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ABSTRACT

A STUDY OF THE ROLE OF THE HELPING TEACHER AS PERCEIVED

BY PRINCIPALS, CONSULTANTS, SELECTED NEW TEACHERS

OF THE DISADVANTAGED, AND THE HELPING TEACHERS THEMSELVES

by Merton Leroy Haynes

New teachers who are assigned to the slum areas of

of city schools frequently flee from the kinds of problems

they encounter. Public school administrators have docu—

mented the fact that new teachers need help so that they

may adjust to the teaching of the educationally disad-

vantaged.

This study was conducted to examine the role of the

helping teachers assigned to help new teachers working

with the disadvantaged in the inner-city schools of

Flint, Michigan. It was designed to identify both those

attributes that were perceived as being helpful and those

that were perceived as being unhelpful.

The seven groups of certificated employees upon

which this study was based included; seven helping teachers,

eleven building principals, thirty new teachers, and four

elementary consultants. All served schools identified

with the educationally disadvantaged.

The study was limited to selected responsibilities

from the helping teacher's role.

The data which was collected from the questionnaire

that was presented to the helping teacher and the new

'teachers she served were analyzed using a chi square
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formula. The data from the recorded structured inter-

views of the entire population were carefully analyzed in

terms of the perceived sources of help and how the help

was supplied.

It was found that those helping teachers who were

perceived by the new teachers as providing them with the

most help were the helping teachers who perceived the new

teachers' problems most nearly like the new teachers per-

ceived those problems. New teachers did not perceive

the elementary consultants as a source of help.

The following factors were present in those situations

in which the helping teachers were perceived as being help-

ful: helping teachers were perceived as helpers; they

worked as a team with the new teachers; they listened to

the new teachers' problems; their role was defined so that

new teachers knew what to expect from them; procedures

were established by the principal which insured that the

helping teacher was in contact with each new teacher on

a regular basis with a specified task; the helping

teacher was perceived as accessible and not as an authority

figure; and they were perceived as sharing their insights

and understandings of the disadvantaged child.

The helping teachers were perceived as providing the

most help in the following areas: working with discipline

problems; applying the course of study requirements;

planning and arranging conferences with parents; evaluating

the new teacher's effectiveness; understanding the children's
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values and prejudices; coping with problem parents;

grading and marking; and teaching dull children.

The helping teachers had difficulty with the follow-

ing situations: trying to help the new subject area teachers;

helping new teachers who are afraid not to use textbooks

because of discipline problems; with men teachers; with

new teachers who had had experience in another school

system; with problems involving ethnic differences, and

with teachers trained for a secondary assignment.

It was found that the helping teacher program could

be improved by the following: (1) the helping teacher

working with the consultant as a team; (2) placing more

emphasis on curriculum and philosophy; (3) building

principals defining the role of the helping teacher in

terms of expectations; (4) helping new teachers more with

the adaptation and development of curriculum materials;

(5) providing more help in understanding child growth

and development; (6) providing the helping teacher with

more time to listen to new teachers' problems; (7) pro—

viding the new teachers with specific suggestions for

working with discipline and emotional problems; (8)

placing a helping teacher in each building; (9) providing

more help in understanding the disadvantaged; and (10)

providing the new teachers with help in working with

Negro parents.
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CHAPTER I

INTRODUCTION

Introductory Statement

The American Society is involved in dynamic and ever

accelerating rates of change. The causative factors which

have contributed to this rapid change include: (1) the

struggle for national survival which started with the

launching of the Soviet satellite in 1957; (2) the trans—

formation of the American Society from a rural to an urban

and corporate society; (3) the development of automation

and the resultant increase in the technological unemploy-

ment of the unskilled; (4) the tremendous growth in the

production of knowledge in all phases of contemporary

American life; (5) the exponential increases in the

technological capacity for information handling and r

retrieval; (6) the sheer size and growth of the educational

establishment itself; and (7) the social revolution that

accompanies the efforts to integrate the American Citizenry.

These factors have contributed to the development of

multi-dimensional problems at every level and in every

aspect of the American Society. The difficulty of the

specific problem varies from one segment of the society to

another but none is more complex nor more difficult than

the ones relating to the urban community.

According to Boskoff, most of the problems of urban

communities can be placed in 5 broad classifications:

1
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1. Urban congestion and uncontrolled competition

for urban space.

2. Personal inadequacy and insecurity.

3. The costs and dilemmas provoked by continual

striving for status.

4. The absence of communal cohesion or morality,

especially in crisis periods.

5. The failure to promote orderly physical and

social development for the urban region

as a whole.1

Each one of these broad classifications may be re-

lated to a number of specific social problems. However,

in many instances some of the social problems may be re-

lated to more than one of these classifications. Social

problems are generally defined as those kinds of relatively

wide-spread human situations which occur frequently and

which have become recognized as undesirable and as needing

drastic modifications.

The existence of these problems are well publicized

in the daily newspapers, the magazines, radio and tele-

vision newscasts, schools, churches, and public agencies.

Every fully functioning citizen is aware of the problems

of crime, juvenile delinquency, gambling, drug addiction,

alcoholism, divorce, illegitimacy, labor-management con-

flict, racial and religious discrimination, mental disorder,

educational deficiencies, inadequate recreation, political

corruption, housing problems, slum areas, traffic snarls,

the impact of unbalanced local economies, and outmoded

tax structures.

 

1Alvin Boskoff, The Sociolog of Urban Re ions (New

York: Appleton-Century-Crofts, D1v131onMere 1

Publishing Company, 1962),pp. 298-99.
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In no segment of the American Society are these

problems more severe nor more complex than in the inner-

city slum communities. Congregated in these communities

are the illiterate and poorly educated people from the

South and the disadvantaged rural areas. As these areas

of decay expand, larger numbers of none-white, disadvan-

taged move into the obsolete housing and the middle class

and working class migrate to the suburbs. All forms of

social problems develop and flourish in this setting.

Urbanites are understandably confused as to what

solutions are available to cope with these problems but

more and more society is seeking to solve these problems

through education. More and more people are coming to

look upon education as the greatest equalizer of the

conditions of man, as the balance wheel of the social

machinery.

Lester Velie has expressed the demands society has

placed upon the elementary school teacher in most graphic

terms:

The elementary teacher is the human hinge on

which the future of two social revolutions must

turn. The Negro revolt will be non—violent or

bloody depending on our teacher's ability to put

Negro children on the road to success and a chance

at jobs. Whether we have a smooth or poverty-

plagued transition to the new technical society

also depends on the teacher—-for the classroom

is the chief battleground in the war on poverty.1

 

vi

1Lester Velie, "New Careers in American Classroom "

The Reader's Digest, Vol. 86 (February, 1965), pp. 78-é2.
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Need for the Study

If the educational institution is one of the most

important agents for developing solutions to society's

problems, the slum schools become the laboratories for

training today's disadvantaged youth to be fully functioning

citizens in tomorrow's changing world. The classroom

teacher because he has the most direct and prolonged con-

tact with all the children of all the people becomes the

key professional resource for developing our human potential.

One would logically expect that the best facilities

and the best qualified professionals would be available to

serve our most critical problem, the educationally disad-

vantaged. The opposite is frequently true. A tour of

most of our major cities would probably disclose that the

oldest and most obsolete schools serve the slum areas.

Principals working in core city schools frequently lament

the fact that they get too few of the talented and creative

teachers and that if they do, they soon lose them when

they have established tenure.

Dr. Ernest O. Melby described the educational institu—

tion in the core city in these terms:

Schools in the slum areas of our cities are

seen as places to be avoided; consequently, they

tend to be staffed with beginning teachers, or

teachers of lesser ability. The beginners look

forward to transfer from such schools to those

in more favored communities. Such communities

also tend to have the oldest and poorest and

most crowded school buildings. They have the
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smallest play grounds and they are set down

in the most undesirable communities.

But it is not only the buildings and the surroundings

that cause good teachers to flee or avoid the core city

schools. It is the kinds of problems they find there. In

the slum school the new teacher finds the culturally dis-

advantaged child from the blighted and socially disorganized

areas. The child's home has few books or magazines. The

home provides few incentives for a school education and

provides many distractions from school. Broken homes pro-

vide difficulties and insecurities. Poverty and mobility

patterns prevail. The homes are not Opposed to education

but indifferent and uninformed.

Carl Marburger says:

Teachers who come to schools which serve the

deprived areas find that their own cultural

background, their academic preparation, and

their previous teaching experiences have not

given them the understandings ang the proficiency

they need in this new situation.

Dr. Calvin Cross3 in a lecture delivered before a group

of Michigan School Administrators, stated that one of the

most crucial problems facing the American educators today

is finding and keeping the best teachers to serve in the

 

1Ernest O. Melby, The Teacher and Learning (Washington,

D.C.: The Center for AppIiedResearch in‘Education, Inc.,

1963), p. 48.

Carl Marburger, "Working Toward More Effective Educa—

tion", Pro rams for the Educationally Disadvantafied: A

Report 0 a onference on Teaching Chi ren 0 re Educa-

tionally Disadvantaged (Washington, D.C.: U.S. Department,

Education and Welfare, 1962), pp. 70—85.

3Lecture'by Dr. Calvin Gross, Superintendent, New

‘York City Public Schools, to Mott Interns, April 2, 1965.
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inner-city schools. To illustrate his point, he stated

that the average tenure for a classroom teacher in many

of the New York City Schools is frequently between 1 and

2 years. Teacher turnover in some of these schools con-

sistently averages seventy-five percent or more per year

of the total faculty membership.

There is a crucial need to study every facet of the

problems relating to training, securing, and holding the

best qualified teachers in the core city schools. This

study focuses on a helping teacher role designed to help

the new teacher during the first year's experience in an

inner-city school.

The Role of the Helping Teacher

Recognizing the problems facing the new teachers as

they work with the disadvantaged youth and desiring to

attract and hold teachers in the inner-city schools, the

administration of the Flint Public Schools introduced a

helping teacher program during the school year 1964-65.

The role of the helping teacher was defined as a supportive

role as in team teaching. The helping teacher was charged

with the responsibility of working closely with assigned

new classroom teachers, giving encouragement and support

in every phase of the educational program. They were

assigned to specific schools and had full time responsi-

bilities relating to new and inexperienced teachers.

In order to define the role a list of potential

responsibilities was develOped. These responsibilities.
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listed numerous areas where the helping teacher could be

expected to make a contribution to the educational program.

It was realized that no one helping teacher could assume

all these responsibilities. This list included: partici-

pation in the pre-school orientation program; helping the

new teacher become acquainted with the building and

administrative procedures; helping the new teacher with

classroom organization and lesson planning; helping the

new teacher with pupil guidance and evaluation; planning

personal counseling for new teachers; and coordinating the

services available to the new teacher. A job description

with a brief history of its implementation is included in

Appendix A.

Purpose of the Study

It was the purpose of this study to examine and

explore the role of the helping teacher as it was per-

ceived by a group of selected elementary teachers, their

principals, elementary consultants, and the helping

teachers themselves.

The study attempted to explore selected areas of

responsibilities which had been identified with the role

of the helping teacher by analyzing the helping teacher's

responses to a questionnaire and a structured interview

and comparing their responses to those responses of the

personnel with whom they worked to the same questionnaire

and structured interview.

The study attempted to identify those attributes of
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the helping teacher's role which were perceived as providing

a service to the new teachers and, at the same time, to

identify those attributes or elements which were per-

ceived as not providing help to new teachers.

Basic Assumptions

The list of the helping teacher's responsibilities,

as set forth in Appendix A, identifies a number of specific

kinds of services which may be provided by the helping

teacher. This study of these responsibilities was based

on the following assumptions:

1. That each one of these responsibilities

was placed in the job description of the

helping teacher because it was perceived by

the administration of the Flint School that

the new teachers needed certain kinds of

help with certain kinds of problems.

2. That the helping teachers would not be able

to provide all the services as defined in the

job description but would seek to provide

new teachers with the kinds of services

which would help the new teacher cope with

those problems which were perceived as being

the most difficult for the new teacher.

3. That new teachers would tend to seek help

for those problems which they perceived as

being most difficult.
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Hypothesis of This Study

The hypothesis was that the new teacher and the

helping teacher to whom he was assigned would agree on

the kinds of problems that he, as a new teacher, was en—

countering during his first year's teaching experience in

Flint, Michigan.

A question of inquiry centered on the concept that

the new teacher, the helping teacher, the elementary

consultant, and the building principal would agree in

their identification of the source of help and the manner

in which the help was supplied for certain problems which

were originally identified as responsibilities of the

helping teacher.

Delimitation of the Study

This study was limited to a sample of selected

educators who were employed in the inner-city schools of

Flint, Michigan, during the school year 1964-65. The

SCOpe of the study was necessarily limited to a few

selected aspects from the total spectrum of variables

which could be related to the performance of the helping

teacher role. The study was also limited by the percep-

tual biases which both the researcher and the members of

the sample brought to the study from their experiences.

However, it was believed that the factors selected for

study provided a description of the prOperties and the

structure of the existing helping teacher program. It
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was believed that this description provided the facts

upon which professional judgments could be made, insights

into the nature of the role of the helping teacher could

evolve, and tools with which to do further research could

develop.

It was believed that the study, although limited to

the inner-city schools of Flint, would produce some

integrating principles which would serve as guidelines

for introducing similar programs in other cities or for

strengthening existing services of this nature.

Definition of Terms

The following glossary of terms is set forth in

order to define the use of these terms in this study:

BTU Schools - Better Tomorrows for Urban Youth, the
 

title given to the educational program of specific elemen-

tary schools in the Flint Public Schools which relate

primarily to disadvantaged youth.

Disadvantaged - not possessing those qualities

necessary to obtain success.

Disadvantaged Children — children who do not possess

those qualities necessary to obtain success.

Economically_Disadvantaged - individuals who come

from homes and families, as well as communities, where

most of the families have limited income, not exceeding

$3,000 per year, and therefore, must reside in substandard

living conditions, characterized by: extremely crowded

conditions, poor sanitation, poor nutrition, and frequently,

numerous social problems.
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Educationally_Disadvantaged - individuals who come
  

from home and family backgrounds which fail to produce those

cultural qualities which support the obtaining of success

in the school environment. Books and periodicals are not

accessible. Parental attitudes do not identify education

as desirable.

Elementary School - schools providing an instructional
 

program from grades one through six, inclusive.

Inner-City Schools - schools located in the center

part of a city normally serving the educationally and

economically disadvantaged youngsters.

In—Service Education - systematized activities pro—
 

moted and directed by the local school that contribute to

the professional growth and competence of its employees.

Helping Teacher - an experienced teacher charged

with the responsibility of working closely with assigned

new classroom teachers, giving them advice and being

available to help them with the problems when they occur.

New Teachers - those experienced or inexperienced

teachers who were employed in the Flint Schools for the

first time during the school year of 1964-65.

29.“ Primary Cygl_ - an ungraded three or four year

reading program which incorporates the philos0phy that

continuous growth and progress of children should receive

major emphasis in education. It provides class placement,

and group placement within a class, which will better

serve the total deveIOpment of each child. It also permits
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flexibility for movement of children to succeeding levels

at any time.

Supervision - those kinds of administrative services
 

which are available on a consultative basis, usually

people—centered and utilizing democratic processes. Super—

vision is usually a staff relationship where advice and

council is provided and the primary emphasis is separated

from the administrative responsibilities of planning,

organizing, budgeting, directing, evaluating, and con-

trolling the activities of those who make up the working

organization.

Overview

The literature pertinent to this study is reviewed

in Chapter Two.

Chapter Three is devoted to reviewing the design of

the study. A detailed review is made of the sampling

procedures used, the hypotheses to be tested, the instru—

ments to be used, the procedures to be followed in the

collection of the data, and the procedures to be followed

in analyzing the data.

An analysis of the data and a summation of the support

or rejection of the hypotheses is set forth in Chapter Four.

The final chapter, Chapter Five, sets forth a summary

of the study with the conclusions and the recommendations

which have evolved.



CHAPTER II

REVIEW OF THE LITERATURE

The initial exploration of the literature revealed

that there was a number of sources of information re-

lating to the subjects of in-service education, supervision,

problems of new teachers, problems of the disadvantaged,

and problems of the urban schools. The following basic

assumptions upon which the study was based were utilized

as criteria for the selection of the literature to be

reviewed:

Assumption 1. The nature of the new teacher's

assignment in any community produces numerous

problems.

Assumption 2. The administrators in many school

districts are becoming concerned with the

problems of new teachers and are devising in-

service and supervisory programs to help the

teachers during their first year's experience.

Assumption 3. The new teachers serving the dis-

advantaged children of the slum schools face

problems which are unique and different from

those encountered in other school districts.

13
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Assumption 4. The administrators of large urban

centers are beginning to recognize a need for

additional services to help new teachers in

the slum schools.

The New Teacher in His New Assignment

John Clifton Moffitt1 says that new teachers, like

their over a hundred thousand brethern who enter the class-

room each fall for the first time, approach their new

assignments with great expectations. They thrill to the

anticipation of serving mankind and of succeeding in their

profession. Many confront their new assignments with

models of success in their minds and failure, if considered,

is a remote and horrifying possibility.

Moffitt claims that during the first year each teacher

faces a period of orientation and adjustment. The atti-

tudes and values toward teaching which develop during

this period of time will determine to a great degree

whether the teacher's professional life is going to be an

exciting and rewarding experience or one of drudgery.

In describing the new teacher's experiences, Moffitt

claims that new teachers, in any school district, enter a

strange and completely new situation. The new teacher

has never worked within this framework of responsibilities.

 

1John Clifton Moffitt, In-Service Education for

Teachers (Washington, D.C.: The Center for Applied

Research in Education, Inc., 1963) pp. 1-24.
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Habits which will serve him for a professional lifetime

are shaped by these early experiences. The seriousness

of his responsibilities confront him each hour. Problems

and crises tend to come in deluges which overwhelm him.

Everything is strange to him. The community is new.

Little is known about the families and the students the

school serves. The school personnel, including; the

teachers, custodians, principals, and supervisory per-

sonnel are strangers. The new teacher realizes that

many of these people have been working in the same

situation for a number of years. They have made a

number of adjustments. This awareness that the others

have made adjustments to the situation creates a concern

in the mind of the beginner. There is a reluctance to

ask the right question of the right person because of the

fear of criticism.

The world of the new teacher is further complicated,

Moffitt claims, when he or she finds that the democratic

processes, the sharing, and the informality which was

used in the laboratory school are most difficult to use

in actual practice. Frequently, it is found that it is

easier to be autocratic, to develop defensive techniques,

and to be repetitive than it is to try to be the creative

teacher that the individual has studied to be. Since

teaching is learning and learning poor habits is as easy,

if not easier than learning good habits, the need for

appropriate positive supervision is most crucial during the

first year.
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The Problems of New Teachers

Numerous studies of the problems of new teachers have

been made. These studies substantiate the observations

made by Moffitt in his book. Most of the studies were

designed for the following purposes: to identify the pro-

blems of the new teachers as perceived by the teachers

themselves and to produce a classification of the serious-

ness of these problems, to study the differences between

the problems of new teachers as perceived by the teachers

and those problems as perceived by the principal, to study

the nature of the problems over an extended period of

time to determine if a teacher has different needs for

help at different periods of time during the first year's

experience, and merely to explore and define the complexity

of the problems confronting new teachers during their

first year's experiences.

Research on the Problems of New Teachers

W. R. Flesher1 in his study of the problems of new

teachers in the State of Ohio divided the problems into

four broad classifications: teacher-pupil, teacher—teacher,

teacher-administrator, and teacher-community. In com—

paring the ten most frequently identified teacher-pupil

problems as perceived by the teachers with those problems

of new teachers as perceived by the administrators, he

 

1W. R. Flesher, "The Beginning Teacher", Educational

Research Bulletin, Ohio State University, Vol. 24 (January,

1945)! pp. 14‘18.

 



17

jfcyund that agreement existed in the identification of

jfcrur problem areas: discipline, classroom management,

:naeaeting individual differences, and class assignments.

Flesher found that there were many areas of dis-

slggreement between the teachers and the administrators.

{Deeachers felt that evaluation, promotion, testing, and

recitation also created serious problems in the teacher-

IDllpil classification. Administrators regarded the attitudes

cxtheachers toward students as a problem. Teachers per-

czeaived that they had problems with administrators in

sseecuring material and equipment and in working out a

1seeaching schedule. Administrators felt that the problems

1bk1at existed between themselves and the teachers were

JPGelated to the teacher's failure to c00perate and to

ifc>llow routine procedures. Teachers did not feel that

1b11ey had any problems in relating to the community but

‘blie administrators perceived the teacher's personal habits

Eizid.his or her treatment of parents as causing problems.

Paul Cable1 studied the problems of new teachers in

'tlle South. A sample of 104 teachers from 21 schools in

Alabama identified the following problems which are

reported in rank order: inadequate salaries; problems of

sDecific assignment, such as lack of equipment and the

number of student problem cases; learning administrative

Pcfilicy and procedures; discipline policies; overload of

\

1Paul Cable, "Problems of New Teachers", Educational

figgginistration and Supervision, Vol. 42 (1956) pp. 170-177.
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Ipnguls; teaching space inadequate; evaluating pupil

progress; and reporting to parents.

In his study Cable found that when help was not

available, teachers often got their answers and solutions

't<) their problems from unreliable and undesirable sources.

Pie: found that if the teacher's experiences were unsatis-

1?enctory and the teacher experienced failure, the individual

eejnther left the profession or sank into a state of in-

czzreasing ineffectiveness. Problems emerged in the teaching

eisssignment that no practice teaching situation could

Ipc>ssibly anticipate. The teachers became disillusioned

vvlien students were not exactly like the textbooks described

1ik1em.

Cable stated that in a day of severe teacher shortages

El ;problem of this kind cannot be ignored. He proposed

1bliat the situation can be improved by developing coopera-

1biuon.that is based on improving one's feelings about

1limself, his feelings about others, and also by improving

<>Iiefls conception of how a group or program should operate.

Iie! contended that new teachers must learn to give and take

iif' they are to develop mutual respect in themselves and

'tlleii'colleagues, and that administrators must support the

liilad of freedom which encourages new teachers to ask for

help when they need it.

1

Roy H. Dungan studied the informational problems of

\

Roy Helverson Dungan, "Informational Problems of New

anti Beginning Teachers in Pennsylvania and the Sources of

Available Information," (Unpublished Ed. D. Dissertation,

Temple University, 1960), 273 pp.
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new and beginning teachers and the sources of available

ijiformation in the State of Pennsylvania. According to

'Iris study, before employment the teachers are interested

:in.the teaching assignment, the salary, philosophy, and

:sick leave. The main sources for these kinds of infor-

Ination before employment were found to be the interview,

liandbooks, and official correspondence. After the teacher

,is employed, the teacher's concerns shift to classroom

saupplies, equipment, report cards, and cumulative records.

The sources of information for these include; the pre-

school orientation sessions, personal interviews, and

the handbooks. During the first two or three months

nmre crucial problems develop related to report cards,

cumulative records, supplies, attendance, and marking.

{The principal, superintendent, fellow teachers, and

:faculty meeting become sources of information for these

:problems. Certain problems are persistent throughout the

:year, especially those relating to procedures, discipline,

jpupil management, and philosophy. Dungan found that the

riew teachers do not receive adequate assistance in meeting

'these problems. Orientation sessions are inadequate.

I?rinted materials do not serve the needs for which they

VVere designed. He recommended that efforts be expanded

'to provide for an adequate orientation program that is

Planned to meet the problems when they occur during the

Year. He prOposed more use of the buddy system where the

8Xperienced teacher assumes the responsibility of helping
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the teacher new to the system at the time when the problem

exists. Constant evaluation is essential to all program

developments in this area.

Mills and Rogers1 reported the following rank order

of the frequency of problems encountered by new elementary

school teachers:

Teaching dull children.

Handling seriously maladjusted.

Grading and marking.

Promotion and retention.

Range within group.

Financial problems.

Teaching over-sized class.

Arranging parent conferences.

Aiding pupils after absences.

Teacher load.

Community demands on time.

Extreme deviations in maturity.

Grade level expectancies.

Teaching bright children.

Discipline problems.

Problem parents.

Finding living quarters.

Pupils who dislike school.

Course of study requirements.

Teaching handicapped children.
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Starr Miller2 contended that the problems of teachers

point up needed revisions in the teacher training program.

He found that most teacher's problems are related to

teaching methods, classroom management, or adapting

materials and techniques to pupils.

 

1Queenie B. Mills, and Dorothy Rogers, "Personal and

Professional Problems of Elementary School Teachers,"

Journal 2: Educational Research, Vol. 48 (1954), pp. 279-88.

2Starr Miller, "Problems of Teachers That Can Point

up Needed Revision in Training Programs." Educational

Administration Supervision, Vol. 41 (1955), PP. 47450.
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Margaret Gregg and Herbert Wey1 in studying a sample

of 95 teachers encountered a total of 1,469 problems. No

help was available for 948 of these problems. In 521

cases some assistance was received from principals. Their

study revealed that principals do not have time to give

supervision and that the teachers will seldom take the

initiative and ask for help. The teaching profession is

unique. In practically all trades and professions the

beginner works under the direct supervision of a superior.

