hard for her because she believed it was hard for them. She 

sounded like a mother in this quote because mothers often take on their 

children's pain. In this situation, Lena was not able to help the crying child 

because the child was in a new room with a new teacher. 

Amandafelt loss when a toddler she used to take care of moved to a new 

room. In our interview she said: 

It's harder, like when it wasjust Abe that left. Because you do miss 
him. You know, he'sJust one that left, but it's all, you know. But you look 
and you think well you know. Pierce is supposed to be playing with Abe 
and now he's playing with somebody else. And it'sjust, you're like, 
something's not right. You know, it's almost like theyjust, they're gone. 
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Amanda said that not only did she miss Abe butthat also Pierce(a peer) 

missed him. When an infant moved, he left peers behind, at least temporarily. 

Amanda said that it did notseem right to her that Pierce's friend had gone. 

On the other hand, I heard some statementsfrom the teachers that made 

mefeel they were not experiencing loss. One day, Lena announced that they 

needed to"get rid" oftwo because they were getting two new infants soon. We 

were watching Andy pull himself up in the garden center. She said,"We have to 

get rid oftwo by July. We've gottwo coming in." Lena knew they needed to 

send two overto keep the system running. Acceptance ofthese transitions was 

part ofthe system. 

Powerlessness 

A fourth theme wasthat teachers felt powerlessness aboutthe timing of 

the transitions and about contact afterwards with old infants. The teachers did not 

make the decisions aboutthe transition: instead,"they"(the directors in the 

office)decided when a child should move up. The teachers gave their input, but 

the directors had the powerand the authority over the process. Also,the 

directors established two policies, which made it difficult for teachers to keep in 

touch with former infants. I will discuss these two policies later in this theme. 

Theteachers prepared for the transition by indicating to each other and 

the directors when an infant was ready and then by waiting for the directors to tell 

them whatto do. The directors told them when the teachers should discuss the 
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transition with the parents, when the infants should visit in the toddler room(or 

not visit), and when the infants should move. 

The directors told them that they would send letters to the parents, 

informing them ofthe move,and that the teachers did not need to discuss the 

transition with the parents until after the parents had received the official letter. 

Each morning during an infant's transition period (usually a two week period), 

one ofthe two directors would check in with the teachers to discuss when and for 

how long the infant would visit in the toddler room that day. Candace said in our 

interview; 

...We have to wait 'till it is an official thing from the office, that they 
tell us and they have it in a written note and then we tell them (the 
parents)whatwe are going to do.We let them visit firstfor awhile and see 
how they are doing. Sometimes halfan hour,sometimesa whole 
morning. Including nap time or all these things, it's always differentfrom 
child to child,from day to day. 

Theteachers believed they knew when the infants were ready to move; 

they looked to see ifthey were bottle free, eating table food,and walking. After 

talking with the parents and determining when infants were ready to try table food 

in the infant classroom,the infant teachers would give them some in their high 

chairs to prepare them forthe toddler room. However, it was not until they 

moved to the toddler room that they sat ata table to eat. Most children in the 

toddler room were offthe bottle. Maria said: 

See, usually when they start eating table food and start walking, 
they are ready for toddler room. Some ofthem is before a year old,some 
ofthem are through year old, it depends on the child. Someofthem goes 
early,some ofthem not, yea, it depends on the child. But it's close to a 
year... It's hard to movethem up. Because they need to be bottle free. 
It's the other thing. The third thing. 
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They also looked to see ifthe infant had a personality that would make it 

easierfor her to move. Did she get along with other kids? Did she mind being 

touched? Candace said Belle and Lila both had the kind of personalities where 

they could stand up for themselves and ask for whatthey needed. Candace said 

they would nottake anything from the other toddlers. I wrote in my field notes: 

Before I left I asked Candace who would move next. She said, 
"Andy and Sam". ButSam is not ready. He's not walking yet, and it will 
be good if he can stay longer in the infant room. I don't know when they
will move up, but probably they will move at the end ofthe summer when 
there is an opening in [the]toddler[room]. Belle and Lila had different 
temperaments. They don't take an^hing from the bigger kids. They hold 
their own with the toddlers. 

Candace described another infant who had a personality that would make 

it easierfor her to move. Shesaid: 

She wasone ofthe younger onesthat moved over. Butshe did 
good because of her personality. She wasready to go. She could, you
know,could do everything. She wasan easy going baby,she adjusted 
easy to different kind of people too. You knowsome babies getscared 
when new people come in. You know,she never had any trouble. She 
wasfriendly with almost everybody. You know that separation anxiety.
She did not have that very much. Soshe did good with it. 

Candace believed that this infant adjusted easily to new people and therefore 

was ready to go. 
j 

Yet,space wasthe determining factorforthe transition. One ofthe main 

reasonsfor moving an infant to the toddler room was that the directors had new 

infants they wanted to enroll. Therefore,they needed the older infant's spacefor 

a new infant. Even ifthe infant was not ready, but his space was needed bya 

new infant, they had to move him anyway. Or, ifan infant was ready, butthere 

was not aspacefor him in the next room,they could not move him up. 
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Before Jerome moved up, Candace said they needed his space. She 

said, They re getting a new baby in the infant room,so Jerome needs to move 

up. Also, children are moving upfrom toddler I to toddler II." She also said about 

Belle and Lila,"They're getting all these babies,so Belle and Lila are going to 

have to move to the toddler I room next month." Candacefound outthe week 

before that Jerome would move the following week to the toddler room(see 

quote on page 1). He moved on the first day of February. There was an opening 

in the toddler room because a toddler had left the program,and the directors 

wanted to move Jerome up to keep that room full. Then,they could enroll a new 

infant to keep the infant room full. 

During my six-month study,the infant and toddlerclassrooms at Live Oak 

remained 100% full. The center had a waiting list offifteen children who varied in 

ages, meaning they were eligible for enrollment in different classrooms;a child 

did not have to start in the infant room to attend Live Oak. Sometimesa former 

infant moved to the toddler room afew weeks before his replacementcame, but 

the teachers knew an infant wason the way even if he had not started yet. 

At Live Oak,the transitions occurred on an individual basis, meaning that 

at any time during the year when there wasan opening(or openings)in the next 

room,a child(or children)from the younger classroom was moved up to keep all 

roomsfull. Children did not move asa whole group atone time during the year 

(for example,late August)the way it is done in elementary schools. Ifthere were 

five openings in the toddler room because three had moved up and two had left 

the program,the directors would movefive inlants up. 
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However,the teachers believed that the directors moved children up even 

ifthey were not ready because they needed their spaces. In our interview, 

Candace said; 

...Thatsometimes they(the directors)have to moveso many
because that's another thing too. When we get new babies,they had that 
done before, it doesn't happen often, but you have to movethem faster 
than you may, you know,that they have to move up earlier because you 
need the space for other kids... 

Maria also gave an example ofan infant being moved for his space. She 

said: 

...He is fine(in)our room. He wasfine. But if he gets mad,he cries 
real bad and it's really hard to calm him down. But usually he wasa good 
baby, but he was still on the bottle. That wasthe reason. When he move 
up to toddler room he was still on the bottle...Yea, he still moved. They
should be bottle free, but he,we didn't have openingsand wejust got new 
babies and then he was the oldest one and he had to go That's the 
reason... 

This infant was still on the bottle, which,according to the usual criteria, meant he 

was not ready to move. But, he had to fill a space in the toddler room and his 

space was needed for a new infant,so he had to move. 

Even a mother knew her infant was being moved for his space. Candace 

said: 

...One time it did, but that little boy is not here any more either. 
The mom actually was worried about that, and she thought,the mommy
said, I hope you're not moving him because you need the space for 
another child. And it kind of really wasfor that reason. Butthe child was 
o.k. in the other room. Just happened to turn out o.k... 

Therefore,an infant was moved both because hisspace was needed and 

because he was ready to move. Candace explained how the need forspace and 

a child's readiness were unbalanced in determining the timing ofa transition. 
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Shecame up with a percentage. She said,"It is more the opening, it's more. 

Let's make it 60-40. 60%the opening,40% they're ready. It should be more, 

you know,another reason. You know,as long asthey're ready, it's o.k. You can 

keep them still." Therefore, according to Candace,60% ofthe reason for the 

transition wasthatthey needed space,and 40% wasthat the infant was ready to 

be in the next room. Candace believed that there wastoo much emphasis on 

needing the space. 

Lena described a situation where she felt they madea mistake with a 

transition because an infant was not ready. She said: 

...he would socialize with the other students in the nursery. He 
really did...He's having a hard time now[in the toddler room], but I wish he 
was back in here...And we do miss him. And we think we could do better 
for him than what he's doing in the toddler room. And,we've tried to 
convince them to bring him back into the nursery and let us have him for 
another like four orfive months... We're going to be sending upsome 
more students right now and we still see thesame thing and we convinced 
the directors, let's movethem on maturity because we made a big mistake 
with him and it hurts our hearts. 

She was hoping to convince the directors thatthey needed to move the children 

more on maturity level than for other reasons. 

However,what Candace and Lena did not mention wasthat childcare is a 

business,and in orderforthe directors(who were also the owners in this case)to 

pay teacher salaries and other operating expenses,they had to keep the rooms 

fully occupied. Live Oak was known throughoutthe communityfor paying higher 

salaries than what wastypically paid in other centers. (They paid $7to$8an 

hourascompared to the typical rate of$5or$6an hour). 
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Candace felt powerless to keep her connections with the Infants after the 

transition because oftwo policies that she did notagree with. Thus,she had to 

end her relationships with the Infants after they moved out of her room. These 

descriptions ofthe policies are from the teachers' perspectives; I did not ask the 

directors aboutthem. However, It wasthe teachers'Interpretations ofthese 

policies thatshaped their experiences. 