The teacher is frequently plunged into his first year's

work with little assistance or supervision. As a result,

he is imposed upon or taken advantage of by the more

experienced teachers and administrators.

Gregg and Wey proposed that the lack of supervision

and supervisory assistance can be corrected by: relieving

'bhe principal of clerical duties so that he will have time

:for'supervision; impressing the principal with the fact

‘thet supervision is a major responsibility not to be

Ileglected for minor responsibilities; and educating

IIrincipals so that they can use the correct techniques

111 helping teachers improve themselves.

Herbert Wey2 reported the following rank order of

<1ifficulties of new or beginning teachers:

;

1Margaret Gregg and Herbert Wey, "What Supervision?"

Journal 3: Teacher Education, Vol. 3 (1951), pp. 133-35.

2Herbert Wey, "Difficulties of Beginning Teachers,"

Egg School Review, Vol. 59 (January. 1951). pp. 32-37.
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1 Handling problems of pupil control and

discipline.

Adjusting to deficiencies in school equip-

ment, physical conditions, and materials.

Adjusting to the teaching assignment.

Adapting to the needs, interests, and

abilities of pupils.

Motivating pupils' interests and responses.

Keeping records and making reports.

Handling broader aspects of teaching

techniques.

Being able to establish and maintain prOper

relations with supervisor and administrator.

1
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Morris S. Wallace in a study of 136 inductees identi-

fied the following problems: (rank order)

1 86% Learning administrative routine,

reports and procedures.

2 75% Gaining understanding of school's

evaluating of pupil achievement.

3 75% Disciplinary problems.

4 71% Condition of work - inadequate

materials.

5 71% Workable understanding of school

philosophy.

6 71% Establishing good teacher-pupil

relationships.

7.5 68% Professional adjustment to other

teaching personnel.

7.5 68% Conditions of work - inadequate

building facilities.

9 68% Teacher class-load.

1O 67% Establishing working relationships

with principal.

11 67% Demands for teacher's time and energy

after school hours.

12 65% Condition of work, drab, unattractive

surroundings.

13 60% Utilization of auxiliary teaching aids.

14 59% Inadequate salary.

15 51% Discovering and utilization of com-

munity resources.

1Morris S. Wallace, "The Induction of New Teachers Into

Sehool and Community," North Central Association Quarterly,

V01. 25 (October, 1950), pp. 258-251.
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Joseph Hudson1 observed that the problems that were

identified in the 109 studies he reviewed fell into three

general categories: problems involving human relations,

problems involving professional development, and problems

involving the community. The problems that were most

prevalent in the studies he explored included:

Handling disciplinary problems.

Planning for and working with gifted and retarded

pupils.

Working with administration.

Working with co—workers.

Working with custodial and other non—teaching

personnel.

Increasing effectiveness in working with pupils.

Understanding the goals of the school.

Understanding and using special school services,

such as guidance, standardized tests,

remedial reading, etc.

Keeping official records and making out reports.

Understanding and using courses of study and

curriculum guides.

Making effective use of community resources.

Developing better personal qualities as a

teacher, such as voice, poise, emotional

control, etc.

Getting acquainted with the community and its

people.

Being accepted in the community organizations.

Developing personal friendships within the

community.

Being integrated into activities of the P.T.A.

Feeling that your work is appreciated by the

citizens of the community.

Studies like those which have been reviewed document

the needs for in—service programs and supervisory programs

which will help the new teacher adjust to the teaching

assignment.

 

1Joseph Thomas Hudson, "Orientation Programs in Selec-

ted School Districts and Their Relationship to the Perceptions

of Beginning Teachers" (unpublished doctoral dissertation,

Michigan State University of Agriculture and Applied Science,

East Lansing, 1959), pp. 30-31.
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Orientation Programs and Practices

Designed to Help New Teachers

Work in most schools typically starts with little if

any supervision. Normally the responsibility for supervising

the new teachers has been delegated to the building principal

as the educational leader of his building. However, as the

demands of society upon the educational institution have

increased building principals have found it more difficult

to be available to help the new teacher when help was most

needed.

Tower1 found that the efforts of most school districts

are directed to:

Providing the new teacher with handbooks, courses

of study, and other school publications so the

individual teacher can seek the answers to his

problems himself.

Providing orientation meetings prior to the

opening day of school.

Providing supervisory or consultant services

to give special help to the new teacher upon the

request of the principal.

Providing brief small group or individual confer-

ences with new teachers to discuss their problems.

Providing small group meetings with new teachers

to discuss courses of study, handbooks, textbooks,

and techniques of instruction.

Providing one or more faculty meetings for

orientation purposes.

Providing conferences with new teachers after

administration classroom visitations.

 

1Melvin M. Tower, "Orientation and In-Service Education

Practices in Ninety—One School Systems in the United States,"

Educational Administration and Supervision, Vol. 42 (1956),



25

Providing social activities to acquaint new

teachers with parents, school officials, and

fellow teachers.

Providing assistance in locating housing.

Having administrative office hours for new

teachers.

Scheduling in-service workshops.

Scheduling observations of other teachers.

Assigning an experienced classroom teacher to

be available to answer new teachers questions

on an informal basis.

Tower emphasized the fact that all these services are

seldom available to any one teacher and that generally

speaking, the new teacher plunges into his strange new

world with a minimum of guidance.

Joseph Hudson1 found 109 studies dealing with various

aspects of teacher orientation reported in the Encyclopedia
 

3f Educational Research, Education Index, Readers' Egidg,

Research Bulletin, Summary 2: Dissertations, and the

Educational Review. In summarizing the literature which he

found pertinent to his study he pointed out that the prac-

tices and procedures reported seemed to fall into three

categories: orientation to teaching, professional orien-

tation, and orientation to the community. From these

studies Hudson itemized the prevalent procedures being used

to orient teachers to their new teaching assignment:

Reporting for work before the first week of

school for orientation.

Hudson, pp. cit., pp. 32-34.
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Being able to talk over personal problems with

the principal.

Being introduced to the entire elementary staff

at the first building meeting.

Providing information regarding sick leave,

credit union, merit system, or salary

schedule.

Providing a teachers' handbook giving the rules

and regulations governing the entire school

system.

Being notified of specific assignment soon after

appointment in order to prepare for the

new position.

Providing bulletins, special meetings, or other

methods of acquainting teachers with the

philosophy and objectives of the school

system.

Attending the general teachers' meeting during

which new teachers are introduced, and plans

for the year explained.

Being able to talk over professional problems

with the principal.

Inviting new teachers to attend the first general

meeting of the teachers' club.

In-Service Education

A review of the literature revealed that comparatively

little research has been done in evaluating the effective-

ness of in-service education programs. Before 1960 the

Encyclopedia 2f Educational Research did not carry any

1

  

reports. The 1960 edition reviewed sixteen studies.

The studies reported in the 1960 edition were pri-

marily directed toward the evaluation of the effects of

in-service activities upon student achievement and teacher

adjustment. One study evaluated the services of a special

resource person in much the same manner as this study

 

1Chester W. Harris, (Editor) Encyc10pedia 2f Educational

Research: A Project of the American Educational Research

Division, (Third Edition, 1960) The Macmillan Company:New

YOrk, pp. 707-708.
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evaluates the helping teacher services in Flint, Michigan.

This study is reported here in detail.

Verne Allen Stockmsn's1 dissertation was designed to

survey the services supplied by the helping teacher to

rural schools in the State of Michigan. The role of the

helping teacher was analyzed in terms of: (1) the role

of the helping teacher as perceived by the teachers served,

the county superintendent, and the helping teachers them-

selves; (2) the kinds of processes and skills which

enabled the helping teachers to help teachers improve

instruction; and (3) the differences between a county

with a helping teacher and a county without a helping

teacher.

The term "helping teacher" had come into use because

the term "supervisor" had become associated with the

connotation of administrative direction or dictation.2

The helping teacher was primarily concerned with

studying and improving the conditions that surround

learning and pupil growth. The focus of the responsibi-

lities was on helping the teacher improve the learning

situation for children. The role could involve guiding

when needed but mainly involved working on the side of the

 

1Verne Allen Stockman, "Evaluation of Helping Teacher's

Contribution of In-Service Education of Teachers in Rural

Michigan" (unpublished Doctor of Education dissertation,

Michigan State College of Agriculture and Applied Science,

1952), pp. 1-2.

21bido, pp. 7-100
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teacher by helping the new teacher find themselves in

their professional growth.

This definition of the role of the helping teacher

emerged over a considerable period of time. Stockman

credited S. Pittman with providing the impetus for the

development of rural supervisors in Michigan.1 When

Dr. Pittman came to Michigan State Normal College in 1921

he invited County School Commissioners to nominate teachers

to prepare to serve as rural supervisors. From the early

studies of these supervisors in Oakland County the

definition of the helping teacher's role emerged as des-

cribed in the previous paragraph.

A questionnaire was developed using the reactions of

teachers and a County Superintendent.2 The questionnaire

examined five areas of the role of the helping teacher,

including: the improvement of teaching methods and tech-

niques; the development of democratic living in the school;

the recognizing and using individual differences; the

development of community and school relations; and the

administering the school. The questionnaire was adminis-

tered to 356 persons, including: 49 County Superintendents,

24 helping teachers, 143 teachers from counties with a

helping teacher, and 140 teachers from counties without a

helping teacher.

1 .

Ibldo, pp. 12.18.

216130 , pp. 29-31.
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In analyzing the results comparisons were made between

the groups involved on a percentage basis. All segments

of the sample were aware of the purposes of the study.

Stockman's dissertation has been reported in detail

because the purposes of his study are closely related to

the study of the helping teacher's role in Flint, Michigan.

Obviously the social setting for the two studies was much

different. Stockman's study was related to the one room

school in the rural community. This study was related to

an urban industrial community. The former studied communi-

ties with white residents and the latter, a community with

multi-ethnic groups living in close proximity.

Stockman's dissertation was designed so that all

individuals involved in the study were fully aware of its

purposes. Under such conditions biases could have been

introduced into the study. The helping teachers realizing

that their role and its effectiveness was being evaluated

could have very well taken a defensive position and have

sought to justify their existence. Teachers and superin-

tendents could have reflected their personal biases which

could have grown out of unhappy experiences with specific

helping teachers and their objectivity could have been

seriously questioned.

Supervision and In-Service Education
 

In reviewing the literature on in-service education

and supervision it became increasingly clear that these

terms were frequently used inter-changeably. Both were
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regarded as planned programs for the improvement of instruc-

tion. Supervision and in-service education were perceived

as the concerted effort of the administration to stimulate,

coordinate, and guide the continued growth of teachers in

a school, both as individuals and as groups, in an awareness

of all the functions of instruction so that they may more

fully realize their full potential as teachers in guiding

every pupil toward becoming fully functioning citizens.

Moffitt1 reported that there has been a shift in the

emphasis of supervision. The shift has been from "directing"

teachers to studying teachers' needs and through COOperative

action attempt to solve the problems. This necessitates

the establishment of a working climate that is sensitive to

change.

Melchoir2 contended that supervision aims not only at

the growth of the pupil and the teacher but also at the

growth of the supervisory and administrative staffs.

Sensitivity 33 Change
 

Underlying the concepts of supervision and in-service

education are three basic assumptions:3

A. "The teacher is the key figure in the process of

guiding children in their experiences, for it is

 

TMoffitt, pp. cit., pp. 23-24.

2William T. Melchoir, Instructional Supervision (New

York: D.C. Heath & Co., 1950), pp. 485.

 

3George Sharp, Curriculum Development as Re-education

g: the Teacher (New York: Bureau of Publications, Teachers

College, Columbia University, 1951), p. 2.
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he who has direct and prolonged contact with

them."

B. "The quality of these experiences rests largely

on the kind of person the teacher is...., his

insights..., his sensitivity..., and his effec-

tiveness..."

C. “...If children's experiences are to be improved,

that is to say, if the curriculum, is to be

developed, the teacher must grow as a person."

Teacher growth is in a large measure determined by the

‘teeacher's sensitivity to change.1 The in-service or super-

‘Tisory person must help the teacher achieve new perceptions

<3f children so that he will gain new insights into their

Iieeds. As the teacher develops these insights and attempts

to discover new ways of teaching which will meet the needs

of his students, the resource person must supply the kind

of support and reinforcement which supports this kind of

teacher creativity.

The gaining of insights and the development of creative

teaching cannot be made to happen. It must be supported

by creative leadership that focuses on the desirability of

teacher growth.

Creative Leadership

Dr. L. N. Nicholas2 stated that good leadership accepts

certain basic assumptions related to the nature of change.

He contended that change is a basic way of life but that all

 

1Ibido ’ Pp. 4.6.

2Lecture to Mott Interns at Flint, Michigan, by

Dr. L. N. Nicholas, April 1965.
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ckxzaaage is not inevitably desirable.

tc:

d:1_£;nity of the individual.
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The leader, in order

effect change, must have respect for the worth and

He must have concern for the

common good, faith in the use of the group process, and

iTEasith in the use of the method of intelligence or the

S c: ientific method.

Nicholas contended that social change can be realized

'tnat that desirable educational change is difficult to

Etchieve. He perceived research and experimentation in

sachools and school systems as necessary for producing change.

iKnowledge and breadth of experience are facilitators of

change. Altering the conditions of the situation rather

than using a direct approach can be an effective means of

producing change.

The Subject Matter for In-Service Education

Sharp1 states that the educational leader cannot

super-impose his point of view upon the people with whom

he works but that as a leader he must study and work with

the teachers in considering all the sources of information

available. He considers the primary sources of information

as being: sociology and anthropology; child development;

social psychology, mental hygiene, and psychology of learning;

and educational philosophy and the history of education.

Sharp perceives the educational team focusing their

study on these four questions relating to the sources of

 

1Sharp,2p. cit., pp. 14-16.
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irrngiicarmation mentioned in the previous paragraph:

What is the nature of society?

What is the nature of the young?

What is the nature of the process by which the

young becomes integrated into society?

. What is the role of the school in this process?a
s

L
u
m
i
-

The Change in the Teacher's Cognitive Structure

 

Sharp1 believes that as a teacher begins to focus his

efforts on the needs of the students, he comes off the

'Eilatform and sits with the students. He develops group

fliscussion techniques and becomes a quiet unobtrusive

:Leader. The emphasis is placed upon what the student

ikmows, how he can help the student perceive relationships

and solve problems, and how he can help the student become

a fully functioning American citizen.

The Nature 2: Perceiving

It is only with the help of theories that casual inter-

relationships can be determined.2 According to the theory

of the perceptual psychologist interaction best character-

izes the functional nature of the process within which a

person perceives himself and his enviornment. A basic

principle which serves as a foundation upon which the theory

evolves is that nothing can be perceived or experienced as

a thing-in-itself but only as it is related to other things.

Therefore, the meaning which one gives to a particular

 

1Sharp, _p. cit., pp. 16-19.

2Morris L. Bigge, Learning Theories for Teachers. (New

York: Harper and Row, 1964), pp. 175-241.
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object arises from one's interpretation of the relation-

ship between the object and oneself. Perception is inter-

Preted in the broadest sense. It is not merely an awareness

C>3r- a consciousness. It is all the different ways one has

<>:f? getting to know his enviornment. It should also be

Esdbxessed that an individual at different times may per-

tzeaive quite different aspects of the same situation and

Ybehave accordingly. One interprets everything in terms of

the situation as a whole. Reality consists of what the

‘individual makes of what seems to be himself and his en-

vironment. Meaning is given to an object in terms of

one's own needs, abilities and purposes.

A number of principles of perceiving are set forth

here to indicate the relationship perceiving has to bringing

about change and, therefore, indicating some of the problems

related to providing in-service education and supervision

that is meaningful to new teachers:

1. "People act on what they perceive."1 Teachers

treat youngsters differently when they under-

stand why a youngster behaves as he does.

2. "PeOple tend to see things at certain distances."1

Individuals can be too close to a problem to be

truly objective in evaluating it. The converse

is also true.

3. "PeOple like to see things clearly before they

act,n1 Teachers like to have a picture in their

minds of how they can do things in the classroom.

 

1Nos. 1,2, and 3 are based on Earl C. Kelley, Education

for What Is Real (New York: Harper and Brothers, 1947),

E 37-107.28-29, 43-44.
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4. "People tend to perceive what they have learned

to perceive."1 Teachers tend to perceive "good

discipline" as quiet orderliness and see activity

as "poor discipline".

5. "Extensive first-hand experiences do not auto-

matically create correct concepts."1 Teachers

may be conditioned to see chll behavior in a

manner different from the usual patterns of

development.

6. "The possession of correct knowledge does not

Asuffice to rectify false perceptions."

teacher's persona values may not be in agree-

ment with the knowledge of the situation.

7. "Changes in sentiments do not necessarily follow

changes in the cognitive structure.n1 People

frequently talk in one way and act in another.

Verbal acceptance is only effective when behavi-

oral acceptance follows.

8. "People tend to perceive what they want to per-

ceive."2 If people like certain things, even

though they know them to be bad, they tend to

accept them as good.

9. "People end to perceive what the group per-

ceives." People as individuals tend to observe

ambiguous situations with individual interpre-

tation until placed in a group situation.

Patterns of group norms for interpretation of

the situation emerges from group involvement.

As programs have evolved to provide new teachers in

all kinds of schools with help, administrators have become

increasingly aware of how difficult it is to provide really

meaningful programs, programs that are actually perceived

by the teacher as being helpful. At the same time there

has developed an awareness that the in-service needs of

 

1Nos. 4,5,6, and 7 are based on Kurt Lewin, and Paul

Grabbe, "Conduct, Knowledge, and Acceptance of New Values,"

The Journal 2: Social Issuesz I (August, 1945), PP. 53-64.

2Nos. 8 and 9 are based on Muzafer Sherif, Ps cholo

of Social Norms (New York: Harper and Brothers, 1936),

Bil—T211- W-05.
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teachers working with the disadvantaged are different.

The problems with which they are confronted are not only

different but more complex and more difficult to handle

because their formal training has not provided them with

the kind of background they need.

Complex Problems Face the New Teacher

Serving the Disadvantaged

Lyndon B. Johnson, President of the United States, in

a message addressed to the readers of the Senior Scholastic

said:

 

....America badly needs educated men and women...

Nothing matters more to the future of our country.

Not our military preparedness— - for armed power

is worthless if we lack the brain power to build

a world of peace. Not our productive economy--

for we cannot sustain growth without trained

manpower. Not our democratic system of govern-

ment--for freedom is fragile if citizens are

ignorant...

In defining the problem facing our schools, President

Johnson said:

Today 40 million students are enrolled in our

public schools. Five million more will enter by

the end of this decade. That number is not high

enough. One student out of every three now in

the fifth grade will drop out before finishing

high school--if we let him. Almost a million

young people will quit school each year--if we

let them. And over one hundred thousand of our

smartest high school graduates each year will not

go to college--if we do nothing. This cannot

continue. It costs too much: we cannot afford

it. The whole nation suffers when our youth is

neglected. Twenty percent of our 18 to 24 year

olds with an eighth-grade education are unem-

ployed--four times the national average--while

 

1Lyndon B. Johnson, "The Challenge of Education,"

Senior Scholastic, Vol. 85 (January 21, 1965), p. 4.
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jobs in America are hunting for trained men and

women. Jobs filled by high school graduates

rose by 30 per cent in the last ten years. Jobs

for those with less schooling decreased by 25

per cent. In the next ten years, 30 million boys

and girls are going to enter our job force.

Unless we act now, two and one half million of

them will not see the inside of high school:

eight million will not finish high school; and our

schools and colleges will be jammed like our city

buses at rush hour. Our youth will be given a

handicap that no amount of time--no amount of

money--can remove. We must act. I pledge now to

put education at the head of our work agenda.

In setting forth his proposal to strengthen education

he identified five approaches. The second one was focused

on problems related to the urban slums:

Second, we must concentrate our teaching re-

sources in the urban slums and the poor rural

areas. Our war on poverty can be won only if

those who are poverty's prisoners can break

the chains of ignorance.

In his statement President Johnson has identified one

of the most crucial problems facing the American Educational

Administrators that of attracting the best teaching resources

to the urban slum schools.

The review of the literature included exploration of

this problem.

Teachers in Slum Areas
  

William W. Wayson carried out a study to determine why

some teachers stay in slum areas and why others leave for

greener pastures. Included in the sample of stayers were

27 white teachers and 15 Negroes. The responses of this

sample were categorized into ten reasons for teaching in slums:

 

1

Johnson, 22. g_i_1:., p. 4
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Professional appraisal--the desire to be evaluated

highly as a teacher.

Personal esteem--wanting to be admired as a

person.

Missionary zeal--the wish to improve peOple who

are perceived deficient in some aspects of their

lives.

Professional autonomy--seeking freedom from out-

side pressures or interference in the classroom.

Altruism--the wish to fulfill the basic needs of

others.

Inertia--unwillingness to change or to face an

unknown situation.

Accommodating principal--loyalty to a principal

who caters to the needs and desires of teachers.

Group belongingness--being a member of a group

of peers.

Constraints--being compelled by organizational

rules or other external pressures to remain in

the situation.

Despotism--wishing to dominate, especially by

force.1

The sample of leavers included 16 White and 4 Negroes.

Their attitudes were summarized:

Their classroom goals were subject-matter cen-

tered and they were disappointed in the low

levels of achievement of their pupils.

They aspired to teach children "who could learn."

They wanted to make no adjustment in their pro-

cedures that smacked of "watering down" the

curriculum.

They liked the freedom from parental interference

in the slum school.

They felt that parents in the outlying residential

areas would be more aggressive.

They felt that the achievement of suburban pupils

would compensate for the greater parental pressure.

They liked the freedom from after-school and

evening duties in the slum school, but were

willing to go to such meetings in exchange for

higher professional appraisal.

They expressed missionary zeal in some cases but

felt that the effort was unrewarded in the slum

school as there were too few successes to balance

many failures.

 

TWilliam W. Wayson, "Teachers in Slum Areas", Senior

Scholastic Vol. 86: No. 2 (February 11, 1965), p. 4T.

2Ibid., p. 4T (Editor).
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The Problems and the Challenges in the Slum Schools

A.Harry Passow1 identified the slum schools as almost

never being good schools. The families of the slum children

have neither the strength nor the social cohesiveness to

force the schools to provide better services. The slum

school is typically segregated with children who are almost

always poor, disadvantaged and non-white. The middle class

whites who used to supply the community leadership have

moved out of the city's center.

Social Mobility

Passow stated that many of the problems of the slums

are related to social mobility. The American pattern of

social mobility involves the forever striving for middle

class status. In this social mobility pattern the lower

class of laboring people are moving to the vacated living

quarters of the inner city. In the earlier days of our

history these people were foreign immigrants usually of

EurOpean background. Today the social mobility involves

the rural white, the Southern Negro, and the Cubans. The

pigmentation of the skin does not allow for the easy ab-

sorption of these people into the middle class culture of

the suburb. For the first time the melting pot won't melt.

Educators are not dealing with the lower class whose pro-

blems are solved by being raised to the middle class.

 

TA. Harry Passow, Education in Depressed Areas (New

York: Bureau of Publication, Teachers College, Cqumbia

University, 1963), pp. 332-357.
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These peOple are going to remain in the lower classes for

a long period of time. The new teacher is going to have

to help the children of these people extend goals within

their own cultural framework. In many instances the child-

ren will be from homes that have lost hope. Bitterness and

resentment may prevade their every thought. The attitudes

and values which produce the windows through which these

children perceive the world may produce a picture that is

sadly distorted and far from representing reality.

Not By_Ascription
 

Sloan R. Wayland,1 Professor of Sociology,sets forth

another principle which describes the problem of the urban

school graphically:

Our past successes have made it possible

for these new standards to become operating

principles, rather than dreams. And an edu-

cated society increases the capacity of its

members, since a high school level of learning

occurs outside of the conventional school as

well as within it. The tail will never catch

the head; and, as all move ahead, the tail may

even lag further behind. Our problem is to make

sure that those who find themselves at the various

levels in the educational structure are there by

virtue of achievement rather than ascription.

Reservoir 2: Intellectual Potential
  

Mel Ravitz,2 Associate Professor of Sociology and

Anthropology at Wayne State University, sees the role of the

schools in an urban community as an opportunity for communities

 

1Ibid., p. 67.

2Ibid., pp. 6-23.
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to tap and release the reservoir of intellectual potential

of the disadvantaged children. The new teacher has a key

role in providing those experiences which will encourage

these children to learn the ways of the middle class world.

Ravitz believes that teachers to be capable of doing this

must believe in the potential of their students and must

seek to release it by all the means at their disposal.

Different Educational Goals
 

Frank Reisman1 challenges the widely held notion that

the culturally deprived child is not interested in education

and presents a new cultural approach for teaching these

children. It is his belief that the culturally deprived

desires an education for entirely different reasons than

the typical middle class student. The culturally deprived

are interested in vocational improvement, in preparing

themselves so they will not be so easily deceived in the

modern world, and in science. The culturally deprived be-

come disenchanted with the school because it stresses

education for education's sake and as a means of self

expression. Reisman believes that the problem can be

solved by the teachers' developing an understanding of the

culture of the under privileged. This understanding must

recognize both the strengths and weaknesses. Such under-

standings will bring the teacher and deprived child closer

1Frank Heisman, The Culturall Deprived Child (New

Ybrk: Harper and Row, 19 , pp.



42

together. The teacher will develop genuine understanding

and will see the child as trying to cope with his problem.

The child will receive respect and not be patronized.

Although Reisman does not have the new teacher specifically

in mind,his basic premise should be equally applicable to

them, or more so, than the experienced teacher. One further

caution of his merits attention. He believes that the

teacher must not renounce his middle class role nor must he

imitate the speech style of the culturally deprived.

A Culture 2: Poverty

Michael Harrington1 has given still another interpre-

tation of the problems of the child who attends the slum

school. He does not believe that these people are basic-

ally lazy and non-energetic with little concern for their

future. Living in poverty means far more than simply

living in a delapidated environment. The members of this

society live within a culture that possesses specific

values, beliefs, and attitudes toward the world. The con-

cept of Opportunity rarely exists for the vast majority of

these people. Harrington believes that there is a language

of the poor, a psychology of the poor. The individual who

is impoverished is potentially an eternal alien. He will

grow up in a culture that is radically different from the

one that dominates society. The new teacher in the slums

is dealing with the human products of a poverty that is not

 

1Michael Harrington, The Other American (Baltimore:

Penquin Books, 1963), pp. 274.
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just a lack of money but that is a culture of poverty

that breeds poverty itself. Harrington believes poverty

is a cyclic phenomenon dependent upon ignorance, racial

barriers, substandard wages, and inadequate housing.

Problems 2: the Disadvantaged
 

Considerable agreement seems to be emerging that the

problems confronting teachers working with the disadvantaged

are different from the problems confronting teachers of the

advantaged.

Gerald C. Martin1 found:

The problems confronted by teachers of the dis-

advantaged were quite different from those of

the advantaged. The disadvantaged child lacks

a supportive home environment, is behind in

needed background concepts and achieves poorly

in school. These difficulties produce a low

self concept and thus negative attitudes toward

learning. The advantaged child has a supportive

home environment, is eager to learn.....

William Wattenburg2 reported that slum areas have many

massive interlocking problems including, high drop out

rates, family disintegration, and social isolation. These

produce a multitide of problems which impinge upon the

schools such as needs for meals, health care, and need for

clothing.

Wattenburg divided the problems of the disadvantaged

 

1Gerald C. Martin, "A Study of the Adequacy of Pro-

fessional Preparation for Teaching Disadvantaged Children

as Perceived by Selected Elementary Teachers" (Unpublished

Doctoral Thesis, Michigan State University, East Lansing,1965)

2Lecture to Mott Interns at Flint, Michigan, by

Dr. William Wattenburg, November, 1964.
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into seven basic categories. He perceived the disadvan-

taged as having a weak sense of the future with little

ambition, no planning or forethought, hit or miss existence,

future is not a part of reality, and the impulse of the

moment quality of life.

Health problems impinge upon the schools because there

are certain barriers which exist which make it almost im-

possible for the disadvantaged to utilize the services that

are available to him. Pre-natal care is frequently neglected.

Malnutrition in the expectant mother may produce brain

damage in offspring. Studies revealed that 80% of the

disadvantaged youth were suffering from severe health

difficulties.

The verbal skills of the disadvantaged is unwelcome

in the school setting. Parents use direct action instead

of using verbal skills to reason with offspring. Sus-

picion of verbal fluency is fairly wide spread.

The expectancies of these youngsters are limited. They

expect little out of life. When they come to school they

have little drive for academic achievement and do not

expect the schools to prepare them for future opportunities.

The disadvantaged has an inclination toward a greater

open display of aggressiveness. He perceives early sexual

activity as part of his role of becoming a man. He does

not perceive himself as being capable of being a student

nor liked by the teacher.

Interviews with the new teacher faced with these
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problems indicate it is most difficult to succeed and

experience a feeling of achievement in these schools.

In-Service for the Teachers of the Disadvantaged

A review of the literature on the problems relating

to the urban communities revealed an increasing interest

in helping the new teachers as they relate to the disad-

vantaged. A number of different approaches are being used.

The Chicago Public Schools1 have selected master

teachers to assist new teachers. Their efforts are direc-

ted to interpreting the cultural background of the dis-

advantaged children to the new teacher, helping the new

teacher identify and define the needs of these boys and

girls, and initiating the new teacher to the methods which

have been proven most satisfactory. A master teacher is

allocated to schools with 12 or more new teachers. The

program was introduced in 1955. The principals have

identified this as one of the most invaluable services,

and that it, more than any other single service, warrents

being expanded. In September 1964, 70 master teachers were

on duty. Over an eight year period Chicago has invested

$5,813,800 in the master teacher program. The master

teachers receive no extra compensation for their differen-

tiated services.

 

1Chicago Public Schools, Compensatory Education.ip the

Chica 0 Public Schools, (Study Report No. 4, Chicago:

Board of Education, 1964), pp. 43-44.
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Jacob Landers1, Coordinator of the Higher Horizons

Program in New York City, reports that although the pro-

gram is based on the premise that desirable changes in an

individual child can be effected best by direct influence

upon the child himself, the teacher, and the parent that

primary emphasis must be placed on helping the teacher be-

cause the teacher is most accessible and because the teacher

is the key media through which the child and the parent may

be reached. He reports that the resources of the adminis-

trative staff and their offices have been directed to the

training of new teachers more than any other single activity.

Efforts have been directed toward two objectives: (1) to

train teachers in the identification of abilities and needs

and in the appropriate methods of motivation and instruction

so that each child's potentialities will be more nearly

realized; and (2) to stimulate and foster greater teacher

participation through encouragement derived from pupil

achievement.

Carl Marburger,2 Director of the Detroit Great City

Schools Improvement Project, reports that one of the crucial

problems in working in schools relating to disadvantaged

 

1Jacob Landers, "The Higher Horizons Program in New

York City", A Report pf a Conference pp Teaching Children

and Youth Who Are E ucationall *Disadvantaged’(WashingtOn,

575.: U.S.“Department'of Healt , Education and Welfare,

1962)! pp. 45-560

2Carl Marburger, "Working Toward More Effective Educa-

tion," Programs for ppg Educationally Disadvantaged

(Washington, D.C{?-U.S. Department of Health, Education, and

Welfare, 1962), pp. 70-85.

   

 

 



47

children is that new teachers find that their own different

cultural background, academic preparation, and previous

teaching experiences have not given them the understandings

and the proficiencies they need in this new situation.

Many newly instituted practices in the Detroit Schools

are based on the concept that improvements in the schools

depend to a great extent upon more effective teaching.

Special efforts have been made to modify the perception

Of the teachers of the culturally deprived children as these

perceptions relate to these children, their community, and

their curriculum.

One means of altering teacher perception and increasing

teacher effectiveness is the combination of in-service

training and workshop experiences. Approximately 100 key

persons on the staff of seven schools and approximately 100

agency and interested persons attended a one-week workshop

in the summer Of 1960. This gave both new teachers and

experienced teachers Opportunities to study together. Credit

workshops using the resources of Wayne State University were

established for the faculties of two project schools during

the school year 1960-61. The workshOp was designed to allow

teachers to study their community and their children and to

carry on research activities related to classroom change.

Coaching teachers have enhanced the work of the regular

teachers by their intensive diagnostic and developmental

work. The coaching teacher is a kind Of team leader, work-

ing with other teachers to share ideas and pool resources
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in solving a multitude of problems encountered by both

tenure teachers and teachers new to the core city schools.

Although Muriel Crosby1 in reporting on the programs

for the disadvantaged in Wilmington, Deleware, does not

allude to providing supervisory or in-service for new

teachers, she does indicate that during the second year

of their program that it has become increasingly evident

that there is a need for in-service education courses for

teachers which would develop new insights and new skills to

help children see a need for and a purpose in learning.

Human relations skills have received the most emphasis.

Human relations skills and academic skills according to

the evidence tend to reinforce one another. As teachers

have become closer identified with their children, the

teacher's role has become more satisfactory and the

children have experienced greater success.

These examples of in-service programs and supervisory

programs give some evidence of the attempts being made to

help new teachers. However, it is questionable if these

are really providing the help so crucially needed. The

problem seems to have greater dimension than we have been

able to conceive help to meet.

 

1Muriel Crosby, "An Adventure in Human Relations,"

Pro rams for the Educationally Disadvantaged (Washington,

D.C.: U.STfDepartment of Health, Education, and Welfare,

1962), pp. 28-40.
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SUMMARY

A review Of the literature confirmed the assumption

that the new teacher's assignment in any community produces

numerous problems. An analysis of the numerous studies that

have been made revealed that the following problems were

most frequently identified: discipline; securing adequate

material and equipment; overload of pupils; reporting to

parents; teaching assignment; relationships with adminis-

tration; evaluation Of pupils; cummulative records; philoso-

phy; adapting to needs, interest, and abilities Of pupils;

classroom management; problem students, and extreme deviations

in maturity.

The review of the literature also substantiated the

assumption that many in-service and supervisory programs

have been introduced for the purpose Of helping teachers

during their first year's experience. Most Of the studies

which have been made have concentrated on identifying the

frequency with which certain kinds of programs are being

utilized in different school systems.

Comparatively few studies have been made evaluating

the effectiveness of in-service programs. Those that have

been made have evaluated the impact that in-service work-

shops or seminars have made upon student achievement and

teacher's attitudes.

The nature of supervision and in-service education

has shifted from "directing" teachers to studying teachers'

needs and working with them to help them solve their
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problems. In implementing this philOSOphy administrators

have found it increasingly necessary to exercise the

democratic processes which involve teachers in a manner

which will make them more sensitive to change. The litera-

ture indicates that the success of these programs are

directly related to certain principles of perception that

have been identified by the psychologists.

The literature further revealed that teachers relating

to the disadvantaged encountered problems that were different

from those relating to the average middle class school.

lost of these problems involved: a weak sense Of future,

health problems, verbal unskillfulness, low expectations,

overly aggressiveness, sex-activity at an extremely young

age, and a poor self-concept.

A review of the literature also revealed that large

urban centers were seeking new ways to help the new teachers

meet the new problems being confronted in the slum schools.

The fact that no research has been made in evaluating these

services would substantiate the need for evaluating the

helping teacher's services in Flint, Michigan.



CHAPTER III

DESIGN

The writer served as the chairman of the Advisory

Committee on In-Service Education in the Minneapolis

Public Schools for a number of years. This assignment

provided many Opportunities to Observe the growing needs

for in-service education in the seventy-four elementary

schools of this system. The development Of programs for

the utilization Of federal funds for the disadvantaged

children of the core city schools provided many Oppor-

tunities to meet with teachers in small groups and discuss

the problems of these youngsters and the problems the

teachers face as they try to serve the educational needs

of these boys and girls. This position provided many

opportunities to exchange information relating to in-

service education with other large urban centers.

During the 1964-65 school year the writer was privi-

leged to serve as a Mott Intern in the Flint, Michigan,

Public Schools. The experiences in this community com-

plemented those in the Minneapolis Schools. Informal

meetings and formal meetings frequently focused on the

problems that the new teachers are confronted with during

their first year Of experience. The frustrations which

51
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these people experience were evident in many conversations.

The large teacher turnover in these schools was an indica-

tion of the severity Of the problems and appeared centermost

in the concern of the principals contacted. The difficulties

in getting substitute teachers to replace the teacher who

became ill or to replace the contract teachers who resigned

during the year is further proof Of the need for help for

these teachers.

The helping teachers' services as they have been

developed in Flint, Michigan, were perceived as having

tremendous potential for helping these teachers. The role

definition of the helping teacher was compatible with the

shift in emphasis occurring in supervision from "directing"

teachers to studying their needs and helping them solve

their problems. The helping teacher role was perceived as

being dependent upon the utilization of the democratic

processes. It was, therefore, hypothesized that it would

produce the kind of sensitivity to change which would

utilize the perceptual principles of the perceptual

psychologists.

Hypothesis
 

A hypothesis and a further question emerged as the

study of the helping teacher role progressed:

Hypothesis I - There is no significant difference
 

between the problems of new teachers as perceived by the

new teachers and the problems of new teachers as perceived

by the helping teacher to whom they were assigned. This
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hypothesis is based upon the assumption that the helping

teacher who is relating to the needs of new teachers will

perceive the problems of the new teachers as the new

teachers perceive them. Both will perceive the same pro—

blems as being most difficult, or in specific occasions

with specific teachers it will be perceived by both that

this problem does not exist for this teacher. Both the

teacher and his or her helping teacher will know when the

teacher is able to cope with the problem.

Further Inquiry - New teachers, their helping teachers,
 

the elementary consultant, and the building principal will

agree in their identification Of the source of help and

the manner in which that help was supplied for certain

problems which were originally identified with the res-

ponsibilities Of the helping teacher. This point of inquiry

was based upon the assumption that the helping teacher will

be fulfilling her role if she clearly perceives what she

should be doing and her associates agree with her.

Instruments
 

Numerous conferences were scheduled with professors on

the staff at Michigan State University for the purpose of

exploring the problems of the new teachers relating to the

disadvantaged and to secure suggestions on the development

of a design which could be used in evaluating the helping

teacher services. The research staff provided numerous

suggestions and bibliographies of source material to re-

view for the purpose of developing a design for the study.
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The directors of research, elementary education, and in-

service education for the Flint Public Schools gave generously

of their time in helping to identify the variables which

needed to be studied. The advice and counsel Of these

resource peOple, as well as the many bibliographies Of

source materials, were utilized in developing the instru-

ments and the design Of the study.

Three basic principles evolved as the study progressed.

First, the advice from the resource people contacted in-

dicated that the study would be more Objective if the true

purpose of the study was not evident to the subjects

involved. Second, a number Of suggestions supported the

idea that the study could evaluate the helping teacher by

focusing the questionnaires and interviews on the problems

confronting new teachers. The third principle stressed

the fact that the job description was so all inclusive that

it would be impossible to study the helping teacher role in

all of its dimensions, and that it would, therefore, be

necessary to select a few representative responsibilities

to study. These principles served as guides in developing

the following instruments:

1. The Teachers' Questionnaire: This instrument
 

(see Appendix B) was administered individually tO each

teacher included in the study. The scheduling of this first

meeting with the teachers was made through the research

Office, (see Appendix C). After the teacher had completed

the questionnaire, a second conference was scheduled for
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the purpose of recording a structured interview. Con-

siderable time within the first conference was devoted

to discussing the second visit and the procedures to be

used so that the teacher would be receptive to discussing

the questions. The Teachers' Questionnaire was divided

into four parts:

222 Egg} Qgig Spggp: The data on this sheet

were used to describe the degrees of similarities

between the seven groups or teams included in

this study.

2353 II: This part was developed from the lists

of new teachers' problems which the review Of

the research produced. A rating scale was intro-

duced tO enable the teachers to assess the level

of difficulty for the problem. The questionnaire

was developed to include ten very difficult

problems, ten difficult, and ten problems which

were seldom difficult. NO effort was made to

provide an equal number of problems by classifi-

cation because previous studies had identified

that many Of the problems seemed to cluster

around certain teaching responsibilities.

233: 1;;: This part was developed to allow the

new teachers to identify and rate the helpfulness

of the resource people whose services were

available to them.

Part 11: Teachers were given the opportunity to
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identify the resource person who was most helpful

with certain kinds of problems.

2. The Helping Teachers' Questionnaire: This instru-
 

ment (see Appendix D) was developed from Part II Of the

Teachers' Questionnaire. The purpose of this questionnaire

was to provide a basis for comparing the problems as per-

ceived by the teachers with their problems as perceived by

the helping teacher who were assigned to help them in their

building. Each helping teacher was required to complete a

questionnaire for each one of the teachers to whom she

related. Both questionnaires focused on the problems Of

new teachers and every effort was made to avoid any refer-

ence that would indicate that this study was an evaluation

of helping teachers' services.

3. The Teachers' Structured Interview: This instru-
 

ment (see Appendix D) was designed to allow the teacher to

identify the individual they perceived as providing them

with certain kinds Of help and at the same time to allow

them to describe how they perceived this help being provided.

The original job description of the helping teacher and the

perceptual principles which had been identified in the

review of the literature served as a basis for the develop-

ment of these questions. An effort was made to select those

kinds of questions which would provide the best basis for

describing and evaluating the helping teacher program as it

has developed during the first year. The focus of these

questions was on the problems of new teachers and all
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references which might imply to the participants that

this was an evaluation of the helping teacher program

were eliminated.

4. The Structured Interview for the Helping Teachers,
 

Principals, and the Consultants: This instrument (see
 

Appendix E) was developed from the Teachers' Structured

Interview Instrument. Questions were re-phrased to be more

meaningful to the individual being interviewed. Each inter-

view was administered privately. All interviews were taped

for later analysis. The recorded interviews were transcribed

and the analysis of this data was made from the printed page.

Testing and Refining the Instruments.

Two of the schools identified as relating to the dis-

advantaged in Flint were not included in this study. The

personnel in these two buildings were involved in trial

runs on each one Of the instruments for the purpose of

refining and testing. Five teachers completed both the

questionnaire and the interviews. Their responses were

reviewed and evaluated in terms Of the original purposes

for which the instruments were designed. Each item on

the instruments was reviewed with each of the individuals

serving as testers to determine if there was any chance

for misunderstanding the questions. Statements were

revised and retested. Every effort was made to administer

the instruments following the procedures which were to be

followed in the actual study. Interviews were recorded

and the data analyzed.
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Following the trial runs and the refinement of the

instruments, the changes and the design of the study were

carefully reviewed with the advisor before administering

the instruments to the sample population included in the

study.

Sample

The sample consisted of seven groups Of certificated

employees from the Flint Public Schools. Each Of the

seven groups was composed of a helping teacher, a sample

of the new teachers to whom she was assigned, her building

principal or principals, and an elementary consultant. The

total numbers involved were: seven helping teachers, eleven

building principals, thirty new teachers, and four elemen—

tary school consultants. (See Tables III-1a and III-2a.)

Helping teachers A, C, F, and G related to teachers in two

buildings.

Each one of the teachers included in the sample was a

new teacher to the Flint Public Schools during the school

year 1964-65. All Of them had four years of preparation

and had received their degrees within the past five year

period. Twenty-five of them were involved in their first

year of teaching.

School Selection
 

The seven groups Of certificated personnel that were

included in this study all related to schools which had been

identified as serving a majority of the economically and

educationally disadvantaged children. The research
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department of the Flint Schools had previously classified

thirteen elementary schools as serving the disadvantaged.

These schools, like other schools serving the disadvan-

taged in large urban centers, are located in the inner

city. These BTU Schools, Better Tomorrows for Urban Youth

Schools, had received a financial grant from the Mott Foun-

dation which enabled them to secure not only additional

materials but additional resource people to work with the

disadvantaged children which they serve. The helping

teacher was one of the services financed under this program.

Fourteen factors which had been judged tO have an

impact on the problems of elementary schools were used as

criteria for identifying those schools serving a majority

of the disadvantaged youth. These fourteen factors were

grouped into four classifications. Two measures of pupil

capacity were used: the median IQ scores at both the second

and fifth grade levels. Four measures Of pupil achievement

were used: the scores for reading comprehension and arith-

metic computation at the third and sixth grade levels. The

statistics from four environmental factors were utilized:

(1) the percent Of adults 25 years Old and Older who have

completed 4 years Of high school; (2) median family income;

(3) percent Of persons under 18 years Of age living with

both parents; and (4) percent of housing rated as sound.

Four other related factors were considered: mobility of

pupils, mobility Of staff over three year period, pupil

attendance, and the percent Of health guarded children.
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These fourteen factors were weighed and the results

tabulated. The eleven schools included in this study were

among the thirteen schools which were identified as serving

a majority of the disadvantaged youth of the City of Flint.

Limitations
 

This study was limited to a sample of certificated

personnel relating to eleven specific schools serving the

educationally and economically disadvantaged Of Flint,

Michigan. Because Of the great number of responsibilities

which have been delegated to the helping teacher, it was

impossible to make a comprehensive study Of the full range

of responsibilities. A few selected responsibilities have

served as the focus of this study. Many others could have

been selected.

The study was limited to evaluating the program as it

exists in these eleven schools. NO attempt was made to

determine the effect which past educational experience or

personal experience might have had on the ability of the

members Of the groups to adapt to their present assignments.

The study attempted to describe what is taking place in

terms of the perceptions of the groups involved. It was

designed to identify those factors which were contributing

to the success of the helping teacher program and to

identify those factors which do not contribute to the

success Of the program.

Analysis

The data collected for this study were analyzed as

follows:
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Percentage comparisons were utilized to produce a

rank order of the perceived sources of help from the new

teachers'

2.

point Of view.

Chi square correlations were utilized to analyze

the perceptions Of new teachers problems vs the problems

of new teachers as perceived by the helping teachers. This

method of analysis was used to determine the correlations

between:

a.

b.

c.

d.

e.

3.

interviews.

All teachers on all problems vs all helping

teachers on all questions.

All teachers on all problems relating to

control and discipline vs all helping

teachers on all problems relating to con-

trol and discipline.

All teachers on all questions relating to

adjusting to the teaching assignment vs

all helping teachers on all problems relating

to adjusting to the teaching assignment.

All teachers on all questions relating to

adapting to needs, interests, and abilities

Of pupils vs all helping teachers on all

questions relating to adapting tO needs,

interests and abilities Of pupils.

All teachers on all problems relating to

establishing and maintaining proper relation-

ships with the rest of the staff vs all

helping teachers on all problems relating to

establishing and maintaining prOper relation-

ships with the rest of the staff.

A content analysis was made of all the taped

All the-taped interviews were transcribed and

the typed copies were organized by problem areas relating

to the groups as identified with the helping teachers.

The content analysis focused on these three questions:

A.

B.

C.

Who provided the help for this problem?

How was the help provided?

Was the help perceived as being good or bad?
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A vector analysis was made of those questions which

were common to new teachers, their helping teacher, their

principals, and their consultant to determine who was per-

ceived as helping with a specific problem by the entire

population.

The analysis of the data appears in Chapter IV.
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CHAPTER IV

ANALYSIS OF RESULTS

The analysis Of the data was presented in this chapter

in the following order:

The data secured from the helping teachers' question-

naires and Part II of the teachers' questionnaires were

presented and analyzed using the chi square formula. The

purpose of the analysis was to determine the acceptance

or rejection of the null hypothesis that there was no

significant difference between the problems of new teachers

as perceived by the helping teachers and the problems of

new teachers as perceived by the new teachers themselves.

Sub-hypotheses Of the major hypothesis were analyzed

using the same procedures. Specific emphasis was placed

on the analysis Of the data by groups. The analyses focused

on the perceptions of the individuals assigned to specific

helping teachers.

The data collected from Part III of the teachers'

questionnaires were summarized by groups so that new teachers'

evaluations of perceived sources of help could be analyzed

and compared as they relate to different helping teachers.

Evaluations were tabulated and percentages were computed to

facilitate the making of more meaningful comparisons.
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The data collected from Part IV of the teachers'

questionnaires were summarized by groups. The data were

analyzed so as to reveal the differences in the perceived

sources Of help between the groups Of teachers as they re-

late tO different helping teachers. Percentage tables were

developed to make more meaningful comparisons possible.

The data secured from the sturctured interviews were

presented in the sequence that was used in asking the

questions on the teachers' structured interview. The

questions for the structured interviews are in Appendices

E and F.

Before analyzing the data all interviews were trans-

cribed upon note cards and the responses relating to each

Of the groups were filed in such a manner that a content

analysis could be made of the perceptions of the indivi-

duals assigned tO a specific helping teacher. A vector

analysis was used to identify the perceived source of help

in each group for the first five questions. Each of these

questions was analyzed in terms of three questions:

1. Who provides the help?

2. How is the help provided?

3. Is the help perceived as being satisfactory?

A content analysis was made of the remaining questions

and a summary of the perceptions was included to describe

the areas of agreement that existed within each group and

to identify those elements which appeared to make the dif-

ference in the successful performance of the role of the

helping teacher.
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Problems of New Teachers

From the review of the literature and from the con-

ferences with the resource people 30 potential problem

areas were identified and incorporated into the helping

teachers' questionnaire and Part II of the teachers'

questionnaire. The questionnaires were develOped 0n the

assumption that the helping teachers' services could be

evaluated by focusing the interviews and questions on

those problems of new teachers which were related to those

responsibilities which had been identified in the job

description Of the helping teacher. (See Appendix A).