The first policy wasthatformer Infants were notto come back and visit In 

the classroom because they could spread germs. Even older siblings were not to 

come In; they had to stand at the door and look In. Candace said: 

That's one thing I don't like. They do not let uh,the other older kids 
come back In our room. But It's for the safety ofthe Infants, you know, not 
to catch any germsfrom them so they get sick. Noteven siblings are 
allowed to come In the room...And I do not agree with that one. They 
should not, I think they should let at least siblings, you know,come back In 
the room for awhile. Ifthey wantto see their brothers or sisters...They 
bring them to the door, but that Is It. They are not allowed to leave the 
room...Weshould be able to take them for, at leastfor afew minutes to 
tell them hi. It's o.k., you know,let mecome In too. Can not tell a one-year 
old thatthe room Is off limits. You know,was In forso many months, 
every day,she gotto play In It. See,they(the directors)say nothing 
because the other day her Mom and Dad,wason a Friday,they came to 
pick up Llla. Theycame back to the door and then they both came In with 
her. And they put her down to play and then,just for afew minutes and 
Llla wasso happy. Shefound her ball. She likes her ball. Always was her 
favorite toy. And then they picked her up and she screamed. She did not 
wantto go. You know, but then. It's o.k. because the parentscome In. 
That's the different thing, you know. I guessthey couldn'tsay nothing 
then. To usthey(the directors)would say, you know,don't do 
this...Because people are touring, they let peoplecome In for tours that 
are complete strangers. So that Is, you know,the limits are not, you know, 
I don't know. The regulations are notthe way I think they should be, you 
know. What Is the difference there? Thatare complete strangers. They 
have germs. Why can't the siblings, they are at home with the siblings. 
Why can't they notcome In? You know,at least notfor that child, mayt>e 
for the other kids, but still. 
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This policy was unique to Live Oak and was nota licensing regulation. 

After reviewing the licensing regulations for the state in which Live Oak was 

located, I discovered that older children were allowed to visit in the infant 

classroom:there was nota regulation suggesting otherwise. The closest 

licensing regulation to this policy was: 

(M) When infants are cared for in a center with 
older children,they must not be grouped with children three 
years ofage and over,and a separate area must be provided 
forthem, (http://nrc.uchsc.edu) 

Older children could visit; but they could not be permanently grouped with 

infants. Therefore, according to Candace,the directors decided this policy was 

necessary to preventthe infants from being exposed to a multitude ofgerms. 

What really seemed to bother Candace wasthe inconsistency in the rule 

based on the rationale. If infants were notsupposed to be exposed to additional 

germs,then why werethe directors bringing toursthrough? She also felt thata 

former infant should have access to herformer classroom,even forjust a short 

visit, because that child had a history in the infant room. 

Candace gave another example ofan infant not being able to come back 

into the infant room after the transition. She said: 

Oh,they do sometimes. They knock atthe door. They're outside 
when they play outside. They know we are in there. They knock atthe 
doortoo. Who did that before? Sally wanted to come in. She does not 
now. Sally Smith...She's atthe door, knocking atthe door. Smiling. You 
know,she always smiles. Right away,she's very sensitive baby too. She 
sees us,she smiles,she comesto the door. Then you have to tell them, 
"No,no, you can notcome in." That is not, not right. Like,oh, yesterday 
when we had that gate open,they all cried because they all wanted to be 
atthe gate in thefront row. They wantto. They would have all been 
coming in if you would let them...They depend on us, more or less. You 
know, if we go in there, it's o.k. 
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Candace wanted them to come back because they were smiling and she 

believed they wanted to see her again. Even though she did notsay this, she 

probably wanted to see them again too. 

Candace described how an infant girl's transition had a sense of 

permanence and finality. Candace told me in our interview,"You know, you(the 

infant girl) had to move and there was no way back." For Candace,once the 

child left, she was gone. 

However,Candace said she could see the other side too. She did 

understand why the directors did not wanttoo many people coming in the infant 

room. She said: 

I see the other side too, you know,with,for first time parents. They 
do not wantthe kids exposed to too many. You know,we already have 
limits that you only use thesameteacher. You know,we don'tswitch the 
teachers as often. There's onlyfour orfive(teachers)that are at all 
coming to the infant room. But still, you know, I can see their point too. 
Forthe new mommies,the first time mommies,you know,with their baby. 
Thatthey do not want other kids or other adults around. Only as many as 
they really have to be. So, I see their point, butthe other point, they don't 
think ofthat yet. You know,they usually change their mind too, when they 
have siblings. Second kids. Thatthey see. There are two different sides. 

The second policy wasthat teachers were notto go to other classroomsto 

see children they used to take care of because the visiting teacher could disrupt 

the routine. Candace said: 

We're actually not allowed to do this either...Visit other rooms...On 
breaks, we're notsupposed to...'Cause with breaks we'resupposed to 
spend in because it's interruptive forthe rest ofthe classroom,they are 
saying. But especially in infants and toddlers, I don'tsee it that way. You 
know, it's not that we interrupt them during circle time or something. You 
know. I can gosee myown children in after-school room,that's o.k. But 
not, you know, you're notsupposed to goto interrupt the whole,the whole 
thing. That's whatthey say... Yea,because the kids know,and even the 

108 



parents say, like Patrick's sister, when I went, usually when I take my 
break, it's close to lunch time,and I wentto the lounge and their room, 
they all ate in the gym,kind of, in the after-school room. She alwayssays, 
she always talks to me,"You have my brother." She always told me. So, 
she knows. You know, I don't think that's anything wrong with that the 
kids still see us. They know us. They know all our names. We're here so 
long. I don't think there's anything wrong. I think it's even good...I am not 
the boss. 

Candace reported this policy to me. However,earlier in this chapter, I described 

how she did visitformer infants in their new toddler room before her shift(p. 82). 

Thus,the policy was notfirm. Candace wasa teacher who prided herselfon 

being a model employee and pleasing the directors. In our interview she said, 

"They like me...The bosses...Because they know they can counton me. All 

these things. I'm dependable...And they know the parents like me. So that 

helps." Therefore,she must really have wanted to see herformer infants to risk 

being seen assomeone who did not alwaysfollow a policy. 

When the directors assumed full responsibility withoutteacher inputfor 

making the transition and policy decisions,the teachers were once removed from 

the process and therefore were powerless. The directors had to keep the 

classrooms full to keep the business running, and one way to keep them full was 

to movethe children through on a regular, predictable schedule. Leavitt(1994) 

also described how children in herstudy were defined by the spacesthey 

occupied asthey moved in and out ofclassrooms each year. Part ofthe 

structure at Live Oak wasfor children to move to a new classroom every eightto 

ten months,asthe rooms were designed and equipped for specific age groups 

(two to twelve months,twelve to twenty months,twenty to twenty-eight months, 

and soforth). If children did not move when they were supposed to, theirspaces 
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in the next classroom would remain unoccupied until they moved there, which 

translated to lost dollars for the center. For every month a space was 

unoccupied,the center would lose approximately $400.00. 

On the other hand,a teacher's primary concem wasfor the children to be 

ready for the next room, not keeping all rooms full; thus,a tension existed 

between the directors and the teachers. For example,one day I heard a director 

tell a prospective parent that an infant wasa"senior"and would graduate soon, 

making the transition sound like a natural and positive step for the child that was 

supposed to happen atthe end ofa year. 

Conclusion 

The first eight research questions were addressed within thefourthemes. 

To summarize the four themes,first, the teachers assumed both a mother and an 

educator role, second,some ofthe teachers established deep connections while 

others did not; third,teachers described the loss they experienced and the child's 

readinessfor the next room;finally, the teachers experienced powerlessness 

because they did nottake part in the decision making processforthe transitions. 

I will conclude this chapter by addressing the lasttwo research questions,"How 

did the teacher experience the transition?"and"Whatwasthe meaning ofthe 

transition for the teacher?" 

When Candace and Lena played the mother role, they connected to the 

infants and then experienced loss asa result ofthe transition. The infant teacher 

who mostly played the educator role, Maria, did not establish the strong 
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connections and therefore did not experience thesame degree of loss. Candace 

and Lena talked to infants about how they felt and about whatthey liked to do. 

Theytumed routine procedures into games and sought more physical contact 

beyond what routinely happened in diaper changes,feedings,and naps. 

On the other hand, Maria played the educator role and said she treated all 

the infants the same. In our interview,she said she could not describe a 

relationship she had with one infant in detail. Shefocused on routine tasks such 

asfeeding, diapering, and sleeping. 

For Candace and Lena,the transition came like a slamming doorthat 

makes people cringe when they hear it. It is as if the doorexpresses the human 

emotionsof bitterness and anger because ofthe sharp and loud sound that it 

makes. Afterthe infant moved,this door separated theformer infantfrom the 

infant teacher and there wasa break in the connection. Even before the infants 

moved to the toddler room,the mother-role teachers anticipated feeling loss and 

began to prepare for that eventuality by acknowledging the inevitable separation. 

Candace said,"I can't keep you. You have to crawl and go." Lena said,"Andy 

wejust don't wantto send up because he isjustsofun." 

On the other hand,when teachers assumed the educator role, it was not 

as difficultforthem to end their relationships because they had not invested their 

emotions in the infants in the waysthey had in the mother role. Instead,they had 

rationalized the process and determined it wasthe necessary step to take. For 

them,the transition was like an automatic door opening and closing: the door 
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opened and closed because it was part ofa system not controlled by human 

emotions. 

After the connections broke,the mother-role teachers experienced loss. 