The null hypothesis being tested here was that there

was no significant difference between the problems Of new

teachers as perceived by the new teachers and the problems

Of new teachers as perceived by the helping teacher to

whom they relate. If there was no significant difference,

it was concluded that the helping teacher was relating to

the needs of the new teachers because she perceived the

problems and the difficulties related to those problems in

much the same manner as the new teacher did. The teachers

would, therefore, feel that their helping teacher understood

their needs and was making every effort to help them.
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FIGURE

PROBLEMS OF NEW TEACHER

AS PERCEIVED BY NEW TEACHERS

VS.

PROBLEMS OF NEW TEACHERS

AS PERCEIVED BY THEIR HELPING TEACHERS

 

COMPARISON

30 PROBLEMS Chi Square

 

All Helping Teachers vs All Teachers1 226.44*

Helping Teacher A vs All Her Teachers 36.12**

Helping Teacher B vs All Her Teachers 2.22

Helping Teacher C vs All Her Teachers 3.12

Helping Teacher D vs All Her Teachers 27.08**

Helping Teacher E vs All Her Teachers 6.6 **

Helping Teacher F vs All Her Teachers 99.38**

Helping Teacher G vs All Her Teachers 39.94**

* Significant at 1% level

** Significant at 5% level

 

 

A comparison of the perceptions of new teachers vs. the

perceptions of their helping teachers of all 30 problems was

set forth in Figure 1. The comparison of all teachers with

all helping teachers produced a chi square of 226.44. The

chi square value for this comparison was significant at the

1% level. The null hypothesis for this comparison was,

therefore, rejected. There was evidence that all the helping

teachers did not perceive problems of the new teachers as

the new teachers themselves perceived them.
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A comparison of each helping teacher's perceptions of

new teachers' problems with the perceptions cf the teachers

to whom she was assigned produced different results. The

chi square value was significant at the 5% level. The chi

squares for helping teachers A, D, E, F, and G exceeded

this level. The null hypotheses for these comparisons were,

therefore, rejected. There was evidence that helping

teachers A, D, E, F, and G were not relating to all the

problems of the new teachers to whom they were assigned.

Helping teachers B and C had chi squares of 2.22 and

3.12 respectively. Chi square was significant at the 5%

level. Therefore, the null hypotheses for these two groups

were accepted. There were no significant differences.

There was evidence that these two helping teachers were

perceiving the 30 problems as the new teachers with whom

they were working.

Problems of Control and Discipline
 

Four problems included in the questionnaire related to

classroom control and discipline. Figure 2 presented a chi

square analysis comparing the perceptions of new teachers to

the perceptions of their helping teachers on problems re—

lated to control and discipline. The comparison of all

helping teachers vs. all teachers produced a chi square of

11.11. Chi square was significant at the 1% level. The

null hypothesis for this comparison was rejected. There

was evidence that all helping teachers were not perceiving
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problems of control and discipline as the new teachers to

whom they were assigned perceived these problems.

FIGURE 2

PERCEPTIONS OF NEW TEACHERS

VS.

THE PERCEPTIONS OF THEIR HELPING TEACHER

ON PROBLEMS RELATING TO CONTROL AND DISCIPLINE

 

 

 

COMPARISON Chi Square

All Helping Teachers vs All Teachers 11.11*

Helping Teacher A vs All Her Teachers 3.28

Helping Teacher B vs All Her Teachers 2.13

Helping Teacher C vs All Her Teachers 1.44

Helping Teacher D vs All Her Teachers .01

Helping Teacher E vs All Her Teachers .90

Helping Teacher F vs All Her Teachers 1.50

Helping Teacher G vs All Her Teachers 12.70**

* Significant at 1% level

** Significant at 5% level

 

The comparisons made with helping teachers A, B, C, D,

E, and F and their teachers produced chi squares of less

than 5%. The null hypotheses for these comparisons were

accepted. There was evidence that these helping teachers

were perceiving the problems of control and discipline in

much the same manner as the new teachers to whom they were

assigned. The comparison of helping teacher G's perceptions

with those of her teachers produced a chi square of 12.7.

Since this was significant at the 5% level, the null hypothesis

was rejected.
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Problems gprdjusting 33 the Teaching Assignment
 

Previous studies made of the problems of new teachers

identified certain kinds of problems as being related to

the teacher's adjustment to the teaching assignment. The

following problem areas were included in this study: apply-

ing the course of study requirements, adjusting to administra-

tive regulations, working in an outdated school plant, working

with seriously maladjusted, adapting to the existing promotion

and retention policies, trying to maintain grade level

expectancies as set forth in curriculum materials, adapting

to the existing promotion and retention policies, adapting

to the school's philosophy of education, and evaluating own

teaching effectiveness.

s.‘

FIGURE 3

PERCEPTIONS OF NEW TEACHERS

VS.

THE PERCEPTIONS OF THEIR HELPING TEACHERS

ON PROBLEMS RELATING TO ADJUSTING TO

THE TEACHING ASSIGNMENT

 

 

 

COMPARISON Chi Square

All Helping Teachers vs All Teachers 11.02 *

Helping Teacher A vs All Her Teachers 5.55 **

Helping Teacher B vs All Her Teachers 3.27

Helping Teacher C vs All Her Teachers 2.08

Helping Teacher D vs All Her Teachers 2.13

Helping Teacher E vs All Her Teachers 2.00

Helping Teacher F vs All Her Teachers 6.32 **

Helping Teacher G vs All Her Teachers 5.81 **

* Significant at 1% level

** Significant at 5% level
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In Figure 3 the comparison of all helping teachers to

all teachers on problems relating to adjusting to the

teaching assignment revealed a significant difference. The

same was true of the comparisons made with helping teachers

A, F, and G. The null hypothesis was rejected. However,

there was no significant difference reported for helping

teachers B, C, D, and E. The null hypothesis was accepted

for these four helping teachers for this comparison. It

appeared that they were perceiving these problems in the

same manner as their new teachers were.

 

Problems Related 13 Adapting to the Needs 2f Pupils
 

From the many problems teachers have in adapting to

the needs, interests, and abilities of pupils the following

were selected to be included in the questionnaires: teach—

ing dull children, trying to teach too large a class, helping

pupils who were frequently absent, trying to COpe with ex-

treme deviations in maturity, teaching left-handed children,

teaching minority groups, teaching economically and educa-

tionally disadvantaged children, understanding children's

needs, and understanding the children's values and prejudices.
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FIGURE 4

PERCEPTIONS OF NEW TEACHERS

VS.

THE PERCEPTIONS OF THEIR HELPING TEACHERS

ON PROBLEMS RELATED TO ADAPTING TO THE NEEDS OF PUPILS

 

 

 

COMPARISON Chi Square

All Helping Teachers vs All Teachers 15.62 *

Helping Teacher A vs All Her Teachers 14.99 **

Helping Teacher B vs All Her Teachers 3.65

Helping Teacher C vs All Her Teachers 6.05 **

Helping Teacher D vs All Her Teachers 3.20

Helping Teacher E vs All Her Teachers 1.81

Helping Teacher F vs All Her Teachers 2.57

Helping Teacher G vs All Her Teachers 17.25 **

* Significant at 1% level

** Significant at 5% level

 

M 

A comparison of the perceptions of new teachers with

the perceptions of their helping teachers on problems related

to adapting to the needs of pupils was set forth in Figure 4.

The null hypothesis was rejected for the comparisons made

between all helping teachers and all teachers and for

helping teachers A, C, and G. However, the null hypothesis

was accepted for helping teachers B, D, E, and F. It

appeared that they were perceiving the problems of adapting

to the needs of pupils as new teachers because there was no

significant difference between their perceptions and those

of the teachers to whom they were assigned.

Problems 2: Relating 32 the Best 2: the Staff
 

There were no significant differences reported in

Figure 5 between the perceptions of new teachers and the
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perceptions of their helping teacher on problems relating

to the rest of the staff. The null hypothesis was, there—

fore, accepted in all instances. This would indicate that

helping teachers could be relating to those problems new

teachers encounter in professional relationships with

administrators and other staff members.

FIGURE 5

PERCEPTIONS OF NEW TEACHERS

VS.

THE PERCEPTIONS OF THEIR HELPING TEACHERS

ON PROBLEMS OF RELATING TO THE REST OF THE STAFF

 

 

 

COMPARISON Chi Square

All Helping Teachers vs All Teachers 0.46

Helping Teacher A vs All Her Teachers 2.66

Helping Teacher B vs All Her Teachers 2.67

Helping Teacher C vs All Her Teachers 2.67

Helping Teacher D vs All Her Teachers 3.09

Helping Teacher E vs All Her Teachers 2.14

Helping Teacher F vs All Her Teachers .01

Helping Teacher G vs All Her Teachers 2.14

None of the above X2's (is) significant at

the 5% level.

 

 

Problems 2: Relating 32 Parents and the Community
   

The following three problem areas were included in the

questionnaire: planning conferences with parents, community

demands on time, and working with problem parents. Figure 6

sets forth the comparisons made on these.
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FIGURE 6

PERCEPTIONS OF NEW TEACHERS

VS.

THE PERCEPTIONS OF THEIR HELPING TEACHERS

ON PROBLEMS OF RELATING TO PARENTS AND THE COMMUNITY

  

 

COMPARISON Chi Square

All Helping Teachers vs All Teachers 5.04 *

Helping Teacher vs All Her Teachers 3.80

Helping Teacher vs All Her Teachers .88

Helping Teacher vs All Her Teachers .13

Helping Teacher vs All Her Teachers 1

vs All Her Teachers .75

vs All Her Teachers 1.38

vs All Her Teachers 4.23

Helping Teacher

Helping Teacher

Helping Teacher Q
M
W
U
O
W
P

Significant at 1% level

1 Helping Teacher D did not answer any of

the questions in this category.

The comparisons revealed no significant differences at the

5% level for any of the helping teachers and the new teach—

ers which they served. The comparison between all helping

teachers and all new teachers was significant. The fact

that helping teacher D did not respond to any of the ques-

tions in this category may be the contributing factor to

the production of a chi square that exceeded the level of

significance.

Summary 2f_00mparisons Made by Chi Sguare Analyses
 

In Figure 7 all of the chi square comparisons were

summarized. From this summary the following observations

were made:

1. Helping teacher B was the only helping teacher

who had no recorded significant differences
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between her perceptions of the problems of new

teachers and the perceptions of these problems

by the new teachers to whom she was assigned.

2. Helping teachers C, D, and B have only one cate-

gory each in which a significant level of

difference existed.

3. Helping teacher F had two categories of problems

in which a significant level of differences

existed.

4. Helping teacher A had three categories in which

significant differences existed.

5. Helping teacher G had four categories in which a

significant difference existed.

FIGURE 7

SUMMARY OF THE SELECTED CHI SQUARE COMPARISONS

OF THE PERCEPTIONS OF HELPING TEACHERS

VS.

THE PERCEPTIONS OF THE NEW TEACHERS

TO WHOM THEY WERE ASSIGNED

 

PROBLEM SIGNIFICANT* NOT SIGNIFICANT

CATEGORY HELPING TEACHERS HELPING TEACHERS

A B C D E F G A B C D E F G

All 30 problems X X X X X 0 0
 

Relating to cont-

rol and disci-

pline X 0 0 0 0 0 0

Adjusting to the

teaching assign-

ment X X X 0 O 0 0

Adjusting to the

needs of the

 

 

 

pupils X X X 0 0 0 0

Relating to the

rest of the staff 0 0 0 0 0 0 0
 

Relating to the par-

ents and the com-

munity 0 0 O 0 0

TOTALS 3 O 1 1 1 2 4 3 6 5 5 5 4 2

* Significant at 5% level
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New Teachers' Evaluations 2f Perceived Sources 2: Help
  
 

In Part III of the teachers' questionnaire the teachers

were given an Opportunity to evaluate the level of helpful-

ness of the resource persons who were assigned to them.

Table IV - 1 sets forth the new teachers' evaluations of

these sources of help. Table IV - 2 summarizes these data.

The following observations were made from these two tables:

1. All the teachers of helping teachers A, E, and G

perceived that their helping teacher was pro-

viding either much help or some help.

2. All the teachers of helping teachers B, C, and D

who perceived that their helping teacher was pro-

viding little or no help were subject area

specialists. This was verified by checking the

original questionnaire with the data sheet.
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TABLE IV - 1

NEW TEACHERS' EVALUATIONS OF AVAILABLE SOURCES OF HELP

Frequency of Response
 

Much Some Little No No

Group Resource Person Help Help Help Help Response

 

[
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Helping Teacher
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TABLE IV - 2

SUMMARY OF NEW TEACHERS' EVALUATIONS

OF AVAILABLE SOURCES OF HELP

 

 

 

 

 

 

 

 

 

Much Some Little No No

Resource Person Help Help Help Help Response

Building Principal

Responses 10 14 5 1 0

Percentage 33.33 46.67 16.67 3.33 0.00

Admin. Ass't. to Principal

Responses 4 6 1 2 17

Percentage 13.33 20.00 3.33 6.67 56.67

Community School Director

Responses 1 8 9 10 2

Percentage 3.33 26.67 30.00 33.33 6.67

Helping Teacher

Responses 13 11 3 2 1

Percentage 43.33 36.67 10.00 6.67 3.33

Fellow Teacher

Responses 19 6 5 0 0

Percentage 63.33 20.00 16.67 0.00 0.00

Consultant

Responses 3 3 4 12 8

Percentage 10.00 10.00 13.33 40.00 26.67

Secretary (Write-ins) 2 (or 6.67% of all the teachers).*

Remedial Reading Teacher

(Write-ins) 1 (or 3.33% of all the teachers).*

* N =
30 teachers.

   

3. 80% of helping teacher F's teachers perceived that

she provided them with little or no help. One

teacher failed to make any evaluation.

4. Only 6 teachers perceived that the consultants

were providing much help or some help. All of

these teachers were subject matter specialists

and in the interviews revealed that they were

thinking of the subject area consultants rather

than the elementary consultants when they were

making their evaluations.
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Only 10% of the teachers actually perceived that

the helping teacher was providing no help and one

of these failed to make any evaluation. (A review

of the principal's interview in this building

revealed that he had personally tried to help

this teacher because the helping teacher had 18

other new teachers with whom to work and had not

been available when help was needed.) The other

two teachers in the 10% figure related to helping

teacher F.

If the categories of "much help" and "some help"

were consolidated into one category the following

rank order of perceived help would reflect the

teachers‘ evaluations of the most important

sources of help:

83.33% Fellow Teacher

.5 80.00% Helping Teacher

.5 80.00% Building Principal

33.33% Administrative Assistant to

Principal*

30.00% Community School Director

20.00% Consultant

6 6.67% Secretary

*Administrative Assistants to Principals were

only accessible to 15 teachers.

o
v
a

u
h
A
-
A
A

New Teachers' Perceived Sources 22 Help for Specific Problems

Part IV of the teachers' questionnaire provided the new

teachers with an opportunity to identify the sources of help

that they perceived available for each one of the thirty

problem areas. Table IV - 3 records the perceived sources

of help for each one of the problems by groups of teachers

relating to each one of the helping teachers. The following

symbols are used in this table:

A = No problem

BP = Building Principal

HT = Helping Teacher

C = Consultant

AAP = Administrative Assistant to the Principal

CSD = Community School Director

FCT = Fellow Classroom Teacher

Sources of help as perceived by new teachers have been
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tabulated for each group and converted to a percentage.

The perceived sources of help for each problem were

tabulated and the results interpreted in percentages

which summarized the perceived sources of help for that

particular problem for the 30 teachers.
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TABLE IV - 3

NEW TEACHERS' IDENTIFICATION OF PERCEIVED SOURCES OF

HELP FOR SPECIFIC PROBLEMS

 

 

 

  

 

  

 

 

 

NO SOURCE OF HELP IN PERCENTAGE

GROUP PROBLEM RESPONSE‘ A BP HT C AAP CSD FCT

HT — AlTeaching dull - 50%’ - 25%I74 - - 25%

HT - B children - - - 50% - - - 50%

HT - C 40% 40% - - — - - 20%

HT - D - 50% - 25% - - - 25%

HT - E 25% 25% - 50% - - - -

HT - F - 60% - - - - — 40%

HT - G — - - 75 - - - 25

Summary for 30 teachers — O - - - 27%

HTj-IA' Grading and’ - o - o - - 25

HT - B marking 25% 25% - 25% - - - 25%

HT - C - 60% - - - - - 40%

HT - D 25% — - 25% - - - 50%

HT - E - - 25% 25% - - - 50%

HT - F - 40% - - - - - 60%

HT - G — 75' 25 - - - — -

for 30 teachers 7% ggg 7; 13% IT' - - 37

rying to teach - - - - - -

HT -B too large a - 25% - 50% - - - 25%

HT - C class - 20% - 40% - — - 40%

HT - D - 50% - 25% - - - 25%

HT - E - 50% - 50% - - - -

HT - F - 100% - - - - - -

HT " G "' 25 25 " " - -. 50

Summary for 30 teachers - - - - 23

- A “Helping pupils who - 75% - 2 - — - -

HT - B are frequently - 50% - - - - - 50%

HT - 0 absent 20% 40% - 40% — - — -

HT - D 25% 50% - - - - - 25%

HT - E 25% 25% - 25% - - - 25%

HT — F 20% 80% - - - - — -

HT - 50 25 - - - - - 25

Summagy for 30 teachers - - - - - T7

- A rying’to cope witH - - - - - 25

HT - B extreme devia- - - 25% 50% - 25% - —

HT - C tions of 40% 20% - 20% 20% — - -

HT - D maturity 25% - 25% 25% - - - 25%

HT - E 25% - - 75% - - - -

HT - F 40% 20% - - - - - 40%

HT - G 50 - - 5O - - -

Summary for 30 teachers

*One of helping teacher A's teachers indicated that there

was no help.
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TABLE IV - 3 (Continued)

 

 

 

 

 

 

 

 

 

 

NU“‘S6URCFEET—HELP'INFPERCEFTKGE

GROUP PROBLEM RESPONSE A BP HT C AAP CSD FCT

HT - A Working with dis— - - 75% - - - - 25%

HT - B cipline prob- - 25% - 25% - 25% - 25%

HT - C lems - - 20% 40% 20% - - 20%

HT - D — - 50% 50% - — - -

HT - E - 50% — 50% - - - —

HT - F 40% - 20% - 20% - — 20%

HT - G - 25 - 25 25 - — 25

Summary for 39 teachers -

HT - A Applying the - 25%7 - 25% 25%’ — — 25%

HT - B course of study - — - - - _ -

HT - 0 requirements 20% 20% - 40% 20% - - -

HT - D 25% - - 75% - - - -

HT - E - 25% - 75% - - - -

HT - F 20% 20% - - - — — 60%

HT'- G — - 25 75 - - _ _

Summary for 30 teachers 10% 13% 3; 53; 7% — — (3%

HT - A Working with the - 75% 25% - — - - _

HT - B helping teacher - 75% - 25% — _ _ -

HT - C 20% 20% 60% — — _ - _

HT - D - 50% 50% - - - - -
HT - E 50% 50% - — - _ - _

HT - F 20% 60% 20% - - - - _

HT - G 25; 25; - so; - - - -

Summary for 30 teachers _ - _ -

HT — A Adjusting to - 25%’75% - - - - _

HT - B administrative —100% _ _ _ _ _

HT - C regulations -140% 60% - - — _ _

HT - D - 50% 25% - - - - 25%

HT - E - - 5 - - - - 50%

HT - F 20% 60% 20% — _ _ _ -

HT - G - 50; 25; - - - - 25

__ggm§£yfifor_30 teachers - — — - 13

- A* Working in an out- - 5 - — - _ _ 25%

HT — B dated school - 75% 25% _ _ - - -

HT - C plant — 4 — 60% - - _ -

HT - D - 75% - 25% — - - -

HT - E 25% 75% - — - - - -

HT - F 40% 60% - - _ — _ _

HT - G 25. 25 - - — - - 50;

Summary for 30 teachers — — To

*One of helping teacher A's teachers indicated that there

was no help.
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TABLE IV - 3 (Continued)

 

NO SOURCE OF HELP IN PERCENTAGE

GROUP PROBLEM RESPONSE A BP HT C AAP CSD FCT
 

  

 

 

HT - A Trying to cope - 5 — 25% - - - 25%

HT — B with assign— - 25% 25% 50% - - - -

HT - C ment without 20% 20% - 40% 20% - - —

HT - D adequate prep- 25% 5 - 25% — — - -

HT - E aration 25% 25% - 50% - - - —

HT - F 60% 40% - - — — _ -

HT - G - 75 - - - - - 2;;

Summary for 30 teachers 26%7 4 3%‘27%; 3%77; —

HT - A* Working with the - 75% - - — - — —

HT - B community school 25% 75% - - - - — -

HT - C director 40% - - - 60% -

HT - D 25% 50% 25% - - - - -

HT - E 25% 75% - — - - -

HT - F 60% 40% - _ - _ _

HT - G 50o - 25 - - - - 25

. Summary for 30 teachers a - - - 10

*One of helping teacher A's teachers indicated that there

was no help.

HT - A Teaching left- - 100% -

50%

 

 

HT - B handed children - 50% — - _ - _

HT - c - 60% - 40% — - - -

HT - D - 100% - _ _ _ _ -

HT - E 25% 50% - 25% - - - -

HT - F 20% 80% _ - - _ _

HT - G 50; so; - - _ _ - -

Summary for 30 teachers - 17% - - _ -

HT - A Teaching minority - 100%7 - - — _ - _

HT — B groups - 50% - - - 25% - 25%

HT - C - 40% 40% - — - - 20%

HT - D - 50% - 50% - - - -

HT - E 25% 25% - 50% - - - —

HT - F* 40% 40% - - - - — -

HT - G 50 .. - _ _. _ __ 50

Summary for 30 teachers -

*One of helping teacher F's teachers indicated that there

was no help.
 

 

HT - A* Working with ser- - 25% 25% 25% — _ - -

HT - B iously malad- - 50% - 50% - — _ _

HT - c justed 20% 40% 20% 20% — — - _

HT - D 25% 50% - - - — - 25%

HT - E 25% - - 75% - - - -

HT - F* 60% - - - - - - 20%

HT - G* 25 - - 25 - — - 25

Summary for 30 teachers — - - 13

“Helpintheaghers A, F, and G had a teacher who did not

perceive help.
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TABLE IV - 3 (Continued)

 

NO SOURCE OF HELP IN PERCENTAGE

 

GROUP PROBLEM RESPONSE A BP HT C AAP CSD FCT

HT - A Adapting to exist- 25% 50% - - - - — 25%

HT - B ing promotion - 50% - 25% - 25% - -

HT - C and retention - 40% - — - - - 60%

HT - D policies 25% 75% - - - - - -

HT - E 25% — - 25% - — - 50%

HT - F* 20% - 40% - — - — —

HT - G 50 - 25 — - — - 25
 

Summary for 30 teachers % 23

fiTwo of helping teacher F's teachers indicated that there

was no help.
 

 

HT - A Arranging and - 50%50% -- - - - -

HT - B planning con- — 50% - 50% - - - -

HT - C ferences with - - 60% 20% — - - 20%

HT - D parents 25% 25% 25% - — — — 25%

HT - E 25% - - 75% - - - -

HT - F* - - 20% - - - — 60%

HT - G - 50 - - — 50

Summary for 30 teachers - 23

*One of helping teacher F's teachers indicated that there

was no help.
 

 

 

 

HT - A C0ping with com- - 100% - - - - - -

HT — B munity demands - 75% - - - - 25%

HT - C on your time 20% 20% 40% - - - - 20%

HT - D — 75% 25% - - - - —

HT - E 25% 75% - - - - - -

HT - F 20% 60% 20% - - - — —

HT - G 50 - 25o - 25 - - -

Summary for 30 teachers - - - 7E5

HT - A* Trying to maintain - 25% — 25% - - - 25%

HT - B grade level ex- - 25% - 75% - - — -

HT - C pectancies as - 20% - 80% - - - -

HT - D defined by curr- 25% 50% - 25% - - - -

HT - E iculum 50% - - 25% - - - 25%

HT - F 60% 20% 20% — — - -

HT - G 25 - 25. - - - - 5g;

Summary for 30 teachers - - —

*One of helping teacher A's teachers indicated that there

was no help.
 