Candace described how badlyshe felt when a former infant girl searched for her 

through a window,and Lena said it broke"our hearts" when they lostfive babies. 

Even Maria, who played an educator role, said that the classroom felt empty after 

five babies left at thesame time;therefore,she expressed some loss too. 

However, Maria's loss wassomewhatremoved from herselfasshe said the room 

felt empty, not her. 

Once the infant reached the toddler room,thesame pattern emerged with 

the teachers'roles and connections. Nia,the mother-role teacher,formed 

connections, her deepestones in her"special" relationships. She fell in love with 

Patrick and identified with Lila's expressive personality. She talked to toddlers 

about whatthey needed and about whatthey liked to do. On the other hand, 

Danielle,an educator-role teacher,focused on cleaning and managing the 

classroom. Thus, her connections were naturally different. 

Finally, both kinds ofteachers played out their roles and experiences in 

thesame environment,a place where they yielded to the authority oftheir 

directors. Teachers in the mother role were more vocal and expressive to me 

abouttheir dissatisfactions ascompared to the others. Candace disagreed with 

two policies, Lena disagreed with moving an infant up,and Nia disagreed with 

her lead teacher. In the nextchapter I will discuss my interpretations and present 

implications for restructuring childcare. 
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CHAPTER FIVE 

INTERPRETATIONS AND IMPLICATIONS 

In this chapter, I will discussthe tension that exists between the mother 

and educator roles and revisit my bias statementfrom Chapter Oneto explain 

how I personally make sense ofthis tension. Because oftheir roles,the mother-

role teachers had more difficulty with the transitions than did the educator-role 

teachers. I will discuss three waysin which these transitions were difficult: (a) 

the mother-role teachers had conflicting feelings and beliefs;(b)the mother-role 

teachers experienced repeated losses;and(c)both the mother-role and 

educator-role teachers felt powerlessness. To conclude this chapter, I will 

propose a way of restructuring childcare so thatteachers and infants could spend 

three years together before the child's first transition. 

Tension Between Mother and Educator Roles 

There is tension between the mother and educator roles: The mother-role 

teacherfocuses on social and emotional development,whereasthe educator-

role teacherfocuseson cognitive development. This tension has existed in the 

past and continues to existtoday. Forexample, in the 1970sthree kinds of 

preschool programs(Bereiter-Engelmann, Darcee,and Montessori)emphasized 

academic and cognitive development,and one kind (traditional Head Start) 

focused on the emotional needs ofthe child (Miller& Dyer, 1975). In the Darcee 
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program,the teacher's role was reported as,"...teaching, not providing emotional 

support or being a substitute mother(p. 26)." In both the Darcee and the 

Bereiter-Englemann programs,the teachers directed children's free-play 

activities toward learning. In contrast, in the traditional Head Start programs,the 

goal wasfor children to identify with and learn to behave like teachers whom they 

loved. Teachers were supposed to be warm,supportive, non-critical, and as 

non-demanding as possible. 

In this study,the teachersfelt the tension between the mother and 

educator roles. Lena oscillated between the two roles, sounding like an educator 

in our interview but acting like a mother when I observed her. For example,in 

the interview she referred to the infants as"students," but in my observationsshe 

said to an infant,"You are my baby." Also, in our interview she described her 

expertise in dealing with exceptional children, which made hersound like an 

educator. In contrast, in my observations I heard her telling Andy thatshe did not 

want him to move up to the toddler classroom,which suggested she was less 

concerned with the professional nature ofthe childcare but more concerned with 

herfeelingsfor Andy. Perhaps,the nature ofthe interview made herfeel more 

professional and therefore influenced herto sound more like an educator. She 

knewshe was being interviewed for a University study and that her words were 

being taped. 

Nia noted the tension between the two roles when she described herself 

assomeone who stayed on the floor chasing the toddlers but Danielle as 

someone whostood up and said "no,""like the teacher does." (See p.70for 

114 



Nia's quote). She said thatshe Interacted with the toddlers the way parents did, 

therefore like a mother,and that Danielle acted more asa teacher,therefore like 

an educator. Nia described herselfasfalling in love with Patrick, taking him 

home if anything ever happened,and having a hard time leaving him in the room 

when she had to go. In contrast, I observed Danielle supervising the children on 

the playground and keeping both the classroom and children in order. 

Candace felt the mother versus educator role tension, asevidenced by 

herfollowing words in an informal interview: 

"I wantto be in Pre-K, it's more teaching. Butthey keep me in 
infant. I'd like yourjob(meaning me). With college students and still with 
the kids. I've asked to be in Pre-K. But no,they keep me in the nursery. 
Everyone else has moved up. Maybe I should tell them I will quit if they 
don't let me move up." I asked her,"Is the infant room the least favorite 
room to work in?" Candace responded,"Yes. They think it is just babies. 
Butthen they see how hard it really is." 

In the classroom,Candace acted more like a mother because ofthe wayshe 

expressed her emotions and had special relationships. But,she wanted to do 

"teaching," which suggested she wanted to be thoughtofasan educator. Her 

statement,"I wantto be in Pre-K, it's more teaching" wasa paradox because she 

believed she was notas much ofa teacher with the infants asshe could have 

been with four- and five-year olds, yet I described herasthe kind ofteacher(a 

mother-role teacher)whogave infants whatthey needed most: An emotional 

connection. She did not give all the infants whatthey needed becauseshe was 

only connected to those with whom she had special relationships. But, with 

those special relationships,she did notfeel thatshe was doing the kind of 

important work that I felt she wasdoing. She did not consider the wayshe 
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interacted with the infants asteaching. Even though Candace had worked at 

Live Oak for overseven years and was pursuing a degree in the field,she felt 

like her work with "babies" was not valued or as important as work with older 

children. Instead,she implied that she needed to be with older children doing 

more cognitive activities, such as letter and number lessons. 

Yet,we knowfrom research on brain development that when teachers 

touch infants and make eye contact with them,they are enhancing the infant's 

cognitive development. Childcare,for those who attend, is an early experience 

that influences brain development. In the first three years of life, the child's brain 

soaks in new information at an enormous rate(faster than it ever will)and 

develops the organizational foundation upon which all other parts ofthe brain 

develop. The child develops working modelsfor who he is, how important he is, 

and how he relates to others. His brain development during infancy will 

determine how well adjusted and eager to learn he becomesasan adult. 

(Fleischauer& Stebbins, 1997;Szanton, 1997) 

Therefore, Candace,who played the mother role, wasthe doing the very 

teaching thatshe thoughtshe could only do with older children. She was 

stimulating the infants' brain development. Shore(1997)wrote, 

Children learn in the context ofimportant relationships. The best 
way to help very young children grow into curious, confident, able learners 
is to give them warm,consistent care so thatthey can form secure 
attachments to those who care for them (p.29). 

Teachers do not need to use flash cards ortapes ofthe ABCs with infants and 

toddlers but instead need to pay attention to their moodsand the gamesthatthey 

create(Shore, 1997). It seemsthat Candace needed validation from others 
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(directors, instructors at hercommunity college)to feel that her mother role was 

valuable and that perhaps it was possible to educate as well as nurture. 

Besides nurturing the infantthrough touch and eye contact,teachers 

must also be knowledgeable ofinfants'interests,temperaments,states, and 

individual abilities to process and respond for healthy brain development 

(Szanton, 1997). Teachers who have an emotional connection with infants might 

be more likely to spend time with infants on an individual basis getting to know 

their interests than mightteacherswho keep their distance. Teachers also must 

work in quality programs with low ratios, small group sizes, and continuity ofcare 

to have opportunities to spend one-on-one time with infants(Szanton, 1997). 

In the 1970s, Magda Gerber handled this tension by coining a new term to 

describe an infant teacher,an"educarer;"an educarer is one who both educates 

and caresfor children(Gerber&Johnson, 1998). Therefore, Gerber recognized 

both roles as being important. Gertjer used "carer," whereas I used "mother"to 

define the teachers whofocused on social and emotional development. In my 

study, I chose"mother" becausethe teachers said the children could belong to 

them-in other words,these teachers implied they could be the mother ofthese 

children. They imagined taking them home,they spoke to them like a mother 

("you are my baby"),and they believed the infants thoughtofthem asa mother. 

Forexample,when the infants would say"Mommy,"Candace believed they were 

referring to her. 

In 1978, Gerberfounded Resourcesfor Infant Educarers(RIE)to educate 

parents and professionals in the approach. The seven basic principles ofthe RIE 
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philosophyfor parents and teachers to follow are:(1)trusting the child to be an 

initiator, explorer,and self-learner;(2)providing an environment that is physically 

safe, cognitively challenging,and emotionally nurturing;(3)allowing time for 

uninterrupted play;(4)allowing freedom to explore and interact with other infants; 

(5)involving the child in all care activities sothe child becomesan active 

participant rather than a passive recipient;(6)observing the child to understand 

his or her needs; and(7)defining limits and expectations to develop discipline. 

Expanding on principles(2)and (6), Gerber wants parents and teachers to 

encourage infants to be genuine, which meansencouraging them to express how 

they feel-positive or negative. She wants adults to sit back and learn what 

different infant cries mean,instead oftrying to stop the crying. (Gerber& 

Johnson,1998) 

Using Gerberand Johnson's(1998)philosophy asa model,wecan see 

how the mother-role teachersfavored certain principles and the educator-role 

teachersfavored others,suggesting thateach role hassomething to offer but 

could still improve in the non-favored areas. The strengths ofeach role should 

be incorporated into the definition ofan infant teacher. The mother-role teachers 

focused more on providing the emotionally nurturing environment and allowing 

timefor uninterrupted play but less on providing the cognitively challenging 

environment. The educator-role teachers provided a physically safe classroom 

(clean and ordered),observed the children to understand their needs,and 

defined limits and expectations to develop discipline. Danielle and Maria often 

straightened the classroom and cleaned counters. Danielle observed a child who 
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had bitten another,and Maria observed the differences in two boys'eating 

habits. However,they did not provide an emotionally nurturing environmentand 

did not allow time for uninterrupted play. For example, Danielle orchestrated the 

toddlers' play by placing allthe toddlers at the table and changing their play 

materials every five minutes. To be well-rounded teachers,they ought to be able 

to provide a physically safe, cognitively challenging, and emotionally nurturing 

environment. 

Taking Gerber's philosophy(Gerber&Johnson, 1998)a step further, we 

could place teachers in one offour quadrants,depending on how much 

mothering they displayed and how much educating they displayed. Mothering 

and educating are independent dimensions,asteachers could be high on both 

dimensions, high on one and low on another,or low on both. As Figure 1 

illustrates, the morea teacher played a mother role,the more emotionally 

nurturing she was,and the more she played the educator role,the more 

cognitively challenging she was. 

Educating cognitively challenging) 

Maria 

Amanda I 
DanieHe Lena 

Low nurturing- ■Mothering (emotionally nurturing) 
Lena Candace 

IV III Nia 

Simple care-taking 

Figure 1. Independent dimensions of mothering and educating 
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The lessshe played the mother role, the less nurturing she was,and the lessshe 

played the educator role, the more she engaged in simple care-taking as 

opposed to cognitive stimulation. 

Candace and Nia fell in quadrant III because they assumed more ofthe 

mother role, established emotional connections with the children, butfocused 

less on teaming activities. They were higher on the mothering axis but loweron 

the educating axis. Amanda, Danielle,and Maria fall in quadrant I because they 

chose not to establish the emotional connections but instead to concentrate on 

educating. They were higher on the educating axis but loweron the mothering. 

Lena switched in and out ofthe mothering and educating roles; therefore, I 

placed her in two quadrants, I and III, to illustrate how asshe played one rote, 

she gave up the other. Ideally, a teacher would play both roles to provide both 

the nurturing and the education and be placed in quadrant II, indicating that a 

teacher could be high on both endsofeach dimension. A teacher in quadrant IV 

should not beemployed,asshe would provide little nurturing and little education. 

Revisiting Mv Biases 

It wasclear in this study that I preferred the mother-role teachers overthe 

educator-role teachers. I liked it when the teachers expressed their own 

emotionsand when they tuned in to the children's emotions. I liked how they 

developed intense relationships with two or three children and howsome ofthem 

fell in love. I saw the passion and the energy. But,just because I preferred one 

rote over another does not mean thatthe educator rote teachers were bad orthat 
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they had nothing to offer. On the contrary,they had a lot to offer. They made 

sure that all the children were attended to and that nobody was neglected. Maria 

said she gave each child equal treatment,and Danielle put all the children in their 

seats at the table to do the activity and did not leave anyone out. They made 

sure that no one fell through the cracks. Their relationships may not have been 

as intense, butthey made sure thateveryone received proper care. However, by 

treating all equally,they treated none as special. Both Maria and Danielle were 

professionals at handling the routines ofdiapering,feeding,and cleaning, which 

are all tasks that can be overwhelming if not done properly. Ifthey are not done 

properly, infants are at risk for getting sick, i should not downplay or ignore the 

importance of having a clean and smooth running classroom, which both Maria 

and Danielle did exceptionally well. 

I was critical of Danielle, Maria,and Amanda because I am more like 

Candace, Nia,and Lena. But, I must recognize that educator-role teachers bring 

strengths to the classroom that can not be ignored or dismissed. Danielle was 

part ofthe reason why Live Oak was NAEYC accredited because she keptthe 

room clean and orderly. However,even those teachers I labeled as"educators" 

may not have provided what Gerberand Johnson(1998)called a cognitively 

challenging environment or involved the child as an active participant. 

It would be nice ifteachers had multiple strengths-managing routines, 

trusting the child's initiative for learning,and knowing the children. Ifteachers 

had fewer children to care for, perhapsthey could masterthe routines the way 

Danielle, Maria,and Amanda did and getto know children as individuals the way 
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Candace, Nia, and Lena did. The mother- role teachers did manage the 

routines, but not with the same efficiency or determination as did the educator-

role teachers. They could not keep the rooms as clean because they spent more 

time playing. This dilemma ofcleaning versus playing is similar to that 

experienced by a mother at home with her infant. A mother with an infant at 

home has to decide if she is going to spend more time cleaning the house or 

more time holding and playing with her baby;she has to do less ofone to do 

more ofthe other. 

Finally, I described mother-role teachers in a positive light: Caring, 

comforting,connected, in tune,and so forth. But,there are mothers who do not 

show these qualities. A mother could be emotionally connected to her child but 

in an abusive manner. She could have a"special" relationship that was 

damaging to her child, especially ifshe was unresponsive and insensitive. 

Therefore, in certain instances,an educator could be more caring and loving to 

an infant than would be a mother. 

In summary,teachers have to play both the mother role(for an emotional 

connection)and the educator role(for hands-on,active, and creative learning). 

First, teachers mustestablish the emotional connections with the children and 

then incorporate the learning activities in the context ofthe relationship. The 

educating can notoccur without the relationship; otherwise,teachers will nottake 

time to tune in to the uniqueness and individual abilities ofeach child. Magda 

GertDer(Gerber&Johnson, 1998)knew both roles were needed when she 

created the term "educarer,"and brain research(Shore, 1997; Fleischauer& 
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Stebbins, 1997;Szanton,1997)tells us that learning for young children must 

occur in an emotional relationship. 

In the research literature reviewed in Chapter Two, mostofthe infant-

toddler childcare programs emphasized infants'social and emotional 

development, not cognitive development. However,the culture at Live Oak 

encouraged cognitive development orthe educator role-cleanliness, order, and 

efficiency were rewarded. The transition at one-year ofage wasan eventthat 

made it difficult for teachers to establish emotional connections. It is hard to love 

an infant, knowing he will leave in ten months. The next section will discuss 

these difficulties. 

Difficulties During the Transitions 

During the transitions,the tension between the two roles was evident 

more sofor the mother-role teachers than for the educator-role teachers. 

Mother-role teachers had conflicting feelings and beliefs, and they experienced 

repeated losses. The educator-role teachers had an easier time with the 

transition because they did notfeel as conflicted and did notfeel as much loss. 

But, both kinds ofteachersfelt powerlessness. In the nextsection I will discuss 

these three issues: Conflicting feelings and beliefs, repeated losses,and 

powerlessness. 
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Conflicting feelings and beliefs 

Theteachers who played the mother role had conflicting feelings and 

beliefs aboutthe transition. They experienced an internal struggle because they 

believed an infant needed to move to the toddler room,yetthey felt sad and 

angry when an infant had to go. They knew an infant would have to leave them 

eventually and move on. Candace knew she could not keep a tiny infant boy 

because one day he would crawl and go,and ifshe loved him she would have to 

let him go. She alsosaw infants doing things in the room that made her think 

they needed to go,so they could develop and grow. Shesaw Jerome opening 

the microwave oven and Andy pushing play equipmentacross the room. Lena 

told parents that their children needed to move,so they could learn new things. 

For example,,she said Belle would learn to communicate with her mother in a 

new way. 

Yet,the teachers were not emotionally ready to let go ofthe infant. Lena 

said that it ticked her offthat Andy had to go,indicating she felt angry. She 

wanted another boy back in the infant room because his transition "hurts our 

hearts;"she felt that the infant teachers could provide better carefor him 

because they knew him. After the transitions, Candace wanted Lila to come 

back in the classroom for visits becauseshe was not ready to lose contact with 

her. She visited infants in their new toddler room even though there wasa policy 

stating teachers were not to visit. She felt sad abouta girl who cried for her out 

on the toddler playground,and she thought about Jerome after his move. 
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It was as if their beliefs were saying,"You need to go. If I love you,then I 

have to let you go." But,their emotions were saying,"Don't go. I want you back. 

This is hard. I feel sad and I miss you." This internal struggle did not feel good 

to Candace or Lena. The excitement of witnessing new developmental 

milestones wastempered by the recognition that each milestone meantthat the 

child wascloser to leaving her care. In this case the mother-role teachers 

appeared to be dominated by"heart" rather than"head"whereasfor educator-

role teachers the reverse wastrue. Those teachers dominated by emotion 

provided the close intimate care that the infants appeared to thrive on, but they 

also clearly had a more difficult time with the transitions. They were powerless to 

change the system to fit their model and perhaps feltsome inadequacy because 

they had difficulty conforming to the system. 

On the other hand,the educator-role teachers did not have the conflicted 

feelings in the way the mother role teachers did because they did not develop as 

intense feelings. Therefore,they acted the waythey felt. Instead offalling in 

love,forming special relationships, and treating infents asthough they were their 

own,they prepared the infants to move to the next room. 

In the book,The Power ofFocusing. Cornell(1996)explained that when 

peoplefeel conflicted often it is because they are not listening to what is going on 

inside ofthem. They pay attention only to their beliefe and ignore their emotions. 

They have set rules instilled in their minds and are unwilling to change them even 

when they feel the opposite way. However,when people take time tofocus on 

theirsenses and emotions,they can determine what is going on inside ofthem 
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and how they really feel. Then,they make better decisions because the 

decisions belong to them. What ifthe mother-role teachers had used Cornell's 

(1996)approach? Ifthey had been encouraged to reflect on how they felt, not 

just whatthey believed, and then used those feelings to make a decision, they 

might have decided that the children should be older(for example,three years 

old) before making a transition. They might have decided that their special 

relationships were worth keeping fortwo more years. Candace and Lena had to 

let the infants move at age one because ofthe way the center wasstructured. 