 

HT - A Coping with pro- - 25% 50% - — - - 25%

HT — B blem parents - 25% 25% 25% - 25% - -

HT - C - 20% 60% — - - 20% —

HT - D - 25% 50% 25% - - - -

HT - E 50% 25% — 25% - - — -

HT - F* 20% - 60% - - - - -

HT - G 25 25 25 - r 25

Summary for 30 teachers 3% 3

*One of helping teacher F's teachers indicated that there

was no help.
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TABLE IV - 3 (Continued)

 

NO SOURCE OF HELP IN PERCENTAGE

B HT
 

 

 

 

  

 

  

 

 

 

 

 

GROUP PROBLEM RESPONSE A C AAP CSD FCT

HT — A Teaching handi- - 50% - 25% — — _ 25%

HT - B capped child- 25% 50% - - _ 25% - _

HT — C ren — 60% - 40% — _ _ _

HT - D - 75% - 25% - — — -

HT - E 25% 25% — 50%” - - — —

HT - F 60% 40% _ - _ _ _ _

HT - G 25% 25% — 25% - - — 25%

Summary for 30 teachers 20% 47% - 23% - 3% — 7%

HT - A Adapting to the — 25% 50% - - — - 25%

HT - B school's philo- - 75% - 25% — _ - -

HT - C sophy of — 80% 20% - — - — —

HT - D education 25% 50% 25% — _ _ _ _

HT - E 25% 50% - - - — - 25%

HT — F — 80% 20% _ - _ _ _

HT - G — 25% 25% - - - — 50%
Summary for 30 teachers 7% 57% 20% 3% — — — 13%

HT — A Cheating in the - 50% - - - — — 50%

HT - B classroom - - — 25% - - - 75%

HT - c - 40% — 40% 20% _ _ -

HT - D 25% 75% — - - - - -

HT — E 50% 50% — _ _ _ _ _

HT - F 60% 40% — _ _ _ _ _

HT — G — 25% - 25% - - - 50%

Summary for 30 teachers 20%' 10% - 13% 3% — — 2 %

HT — A Working with the - 75% 25% - - — - —

HT - B principal - 100% - - _ - - -

HT - C 20% 20% 20% — — — — 40%

HT - D 25% . _ 25% — — — —

HT - E 25% 75% - - — — - -

HT — F 20% 80% — _ _ _ _ _

HT - G - 25 — — - - — 75%

Summary for 30 teachers 13%' 6’ 7% 3% — - — 17%

HT — A Working with the 25% 50% — — 25%’ — — —

HT - B consultant 75% _ _ _ _ _

HT — C 20% 20% 20% 40% - - - —

HT - D 50% 50% - - - — - -

HT — E 50 5 _ _ _ _ _ _

HT - F 80% 20% _ - _ _ _ _

HT - G 50 25 - — — - - 25%

Summary for 30 teachers 7% 3% - - 5;

HT - A Evaluating your own — - 50 25% — - - 25

HT - B teaching effect— 25% 50% - - — — — 25%

HT — C iveness - — 40% 40% _ - _ 20%

HT - D 25% - 25% 50% - - - -

HT - E 25% ~ 50% 25% - - - -

HT - F 40% - 40% - 20% - — —

HT - G — 25% 25% 50% — — — _

Summary for 30 teachers T7%’ 10% 33% 27% 3% - - 10%
 



 

 

 

TABLE IV — 3 (Continued)

N0 SOURCE OF HELP IN PERCENTAGE

GROUP PROBLEM RESPONSE A BP HT C AAP CSD PCT

HT — A ‘Understanding — - 25%725% - — — 50%7

HT - B children's - 25% 25% 50% — - - —

HT — C needs 20% - 20% 40% 20% - - -

HT — D 25% 50% — 25% - — — —

HT — E 25% 25% — 50% — — — —

HT - F* 20% - - - - - - 60%

HT — G — 50% — 25% — - — 25%

Summary for 30 teachers 13% 20% 10% 30% 3%’ - - 23}

*One of helping teacher P'

was no help.

s teachers indicated that there

 

 

 

 

 

 

HT'— A Dealing witH sex - 100% — — — _ _ _

HT - B episodes — 50% _ _ 25% _ _ 25%

HT — C - 100% - — - _ _ _

HT - D 25% 50% 25% - — — — —

HT - E 25% 50% — 25% — - — -

HT — F 60% 40% — _ _ - _ _

HT - G - 50% 25% - - - - 25%

Summary for 30 teachers 17% 63%* 7% 3% 3%’ — _ 7%

HT - A Understanding the - - 25% 50%’ - - — 25%

HT - B children‘s — 25% 25% 25% — 25% _ _

HT - C values and _ _ 20% 40% _ _ 20% 20%

HT - D prejudices 25% 25% 50% - — — - -

HT - E 25% 25% - 50% - - - -

HT — F* 40% — — - - — — 40%

HT - G - 25% - — - — _ 75%

Summary for 30 teachers 13%’ 13fl’17fi 23% _ g 3% 23%

*One of helping teacher F's teachers indicated that there

was no help.

1T - A Trying to commun- — - 25% 25% — — — 50%—

HT - B icate with your - 50% — 50% — — — —

HT - C children — 20% - 20% 20% - - 40%

HT - D 25% 75% — _ _ - _ -

HT - E 25% 25% — 50% — - — —

HT - F* 40% 40% _ - _ _ _ _

HT — G - 25% - 25% — — - 50%

summary for 30 teaCheTS T3% 33% % 23% 3% - - 27%

*One of helping teacher E's teachers indicated that there

was no help.

Problem Areas for Which Limited Help Was Perceived
 

In developing Part IV of the questionnaire no opportunity

was provided for the teachers to indicate that no help was

available.

that no help was available. A review of Table IV - 3

It was assumed that no response would indicate

revealed that there were eleven problem areas for which 20%
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or more of the teachers failed to identify a source of

help or indicated by write-in that no help was available.

These were set forth in Table IV - 4.

TABLE IV - 4

PROBLEM AREAS FOR WHICH LIMITED HELP WAS PERCEIVED

 

 

NUMBERS OF PERCENTAGE PROBLEM

TEACHERS OF TEACHERS

15 50% Working with consultant

9 30% Trying to cope with extreme

deviations

9 30% Working with community school

directors

9 30% Working with seriously maladjusted

8 27% Adapting to the existing pro—

motion and retention policies

8 27% Trying to maintain grade level

expectancies as defined by

curriculum

6 20% Cheating in the classroom

6 20% Helping pupils who are frequently

absent

6 20% Teaching minority groups

6 20% Trying to cope with assignment

without adequate preparation

for present job

6 20% Teaching handicapped children

 

The total number of responses made to the eleven prob—

lems included in Table IV - 4 is 88. A review of these

eleven problem areas by group in Table IV — 3 revealed:

32 of the 88 responses were attributable to the teachers

assigned to helping teacher F, 15 to helping teacher G, 14

-to helping teacher E, 10 to helping teacher D, 6 each to

helping teachers A and C, and 5 to helping teacher B.

Helping teachers A and F were the only helping teachers
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that have write-ins reporting specifically "no help". Help-

ing teacher A had "no help" reported on four problems:

trying to cope with extreme deviations, working with seriously

maladjusted, working with community school director, and

trying to maintain grade level expectancies as defined by

curriculum. Helping teacher F had two write—ins of "no help"

on the problem of adapting to the existing promotion and

retention policies and one on teaching minority groups.

Problem Areas Not Perceived as Needing Help
  

A substantial percent of the total numbers of the new

teachers did not perceive that they needed help with some

of the problems in Part IV of their questionnaire. This

was evident in reviewing Table IV — 3. Table IV - 5 was

developed to indicate the problems most frequently identi-

fied by the most teachers as not needing help.

TABLE IV — 5

PROBLEM AREAS NOT PERCEIVED AS NEEDING HELP

BY MANY ”EACHERS

 

NUMBERS OF PERCENTAGE

 

TEACHERS OE TEACIEHS PROBLEM

21 70% Teaching left handed children

19 63% Dealing with sex episodes

18 60% Working with the principal

17 57% Adapting to the school philosophy

17 57% Working in an outdated plant

17 57% Coping with community demands on

your time

15 50% Trying to teach too large a class

15 50% Working with helping teacher

15 50% Working with community school direc—

tor

15 50% Helping pupils who are frequently

absent

14 47% Teaching handicapped children
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TABLE IV - 5 (Continued)

 

 

NUMBERS 0F PERCENTAGE

 

TEACHERS OF TEACHERS PROBLEM

14 47% Adjusting to administrative

regulations

13 43% Teaching minority groups

12 40% Trying to cepe with assignment

without adequate preparation

12 40% Cheating in the classroom

 

Problem Areas ln_Which Teachers Perceived They Received

the Most Help

 

A review of Table IV — 3 focusing on the sources of

help available revealed that a substantial percentage of the

teachers perceived that they were receiving help for many of

the problems. Table IV - 6 summarized in rank order those

problems which were perceived as receiving the most help.

TABLE IV - 6

PROBLEM AREAS IN WHICH TEACHERS PERCEIVED THEY

RECEIVED THE MOST HELP

J :-:

NUMBERS OF PERCENTAGE

 

TEACHERS OF TEACHERS PROBLEM

24 80% Working with discipline problems

23 77% Applying the course of study re—

quirements

22 73% Arranging and planning conferences

with parents

22 73% Evaluating your own effectiveness

21 70% Understanding the children's

values and prejudices

19 63% Trying to cope with extreme

deviations in maturity

19 63% Understanding children's needs

19 63% COping with problem parents

18 60% Grading and marking

17 57% Teaching dull children

16 53% Trying to maintain grade level

expectancies

15 50% Trying to communicate with children

13 43% Working with seriously maladjusted

13 43% Adapting to existing promotion and

retentiongpolicies
*7

*—
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The Sources 2: Help for Those Problem Areas Perceived fig

Receiving the Host Help

  

 

By using the problems identified in Table IV — 6 and the

information in Table IV - 3, Table I? — 7 was developed to

identify the sources of help for the problems areas per-

ceived as receiving the most help. The numbers of teachers

who identified the sources of help was used as the total

number from which to determine the percentage of help being

supplied by the different resource people.

TABLE IV - 7

THE PERCEIVED SOURCES OF HEL

 

 
 

 4

NUMBERS OF SOURCE OF HELP IN PER‘ENTAGE

 

TEACHERS PROBLEM BP HT C AAP CSD FCT

24 Working with discipline 30.4 34.8 13.0 4.4 — 17.4

problems

23 Applying the course of 4.4 69.5 4.8 - - 9.7

study requirements

22 Arranging and planning 40.9 27.3 — — — 31.8

conferences with

parents

22 Evaluating your own 45.4 36.8 — — — 13.6

effectiveness

21 Understanding children's 23.8 33.3 - 4.8 4.8 33.3

values and prejudices

19 Trying to cope with ex— 15.8 52.6 5.3 5.3 - 21.1

treme deviations in

maturity

19 Understanding children‘s 15.8 47.4 - — — 36.8

needs

19 Coping with problem 63.2 15.8 — 5.3 5.3 10.5

parents

18 Grading and Marking 11.1 22.2 5.6 - - 61.1

17 Teaching dull children - 52.9 - - — 47.1

16 Trying to maintain grade 12.5 62.5 - - — 25.0

level expectancies

15 Trying to communicate 6.7 46.6 6.7 - — 40.0

with the children

13 Working with seriously 15.4 61.6 ~ - - 23.0

maladjusted

13 Adapting to existing pro—23.1 15.4 - 7.7 - 53.8

motion and retention

policies
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The Part The Helping Teacher Plays $3 the Perceived Sources

pf Help

Focusing on the help provided by the helping teachers

  

as set forth in Table IV - 7, it was apparent that the

helping teachers provided:

69.5% of the help for applying the course of

study requirements

62.5% of the help in trying to maintain grade

level expectancies

61.6 % of the help in working with the seriously

maladjusted

52.9% of the help in teaching dull children

52.6% of the help in trying to cope with extreme

deviations in maturity

47.4% of the help for understanding children's

needs

46.6% of the help in trying to communicate with

children

36.8% of the help in trying to evaluate the

teacher's effectiveness

34.8% of the help in working with discipline

problems

33.3% of the help in understanding children's

values and prejudices

27.3% of the help in arranging and planning con-

ferences with parents

22.2% of the help in grading and marking

15.8% of the help in coping with problem parents

This summary provided an overview of the contributions

perceived as being helpful to new teachers. Table IV - 8

sets forth the percentage of each helping teacher's teachers

who perceived her as being helpful for the specific problem.

Percentages were based on the numbers of teachers relating

to each helping teacher.
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TABLE IV - 8

PERCENTAGE OF TEACHERS WHO PERCEIVE THEIR HELPING TEACHER

AS A SOURCE OF HELP FOR SPECIFIC PROBLEMS

 

 

PERCENTAGE PROBLEM

HT - A

50% Understanding the children's values and prejudices

25% Teaching dull children

25% Trying to cope with extreme deviations in maturity

25% Helping pupils who are frequently absent

25% Applying the course of study requirements

25% Working with seriously maladjusted

25% Working to cope with assignment without adequate

preparation

25% Evaluating your own teaching effectiveness

25% Trying to maintain grade level expectancies as

defined by curriculum

25% Trying to communicate with your children

25% Understanding children's needs

25% Teaching handicapped children

25% Grading and marking

HT - B

100% Applying the course of study requirements

75% Trying to maintain grade level expectancies as

defined by curriculum

50% Understanding children's needs

50% Trying to communicate with your children

50% Trying to cope with assignment without adequate

preparation

50% Working with seriously maladjusted

50% Trying to cope with extreme deviations in maturity

50% Teaching dull children

50% Trying to teach too large a class

50% Teaching left-handed children

50% Arranging and planning conferences with parents

25% Grading and marking

25% Understanding the children's values and prejudices

25% Adapting to the schools philosophy of education

25% Adapting to existing promotion and retention

policies

25% COping with problem parents

25% Cheating in the classroom

25% Working with discipline problems

25% Working with helping teacher
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TABLE IV - 8 (Continued)

 

PERCENTAGE PROBLEM

 

HT - C

80% Trying to maintain grade level expectancies as

defined by curriculum

 

 

60% Working in an outdated school plant

40% Helping pupils who are frequently absent

40% Evaluating your own teaching effectiveness

40% Teaching handicapped children

40% Teaching left-handed children

40% Teaching too large a class

40% Trying to COpe with assignment without adequate

preparation

40% Understanding children's needs

40% Applying the course of study requirements

40% Working with discipline problems

40% Cheating in the classroom

40% Understanding the children's values and prejudices

20% Arranging and planning conferences with parents

20% Trying to cope with extreme deviations in maturity

20% Working with seriously maladjusted

20% Trying to communicate with your children

HT - D

75% Applying the course of study requirements

50% Teaching minority groups

50% Working with discipline problems

50% Evaluating your own teaching effectiveness

25% Grading and marking

25% Coping with problem parents

25% Teaching dull children

25% Trying to cope with extreme deviations in maturity

25% Understanding children's needs

25% Trying to cope with assignment without adequate

preparation

25% Trying to teach too large a class

25% Teaching handicapped children

25% Working in an outdated school plant

25% Trying to maintain grade level expectancies as

defined by curriculum

HT - E

75% Working with seriously maladjusted

75% Arranging and planning conferences with parents

75% Trying to COpe with extreme deviations in maturity

75% Applying the course of study requirements

50% Trying to communicate with your children

50% Understanding the children's values and prejudices

50% Teaching handicapped children
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TABLE IV — 8 (Continued)

 

PERCENTAGE PROBLEM

 

HT - E (Continued)

 

50% Trying to teach too large a class

50% Trying to COpe with assignment without adequate

preparation

50% Understanding children's needs

50% Teaching dull children

50% Working with discipline problems

50% Teaching minority groups

25% Adapting to existing promotion and retention

policies

25% Teaching left-handed children

25% Helping pupils who are frequently absent

25% Trying to maintain grade level expectancies as

defined by curriculum

25% Coping with problem parents

25% Grading and marking

25% Evaluating your own teaching effectiveness

HT - F

Not one of the teachers relating to this helping teacher

identified her as a source of help for one of the

thirty problems.

 

HT - G

75%

75%

50%

50%

50%

25%

25%

25%

25%

25%

Teaching dull children

Applying the course of study requirements

Working with the helping teacher

Evaluating your own teaching effectiveness

Trying to COpe with extreme deviations in maturity

Cheating in the classroom

Working with discipline problems

Understanding children's needs

Teaching handicapped children

Working with seriously maladjusted
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The Structured Interviews

The second major inquiry involves whether the new teacher,

the helping teachers, the building principals and the ele—

mentary consultants would agree in their identification of

the source of help and the manner in which the help was

supplied for certain problems which were originally identi-

fied as responsibilities of the helping teacher. This

hypothesis was based upon the assumption that the helping

teacher would be fulfilling her role if she clearly per-

ceived what she should be doing and her associates agreed

with her. Responsibilities which were clearly defined

as being those of the helping teacher would be evident to

all to whom the helping teacher was assigned.

The job description of the helping teacher, (See

Appendix A) defined numerous responsibilities. A limited

number of areas was selected and questions were develOped

to reveal the perceptions of the sample population. The

data from these were presented here. Each of the first

five responses from the entire population was analyzed in

terms of these three questions:

Who provides the help?

How is the help provided?

Is the help perceived as helpful?

Pupil Guidance and Evaluation
 

Question 1. How are new teachers being helped in

analyzing students' needs?

 



100

FIGURE 8

GRAPHIC ANALYSIS OF HELPING TEACHER A‘S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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available to new teachers for analyzing the needs of students

as perceived by the new teachers, their principal, the con-

sultant and the helping teacher herself.

Teacher A identified both the helping teacher and the

pupils' past teachers as sources of help. This teacher

perceived the fellow classroom teacher as helping check

the records and helping interpret the meaning of present

and past entries on these records. This classroom teacher

perceived the helping teacher as being most helpful because:

....she worked with these students. She under-

stands their habitS'and their reactions. She

knows the home situation and she is able to

help me understand the child...I think it is

helping me to relate to the child

Teacher B was a subject area specialist and turned to

her subject area consultant for help. This help consisted

of one observation followed by a conference and two conferences



101

which were requested by the teacher.

Teacher C responded, "...we haven't had any help..."

Teacher D responded, "...I really can't think of any

kind of help that has been meaningful...informal talks

with other teachers...sharing our ignorance...."

The helping teacher perceived that the discussions

with the principal and fellow teachers were the primary

sources of help. She believed that the home visitations

had helped teachers more than anything else. She per—

ceived herself as working with teachers in determining

what goes on the accumulative records and explaining or

helping them interpret test scores.

Principal 1 perceived that the principal and helping

teacher worked together:

...We discuss the students individually...their

background...their educational history...we

share some of our insights into the child's

family background...we use tests to identify

student's needs...we work together informally...

The consultant perceived that she was responsible for

helping new teachers analyze students needs and perceived

that the orientation program at the first of the year

covered the subject adequately.

The graphic analysis in Figure 8 revealed little

agreement existed in the identification of the source of

help for analyzing students' needs. Only one teacher of

the four in the sample identified the helping teacher as a

source of help and she perceived that the helping teacher

was able to help her understand these children because the
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helping teacher understood the children and their family

background.

FIGURE 9

GRAPHIC ANALYSIS OF HELPING TEACHER B'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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The teachers assigned to helping teacher B perceived

their sources of help for analyzing students' needs much

differently. Teacher A, in Figure 9, identified the social

worker as a source of help in analyzing students' needs:

Probably the person who has helped me most is the

social worker....when I encounter a discipline pro-

blem I usually talk with her about it....She gives

me information on the family background and the home.

Many times this has helped me understand the problems

of the children.....it doesn't always solve the pro-

blem...You can't use force everyday....Talking and

reasoning hasn't brought any change....I become

tolerant...l am going to have to live with it.

In Figure 9, teacher B was unique. This teacher was

among those few teachers who had had an Opportunity to have

a practice teaching experience in this building.

I had student teaching in this building and my super-

visory teacher helped me study and identify the needs
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of these youngsters...She showed me how to use tests....

Teachers C and D were enthusiastic in their praise of

the helping teacher.

....I was completely unprepared to work with these

children. My college preparation provided only 1/100th

of my preparation. The helping teacher has helped me

constantly in all areas. I wouldn't be here now if it

hadn't been for her....

The helping teacher has been the greatest help be-

cause she has been in the classroom working with me

and she knows the students. We are constantly

identifying the needs of boys and girls as we build

educational experiences. The principal and the secre-

taries have helped with the cumulative records.

The helping teacher perceived herself as a member of

a team working to help teachers. She perceived herself as

occupying a key position in this team and clearly perceived

how she could bring the resources of the school to bear

upon the problems that develop from a specific child's needs.

We have many resource people to help the new teachers

study children's needs. The principal, the secretary,

and I work closely with new teachers in the use of

tests and cumulative records....0ur home counselor

studies the home situation. We have a fine diagnos—

tician who helps us study and examine the child with

extreme learning problems. We work together in trying

to identify the areas we can work with him.....for

example, for sometime we have been concerned about

one of the little boys who isn't able to write very

well. We had thought it was coordination. Yesterday

with the help of the diagnostician, we found out that

his problem may very well be related to a rather unique

seeing problem. He doesn't perceive the roundednous

of a ball. We have decided to experiment with the use

of frostic materials in developing some tracing exer-

cises....The teacher and I will work together in

developing some exercises with which we may help him...

The principal perceived that the problems of discipline

and classroom management were so great that the new teacher

could not possibly take time to identify the needs of boys
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and girls and that no help was provided.

Analyzing students' needs is difficult work...I don't

think most teachers, especially new teachers are

capable of analyzing the problem.....The discipline

problems and classroom management problems come so

rapidly at the beginning of the year....most of their

time and effort is devoted to stop gap measures...

They have to take care of the problems right now....

Over a period of time they may be able to move into

this kind of activity....We try to help the teachers

have interesting and motivating activities....If the

children are busy you don't have as many discipline

problems.

The consultant perceived the orientation session for

which she was responsible as being the main source of help.

The role of the helping teacher in analyzing students'

needs was not clearly defined and accepted by all the

members of this group.

FIGURE 10

GRAPHIC ANALYSIS OF HELPING TEACHER C'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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The group analyzed in Figure 10 involved three teachers

working in one building and two in another. Teachers A, B,

and C working with principal #1 identified the helping

teacher as their source of help for analyzing students'

needs. The principal's definition of the helping teacher's

role was reflected in every response from the teachers and

the helping teacher. His comments set the guidelines which

appeared to be uniformally accepted.

The needs of students is the continuous focus of our

discussions...We study these needs as a total staff...

We study them in small groups...We discuss the needs

of specific students in informal conferences in which

we make available all kinds of resource people....the

home counselor, the visiting teacher and the helping

teacher. The helping teacher is perhaps the most

valuable help because she is accessible to the teacher.

She doesn't have an office or a desk. Her place is in

the classroom working with new teachers....She helps

new teachers continually...She helps with all phases

of the testing program. She helps interpret and

implement plans to take advantage of the diagnostician's

services...She helps the teachers find the materials

necessary to meet the needs of the students.

The three teachers in this principal's building reflected

this concept of the helping teacher working with them in the

classroom. They perceived the helping teacher as working

with them in studying cumulative records, in arranging con-

ferences with resource people, in interpreting recommenda—

tions of resource people, in evaluating and interpreting

classroom observations, in helping the teachers understand

and relate to the cultural background of the child.

Principal #2 defined the role a little differently:

....the helping teacher is available upon the request

of the new teacher. She helps determine the groups of

students according to reading level...The helping
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teacher provides suggestions, ideas, special mater—

ials for the new teachers which are helpful in

meeting students' needs...

Teachers D and F in Figure 10 were in this principal's

building. Teacher D perceived the helping teacher as a

source of help.

The helping teacher has gone into the records and

revealed needs of the youngster that I would have not

been aware of had I done the same thing. I have a

student that is quite a problem. She told me that

she thought there was some brain damage, and suggested

some ways that I could work with him. She has done

this with a few others too.

Teacher E did not perceive that he had had any help in

analyzing pupils' needs. He felt that needs were obvious.

.....you can see their needs.....they are physical

needs....many of these children do not get the kind of

help they need at home....this reflects back on their

school work...they don't get the support from home

they should get....you can see this...

The consultant in both of these instances appeared

much removed from the situation. She did not perceive the

helping teacher as relating to this.

I am not sure that they are given much help. I think

that we try to do it as consultants when we visit them,

but I am not sure that the time we have available to

interact with these teachers provides a basis for

continuity.....As far as understanding the families I

doubt if they get very much help. I don't think that

there are enough people close enough to the teachers

who are secure enough to really help them...
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FIGURE 11

GRAPHIC ANALYSIS OF HELPING TEACHER D'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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In Figure 11, all the personnel that was assigned to

helping teacher D saw the helping teacher as one of a num-

ber of resource people available to help the new teacher

analyze the needs of boys and girls.

Teacher A perceived that this teaching situation in

his school was different from many school situations.

...I think you have to know the home background to

define and understand the instructional needs of

these boys and girls. In this school they have done

quite an intensive study of the socio-economic nature

of the community. The study is an intensive study of

the home situation, the parents, their economic power,

family relationships, church activities, and delin-

quency. The community school director and the

principal have shared this with us. Most of the

teachers are not from this kind of a background and

have to understand the needs the youngsters bring to

school before they can relate to their instructional

needs....The instructional needs are identified

through tests. The helping teacher helps here. I

haven't gone to her as much as I probably should have.
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I felt that there were other places she needed to

spend her time.