They did not have a choice of keeping them longer and could not ignore what 

they were supposed to do;they wanted to stay employed. 

Perhaps,one reason why teachers at Live Oak did not use their emotions 

asa guide wasthatthey were notsupposed to make their own decisions about 

the transition. They weresupposed to waitfor the directors to tell them whatto 

do. In contrast,the teachers in Suransky's(1982)study made their own 

decisions and used their feelings asa guide. Forexample, ifteachers felt like 

taking a spontaneous trip to the market with the children,they did so because it 

felt right. These teachers enjoyed going to work. In Suransky'sstudy,there 

were no transitions because ail the children stayed with all the teachersforfive 

years. This center wassmaller(forty children, agestwo to six), which made it 

easier forthem to stay together asone group. They had one large space that 

wassub-divided into three different areas; however,the teachers reported that 

children moved freely from area to area and thatthe boundaries were loose. 
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Another reason whyteachers at Live Oak did not listen to and use their 

emotionsasa guide could have been that they had a definition of 

"professionalism" that did not value feelings and emotions. In our society,a 

"professional" is someone who does not let her emotions get in the way and who 

demands order, cleanliness, logical thinking, and discipline. Oursociety rewards 

efficiency and productivity. Goldstein's(1997)work taught me that in Western 

nations this version of professionalism is a man's way ofthinking, whereas 

women have different ways ofthinking and knowing. Women value connections, 

collaborations,emotions, intuitions, and gutfeelings, and they seek to maintain 

relationships. If we used women's waysof knowing to constructa definition of 

"professional," we mightsay professional meant caring,connected,and 

emotional. Then the mother-role teachers could act like mothersand also 

consider themselves as professional. 

Anna in Ayers'(1989)The Good Preschool Teacher considered herselfa 

professional when she described herselfas being affectionate and responsive, 

qualities she defined as motherly. On the other hand, Leavitt(1994)provided an 

example ofteachers who ignored children's"negative"emotions because they 

thoughtthey were supposed to have an orderly and conflict-free classroom to be 

considered good teachers. Therefore,they dismissed children's anger,sadness, 

and frustration and only acknowledged "positive" emotionssuch asjoy and 

happiness. 

In summary,the mother-role teachers felt one way but acted another. 

They expressed their emotions aboutthe transition, butthey did not make 
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decisions about the transitions and did not voice their concerns to the directors. 

Therefore,their frustrations remained undercover at the center. 

Repeated losses 

Teachers who played the mother role and whoformed connections felt 

loss when an infant moved to the toddler room. The teachers who were 

connected in a special relationship to an infant experienced these losses on 

average three to four timesa year. Usually,these transitions were emotional and 

sometimes painful forthe teacher, It was hard for the teachers to lose the infants 

because ofwhatthey had to do to break their connections. Sometimes,they had 

to move the infants"cold turkey,'which meantinfants did not visit the toddler 

room before their moves, but instead started full-time on a certain day without 

visiting. Also, Lena had to duck down on the doorand hidefrom theformer 

infants the first week they were in the toddler room. She felt she had to avoid 

them becauseshe and the child had strong feelingsfor each other. Ofcourse, 

Candace took the opposite approach and visited them immediately in the new 

room,thus delaying the eventual separation and disconnection that would come. 

Forteachers who wantto be close to infants, if they continue to feel this 

pain with thissamefrequency,they might decide in the future that it is better not 

to gettoo close to a child. Nelson(1995)and Leavitt(1994)both described 

childcare teachers who distanced themselvesfrom the children because of 

difficult experiences. Teachers in Leavitt's study distanced themselves to cope 

with crowded rooms ofcrying children,and family childcare teachers in Nelson's 
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study distanced themselves because they had lost too many children to whom 

they had once been attached. Distancing oneself is one solution for coping with 

painful feelings, and both mother-role and educator- role teachers might choose 

this option to deal with stressful situations. However,forsome teachers, it might 

be difficult to distance themselves if they feel they have to hold back and notfully 

be themselves. 

On the other hand, if teachers experience these transitions once every 

three years as opposed to once a year,they mayfeel better. They will have 

three years to be with the children, which is more time to develop close, intimate 

relationships. Theycan investthemselves in the children and notfeel like they 

have to hold back and remain distant. The separation after three years will be 

more painful.than it would be after one year because the closer two people are to 

each other the more they have to lose when one person leaves;the more 

important a person is, the harder it is to let him go. However,the goal should not 

be to avoid these painful feelings but rather to cope with them because they are 

inevitable. Ghana,a teacher described by Ayers(1989)whocared for toddlers in 

her home,explained how we have to experience the sadness ofseparations but 

then look fonvard to reunions or new relationships. Theteachers and children 

can allow themselves to feel the sadness and pain to then be able to move 

forward into new relationships. They will also have experienced positive feelings 

during their three years together, which they can carry with them into their new 

relationships. One could argue that by keeping yearly transitions,the intensity in 

the relationship would be less and therefore the separation less painful. We 
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have to decide which is worse for both teachers and infants: More painful 

separations or less intense relationships. 

In a NICHD Early Child Care Research Network study(1996),the 

investigatorsfound a significant, yet small, correlation (-.15) between caregivers' 

years ofexperience and positive care-giving;teachers of infants who had worked 

more years were less likely to exhibit positive care-giving. The investigators 

concluded thatthese caregivers with more years ofexperiencetended to work in 

childcare centers and child care homes where group sizes were generally larger 

than were group sizes in other kinds ofsettings(for example,in-home settings 

with babysitters or relatives); therefore,the more children,the more difficult it was 

to exhibit positive care giving. They needed more contact with fewer children. 

Although the NICHD study did not address transitions, perhaps reducing 

the numberoftransitions(number oflosses)perteacher would also increase 

positive care giving. In other words,would there be a negative correlation 

between number oftransitions and positive care giving? If it was easier for 

teachers to be positive with smaller group sizes because offewer children to 

focus on,would it also be easier if teachers had fewer relationships to start and 

end? With fewer transitions, they would have moretime together, which is 

another way ofgiving teachers more contact with children. Also,they would not 

have to expend as much energy helping new children adjust to the classroom. 

One could argue that asteacherssee the same age group year after year, 

the teachers'jobs could becometoo much ofa routine. Especially with infants, 

teachers repeatthesame basic care-giving tasks over and over(diaper 
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changing, bottles,feeding, napping). Perhaps, if they were able to seefewer 

children over longer periods oftime,they could watch these children grow and 

experience the child's increased mobility, language development,and expression 

offeelings. They could revel in each developmental milestone. Thus,the 

teachers could grow professionally because they could see first-hand how a child 

develops. 

Goldstein(1997)discussed how teachers(ofolder children)entered into 

relationships with children knowing they would end in one year. She wrote, 

"Butthe most significant difference between teacherly love and all 
otherforms oflove is that teacherly love is shaped and constrained bythe 
academiccalendar and the structures ofthe institution ofschooling. To 
borrow a phrasefrom the arena of romantic love,teacherly love 
relationships are always September-to-June affairs. Like fools for love, 
teachers enter into relationships knowing full well they will not last. Each 
year,the cycle ofteacherly love plays itself out in classrooms. Children 
arrive, relationships grow and blossom. In June,the gorgeous blossoms 
are picked while in full bloom." (p. 153) 

The teachers at Live Oak experienced the same phenomenon astheir 

relationships were constrained bythe transitions. When Candace said thatshe 

could not keep a tiny infant boy because he would crawl and go,she was 

describing Goldstein's(1997)premise. From the beginning,the teachers were 

aware that their relationships were short-lived (one-year)and had a definite 

ending point. Is the childcare industry trying to model itself after the school 

system with the yearly transitions, when in fact infants,toddlers,and 

preschoolers might need something different? When infants stayed with their 

teachersfor more than a yearthey were more likely to develop secure 
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attachments with their teachers(Raikes, 1993). Childcare needsto develop its 

own system to better meetthe needs ofthe younger children. 

Perhaps our dilemma is that we have adopted a"one size fits all" model of 

early childhood transitions based on the public school model designed for older 

children. In childcare, we do vary the curriculum,the program focus,and the 

materials available, but by and large the concept ofage level groupings is clearly 

dominant in the field. The dominance of Developmentally Appropriate Practice 

(Bredekamp& Copple, 1997)and the designated ratios ofteachers to children 

promote this practice, although not explicitly. The concept of"developmentally 

appropriate" is such that we have heard some teacherssuggestthat they can not 

work with three-year olds because they only know what is appropriate forfour-

year olds. Weseem to be drifting into an age specialization. Ratios that shift 

from infants to toddlers to preschoolers seem to suggest a different classfor 

each age-level. Thus,the basicassumption ofthe field is that oftransitioning 

from one teacherto the nextand from one room to the nexteach year(or every 

six months in the case of younger infants). 

In this study,the data suggestthat not all teaching styles are best suited 

for a"yearly transition" environment. The lack of altemative structures may mean 

that wedo not make use ofthe skills of all ourteachers and thus are more 

susceptible to turnover and bumout. Suppose we had a choice ofsystems and 

could match that system (for example, year to year transitions or continue with 

thesame group of children overa two orthree year period)with teacher styles 

(for example, mother or educator). 
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Maybe childcare as an industry Is not ready for such a radical change. 

Choice ofchildcare for parents is still largely driven by pricing and location, 

although quality ofcare is an ever-increasing factor as evidenced by the increase 

in accredited centers. "Corporate-culture," however,asa choice ofemployment 

is not much ofa factor. The match between employee style and corporate 

practice is a critical factorfor success. The mother-role teachers were not at 

home with the corporate transition practices; their ability to find a place of 

employmentthat appreciates their style is severely limited. This may bea critical 

factor if one makesthe assumption that an enthusiastic and experienced teacher 

plays a critical role in the child's development within the childcare center context. 

Whatwe do not know, however, is whether the"mother-educator" 

dimension is also seen at other periods oftransition (for example,the three to 

four-year old rooms). In this study,the teachers tended to devalue the role ofthe 

infant teacher and saw the preschool teacherasthe"real teacher." Perhaps that 

is a factor oftransitions, ofgroup sizes, and ofthe physical nature of infant care. 

Teachers felt ooweriessness 

Both the mother- and the educator-role teachersfelt powerlessness 

because they did not have a voice in whatwassupposed to happen,even 

though they werethe ones who knew the children best. The teachers in my 

study did not describe themselvesas"burned out." However,Boyd and 

Schneider(1997)found that a lack ofdecision-making among teachers wasa 

significant predictor for"bum-out"and retention. Teachers in their study needed 
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autonomy and control with decisions; otherwise,they became emotionally 

exhausted,and they depersonalized themselves and the children. The 

investigators defined depersonalization as having a negative, detached,and 

callous attitude toward oneselfand one's work. Sometimesthe teachers in Boyd 

and Schneider's(1997)study had to make a choice between following the rules 

or attending to the needs ofthe children. For example,one rule in many 

childcare centers is that all children eat lunch atthesame time. However, if one 

child is not hungry and wantsto eat later, the teacher hasto decide whether to 

break the rule and let the child eat later or upsetthe child and make him eat 

when he is not hungry. Therefore, in the future, if the teachers at Live Oak do 

not participate in decision-making,they could be at risk for bum out. Thefact 

that,as will be discussed later, nearly all ofthe interviewed teachers will have left 

the center within eight monthsofthe interviews lendssome credence to this 

suggestion. 

Wolfand Walsh(1998)found thatteacher-caregivers in one childcare 

center(57 children,agestwo to nine)worked in an asymmetricand highly 

regulated system. They had to answerto the state licensing agency,the owner, 

and parents. They wrote,"Highly regulated systems that do not allow for 

feedback and fora sense of mutual responsibility are unhealthy systems."(p.43) 

In their study,the teachers were not part ofthe decision-making process in 

determining regulations. Forexample,decisions needed to be made about 

discipline (biting), meals,and licensing requirements. Solutions to these 

problems were imposed on the teachers without their input,and the result was 
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powerlessness. The teachers in my study experienced a similar situation when 

they did not take part in the decisions concerning the transition process. 

When employees are part ofdecision-making processes,they feel better 

aboutthemselves and,asa result, work harderfor the organization, increasing 

productivity and success(Karp,Sirias,&Arnold, 1999). In Europe and Japan, 

managersseek worker input because they believe they can teach and learn from 

their employees(Caudron, 1995). In the United States,the role for a manageror 

supervisor has changed in the lasttwenty yearsfrom dictator, controller, or 

overseerto team leader(Leach,2000;Pecoraro, 1999). Supervisors should 

treat employees with dignity and respect and give them opportunities to express 

themselves. Asking for employee input will not diminish the role ofsupervisor; 

rather, it will enhance the supervisor's talent, skills, and capabilities. Perhaps, 

childcare as an industry hasfailed to catch up to other businesses. If childcare 

wants to improve its quality and productivity, directors will need to listen to and 

communicate with theirteachers. 

Leach(2000)and Pecoraro(1999)also suggested that when supervisors 

take time to perform the duties oftheir employees(also known asthe'bottom-up" 

strategy),they gain a better understanding of whattheir employees experience 

and subsequently become better managers. Forexample, ifthe directors at Live 

Oak madea point to spend an extended amountoftime in the classroom caring 

for the children during a two week transition period,they would gain a better 

understanding of whatthe teachers experience and become better managers. 
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Working Mother magazine(October, 1999)identified the top 100 

companiesfor working mothers in terms offlexible work schedules,child care 

provisions, salary, promotions,and soforth. The best companies had two 

qualities in common. First, top executives listened to their employees,and 

second,they communicated with them. If the directors had listened to their 

employeesthey would have seen how difficult it wasfor Candace to break her 

connections. She wanted to visit herformer infants right away,and she wanted 

to stay in touch with Lila and Jerome. However,even though she did manage to 

visit in the toddler room,and Lila came back to visit, two policies indicated these 

visits were notsupposed to occur. 

Goldschmied and Jackson(1994)would not have agreed with the two 

policies that discouraged Candacefrom visiting with herformer infants because 

they believed young children should keep in touch with theirformerteachers. 

Together, directors and teachers at Live Oak could have developed new policies 

to let the teachers keep in touch. Perhaps,they could have spent thirty minutes 

on their lunch hours visiting former children during times that were not disruptive. 

Or,they could have had designated timesto visitformer infants on the 

playground where there was more room and space. Classroomscan feel 

crowded and small, especially if one child is upset. Parents offormer infants 

could have been invited to take their children to visit infant teachers atthe end of 

the day after younger infants had gone home. Then theformer infants would not 

have spread their germsto the younger ones. With these revised policies the 

teachers would have felt better and the children would have remained healthy. 
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Also,the child could have kept the teacher inside of her even if they were no 

longer together. 

In terms ofthe timing for transitions, teachers, directors, and parents could 

have metfor a "transition conference"to discussthe child's readiness, available 

openings,and other concerns. The directors would have maintained their 

authority over the process, but the teachers might have felt better knowing they 

had a forum for voicing their concerns. Also, directors and parents might have 

teamed valuable information aboutsome ofthe children whose transitions were 

difficult. 

The teachers at Live Oak are professional childcare teachers who wanta 

career, notjust a paycheck. They provide a valuable service for other women to 

have careers outside the home. The mothers who bring their children to Live 

Oak do not have the extended family members available for childcare that 

families once had in the pastand therefore depend on the Live Oak teachers to 

succeed in their careers. The teachers'work is more valuable than we asa 

society give them credit for because withoutthem single-parent and dual career 

families would havefewer optionsfor childcare. Therefore,they should exercise 

more powerand responsibility with important decisions such asthe transition. 

Implications-Restructuring Childcare 

The mother-role teachers need to find a new way to end their relationships 

with the infants to make theirjobs less stressful and more fulfilling. If the 

teachersfeel better about theirjobs,the children will then receive better care. I 
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propose thatteachers and children stay togetherfor longer periods oftimejust as 

Goldschmied and Jackson(1994), Raikes(1993), Miller(1998),and Lieberman 

(1993)recommended. But, we should only do this ifthe teachers wantto be with 

the children for longer periods; if they do not,then we should notforce them to be 

together. 

Specifically, a teacher would start with four infants the first year and stay 

with these four children until they were three years old,a"continuity ofcare" 

structure. In addition, after the first and second years,the teacher would add one 

new child (from a waiting list) to her group, making a total group size offive for 

the second year and six for the third year. Thus,the center would keep close to 

thesame teacher-child ratios and group sizes that it previously had with yearly 

transitions. For a comparison ofteacher-child ratios and parentfees between a 

yearly transition structure and a continuity ofcare structure,see Appendix D. 

One teacher and her group ofchildren could share a classroom with another 

teacher and her groupso that the teachers would have adult companionship and 

the children would have more peers with whom to play. When new children were 

added to the group after the first and second years, it would be best if they were 

close in age to the original fourto make it easierfor the teacher in terms of 

routine care and curriculum planning. 

With the proposed continuity ofcare plan,the costfor the center would be 

more than it was with yearly transitions, even though parentfees,teacher 

salaries, and numberofteachers would remain the same. The numberof 

children would change,asthere would befewer in the first year, but more in the 
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following years(see Appendix D). This decrease in the numberofchildren in the 

first year would reduce the center's income. Also, the center would have to offer 

additional training for teachers and purchase additional equipment,which would 

be a significant cost to the center. However,the benefits to both the teachers 

and children from the continuity ofcare plan would outweigh the increase in 

costs. Savings could be realized by reduction in staffand child turnover. 

The center would need to implementa professional development training 

program to keep teachers in tune with the changing needs ofthe child. The 

center could hire an early childhood instructor to teach courses in child 

development and early childhood education(during lunch breaks or evenings),or 

the directors could pay for the teachers to take the appropriate courses at 

community colleges. The directors could also arrange a series ofworkshops at 

the center concerning current issues. Again,although the initial outlay may be of 

concern,the potential retention of staff could reduce subsequenttraining and 

recruitment costs. 

Each yearthe teachers could adapttheir classroomsto meetthe 

developmental needs ofthe children, orthey could move to new classrooms 

equipped for older children. Ifthey chose to adapttheir existing classrooms,they 

could add new equipmentand materials and reuse existing equipment in new 

ways. Forexample, usually in infant classrooms,there are large thick mats on 

the floor upon which infants lie, sit, crawl, and play. When the children grew 

older,the teachers could use these same matsfor tumbling and music. Ifa 

classroom did not already have a bathroom with several small toilets, this 
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bathroom would have to be added. This cost would be difficult to recover 

because it includes both renovation and dedicated space, but classroom 

flexibility would be gained. 

There are other ways ofadapting classroomsfor developing children. 