Teacher B and D identified the community school director,

the principal, and the helping teacher as providing them

with information which helped them understand the needs of

boys and girls. Teacher D felt he had had to study students'

instructional needs by himself.

Teacher C perceived that:

...we have wonderful help here with the community school

director and the home counselor to meet the physical

needs of boys and girls...These people help me immensely...

The helping teacher can help us with testing...but she

has been very busy helping us get our rooms set up

and getting our materials...I haven't bothered her

any more than I had to...

The helping teacher believed that the study which had

been made by the staff and shared with the new teachers

through the principal's staff meetings had been most help-

ful to the new teachers in understanding the one parent

home and the problems that it imposed on the boys and girls.

She believed that the helping teacher had the responsibility

of working with the new teachers in helping them use tests,

accumulative records, and health charts. She believed the

effective way to do this was in individual conferences with

the teachers before and after school.

The building principal responded to this question by

saying:

Many of our staff meetings are geared to this parti-

cular area of concern. These have been directed

toward identifying the needs of youngsters in this

school. These needs have been pointed out as they

have been identified by the survey study we've made

of our community...as they have been identified in

conferences with parents...as they have been defined
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by our community school director and the home

counselor through their contacts in the community...

The helping teacher is particularly helpful because

she has worked in this area and knows the background

and problems of a large number of our youngsters...

maybe 1/3 of them.

The consultant perceived that she was responsible for

helping new teachers analyze students' needs during the

orientation period.

Each member of this group at the building level per-

ceived the helping teacher as one of many resources which

was available to help analyze and define the needs of boys

and girls. Evidently they have not made use of her ser-

vices because they felt they were imposing upon her time

which was needed to get materials. Even though they have

identified her as a resource for help they have not per-

ceived her as being accessible because of other demands

upon her time.

FIGURE 12

GRAPHIC ANALYSIS OF HELPING TEACHER E'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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teacher E clearly identified the helping teacher as a source

of help available to them for analyzing students' needs.

They perceived her as helping them to utilize the test and

cumulative records. One ofthem found the individual con-

ferences devoted to helping her understand the emotional

and family background of her children helpful. The obser-

vations of one seemed to reflect the role as perceived by

the group rather concisely:

...the helping teacher came right into my classroom

and worked with me and the children. She helped me

define what I could expect from them and helped me

set their expectations of me. She was most helpful

in helping me develOp social study lessons which

would be meaningful to these youngsters. She helped

me develop classroom discussion techniques which

drew these students out...

Two of the teachers identified their fellow teachers

as being helpful by reinforcing them and supporting them

when they had problems and sharing their ideas with them

on an informal basis.

The helping teacher responded to this question by

saying:

I go over the cumulative cards with the teachers to

see if the child has been placed at the proper read-

ing level group. If problems develop with a specific

youngster we discuss the situation in detail and use

all the information we can find. We try to work out

ways of working with the child which will be more

meaningful to him.

The building principal used almost the same words in

identifying the helping teacher as the source of help for

analyzing the students needs. The principal perceived that

the most effective way of helping the teacher was on the

individual conference basis in which the helping teacher
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and the new teacher periodically reviewed the progress of

each member of the class. It was indicated that the princi-

pal and helping teacher had made plans to have the helping

teacher do this with each new teacher every two weeks in

the forthcoming school year.

Each member in this group identified the helping

teacher as a source of help and perceived the individual

conference as the method of providing help.

FIGURE 13

GRAPHIC ANALYSIS OF HELPING TEACHER F'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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Four of the teachers in Figure 13 were in principal 1's

building. Not one of these four perceived himself receiving

help in analyzing students needs except in an informal almost

chance situation. The following quotes indicated the per-

ceptions of the group:
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I haven't really been helped at all....The youngsters

shocked me at first because of the constant control

they needed. I wasn't ready for them. I thought

they would have some sense at this age..but they just

seemed to be wild...

...I have had no help... (Comment from two teachers)

I think my fellow teachers have probably helped me

as much as anyone.....the helping teacher has been

a little help but not very much.

Teacher E was in principal #2's building and identified

the principal as the only source of help. She perceived

the principal as being very helpful through his observa—

tions of class and return conference periods.

The helping teacher reported that she has helped

teachers with their testing program and helped each teacher

determine the grade level placement in the reading program

for each child. She perceived that the testing program and

the record keeping procedures had such explicit directions

that there was no great need for help.

Principal #1 believed that new teachers frequently

contact the experienced teacher who may have worked with

specific youngsters at a lower grade level. This principal

perceived that the buddy system was the most effective means

of helping new teachers because they would feel more free to

discuss problems with their buddy than the administrator.

He had assigned an experienced teacher to each new teacher

to "Show them the ropes".

Principal #2 perceived that the curriculum guides

provided the new teacher with an overview of all they needed

to know. He thought that the principal should be cognizant

Of all the problems that new teachers had and should be
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available to counsel them when they felt they needed help.

The four teachers relating to principal 1 perceived

that they were receiving no help but the tone of their

responses would indicate that they felt they needed help.

None of the resource people agreed on the source of help

or how it was to be supplied.

FIGURE 14

GRAPHIC ANALYSIS OF HELPING TEACHER G'S ROLE

HELPING NEW TEACHERS ANALYZE STUDENTS' NEEDS
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In Figure 14, teachers A and B were assigned to princi-

  

pal 1's building. Teacher A perceived that help was available

from the helping teacher but did not feel that he had needed

her help in analyzing students' needs. This teacher had

grown up in a similar environment and both the helping

teacher and the principal agreed that he was relating satis-

factorily to the needs of his boys and girls with a minimum

amount of help. Teacher B had prepared to teach at the

secondary level. She perceived that she had needed almost

constant help from the helping teacher to adapt her instruc-

tional program to the children's levels of achievement and
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in developing expectations that were realistic.

Teachers C and D related to principal #2. Both agreed

with the principal that there were many sources of help for

analyzing students' needs but that the helping teacher was

most accessible and most helpful.

The helping teacher has been helpful to me in grouping

my students by reading levels and in identifying each

one's weaknesses. When we find and identify their

needs we try to develop experiences which will overcome

their problems...

...The conferences with the helping teacher have been

most helpful. She asks the right question at the right

time...She has been sort of a sounding board... She

has demonstrated different ways of involving youngsters.

Both principals identified the helping teacher as being

the most help to the new teachers in identifying and analyzing

students' needs. They perceived the helping teacher as

working with new teachers in studying the cumulative records,

in the testing program, in the home visitation program, and

in the reading program. Both principals thought that the

principal had to set the administrative stage which supports

this kind of activity...which encourages teamwork and the

sharing of ideas.

The members of this group, the new teachers, the

helping teacher and the principals, agreed that the helping

teacher was the source of help. They indicated that one of

the reasons why she was helpful was because she was

accessible. The consultant was the only dissenting member

of this group.

Summary pf Pupil Guidance and Evaluation

The content analysis of the interviews revealed that
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the role of the helping teacher was perceived much dif—

ferently in each of the seven groups and that even within

each group the role was viewed differently.

Helping teachers C, E, and G perceived their res-

ponsibilities in much the same manner as did the new

teachers and principals to whom they were assigned. Helping

teacher D was perceived as a source of help but was not per-

ceived as being accessible because of other responsibilities.

Therefore, D was included with helping teachers A, B, and F.

The evidence collected in the interviews indicated that the

roles of these helping teachers were not clearly defined and

that in a number of instances the new teachers did not

perceive that any help was available to them.

The consultants did not perceive that the helping

teacher was responsible for helping new teachers analyze

students' needs but perceived that this was their respons—

ibility. They thought that the new teachers' orientation

which they had planned provided the help needed. Not one

of the teachers identified the orientation session as being

helpful.

The new teachers perceived that the helping teachers

helped them in the following ways:

1. by helping them interpret the test scores and the

accumulative records. (nine teachers)

2. by working with them in determining ability levels

and identifying and defining youngsters' abilities

and limitations. (eight teachers)

3. by sharing their experiences in working with these

youngsters and the insights into their cultural

background. (seven teachers)
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. by working with the teacher in the classroom as

a team worker. (four teachers)

by helping develop materials and plans to meet

the students' needs. (three teachers)

by making resource people available. (three teachers)

by taking time to sit down with the new teachers

informally and discussing problems. (20 of the 30

teachers alluded to this in at least one of their

responses. It was placed in this summary because

there is evidence throughout the interviews that

new teachers were particularly appreciative of this

kind of help.)
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Helping New Teachers Utilize School and Community Resources

One of the major responsibilities of the helping teacher,

as defined in the job description, was helping new teachers

become aware of the school and community resources and help-

ing them utilize these resources in planning instructional

experiences for boys and girls. (See item 4 of Appendix A).

The following question was posed to each member of the seven

groups in order that the helping teachers' contribution to

this area could be studied:

 

Question 2. How have you been helped in becomin

acquainted with the school—and communipy

resources and helped $2 the utilization

gfthese resources?

 

  

FIGURE 15

GRAPHIC ANALYSIS OF HELPING TEACHER A'S ROLE
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Helping teacher A was assigned to two buildings. Both

principals relating to this helping teacher worked very

closely with her in planning the pre-school orientation

programs. An actual field trip to the instructional center

was planned for each teacher. The helping teacher as shown

in Figure 15 became the source of information and served as

a contact person and a coordinator of the utilization of

these services. Teacher C's comments summarized the per-

ceptions of this group except for the consultant.

Most of all by the helping teacher...she set up an

orientation program at the center for instructional

materials early last fall. One of the staff members

reviewed the catalogue system and the utilization of

the audio visual materials...the helping teacher has

helped us in booking and coordinating our use of these

materials...she makes suggestions of materials we

might use in our class...we have a catalogue of field

trips in our principal's office. She helps us schedule

field trips too.

The new teachers, their principals, and their helping

teacher agreed that this was the helping teacher's respons-

ibility. The consultant perceived helping new teachers

use school and community resources was her responsibility

and did not mention the helping teacher as a source of help.
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FIGURE 16

GRAPHIC ANALYSIS OF HELPING TEACHER B'S ROLE

HELPING NEW TEACHERS UTILIZE SCHOOL AND COMMUNITY RESOURCES
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In Figure 16 all of the teachers identified the helping

teacher as a source of help in utilizing school and community

resources. Each one of them perceived the role slightly

different. Teacher A saw the helping teacher as a coordi-

nator of the uses of these resources. Teacher B perceived

the helping teacher as making concrete suggestions for the

appropriate use of these resources:

The helping teacher was most helpful because she was

available. The instructional materials center teacher

just sent out bulletins...I would read them over and

I wouldn't see how I could use them in my class. The

helping teacher helped me so much because she was right

here...sometimes watching...sometimes helping...some-

times she would take over a part of the class and use

certain materials to show me how they could be used

and how they helped children...the way she could work

in a variety of material and communicate with the

children really made the difference.

Teacher C perceived the helping teacher not only as a

coordinator of the utilization of both school and community

resources but also as a supervisor who evaluated the
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effective use of these resources and made suggestions for

improving the use of certain kinds of materials.

Teacher D identified the bulletins prepared by the

helping teacher as being helpful but believed that the

short grade level meetings held by the helping teacher near

the beginning of the year were most helpful, because these

meetings kept the new teachers aware of the resources and

their possible utilization at a time when it was most

meaningful.

The helping teacher's responses and the principal's

were in agreement with teacher D's comments. Among the new

teachers was a number of differences in the perceived

manner by which the helping teacher provided help in the

utilization of both school and community resources at the

building level. However, every member of this group except

the consultant identified the helping of new teachers to

use school and community resources as the responsibility

of the helping teacher.

FIGURE 17

GRAPHIC ANALYSIS OF HELPING TEACHER C'S ROLE

HELPING NEW TEACHERS UTILIZE SCHOOL AND COMMUNITY RESOURCES
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In Figure 17 the graphic analysis of the responses of

each individual indicated that the helping teacher was the

source of help available to the new teachers in becoming

aware of the school and community resources. An analysis

of the comments revealed that she provided this help in

many different ways:

She provides us with lists of resources available both

within the schools and the community...audio-visual

materials at the center...possible field trips....

curriculum guides.

She refers us to the right person to help us with

particular children's problems...diagnosticians...

remedial reading teachers...home counselor...consul—

tant....visiting teacher...

She coordinates our use of these resources....schedules

field trips...makes arrangements for bus service...

Both principals assigned to this group of teachers

perceived the helping teacher as providing excellent help

to the new teachers in getting them acquainted with the

school and community resources and utilizing these resources.

....Prior to this year it was a difficult problem...We

only had an opportunity to work with the new teachers

in a broad orientation program...The new teachers at

that time were more interested in concrete and more

immediate concerns, which school they were going to

be assigned to....room assignment.....the kids they

were going to have. As principal I have always tried

to help and counsel whenever I could but during the

first weeks of school my time is absorbed in enrolling

the 100-125 new enrollees...trying to find out what has

happened to some of the students who haven't enrolled..

taking care of transfers...and trying to assign stu-

dents to rooms....It is a difficult time for new

teachers....The children are trying out the new teacher..

if he or she is going to get in command of the situation

.....materials are needed....counseling is needed....

and it is needed now. The helping teacher has been a

great aid in getting all the materials when they are

needed. New teachers have been able to take advantage

of our resources with less hesitation because of the

wise counseling and help of the helping teacher....
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...The helping teacher makes all the bulletins which

arrive in this office available to the new teachers...

She meets with the new teachers in small groups...They

discuss and exchange ideas on how to utilize different

kinds of resource materials and resource experiences.

It is amazing how some of these new teachers are de—

veloping experiences which get away from the textbook

yet cover the same content...

Each member of this group had substantially the same

expectations of the helping teacher and perceived her as

being helpful in many of the same ways.

The consultant who was assigned to this building but

had an office in the central office was not aware of the role

of the helping teacher as it had developed in helping the

new teachers become aware of school and community resources.

Her comments were as follows:

Well, I think that this is done in a number of ways.

I don't think it is a well organized endeavor...The

consultant through conferences may suggest certain

kinds of experiences for the children. The principals

make similar suggestions. Something is done in the

new teacher orientation, but I don't think that they

remember very much of it. I don't think the orienta-

tion of new teachers is too meaningful in terms of

long range planning and carry-over...They have so

many problems in getting adjusted during the first

year or so, that they are really not encouraged to

make field trips and go out into the community too

much...
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FIGURE 18

GRAPHIC ANALYSIS OF HELPING TEACHER D'S ROLE

HELPING NEW TEACHERS UTILIZE SCHOOL AND COMMUNITY RESOURCES
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The four teachers included in the group diagramed in

Figure 18 were unique to the total sample of teachers in

that they all were hired effective the second semester of

the school year 1964-65. They missed the orientation pro-

gram at the beginning of the school year. Two of them did

not feel that they had had any help in becoming acquainted

with school and community resources. They felt that it

had been left for each individual to discover what was avail-

able by himself. Teacher A found the instructional materials

center most helpful but teacher D saw no need to use instruc-

tional services or field trips.

Teacher B perceived that the helping teacher coordinated

the classroom teacher's use of the many resources which were

available. This teacher indicated in his comments that

information concerning the resources which were available
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came to him through the building principal and the adminis-

trative assistant to the principal. Teacher C claimed that

he had been informed of the resources available by the help-

ing teacher but that he had not used them because he had

not seen any particular advantage in doing so.

Neither the helping teacherxunrthe building principal

identified anyone as having any responsibilities for helping

new teachers utilize school and community resources. The

helping teacher commented:

We have a booklet in each building on community

resources. This was developed by a graduate class

last summer. It is available to the teachers from

the secretary's desk in the principal's office. It

tells them about all kinds of experiences they can

plan for with their students.

The building principal perceived that the classroom

was surrounded by all kinds of human resources and that all

the classroom teacher had to do was to ask for a certain kind

of help and it would be forthcoming.

The last statement defined the relationship that existed

in this school. Both principal and helping teacher were in

agreement in perceiving that all kinds of resources were

available on request. Teachers were reluctant to take

advantage of this kind of permissive organization or had

not perceived these resources as being readily accessible,

or if they did, did not perceive the contribution that these

resources could make to enriching and extending the educa-

tional experiences of the classroom.

The consultant perceived that the orientation programs

in the fall introduced these resources. She stated that
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school personnel were frequently invited to staff meetings

to discuss their services but that a great deal of the

information they gave was bewildering to the new teachers

because they were unable to relate these resources realis-

tically to their own particular classes' needs.

The consultant very aptly described the situation that

existed in this building.

FIGURE 19

GRAPHIC ANALYSIS OF HELPING TEACHER E'S ROLE

HELPING NEW TEACHERS UTILIZE SCHOOL AND COMMUNITY RESOURCES

 

 

  

TEACHER A HELPING TEACHER E

TEACHER B PRINCIPAL
  

TEACHER C ———-- r—r—MELPINTEACHER/ CONSULTANT

TEACHERD/

In Figure 19, all of the teachers perceived the helping

 
  

 

 

teacher as the source of help in becoming acquainted with

and in using school and community resources. They also

perceived that their experienced fellow teachers and the

principal were making suggestions which were helpful in

specific instances.

These teachers perceived that the helping teacher was

helping them by:
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. keeping them informed of what was available

in the central library and the instructional

materials center.

. helping them find specific kinds of materials

or human resources to help them with certain

kinds of problems.

. working with them in the selection of resources

which would enrich their classroom experiences.

. making suggestions.

One teacher commented:

...It has taken me a long time to get involved in using

these resources...The helping teacher has been after

me to use some of them. I was slow to get them...I

was afraid I wouldn't know what to do with them..I was

so occupied with discipline problems....I was afraid

I would lose control of my class...The helping teacher

came into my class and worked with me in using all

kinds of resource materials...I now use practically

every kind of visual aid and field trip and my students

are not really the problems they used to be...they are

interested and they are learning more.

The helping teacher perceived herself working with the

teachers helping them realize that youngsters learn many

difficult concepts more readily if the classroom unit was

enriched with the right kind of materials and field trip

experiences. She perceived that her role was not only

keeping the teachers informed of what was available but in

helping select the experience which reinforced and extended

the classroom activity.

The principal perceived the helping teachers respon-

sibilities in much the same manner as the helping teacher.

He believed, however, that the observation of other teachers

and their suggestions for using materials and field trips

should be shared with the new teachers to help them realize

the importance of using a variety of materials and resources

to complement the classroom unit.
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All members of the group at the building level per-

ceived the helping teacher as the source of help for

utilizing school and community resources. The consultant

perceived that the orientation at the beginning of the year

was the organized activity that helped the new teachers in

 this area.

FIGURE 20
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perceived that it was her role to help new teachers become

acquainted with and utilize school and community resources.

Both principals perceived this responsibility as being

theirs. They devoted a small amount of time to this in the

Orientation program at the first of the year. The new

teachers were provided with a Teacher's Handbook which



127

catalogued the resources available. The principals reviewed

this with the new teachers and briefed them on the procedures

to be used in securing the resources for their classroom.

They assumed that teachers would take advantage of the

printed bulletins and ask questions.

Teacher A found the orientation presentation of the

principal ineffective and felt that "..you just kind of

nose around and find out for yourself.." This teacher

asked for help and felt that he was ignored. Teacher B's

reactions were similar but he did at least take advantage

of the library. He had 75 resource books in his classroom

for student use. Teacher C had been a practice teacher in

the Flint Schools and the supervising teacher had insisted

that she become thoroughly aware of all the community re-

sources, as well as, the school resources. She did not

perceive that she had had any help from anyone during her

first year on the job. Teachers D and E perceived that

they could make arrangements to use field trips through

their building principal but neither one had.

Role conflict existed in this group. The helping

teachers saw this as her responsibility. Both principals

perceived that this was their responsibility. Teachers

failed to use the resources.

In Figure 21, helping teacher G was assigned to two

buildings. Teacher A perceived that he was informed of

the resources available to him by the helping teacher but

had.not used any of them. Teacher B became aware of the
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resources that were available through the bulletins which

the helping teacher had prepared and sent out from the

principal's office. This teacher identified the faculty

meetings in which the principal gave the teachers information

FIGURE 21

GRAPHIC ANALYSIS OF HELPING TEACHER G'S ROLE
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about the instructional materials center and shared informa—

tion with them regarding a survey of parents interests as

being most helpful. Teacher B did not realize that the

helping teacher was responsible for the development of the

bulletins sent from the principal's office. Helping teacher

G devoted a great deal of time and effort to identifying both

school and community resources. These were pulled together

and set forth in this bulletin. The helping teacher also

developed bulletin board displays to report ways teachers

were using community resources so that ideas of how other

teachers were using these resources would be visually evident

to the new teachers.
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Teachers C and D were in the building administered by

principal 2. Neither teacher identified the helping teacher

as a source of aid but identified their fellow teachers as

being helpful. The helping teacher did not perceive that

these teachers were using the school and community resources.

The same techniques were being used in this building as she

was using in the other building. There was no indication

that the bulletins or the bulletin board displays were

effective in this building.

Principal 2 perceived that teachers had many resources

which were available to them and that good teachers would

ask for the material when they needed it.

The consultant assigned to these two schools perceived

that the principal and the consultant both had responsibi-

lities for informing the new teachers of school and

community resources. Conferences and orientation programs

were identified as the chief means of giving the new

teachers help. However, the use of the orientation pro—

gram was seriously questioned because there was little

long range planning and probably little carry over. The

new teachers were perceived as having too many problems in

making adjustments to the classroom situation to really use

field trips.

No agreement existed in the group as to whom should be

responsible for helping new teachers become aware of com-

munity and school resources.
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Summary—--School and Communipy Resources
 

The content analysis revealed that the role of the

helping teacher was perceived much differently in the

seven groups and that within each group there were per-

ceived differences.

Helping teachers C and E perceived their responsibilities

in much the same manner as did the teachers and principals

to whom each was assigned. Each member within these two

groups clearly identified the helping teacher as a source

of information on school and community resources, but more

than this, they perceived the helping teacher as working

with them in selecting the resources that would complement

the classroom activities. They perceived the helping teacher

as making suggestions on what materials or experiences to

use and then demonstrating how they might be used. Prin-

cipals perceived the new teachers as utilizing both school

and community resources because of this help from the helping

teachers. Teachers perceived that the utilization of these

resources had made their instructional programs more interes-

ting and as a result they had had fewer discipline problems.

The guidelines for responsibilities were not quite as

clear in the group assigned to helping teacher A. However,

there was agreement that the helping teacher was the source

of information and served as the contact person who co-

ordinated the use of school and community resources.

Helping teacher B perceived herself as a member of a

team composed of herself, the principal, and the instructional
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centers teacher. Her responsibility was to work with the

teacher and with the other members of the team in bringing

all the resources to bear upon the needs of boys and girls.

All the members of this group perceived the helping teacher

in the same manner. The role definition was very precise.

Helping teacher D and her principal agreed that there

were many resources available on request. However, teachers

were reluctant to take advantage of this kind of permissive

organization or had not perceived that these resources were

readily accessible, or if they did, they did not perceive

that the resources could make any contribution toward en-

riching and extending the classroom experiences.

Helping teacher F was the only one in her group that

perceived that she had any responsibilities for helping the

new teachers become aware of school and community resources.

Both principals to whom this helping teacher was assigned

perceived this as their responsibility and the teachers

accepted their point of view.

In the case of helping teacher G, all the teachers in

principal 1's building identified the helping teacher as one

of the sources of help but tended to agree with the principal

that this was one of his major responsibilities. Principal

2 perceived that there were many resources available and

that good teachers would ask him for them when they needed

them. The teachers in this building indicated that they

try to get help from their fellow teachers.
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Helping New Teachers Utilize the Curriculum and Philosophy

pg the Flint Schools

 

 

It was assumed that every school district developed its

own philosophy and that from the philosophy the curriculum

program of the district had evolved. A review of the job

description of the helping teacher revealed that many of the

responsibilities listed were related to helping the new

teacher understand the curriculum of the Flint Public Schools

and implement its use into the classroom. No specific men—

tion was made in the job description of the term philos0phy.

(See Appendix A.) However, it was incorporated into this

question to determine if any efforts were made to help new

teachers understand the philosophy upon which the curriculum

had been developed. The following question was submitted

to each individual included in the study:

Question #3. How have new teachers been helped ip

becoming familiar with the curriculum and

the philos0phypf the Flint Schools?
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Not one of the four teachers in Figure 22 identified

the helping teacher as a source of help in becoming acquain-

ted with the philOSOphy and the curriculum of the Flint

Public Schools.

Principal 1, to whom teachers A and B, were assigned

believed that the helping teacher was the primary source

of information and help to new teachers. He perceived

the helping teacher working with the teacher and keeping

them informed of what they should be doing in the classroom.

The principal observed and supervised to be sure that the

classroom teacher was following the helping teachers sug-

gestions. He perceived that philos0phy was "...an ongoing

concern. I hOpe it rubs off me and the rest of the staff

members....during the year."