Teachers could start out with cribs for each child and gradually replace them with 

cots; therefore,the center would need adequate storage space to hold these 

items while they were not in use. Adding more storage space could be 

expensive. The center would have to make an initial investment of more cribs 

because mostcenters probably only have ten to twelve cribs, not thirty-six. A 

center would need thirty-six cribs if nine teachers started out with four infants 

each at the sametime. Hopefully,they could buy cribs that could be taken apart 

when not in use to save space. Similarly, high chairs would be replaced with 

small tables and chairs. 

In all classrooms,teachers could order new materials and equipmentas 

children grew oldersuch as blocks, books, puzzles and games,imaginary play 

materials, large motor equipment,and so forth. All classrooms would need many 

large windows, high ceilings, plants, and doors thatopened up to the playground 

and to an indoor"common area'(for example,an indoor gym or a lobby that 

could be used for play during inclement weather). 

When the majority of children were close to three years ofage,they would 

move asa group to a new preschool classroom with two new teachers,and the 

formerteacher would start over with four infants. Obviously, because the 

children would not have the same birthdays,some would moveafew months 
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before their third birthday and some would move afew months afterwards. The 

three-year old children would stay with thesame preschool teachers until they 

were ready for kindergarten. In a preschool classroom,two teachers would take 

sixteen children to makea teacher-child ratio ofone to eight. Again,these group 

sizes and teacher-child ratios would be similar to what was practiced before with 

yearly transitions. Live Oak currently has eightteachersfor three,four, and five-

year olds. For each ofthese teachers to have eight children in her group,the 

directors would have to recruit ten additional three-year olds beyond the children 

that were moving upfrom the infant-toddler rooms. Directors could develop a 

waiting list of parents who wanted their children to enter asa six-week old, one-

year old,two-year old,and three-year old. These ages would not have to be 

exact; they are meantto be guidelines. If children left the program, directors 

could use the waiting list to fill vacantspots. 

With fewer transitions, the teachers might become more like extended 

family. In today'sage when families are scattered far and wide,a new extended 

family memberwould be a welcome addition, and even forfamilies that are not 

separated,a new family member could be helpful. There are lots of reasons why 

parents may need helpfrom others in raising their children. Forexample, 

children may live in an impoverished neighborhood,or their mothers may be 

psychologically damaged. Perhaps,a close teacher-infant relationship could 

partially compensate foran unhealthy mother-infant relationship(Howes et al., 

1988). 
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Cryer(1999)from the Frank Porter Graham Child Development Center in 

Chapel Hill, NC and a directorfrom a childcare center in Eastem North Carolina 

have recently advocated keeping teachers and children togetherfor more years. 

This director had restructured her center,and children were staying with teachers 

fortwo to three years before making a transition. Shefound her teachers were 

rarely absent because they felt they had to be there at work for"their kids." 

Although she had notdone anyformal research,she reported thatthe children 

knew each other better, were notas aggressive, had higher self-esteem,and 

could tie their shoes. Also,the parents had bonded. Dr. Cryer is presently 

conducting a six-year longitudinal study,comparing continuity ofcare to yearly 

transitions. She is interested to know whether"continuity ofcare'or"quality of 

care" is the key factor for optimal child development. Goldschmied and Jackson 

(1994)also reported teachers were absent less after they adopted the"key 

person" approach. With this approach,one teacher wasassigned to care for a 

small group ofchildren for several years. 

There are problems with the plan I propose. First,someteachers believe 

an infant needs to be exposed to a variety ofcaregiversso as notto gettoo 

attached to one. Second,some teachersfeel they are effective with only one 

age group. Third,some mothersfeel insecure aboutthe teacher-infant 

relationship, which could make a teacherfeel uncomfortable and guilty about her 

relationship with the infant. Fourth,for the teachers,sometimes it is painful to 

play the mother role. Finally, the teacher and child may not getalong well with 
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each other because the teacher is ineffective or there is a personality conflict. I 

will discuss each ofthese issues in turn. 

Someteachers believe that when infants become toddlers, they should 

then be with new teachers to have opportunities to get used to more people; 

therefore, keeping the children with thesameteacherfor three years would 

contradict this belief. Candace said in our interview, "So you see the positive 

things. You know it is good for them to do this(the transition), to get used to 

more people, not always the same onestaking care ofthem." These teachers 

could be informed ofthe research discussed in chaptertwo that describes the 

benefits to children ofstaying with thesame teacherfor more than one year 

(Raikes, 1993; Howes& Hamilton, 1992b). 

I have heard teachers say thatthey are only effective with one age group, 

such as"ones,""twos,"or"threes"and so forth. When I worked asa liaison to a 

childcare center,an infant teacher told me thatshe only knew how to take of 

children until they could walk. After that,she did not know whatto do and had to 

give them to the toddler teacher. Likewise,a preschool teacher expressed her 

discomfort when the director told hershe would have a young three-old in her 

classroom ofolder three-year olds,four-year olds, and five-year olds. She 

worried thatthe young three-year old would not know whatto do in her 

classroom. But, mothers are able to handle their children asthey grow and 

develop. Ifthe teachers have opportunities to be with the different agesover 

time,they might discoverthey could handle it. The children will change gradually 

asthey grow older,and the teachers will have time to adjust to the"new" 
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children. Ofcourse there will be hurdles asthe children start doing new things, 

butthe teachers will gain a broader understanding ofchild developmentand 

education. Candace enjoyed her infants but also wanted to teach preschoolers. 

If she can stay with thesame children for three years,she will be able to teach 

different age groups and have variety and depth in herjob. 

Some mothers worry if their children gettoo close to the teacher that 

somehow the mother-infant relationship will be damaged. These mothersfear 

the child might choose the teacher over the mother;therefore,these mothers 

want their children to change teachers every yearso that the child does not get 

too attached to one teacher. Theteacher could feel guilty ifshe had a close 

relationship with the child, knowing the mother did not like it. On the other hand, 

some mothers mightfeel grateful that there is another person besides them to 

whom the child can be close. Fox(1977)found that infants could have primary 

and secondary attachments, which meantthatthe infant could be attached to 

both the mother(primary)and a teacher(secondary)without harming either 

relationship. Fathers, grandparents, and other close family friends can also be 

placed in the categories of primary or secondary attachments. 

Playing the mother role was hard for Nia because she felt and acted like a 

mother but was not really the mother;the feelings oflove and the attachment 

were there. It wasas if during the day Nia lived a fantasy life and pretended that 

Patrick belonged to her, but when the real mothercame,reality set in and the 

dream was over. Therefore,teachers can havefeelings of guilt, competition, 

jealousy, anger,and desire when they care forsomeone else's infant. The 
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solution is notfor the teacherto distance herselfto avoid the feelings: rather,she 

needs help in working through these feelings. The directors could organize 

workshops with guestspeakers(clinical psychologists)to discussthese issues. 

Another problem could be that a child and teacher do not get along with 

each other. Ifthey were stuck togetherfor three years, this situation would be 

harmful for both the child and teacher. The directors, teachers,and parents 

would need to call a meeting to discuss plansfor reassigning the child to a 

different teacher. However,to minimize this problem the directors, teachers, and 

parents could spend more time on the front end,arranging a suitable match 

between teacher and child. Developing a system for placing children with 

teachers could be the topicfor a future research study. 

Where Are the Teachers Now? 

Since I left Live Oak eight months ago, I have learned thatfour ofthe six 

teachers have left the center. Lena called the centerone day to say she needed 

her paycheck and a two-week vacation. After this call, she was not heard from 

again. Candace told metoward the end ofthe study she was looking for a new 

job in another center because she wanted to work with four and five-year olds, 

and the Live Oak directors said they could not switch herto the Pre-K room. But, 

two days before she wassupposed to leave Live Oak and start her newjob, her 

directors offered her a position in the Pre-K room. She is still at Live Oak. Maria 

left Live Oak atthe end of my study becauseshe was pregnant with hersecond 

child, and her doctor told hershe needed bed rest. She was notsure ifshe was 
» 
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going to return to Live Oak after having her baby. Amanda moved to another 

state atthe end of my study becauseshe was going through a divorce and felt 

thatshe and her young son needed to move closer to her family. 

Nia told the directors she wanted to leave the toddler room and move to 

an older classroom to be with older kids. However, in our interview she told me 

that it was not thatshe wanted to be with older kids but thatshe wanted to leave 

the lead teacher in the toddler room. She said they had different ideas ofwhat 

toddlers needed. However,when I talked to Candace in December of 1999,she 

told me that Nia had "run awayto Califomia" with her boyfriend. Danielle is still 

at Live Oak. 

Ofcourse,staffturnover in the industry itself rather than transition is the 

major cause of instability. Given the currenttumover rate,33%(Centerfor Child 

Care Workforce,2000; Tergesen,A., 1999), it becomes incumbent upon the 

centers themselvesto maximize teacher stability. We mayfind that teachers' 

transitions with children may provide increased job allegiance, offeetting some of 

the concerns regarding pay and benefits. 

Conclusion 

Theteachers played more ofthe mother role or more ofthe educator role 

because oftheir personality styles and lessfrom professional training. Candace 

and Danielle had both worked at Live Oakfor over seven years and both had 

taken classes and participated in workshops. Because Live Oak was NAEYC 

accredited,they both participated in professional development activities such as 
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observing other programs and studying their own classrooms. Even though they 

had experienced similar kinds of professional training, they each played a 

different role. Candace assumed more ofthe mother role, while Danielle 

assumed more ofthe educator. Therefore, personality styles is one way to 

accountfor their differences. Lena also had many years of professional training 

asshe had a degree in special education,and at one time she had owned her 

own childcare center. She played both roles somewhat equally, which makes it 

difficult to know how her personality style influenced her role. 