Principal 2 perceived that the orientation sessions

were the chief means of informing the new teachers of the

Flint Philosophy. The helping teacher and the principal

were perceived as being responsible for helping the teacher

become familiar with the curriculum. The curriculum guides

were regarded as providing a broad outline of what should

be taught in the classroom. This principal believed that

this had always been the principal's responsibility but that

this year the helping teacher was constantly with the teachers

and that, therefore, there was not as much help needed from

the principal.

The two teachers working in the latter's building per—

ceived the situation differently:
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...What curriculum? We have no guides. As to curri-

culum. We have the basic outline in social studies...

I have no books. I have thirty children and 15 books.

The curriculum as it is set up would demand that I

have as many different books as I have students if I

were to have each student reading at his level...We

haven't had any curriculum meetings to discuss

curriculum...I am the only fifth grade teacher here

so I can talk to no one....

...There are two paper backed typed manuals in my desk--

one in reading and one in arithmetic. This is all the

help I have. In social studies I just go by what I

have taught in upper grades in another school system.

I have used the social studies books in developing

units around the child's environment...l have no clear

understanding of the philosophy of objectives of educa—

tion as they are carried forth in the Flint Schools....

The consultant perceived that all new teachers were

informed of the Flint Philos0phy of education through the

orientation program at the beginning of the year and by

the Teachers' Handbook.
 

No agreement existed in these two buildings as to whom

was responsible for helping new teachers become acquainted

with the Flint instructional program. Teachers did not

perceive that they have been receiving satisfactory help.

In Figure 23, teacher A did not perceive that there were

any curriculum guides.

...at least I haven't seen any...there's nothing...

the textbook is the guide....I just delete or add

what I want...
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FIGURE 23

GRAPHIC ANALYSIS OF HELPING TEACHER B'S ROLE
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Teacher B and C identified the helping teacher as their

primary source of help with curriculum because she was

accessible and when questions developed they could get their

answers from her.

Teacher D had experienced her practice teaching assign—

ment in this building and perceived that her supervising

teacher had supplied her with help and guidance in becoming

acquainted with the curriculum and the philosophy of the

schools.

The helping teacher perceived herself working with

these teachers in small groups by grade levels. She thought

that she was close to the group and was aware of the problems.

Classroom observations were followed by conferences in which

the helping teacher made suggestions which would implement
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and support the development of the Flint program in the

classroom.

The principal did not believe that anyone was providing

this kind of help in his building or any other building

within the school system at a meaningful level. He per-

ceived that most of the efforts of the resource people were

directed toward trying to provide the classroom teachers

with help which would enable them to maintain control of

their classroom.

The consultant perceived that:

The philosophy is spelled out for them in the orienta-

tion program. It is a part of the handbook...The

philOSOphy as it is interpreted by the leadership in

the building is another matter. In some cases the

building staff meetings are devoted to this...some-

times there is nothing...We seem to give more stress

to curriculum. We always plan a rather lengthy

conference after school or before school, or during

the noon hour for this. We go over the expectations

for this child in this room. We review the kinds of

help specific teachers need...the guides that are

available....if the teacher doesn't have them we get

them for them. We do this many times during the year.

Very little agreement existed in the perceived role of

the helping teacher D as it was analyzed in Figure 23.
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FIGURE 24

GRAPHIC ANALYSIS OF HELPING TEACHER C'S ROLE

HELPING NEW TEACHERS IN UTILIZING
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In Figure 24, teacher A perceived that she had received

little help:

I have had very little help. I have read the pamphlets

that are available. The helping teacher has got the

3rd grade teachers together and told them what books

they should use.

Teacher B's comments were similar to teacher C's:

We do have a course outline which I follow. The helping

teacher sits down with this as a guide and reviews what

we are doing by grade level. She makes suggestions in

which she indicates the areas we need to give more time

or in areas where we feel we have problems.

Teachers D and E did not perceive that they were receiv-

ing any help.

I have looked this up on my own and I have been going

by myself. I think that the reading and language arts

need the most stress so I have been trying to orient

their work to help their needs in comprehension.
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...We are given the materials and curriculum that are

used in the rest of the schools...We are free to alter

the curriculum in any way to meet the needs of our

classroom. My children cannot read their 5th grade

social studies book so I am writing my own social studies

program with the same theme in mind...

The helping teacher perceived that she had major responsi-

bilities for helping new teachers become acquainted with the

curriculum. She perceived that she worked very closely with

them.

...I have many conferences with each teacher....I try

to suggest the kinds of instructional aids that are

available....the curriculum outlines. We work on

lesson plans using the curriculum guides. We discuss

our approach to the reading program and the use of the

reading levels. I provide them with materials that

they can use at the varying reading levels. Sometimes

we take a textbook and the lists of resources and

develop a unit together to implement the types of in-

structional program boys and girls need...

Both principals perceived that it was their responsibi-

lity to help new teachers become familiar with what they were

expected to teach in the classrooms. They both perceived

the orientation period at the beginning of the year as the

major source of help for new teachers in becoming acquainted

with the philOSOphy of their school but hoped that each

faculty meeting provided the new teachers with some insights

that should contribute to their better understanding of the

task at hand.

The consultant assigned to this group perceived that

there were a number of ways of helping the new teachers.

...in conferences...we take the curriculum guides we

have and discuss them with the teachers....As far as

philOSOphy...we do this as we encounter the problems.

When we see teachers teaching all the youngsters from

one book, we explain our reading program....The importance
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of instruction that grows out of a need....The best

way to help a teacher with these problems is to go into

her classroom and show her by demonstration...then

explain why you did certain things....to follow through

to see that she does it....give her support in similar

situations.

Figure 24 revealed little agreement in the perceived

role of the helping teacher as it relates to helping the new

teacher use the curriculum in the classroom.

FIGURE 25

GRAPHIC ANALYSIS OF HELPING TEACHER D'S ROLE

HELPING NEW TEACHERS IN UTILIZING

THE CURRICULUM AND PHILOSOPHY
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The four teachers identified in Figure 25 started

teaching the second semester and missed the orientation

program at the beginning of the school year.

Teacher A perceived that the Teacher's Handbook was her

major source of help.

There is a little booklet that tells you what is

expected...what you are supposed to teach. It tells you

to go as far as you can with your children. Other than

that I have more or less felt my way along using the

workbook. No one has given me any help....
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Teacher B did not perceive that he had received any

meaningful help.

Outside of saying here is the primary cycle spelled out

in this pamphlet that's about the only help I have had.

I was really lost....I wish some one had been able

to sit down with me and really tell me what I was

supposed to be doing...

Teacher 0 was the only teacher in this group who per-

ceived that the helping teacher was a source of help in this

area.

very

I go directly to the helping teacher. She is always

very direct and tells me exactly what I should be

doing...

Teacher D believed that the new teachers needed a

well organized program to help them know what they

should be doing.

I believe you need a broad understanding of what

you're supposed to be teaching. You can't get it

from a fellow teacher too well. You have to have some-

one who can really communicate to you in terms that

you can understand....You need someone who can sit

down and really discuss your whole area of responsi-

bility and how it fits into the total picture. Too

much of our information is a random sample of what we

should know...

The helping teacher assigned to the teachers in Figure

25 did not perceive that she had responsibility for helping

these teachers with curriculum.

We have a pamphlet on this and they keep copies of

these materials in their desks. At the orientation

at the beginning of the year the principal discusses

curriculum and philos0phy at some length.

The principal in this group responded to question 3

in this manner:

I wish I could say through the orientation program

which is provided the new teachers each fall...This
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just isn't so. Only through the constant contact with

the helping teacher and myself are we able to help

them....through planned conferences...repeating the same

thing over and over again...We hope over a period of

months to get some type of orientation across to the

new teachers of the system and the ways that we expect

to get things done.

The consultant assigned to this group was the same one

that was assigned helping teacher C's group. Her comments

were reported under Figure 24.

Only one of the teachers in this group perceived the

helping teacher as a source of help for curriculum infor-

mation. The helping teacher perceived that the orientation

program and the principal using the printed materials was

adequate help. Three of the teachers perceived that they

were not securing any help and one believed he was in de-

cided need of help. The responsibilities of the helping

teacher had not been clearly defined or communicated to those

whom she was to serve. Teachers did not perceive that they

were receiving help.

FIGURE 26

GRAPHIC ANALYSIS OF HELPING TEACHER E‘S ROLE

HELPING NEW TEACHERS IN UTILIZING

THE CURRICULUM AND PHILOSOPHY
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In Figure 26, three of the teachers identified the help-

ing teacher as a source of help in becoming acquainted with

the curriculum of the Flint Schools.

Teacher A had found the helping teacher's explanation

of the reading curriculum helpful.

asa

help.

The helping teacher explained the curriculum guide

for reading to me by showing me what was expected from

a student at each level...In other areas I have been

using the same books I had in my practice teaching in

Mississippi so I have just made out my schedule using

the same procedures that I used in my practice teaching

situation.

Both teachers C and D identified the helping teacher

source of help but in different ways.

The helping teacher has given me manuals to let me know

what to expect from second graders....so I'll know where

to start with my children and know how far I should

take them during the year. I found the opportunity to

visit another classroom, which was made by the helping

teacher, was very helpful...

The helping teacher has given me a lot of suggestions

in social studies and science. She has suggested what

things to cover. She has given me some suggestions

and outlines...I haven't been helped very much. I

have some materials but if they have a curriculum

guide for everything, I don't have one. The general

guide for reading is helpful...

Teacher B did not perceive that he had received any

He had used the textbooks and the printed materials

which were available and had decided what he would like for

the students to do.

The helping teacher perceived that the orientation at

the beginning of the year provided the teachers with an over-

view of the philosophy and the curriculum but that she had

had to work on this constantly throughout the year in all of

her contacts with the teachers whether it was in individual



143

conferences or in group meetings by grade level.

The principal perceived that this was his responsibility.

He believed that the extended day program truly expressed

the philosophy of the Flint Schools so he tried to have his

teachers become acquainted with this program whenever he

could work it into their schedules.

There was no common agreement as to who was to supply

the help to the new teachers in helping them become ac-

quainted with the curriculum. Nor was there any clearly

defined way that this help was to be provided.

FIGURE 27

GRAPHIC ANALYSIS OF HELPING TEACHER F'S ROLE

HELPING NEW TEACHERS IN UTILIZING

THE CURRICULUM AND PHILOSOPHY
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In Figure 27, helping teacher F was assigned to two

  

  

  

   

 

  

 

 

 

buildings. Teacher A was assigned to principal #1. The

other 4 teachers were assigned to principal #2.
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Teacher A perceived the helping teacher as being quite

helpful in becoming acquainted with the curriculum of the

Flint Schools. The principal believed that the entire

administrative staff and the consultant staff tried to do

this in the orientation program before school starts. How—

ever, he did not think that this was very satisfactory

because: (1) New teachers were not required to attend but

'were orally coerced into coming: (2) It required new

teachers to arrive early thus shortening their vacation with-

out pay; and (3) The two days did not provide enough time

to get the job done.

Teacher B did not perceive that he had received any

meaningful help.

...the helping teacher is always busy with other kinds

of things. She is always at some meetings. I had not

actual contact with her.

Teacher C received no help other than that received

during the new teachers' orientation. Teacher D indicated

that she had received no help and made the following state-

ment:

There haven't been any formal meetings...l think

everything I have learned I have picked up on my

own...I have asked other teachers when I ran into

a problem. I had not conferences or no demonstrations.

Teacher E perceived her practice teaching experience in

the Flint Schools as being most helpful. She realized the

helping teacher was available to answer questions but had

never gone to her.

Helping teacher F did not perceive that she had any
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responsibilities in this area because: (1) All new teachers

had had an Opportunity to attend a fine orientation program

at the beginning of the year and had an opportunity to meet

and discuss these problems with the elementary consultants;

(2) In-Service meetings were available for those who needed

help; (3) The principal discussed these with them at the

time he introduced them to the building; and (4) All the

curriculum guides spelled out the philos0phy and the curri-

culum. Principal 2's response agreed with the helping

teacherls response.

The graphic analysis of the helping teacher's role in

Figure 7 indicated that there is almost a break down in

role definition.

FIGURE 28

GRAPHIC ANALYSIS OF HELPING TEACHER G'S ROLE

HELPING NEW TEACHERS IN UTILIZING

THE CURRICULUM AND PHILOSOPHY
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In Figure 28, teacher A and B were assigned to principal

#1. Teacher A, a subject area specialist, identified the

principal as the source of help for getting acquainted with
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the philosophy and the curriculum of the Flint Schools.

She had also contacted the science consultant for answers

to some of her questions. Teacher B identified the helping

teacher as the source of help.

The helping teacher gave me the basic topics we should

cover and the units as well as how to cover them.

Through her help I came to understand what the curri-

culum and philosophy of the Flint Schools is.

Both teachers in the second building identified the

helping teacher as a source of help. Teacher C's statement

summarized their point of view:

Most of the help came from the helping teacher. She

reviewed each subject area so that I knew exactly what

was expected of me as a classroom teacher. For example,

she used charts to show exactly what a child should

know by the time he gets to the third grade in language

skills and then showed me what he should know by the

time he leaves my classes.

Principal #1 believed that the principal should be the

educational leader in the building and perceived that the

principal should make every effort to convey information

related to curriculum directly to the teacher. Frequent

staff meetings were perceived as providing philosophical

background for the understanding of the curriculum. The

principal expected the helping teacher to follow through

after the meetings and work with the individual teachers in

develOping plans that would implement the curriculum into

the classroom instructional program.

Principal #2 believed that opportunities should be pro-

vided for the teachers to discuss the curriculum informally

at the grade level they were assigned. The helping teacher
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was invited to sit in with each of these groups as a par-

ticipating member. This arrangement provided a setting in

which the experienced teacher could contribute his under—

standing of the curriculum requirements. The principal

considered the helping teacher as the resource person

relating to these groups and expected her to indirectly

serve the group as a source of information and expected her

to ask questions which would keep them within the limits

established by the phiIOSOphy of the schools.

The helping teacher perceived that she was playing two

different roles in these buildings. She believed that the

informal groups in the second building were really develOp-

ing a keen understanding of what the curriculum should be

doing for boys and girls and felt that she was making a

contribution as a member of these groups.

...This group was the most effective I have ever seen.

They really went after their problems in a professional

way. I didn't feel at all excluded from the group...as

a non-teacher. I felt very much a part. I felt free

to express myself...Many times the experienced teachers

could explain things and I found myself in the good

position of being able to support some one else's

contribution rather than having to make all the contri-

butions myself. I liked this kind of informal activity.

It was exciting. The principal only sat in when he was

invited or had a particular problem that he wanted to

discuss with the group.

The helping teacher was recognized as the source of

help to new teachers in both of these buildings. There was

one exception in building #1. The subject area specialist

perceived the principal as the primary source of help. How-

ever, in the discussion that followed the interview the
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teacher revealed that the helping teacher had spent many

long hours after school reviewing the curriculum that this

teacher should be covering in her classroom. The helping

teacher was playing an entirely different role in the two

buildings.

Summary-~Curriculum and Philosophy
  

All the teachers assigned to helping teacher G per—

ceived that she was a source of help for helping them under-

stand the curriculum. Only one other group had a majority

of its members identifying the helping teacher as a source

of help. That was helping teacher E.

Thirteen teachers identified the helping teacher as

the primary source of help. Thirteen teachers did not

perceive that any help was available to them. Two subject

area teachers identified the subject area consultants as

their source of help. Two teachers who had had the oppor-

tunity to have their practice teaching experience in the

Flint Schools felt that their supervising teacher had

provided them with an excellent understanding of the

philosophy and the curriculum of the schools.

Help £p_Adapting Existing Materials 32 the Needs pf the Class
   

The review of the literature revealed that the creative

teacher devoted considerable time and effort to adapting

existing materials to the needs of her classroom through

careful planning. A number of the responsibilities enumerated

in the job description were indirectly related to this. A

question was developed on this subject and asked of all the
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individuals included in the study.

Question #4 How are new teachers helped in developing

new materials or in adapting—existing

materials to the needs of their class?

  

  

   

FIGURE 29
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In Figure 29, Teachers A and B were assigned to princi-

pal 1. Both of these teachers perceived that their fellow

teachers provided them with the most help in adapting

materials to the needs of their class. Teacher A believed

that he got most of his help from the informal discussions

he had with other teachers.

I believe the informal discussion groups have helped

me most. In talking with other teachers at my grade

level I have learned how to use the multiple materials

we have available so that each child is involved with

the materials at his level. It has been more of my

having to adapt to a more flexible class schedule in

order to use existing materials so they are most

meaningful to the child. I think formal meetings

stifle freedom of expression. Our principal suggested

that we get together and discuss ways of teaching

different areas at our grade level.

I get suggestions from other teachers...the professional
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literature in the teachers room is helpful. No one

in an administrative position has discussed this with

me.

The teachers in the second building perceived that they

had to do this themselves.

I‘do that myself. Sometimes I get ideas by watching

other teachers, but no one has discussed this with me.

I enjoy doing this myself. I try to develop all kinds

of art experiences that will get the students involved

in learning by doing.

The helping teacher considered most teachers very good

in adapting existing materials to the needs of their students.

She perceived that the teachers depended upon her for appro-

val or for suggestions. She believed that many teachers get

their ideas from magazines and newspapers.

Principal #1 did not believe that much was being done

to develop new materials. Most of the efforts were devoted

to adapting existing materials to students' needs. Multiple

materials were available in quantity and teachers were en-

couraged to use these materials and adapt them to the needs

of the individual student. He did not identify this as any

one person's responsibility.

Principal #2 perceived the helping teacher as working

closely with the teachers in developing their plans.

...She suggests the use of all kinds of materials from

the resource center. Anything that they request, we

see that they get. Our teachers have opportunities to

visit other classrooms to pick up ideas...We exchange

ideas and materials with other schools. I think that

the observations which are provided through the helping

teacher help the new teachers see what they can do.

Once they see what can be done, it is up to them to

exercise their own creative teaching abilities in

adapting methods and techniques to their own students.
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The consultant in Figure 29 believed that the helping

teacher was doing this but was not sure. The consultants had

been doing this in the past through displays.

Only one teacher in Figure 29 perceived being helped

in adapting materials or in developing new materials. A

breakdown in communication existed in this group. The

administration and service personnel perceived that the help

was available. The teachers did not perceive that they were

receiving any help nor did they identify anyone who was

accessible to ask for help.

FIGURE 30

GRAPHIC ANALYSIS OF HELPING TEACHER B'S ROLE

HELPING NEW TEACHERS ADAPT OR DEVELOP MATERIALS

FOR THEIR CLASSES
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Teachers A and B in Figure 30 did not perceive that

  

 

they had received any help from anyone. Teacher A's comments

set forth their point of view.

I don't feel I've had any specific helps. I think I

have learned to do this through the experiences I have

had in the classroom.

Teachers C and D both felt that the helping teacher had
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been very helpful and identified specific ways in which

they had been helped.

When I first came into the classroom my students had

no workbooks. The helping teacher directed me to them

and showed me how to use them. I made my own phonics

charts and the helping teacher gave me ideas of other

charts to make...The helping teacher has come in

several times and taken over reading groups. I had

never handled reading groups on my own except in

student teaching. The helping teacher came in and

organized my class and demonstrated how to work with

youngsters in groups according to abilities. It hasn't

been so much adapting materials to the class as it has

been my developing the kind of flexibility which will

enable me to use the materials I have to the best of

my ability.

The helping teacher has been the most help. We started

out with some books and bulletins which tell us what we

should be doing. I tried to follow them—-but nothing

worked. The helping teacher came in my class and worked

with me in develOping all kinds of teaching materials

such as charts, magnetic boards, flannel graphs....

many of her suggestions really worked. She provided

me with the most help.

The helping teacher perceived that she had an important

role in helping teachers in adapting and developing materials.

She set forth the following example of how she worked with

the new teachers.

....in the third grade...we ran into a problem with

multiplying. The children were at a stand still. The

teacher had a hard time seeing what she could do with

the group. Yesterday I went into her class...I gave

her some suggestions on how she could make things

simpler....I suggested that she might find the magnetic

board, which is available from the instructional

materials center, very helpful. This morning I took

her class while she went to the center to pick up the

materials. Tonight after school we will develop some

materials with which she can involve the youngsters in

concrete experiences which should help them learn the

concepts upon which multiplication depends. We use

every resource possible in trying to help the teacher

work with her class.

The principal perceived that the helping teacher was
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working closely with the new teachers in identifying the

needs for material and the need for developing new materials.

He pointed out that a group of mothers had volunteered to

come to school one day a week to make charts and materials

which could be used in the classroom to build educational

experiences.

The consultant perceived that this was her responsibi-

lity. She saw herself testing and evaluating needs and then

making recommendations to the classroom teachers.

Only two of the four teachers perceived that the helping

teacher was a source of help. Both the helping teacher and

the principal identified the helping teacher's contributions

in adapting and developing materials. The helping teacher

had not been identified by the two other teachers and the

consultant.

FIGURE 31

GRAPHIC ANALYSIS OF HELPING TEACHER C'S ROLE

HELPING NEW TEACHERS ADAPT OR DEVELOP MATERIALS
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In Figure 31, teachers A and B were assigned to principal

1. Teacher A perceived that most of his help had come from

one of the experienced teachers. Teacher B believed that

no one had provided him with any help. This teacher believed

that he had had to develop materials on his own.

...I have found out that most of these children can

learn more if they can actually see it...I do a lot of

demonstrating....My college preparation was helpful.

I have been able to develop many things by myself.

You can command the attention of children when they

see things being done. The first time I made a

demonstration, they were all eyes and ears...

Teachers C and D agreed that the helping teacher was

their primary source of help. They perceived that the

helping teacher had helped them in the following ways:

(1) by finding supplementary books and materials, (2) by

helping group the youngsters and helping the teachers

determine which materials should be used with which young-

sters, and (3) by using units which the teachers had pre-

pared she had shown them how to use other materials and

adapt existing materials to the needs of specific students.

Teacher E was a subject area specialist and had turned to

the subject area consultant for help. This teacher did not

perceive the helping teacher providing any help.

The helping teacher assigned to the teachers in

Figure 31 perceived that her demonstrations utilizing a

variety of materials were most helpful.

...I tried to give teaching demonstrations in reading

or any area that they indicated that they needed help.

They usually asked a day or two before they wanted us

to make the demonstrations. We try to get all kinds
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of materials together...books, audio visual materials,

everything that we can find that might contribute to

the objectives we are working upon in that class. I

have found that these demonstrations have been more

helpful than anything else I have done....I felt at

the beginning of the year that the teachers might be

reluctant to ask for help, but they have not been.

Seemingly the first teacher that received a reading

demonstration passed on so many remarks that were

favorable...other teachers felt they had to have the

same kind of help...The big problem has been finding

enough time with our other duties to fit this in our

schedule. They ask for more help than I have time to

give them.

Principal 1 believed that other teachers worked with

the new teachers on an informal basis.

Principal 2 believed that the helping teacher had

picked up his philosophy and was helping the new teachers

apply it in the classroom.

We believe that the only difference between a rut

and a grave are the dimensions. If the second year

teacher teaches his second year the same as he did

the first...there is no improvement. A new teacher

is encouraged to think...to be creative...not to be

afraid to try something new. Many times they want

to be secure. They work up lesson plans so that

they know exactly where they will be on a specific

day. This doesn't allow for individual differences.

It doesn't allow for experimentation. We throw

away last year's lesson plans and start over again.

The helping teacher works with each new teacher

helping them build a program for each child.

The consultant perceived that helping new teachers

adapt or develop material to the needs of the individual

child was her responsibility.

If the group in Figure 31 was considered as a unit,

little agreement existed on the role of the helping teacher.

Principal 1 perceived the new teachers working informally

with their fellow teachers. One teacher agreed and the
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other one did not perceive that he was receiving any help.

Two of the teachers, the principal, and the helping teacher

in the second building agreed on the helping teacher as the

source of help and all identified the helping teacher's

demonstrations as being most helpful. One teacher in this

group, the subject matter specialist, did not perceive the

helping teacher as being helpful.

FIGURE 32

GRAPHIC ANALYSIS OF HELPING TEACHER D'S ROLE

HELPING NEW TEACHERS ADAPT OR DEVELOP MATERIALS
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In Figure 32, teachers A, B, and C did not perceive

that they were receiving any help. The comments of the

teachers indicated that they were undecided as to what

they should be doing.

I don't feel that I have done any of that......I am

exploring little side things which aren't included

in our course of study. I have been having my class

develop oral reports. I don't know whether or not

this should be done in the 5th grade. I have been

strictly following the course of study. I expect

that I may try to do some new things next year.
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...I found that there isn't enough repetition in our

arithmetic books so I have used a workbook along

with some seatwork which I have developed...have done

this in about every area....some of my night course

work has exposed me to some resource books that have

identified some experiments we could do in class. I

never dreamed we could do these with students in

class. No one has really helped me on this type of

activity.

No help.

Teacher D perceived that the helping teacher had pro-

vided her with some help but not very much.