Nia, Maria,and Amanda had received the least amountof professional 

training. Nia played more ofthe mother,while Maria and Amanda played more 

ofthe educator. Nia was in her early twenties and had worked at Live Oakfor 

less than a year and therefore had not attended workshops or experienced the 

accreditation process. But,asa teenager,she had done a lot of babysitting. 

Maria had recently moved from Turkey and had been a math teacher of older 

children. Amanda,whose degree was in English literature, had received a small 

amountof professional training from working in other childcare centers before 

coming to Live Oak almostone year ago. Therefore,their experiences with 

professional training were roughly at the same level, yet they interacted with the 

children in different ways. 

The mother-role teachers were characterized by theirfeelings oflove, 

protection, ownership,sadness,anger,and longing:they invested their emotions 

in the children. The educator-role teachers were less likely to express their 
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emotions; instead,they emphasized treating the children asa group in need of 

equal treatment and not creating special relationships with two orthree children. 

If centers adoptthe"continuity ofcare"approach where teachers and 

children stay togetherfor three years, it will be better ifthe teachers played a 

mother role because they would be more likely to connect with and invest their 

emotions in the children. The teachers and children need this emotional 

connection to spend three years together. If centers keep the yearly transition 

approach,there will continue to be difficulties for the mother-role teachers when 

the infants move to the toddler classroom. On the other hand,the educator-role 

teachers will not have as difficulta time,asthey are more likely to maintain a 

distance and to keep their emotionsseparate. 

I recommend that Live Oak implementthe continuity ofcare plan. This will 

entail the directors and teachers working together to assign small groups of 

infants and toddlers to individual teachers and allowing these teachers and 

children to stay togetherfor several years before the first transition to the 

preschool classroom. The specific details concerning room assignments, new 

materials, new storage spaces,extra classrooms,and so forth will have to be 

worked out by the individuals involved, but the general idea is to makethe 

teacher-child relationship a top priority. 
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DRAWINGSOF INFANT AND TODDLER CLASSROOMS 
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Figure A-1. Layout ofclassrooms at Live Oak Child Development Center 
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APPENDIX B 

TAXONOMY 

THE TEACHER-CHILD RELATIONSHIP 

KINDS OF TEACHER-INFANTTODDLER INTERACTIONS 

1. Waysto play a mother role 

a. Specificlanguage 

b. Emotional expressions 

c. Teacher's location in classroom 

c. Playful actions 

d. Certain beliefs 

2. Waysto play an educator role 

a. Specificlanguage 

b. Equal treatment ofchildren 

c. Emphasis on cleanliness and order 

d. Assistance to directors 

e. Certain belief 

3. Waystoform connections 

a. Physical touch 

b. Eye contact and smiling 

c. Games 

d. Emotional expressions 
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e. Feedings 

f. Close proximity 

4. Waysto be disconnected 

a. Teacher's location in classroom 

b. Emphasis on routine tasks 

c. Complaints 

d. Group schedule 

5. Waysto maintain connections after the transition 

a. Visits in toddler room 

b. Visits on playground 

c. Visits in hallway 

6. Waysto break connections after the transition 

a. Hiding 

b. Center policies 

KINDS OFTHINGSTEACHERSSAID ABOUTTHETRANSITION 

1. Waysto express emotions 

a. Expressions ofsadness 

b. Expressions ofloss 

c. Expressions ofanger 

d. Expressions of helplessness 

2. Waysto express disagreement 

a. Discussion ofcenter policies 

b. Discussion ofclassroom rules 
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c. Discussion of children's problems 

d. Discussion ofteaching styles 

3. Waysto describe infant's readiness 

a. List of infant's abilities 

b. Descriptions of what infant will leam in new classroom 

c. Descriptions of how infant has outgrown infant room 

4. Waysto compare infant room to toddler room 

a. Descriptions ofatmosphere in infant room 

b. Descriptions ofatmosphere in toddler room 

c. Descriptions ofschedule in infant room 

d. Descriptions ofschedule in toddler room 

e. Descriptions ofchild in infant room 

f. Descriptions ofchild in toddler room 

5. Waysto describe transition process 

a. Definition ofcold turkey 

b. Discussion of visits to toddler room 

c. Discussion of child's reactions to new room 

d. Descriptions ofconversations with parents 

THETRANSITION TIME 

REASONSFOR THETRANSITION 

1. Waysto determine timing oftransition 

a. Available spaces in both classrooms 
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b. Infant's readiness 

c. Infant's birthday 

STEPS IN THE TRANSITION PROCESS 

1. Steps in moving an infant 

a. Director's official word 

b. Talk with the parents 

c. Toddler teacher's visit in infant room 

d. Infant's visit in toddler room 

e. Move atend ofthe month 
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TABLE C-1: RELATIONSHIP BETWEEN RESEARCH QUESTIONSAND 
THEMES 
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APPENDIXC 

Table C-1. Relationship between research questions and themes. The ten 
research questions are each addressed by one or more themes. 

Mother/ Connection/ Readiness/ Powerless- Conclusion 
Educator Dis- Loss ness (Relation-
role connection Theme theme ships 
theme theme among four 

themes) 
Research 

Question® 
#1 X 

#2 X X 

#3 X X 
#4 X X 

#5 X X 

#6 X X 
#7 X X 
#8 X X 
#9 X 
#10 X 

^Research Questions: 

#1; Whatrole did the teacher play in the life ofan infant or toddler? 

#2: Whatwasthe nature ofthe relationship between the teacher and an infant? 

#3: How did the teacher and an infantend a relationship together? 

#4:How did a teacher and a toddler begin a relationship together? 

#5: Whatwasthe nature ofthe relationship between the teacher and a toddler? 

#6: Whatkindsofexperiences did theteacher and an infant have during the 
transition? 

#7: Whatkinds ofexperiences did the teacherand a toddler have during the 
transition? 

#8: How did theteacher preparefor the transition? 

#9: How did the teacher experience the transition? 

#10: Whatwasthe meaning ofthe transition for the teacher? 

165 



APPENDIX D 

YEARLY TRANSITION AND CONTINUITY OFCARE MODELS; PARENT 
FEESAND TEACHER-CHILD RATIOS 
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APPENDIX D 

Yeariy transition model: Parentfees and teacher-child ratios 

Parentfees: 

Infant room #ofchildren weeklv rate weeks vearlv 

9 $141 51 64719 

4 $81 51 16524 

Toddler 1 14 $127 51 90678 

Toddler II 13 $122 51 80886 

Toddler III 14 $122 51 87108 

Preschool 1 16 $118 51 96288 

Preschool II 17 $118 51 102306 

Pre-K 1 20 $118 51 120360 

Total 107 658869 

Total parentfeesfor year at Live Oak: $658,869 
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. "'i'

Teacher-child ratios:

'%5-
# of teachers ;|:j, teacher to child ratio

Infant room 3 '^,1 to 4.3

Toddler I room 2 1 to 7

Toddler II room 2 1 to 6.5
'.1 ■

Toddler III room 2 1 to 7
it

Preschool I 2 1 to 8

■:x%Preschool II 2 1 to 8.5 ' %

Pre-KI 2 1 to 10

Total 15
%
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Continuity of care model: Parent fees and teacher-child ratios

Year 1

Teacher # of children Parent fees/wk. weeks Total/vear

Candy 4 $141 51 28764

Maria 4 $141 51 28764

Lena 4 $141 51 28764
Nia 4 $141 51 28764

Danielle 4 $141 51 28764

Amanda 4 $141 51 28764

Tina 4 $141 51 28764

Sue 4 $141 51 28764

Mary 4 $141 , 51 28764

Betty 8 $118 51 48144

Cary 8 $118 51 48144

Diane 8 $118 51 48144

Elaine 8 $118 51 48144

Fran 8 $118 51 48144

Gladys 8 $118 51 48144

Jenny 8 $118 51 48144

Ingrid 8 $118 51 48144

Total ICQ 644028

Total parent fees for year one: $644,028
Teacher-child ratios: 1 to 4 for infants; 1 to 8 for preschoolers
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Year 2

Teacher # of children Parent fees/wk. weeks Total/vear

Candy 5 $127 51 32385

Maria 5 $127 51 32385

Lena 5 $127 51 32385

Nia 5 $127 51 32385

Danielle 5 $127 51 32385

Amanda 5 $127 51 32385

Tina 5 $127 51 32385

Sue 5 $127 51 32385

Mary 5 $127 51 32385

Betty 8 $118 51 48144

Gary 8 $118 51 48144

Diane 8 $118 51 48144

Elaine 8 $118 51 48144

Fran 8 $118 51 48144

Gladys 8 $118 51 48144

Jenny 8 $118 51 48144

Ingrid 8 $118 51 48144

Total 109 676617

Total parent fees for year two: $676,617
Teacher-child ratios: 1 to 5 for young toddlers; 1 to 8 for preschool
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Years

Teacher # of children Parent fees/wk. weeks Total/vear

Candy 6 $122 51 37332
Maria 6 $122 51 37332

Lena 6 $122 51 37332

Nia 6 $122 51 37332

Danielle 6 $122 51 37332

Amanda 6 $122 51 37332

Tina .  6 $122 51 37332
Sue 6 $122 51 37332

Mary 6 $122 51 37332
Betty 9 $118 51 54162

Gary 9 $118 51 54162
Diane 9 $118 51 54162

Elaine 9 $118 51 54162

Fran 9 $118 51 54162

Gladys 9 $118 51 54162

Jenny 9 $118 51 54162

Ingrid 9 $118 51 54162

Total 126 769284

Total parent fees for year three; $769,284
Teacher-child ratios: 1 to 6 for older toddlers; 1 to 8 for preschoolers

Average parent fees over three year period at Live Oak: $696,643
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