The helping teacher has helped somewhat. She has gone

over things with me. She has emphasized that I must

take the children where they are. She has pointed

out that I shouldn't be concerned if the second grad—

ers can't do the work they are supposed to be doing.

If they can't do that, just work with the first grade

materials. I have had no specific help and not time

to develop new materials.

The helping teacher assigned to the group in Figure 32

did not see that this was her responsibility. She per-

ceived that a staff writer was available from the central

office to write anything that was needed or suggested by

the building principal.

The building principal did not perceive that the local

building personnel had any responsibility in adapting or

developing materials to the needs of pupils. He perceived

the in-service programs and the peOple from the central

office helping the new teachers adapt existing resources

to the needs of the boys and girls. He believed that the

staff writer was the one that developed new materials.

The consultant perceived that this was her responsibi-

lity and used the conference situation to make suggestions.
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No agreement existed between teachers and resource

personnel in Figure 32 as to the perceived source of help

in adapting or develOping materials to the needs of boys

and girls.

FIGURE 33

GRAPHIC ANALYSIS OF HELPING TEACHER E'S ROLE

HELPING NEW TEACHERS ADAPT OR DEVELOP MATERIALS
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The four teachers included in the sample in Figure 33

agreed that no one had helped them adapt existing materials

or develop new materials to meet the needs of their class.

Two of them expressed the thought that they did not believe

that they had had time to do anything other than use the

materials which had been given to them. The other two

teachers perceived that they had been experimenting on their

own. They believed that most of their ideas had come from

their reading or chance conversations with their fellow

teachers.

The helping teacher believed that she was the primary

source of help and indicated that all they needed to do was
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ask for help.

...When they come to the point they realize that they

can't get something over to the child and realize their

methods will have to be changed, they sometimes come

in and ask for help. We try to review each child's

record and find the level that he is capable of doing

and help them adapt to a flexible schedule so they

can utilize all the materials they have available....

to help them adapt the material to the child's needs.

The principal identified the staff writer as one of

the resources available for the develOpment of new materials

but perceived the helping teacher as the most helpful person

available to the new teachers.

The staff writer has been assigned to write new

materials. The helping teacher, however, because of

her experiences with children like these, has been able

to help the new teachers adapt existing materials to

the needs of the children. Usually the new teachers

are unsure of themselves at the beginning and need to

follow the guides and teachers' manuals..We think we

need to be constantly bringing things into the class-

room experience which are not in the books~--meaning-

ful things for children. The helping teacher works very

closely with them in making suggestions...where they can

go, how they can get the material...how to develop a

unit plan...

The consultant perceived this as her responsibility

and said:

Several consultants have built exhibits of materials.

In all the BTU schools where I work, we take these

materials into the buildings and have workshops with

the teachers. These are teacher made materials. We

encourage them to go to the instructional materials

center. We call their attention to various films and

film strips. We often find community resource people.

In some instances the helping teacher may be doing

this type of thing. But I wouldn't know.

There was no agreement between the new teachers and the

resource people in Figure 33 in the identification of the

resource person that was available to help adapt or develop
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materials to meet the needs of boys and girls.

FIGURE 34
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In Figure 34, Teacher A was assigned to the building

under the administration of building principal 1. This

teacher identified her sister, an experienced teacher, as

her only source of help in develOping new materials or in

adapting existing materials to the needs of her class.

The four teachers in the other building were unanimous

in their observations that no one had provided them with

any help in this area. Their comments were as follows:

I had to do it on my own. I just had to dig in and

find my way out with materials and everything.

I had taught in another school. We had had some ex-

cellent help there, but none here.

No one. The textbook is the course of study. Why

should I try to change it.
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If I see something that other teachers are doing, I

try to adapt it to my class.

The helping teacher perceived that she was available

to help anyone if they asked her. No one had asked for

help.

Principal #1 in Figure 34 did not identify any person

as a source of help. He perceived the inter—university

seminars as being most helpful.

...These are set up especially for new teachers....

They have the Option of deciding what they want to

study during these seminars. Help is available to

develop educational materials to fit their educa-

tional needs. I think this is one of the biggest

helps. They can identify their problems. They can

spend a semester studying this problem and develop

materials with professional help...

Principal 2 perceived that the "buddy system" was

most effective. He assigned an experienced teacher to

work with each new teacher. He, however, thought that

there were certain dangers associated with this practice

if the experienced teacher had some weaknesses which could

be passed on to the new teacher.

The consultant was not sure that the new teachers were

receiving any help in adapting existing materials or in

developing new materials to meet the needs of their classes.

She hoped that the helping teacher was providing some help

but she had not seen any evidence that this was happening.

The teachers did not perceive that there was anyone

available to provide them with any kind of help. The

principals and the helping teacher identified different

sources of help.
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FIGURE 35
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In Figure 35, teachers A and B were assigned to principal

 

 

 

 

#1. Neither one of these teachers perceived that he had

received any help.

I don't think I have done that. I think I ran away

from that. I suppose I have just used what I have

here...

I think I have done this myself. I think one of my

major problems to begin with was expecting too much

from them. I have had to adjust the materials to

their level and not expect as much of them....

Teachers C and D were assigned to principal #2.

Teacher C perceived that she had tried to use many different

types of materials.

...I try to use all kinds of materials from the instruc-

tional materials center. I try to adapt them to my

students. I try to develop visual materials to illustrate

certain ideas that I am trying to communicate with

youngsters. NO one has suggested that I do this. It

has been my own doing. It was good experience. I think

this has paid dividends in motivating the youngsters.

Teacher D perceived that the helping teacher was most

helpful.
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...The helping teacher came right into my class and

worked with me. We develOped units together and de-

signed all kinds of visuals to keep the children

interested and to illustrate some of the basic con—

cepts we were trying to teach them...

The helping teacher in Figure 35 commented:

This varies with teachers. I would say very few really

develop new materials....It is difficult for most of

them to adapt existing materials to their classes. I

think it takes a really creative person to try this

the first year....perhaps intelligent. I think most of

them feel the pressures of being too inexperienced to do

this. One teacher (teacher D) has been able to do this.

This teacher is unique. He seems able to adapt almost

anything to the needs of his class. He feels free to

try something else if one thing fails. He is really

the only new teacher who has indicated a desire to do

this kind of thing. I found it easy to work with him

and make suggestions.

Principal #1 perceived that the new teachers have had

all the materials they need to work with these youngsters.

She identified the helping teacher as being available to

help them if they needed help in adapting materials.

Principal #2 saw no need for adapting materials or

developing materials because the guides clearly set forth

the program and all the teachers had to do was use the

books and follow the guides.

The consultant perceived that she provided this kind of

help on an individual basis in conference situations and in

workshops.

Only one teacher out of four perceived that the helping

teacher provided him with help in adapting existing materials

or in developing new materials to the needs of his class.

Neither principal indicated in any way that they were aware

of the role the helping teacher should play in this type of
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activity. One even commented that he did not think it was

necessary for teachers to adapt materials or develop new

materials to meet the needs of students. He believed that

all the material was available that they needed. No agree-

ment existed in this group on the role the helping teacher

was to play in this problem area.

  

Summar§ on Helping New Teachers Adapt 23 Develop Materials to

Mee e Needs of Students.
 

In the entire sample of 30 new teachers only four teachers

identified the helping teacher as a source of help for adapt-

ing existing materials or in developing new materials for

their classes. Eighteen teachers did not perceive that any

help was available to them. Four teachers identified their

fellow teachers as sources of help. Two believed that their

training had provided them with the kinds of understandings

which enabled them to do this by themselves. One subject

specialist had contacted the subject area consultant for help.

Helping teacher C was the only resource person who was

clearly identified as a source of help by all the personnel

to whom she related.

These teachers who identified the helping teacher as the

chief source of help perceived the helping teacher:

...reviewing things with me

...pointing out individual differences

...emphasizing the need to work with kids where they are

...finding supplementary books and materials for particu—

lar needs

...helping me group so as to be able to use materials

better

...working with me

...trying things over

...developing magnetic boards

...helping develop phonics charts
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The Experiences 2; Services Which Have Been the Most Help
 

to New Teachers
 

Question 2, What experiences or services have been the
 

most help to the HEW teachers in Flint

during thef? first year?

   

 

FIGURE 36
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In Figure 36, teacher A identified his fellow teachers

as providing the most help.

help

I would say the advice of my fellow teachers...The

teachers with long periods of service have under—

standings that are helpful to new teachers.

Teacher B identified the helping teacher as a source of

with some reservations.

...The helping teacher hasn't helped except when we

have been working on programs and she takes my classes.

Mainly because she doesn't have knowledge in my field...

In the beginning she came in and observed and made

suggestions on discipline. She is a terrific discipli-

narian and that is my weakest area. This was most

helpful...

Teachers C and D both identified the helping teacher as

the most help but for different reasons.
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The helping teacher is very cooperative. She tries

to be helpful. She does not actually understand her

own role. She will do anything I ask her to do...

I suppose the helping teacher because she is here and

I can grab her and ask her questions and if she doesn‘t

know she is real great for "I'll find out". However,

there are a lot of things, I guess for which there just

isn't an answer. She‘s given us help. I don't think

that it has been adequate help for what we need....

Both of these teachers felt that the orientation programs

and the in-service programs were a waste of time. Neither

of these teachers had had an opportunity to make a classroom

observation of another teacher.

The helping teacher believed that she had provided some

services which had been helpful.

In the area of classroom management I have actually

told them what I have done and given them some sug-

gestions on what they should do to manage the children.

I have demonstrated teaching and helped with grouping.

Every time I have demonstrated they seem to have

gotten some help. At least I have found them trying

to do some of the things which I have demonstrated.

Principal #1 perceived that the helping teacher worked

very closely with him in trying to help the new teachers.

He believed that most of their efforts during the first

part of the year were devoted to helping the new teachers

with discipline problems. He perceived that the demonstra-

tions which the helping teacher gave using the classroom

teacher's own students were helpful.

Principal #2 believed that the helping teacher was

the most help because she was accessible and could deal

with the problems at the time they occurred rather than at

a later date.
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The consultant was not sure that they got any really

significant help.

This is difficult to answer because I am not really

sure that we know what is helpful to these teachers.

I think that they get much help from the experienced

teachers. I think classroom observations help them.

I believe conferences in which they are given support

and encouragement help them. I think it just takes

time in some instances for them to become adjusted.

Only one teacher did not perceive the helping teacher

as a source of help. Otherwise this group agreed that the

helping teacher was the most help primarily because she was

accessible and could answer questions and help them at the

time the problem developed.

FIGURE 37
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In Figure 37, teacher A was a subject area specialist.

This teacher identified his fellow teachers as his source of

help.

Well, basically the most help that I have gotten is

talking with other teachers and finding out how they

work with certain problems...I believe that the
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inexperienced teachers can learn from those who have

worked with these children and developed some answers.

You can adapt these answers to your own situation.

Teachers B and D both identified the helping teacher as

the one who had provided them with the most help.

this

than

help

name

The helping teacher is the biggest help because she is

available to go into the classroom when needed or she

will just drop in and visit--later she may come back

after the children have left and offer some suggestions.

She has brought me materials-~made suggestions on

making lesson plan books....suggested some of the kinds

of things we should be doing. She has demonstrated by

taking over the reading classes for a couple of days.

She has used the plans which I have developed and then

made suggestions on how I could improve these.

The helping teacher, I would say that almost a thousand

percent of my help has been from the helping teacher.

If I asked anybody else for help they were very help-

ful, but as far as volunteering help or coming in and

helping me, the helping teacher was the most help.

Sometimes I didn't even know what I needed...

Teacher C had had her practice teaching experience in

building and believed that this had helped her more

anything else. If she were to identify any source of

that had been available during the past year she would

her fellow teachers.

Helping teacher B perceived that she was the primary

source of help for new teachers. She perceived herself as

working closely with teachers in identifying and defining

problems and then securing the help of resource people to

seek solutions to the problems.

The principal identified the demonstrations made by the

helping teacher as one of the most effective ways of helping

new teachers.

The actual demonstrations of the helping teachers pro-
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vide the most help to new teachers....Sometimes the

new teacher experiences trauma when she first relates

to these children. When the new teachers come from

the University, they are not prepared to teach in

situations like this. Everything that they have

learned to do, only contributes to their failure

during the first weeks. They are clutching for straws

or anything else that can help them cope with the

situation. The demonstration teaching of the helping

teacher shows them that the job can be done. It pro—

vides them with a model....a possible solution to

their problem...

The consultant identified herself as the source of help

available to new teachers.

I think getting into the classroom very early, and

establishing rapport with the new teacher is important...

the consultant must make every effort to be supportive--

just moral support at this time is important. If the

teacher recognizes that she is having trouble with the

instructional program, you give her help along this

line, but you have to take it step by step. If its

classroom control, then you try to suggest ways to

improve the instructional program to provide the kind

of classroom control she feels comfortable with. So

many times the behavioral problems are related to the

instructional program.

In Figure 37 two teachers identified the helping teacher

as providing them the most help. They perceived that she was

available to work with them when the problems occur-—-when

they needed help. They believed that she worked with them in

identifying the problems, in seeking solutions to the problems,

and implementing the suggestions. The helping teacher and

the principal were in agreement with the two teachers that

the helping teacher was the source of help. The principal

identified the demonstrations of the helping teacher as pro—

viding the best help because it provided them with a model

of possible success. The other two teachers perceived that

they got the most help from their fellow teachers. The
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consultant perceived that she provided the most meaningful

help.

FIGURE 38

GRAPHIC ANALYSIS OF HELPING TEACHER C'S ROLE
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In Figure 38, teachers A and B relate to principal 1.

of these teachers believed that the informal contacts

their fellow teachers provided them with the most help.

One of the older teachers who is going to retire in a

short time has had valuable experiences which she has

shared with me. She is a Negro and because of that has

been able to help me understand the Negro children in

such a way that I feel that I have been more under—

standing of their problems.

...I think the most help has been the unstructured

discussions and experiences that I have had with

teachers when they have dropped in before or after

school. These informal discussions about the many

problems which we have have helped me most...

Teachers C and D perceived that many things had helped

They considered getting acquainted with the neighbor-

as providing them with the most help. They perceived
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that they did this through talking with the youngsters after

school and through the home visitations. If they were to

identify a person that had provided them with the most help,

they would identify the home counselor because she had been

helpful in getting them into the kinds of homes where you

meet the kinds of parents that you don't encounter at the

PTA.

Teacher E identified the fellow teachers as her chief

source of help in much the same manner as did teachers A

and B.

The helping teacher in Figure 38 believed that there

were many resources available to new teachers, both in

materials and in resource personnel. She saw herself working

with the teachers in helping them utilize these resources

to meet the needs of the boys and girls.

Neither one of the principals identified the helping

teacher as the primary source of help. Both believed that

the home visitations and the contact with the boys and

girls provided the new teachers with the kinds of under-

standings which had helped them to adjust to their assign—

ments.

The consultant believed that the seminars and the

demonstrations made by the consultants had helped the new

teachers the most.

None of the new teachers identified the helping teacher

as the best source of help. Three of the teachers identified

the fellow teachers as being helpful through informal
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conversations. Two identified the home visits as did two

of the principals. The helping teacher perceived that there

were many resources available and that she worked with the

new teachers in utilizing these resources. The consultant

perceived that she provided the kinds of demonstrations that

were meaningful to new teachers. No agreement was present in

this group on the identity of the perceived source of help.

FIGURE 39
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Teachers A and B in Figure 39 did not perceive that

they had had any help since they had started teaching.

I have not been helped. Of course, I started in

January and they may have had some meetings at the

beginning of the school year...

I think that my experiences on summer jobs when I

worked with social agencies and when I worked on

construction jobs forced me to communicate with people

at their level. I can't say I have had any help that

has been very helpful..
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Teacher C identified many resources as being helpful,

including: fellow teachers, the principal, the art consul-

tant, and the helping teacher. However she placed emphasis

on the help she had received from the helping teacher.

Before I started teaching I had an opportunity to

talk with the helping teacher. This was invaluable

because it helped me see what I was getting into and

helped me to take on my new duties....

Teacher D believed that the study made by the community

school director of the community had helped him the most.

The community school director has made a comprehensive

study of this community. He shared this with us.

From this I had a chance to get some rather creative

ideas about how we could handle these youngsters in a

way they would like to be handled. This helped me by

informing me of the conditions under which these young—

sters live in their overcrowded homes.

The helping teacher believed that the demonstrations

which she had made had provided the new teachers with some

ideas of how they could teach these youngsters.

I have gone into their classrooms and made demonstrations.

Demonstrations on how to teach a class or how to teach

groups on a certain level when there are three or four

levels in one room. Demonstrations on how to manage

or keep this group working while she is working with

another group, I think having someone to talk with

them and have conference helps a lot....

The principal felt that the most effective services were

those provided by the helping teacher.

The most effective services that we have been able to

provide the new teachers are those provided by the

helping teacher. She works with them through planned

in-service staff meetings, through planned inter-action

with individual teachers, and by helping them become

acquainted with our building philosophy and objectives...

We have been trying to work with our staff to get them

sensitive to the youngsters' problems. The helping

teacher is in advantageous position to help with this kind

of project. When the teacher has a problem, she doesn't
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have to wait. The helping teacher is at her finger

tips. She need only to report to the helping teacher

or to me that she is having a problem in a given area

and the helping teacher will be there to assist her.

Along with this, the helping teacher poses no threat...

the helping teacher is not a consultant or supervisor...

she is in the building or in the classroom to help in

whatever way she can...the helping teacher helps those

who need help in preparing daily lesson plans prOperly..

if the teacher has problems with discipline the helping

teacher is available to go into the classroom and work

with the problem cases until order is restored. She

shares her insights and techniques with the new teacher.

She really provides an invaluable service to the new

teachers.

The consultant that was assigned to the group in Figure

39 perceived that the seminars that were held at the begin—

ning of the year were very helpful to some teachers. She

believed that the new teachers had to have opportunities to

work with these youngsters in small groups and to see some

one else demonstrate effective ways of relating to these

youngsters. This consultant did not identify the helping

teacher as providing any of these services but did identify

herself.

Only one teacher, the principal and the helping teacher

identified the helping teacher's services as being help for

the new teachers. The principal perceived that these services

were available upon request but three of the teachers did not

perceive that they had received any help from the helping

teacher. One of these perceived the community school direc—

tor as providing meaningful help through the sociological

study that had been made. The consultant perceived that she

was the resource person that should be relating to the needs

of the new teachers.
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of the teachers in Figure 4C perceived helping

teacher E as their primary source of help. They believed

she was helpful to them because:

She

She

She

She

She

She

The

keeps them informed of available materials and helps

them secure them for their classes.

makes demonstrations which show them how to utilize

grouping methods in working with students at

different levels.

is available to have individual conferences with

them before and after school to discuss their

problems.

meets with them regularly in small groups by grade

level and helps them become familiar with the

curriculum for that level.

makes suggestions for the utilization of the

materials that are available and helps them

develop lesson plans.

suggests classroom management techniques.

provides them with encouragement and support.

helping teacher perceived that she was providing

the kinds of help which the teachers identified as being

most helpful. This helping teacher perceived that each

teacher had to be helped in a different manner. Some

teachers could gain much from in—service programs, others

needed help day by day.

The principal identified the helping teacher as the best

source of help available to new teachers.

She

has

knows the problems of these children because she

worked with children from economically and socially

deprived areas for 10 years. She knows what the pro-

blems are and she knows how to help teachers help

themselves. She knows how to help them with everything

from lesson planning to discipline...

The consultant believed that it was important for the

consultant to get into the classroom as soon as possible and

establish good rapport with the new teacher. She believed

that the best help was the kind that provides the teacher with
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support and reinforcement. She did not identify the helping

teacher as providing any services to the new teachers.

FIGURE 40
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The personnel at the building level not only identified

the helping teacher as providing them with the most help but

agreed as to the kinds of help that were most meaningful.

FIGURE 41
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Teacher A in Figure 41 identified her fellow teacher as

supplying her with the most meaningful help. Teacher B did

not perceive that he had received help that was of any value.

...When I was getting into difficulty the art coordina-

tor came out, but it was too late..The principal called

him out. The principal had told me that he would be

glad to help with any discipline problems I might have

so I sent a few kids to the office. I never got any

help from the principal. He just sent for the coordi-

nator but I was too far gone by that time. The helping

teacher always seemed too busy with something else..

at some meeting. I really had no actual contact with her.

Teacher D perceived that he had not received any meaning-

ful help. In fact, he perceived the helping teacher as a

threat to his personal status.

The helping teacher came in at the beginning of the year,

but I don't know, I'm the type that would rather work

things out by myself. I found out that I didn't gain

much from her help. I do remember that I was having

one reading group remain at their desk and she suggested

I bring them up closer to my desk. She felt it might

help and it did. Other than that I can't see that she

helped me. Matter of fact I let her know that I pre—

ferred that she wasn't in the room. I didn't like her

general attitude. She left you with the feeling that she

wanted to be nice but she didn't quite know how to go

about it. When she left your classroom after a visitation

she would leave a little note saying she enjoyed the

class but you kind of sensed she wasn't satisfied. She

didn't say anything, she would talk to the students

about the things they were doing more than she would

discuss them with you...She gave you the feeling she

was kind of checking up on what you were doing...not

with you but with the kids in the class. Some of the

other new teachers had the same feeling...

Teachers C and E identified the principal as providing

them with the most help through the conferences that he had

had with them.

Helping teacher F perceived that she had helped the new

teachers with the demonstrations in which she had used their

own students.
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Some of them favor demonstrations by the helping

teacher working with their own class...organizing the

class, managing the class activities. Some of these

new teachers this year had never had practice teaching

experiences with boys and girls at this level. It was

helpful for them to actually see someone else work with

their students to see what kinds of relationships could

be developed. They need reinforcement and positive

directions...They need help in developing their lesson

plans and setting clearly defined objectives.

Neither of the principals relating to helping teacher F

identified any individual as providing the new teachers with

meaningful help. Both identified the principal as the primary

source of help but both believed that it was impossible to be

of very much help because of the other demands upon their

time. Both identified the teacher observations, the orienta-

tion programs, and the inservice seminars as being helpful.

The consultant agreed with the two principals on the

kinds of help that were most valuable but perceived that she

had a major responsibility to help new teachers.

Helping teacher F was the onlycnuein Figure 41 who

identified the helping teacher as providing help to new

teachers. Both principals identified this as their responsi-

bility and two teachers agreed with them. Two teachers did

not perceive that they had received any meaningful help.

In Figure 42 teacher A and C both identified the helping

teacher as providing them with the most help. Teacher A's

comments summarized both teacher's perceptions of the helping

teacher services:

...The helping teacher was a lot of help. She was a

liason between me and the principal. She was the person

I turned to with my questions, when I first started. The

helping teacher had discussions with the new teachers on
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discipline, maintaining classroom control, and any

other problem that we would encounter. The helping

teacher was most helpful with discipline. When I

had a problem with one boy, she and I talked to him

and helped me handle the problems. She gave me many

suggestions.

FIGURE 42

GRAPHIC ANALYSIS OF HELPING TEACHER G'S ROLE

PERCEIVED SOURCE OF MOST HELP

  

TEACHER o HELPING TEACHER G
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Teacher B did not believe that he had had any really

meaningful help. He felt that he had been able to cope with

most of his problems by himself. Both the principal and the

helping teacher in some of their responses indicated that

they would agree with this.

Teacher D perceived that the informal talks She had had

with the building principal had provided her with more help

than any other service. She believed that he helped her

define the problems in such a manner that she was able to

understand them and work with them more realistically.

Principal #1 in Figure 42 perceived that many teachers

saw the principal as an authority figure and, therefore,

would not come to her for help on certain kinds of problems.

She identified the helping teacher as being able to relate
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to these people.

....Some people I can help. Other people perceive me

as an authority figure and it is difficult for them to

feel at ease with me...I have one teacher who finds it

extremely difficult to come to me for help. He develops

a considerable amount of tension every time I try to

help him. The helping teacher does very well with him

because she is not an authority figure to him....When a

new teacher doesn't feel successful, he or she is con—

cerned when they try to talk to me about it. They are

afraid of the evaluation that I might give them. It

makes a great difference what a teacher is worried about

whether or not he or she can relate to me. It is easier

for them to relate to the helping teacher.

Principal #2 assigned to teachers C and D believed that

the helping teacher provided the best help that was available

to new teachers who had never related to disadvantaged

children before. He commented:

...We have an experienced helping teacher. One who has

had many years of experience at all levels. She has

worked with all types of children at all achievement

levels. As a master teacher, she had a wealth of ex-

perience in writing and producing materials. Because

of her effectiveness and her experience, she was

selected to work with the new teachers, to spend as much

time with the teacher as that teacher might need her.

New teachers coming into this kind of a school for the

first time have very serious times, very upsetting times.

Some are under extreme tension when they are first ex-

posed to children who act and achieve as some of these

do. One teacher said she had butterflies and couldn't

eat her lunch...The helping teacher spent hours with her

before and after school. She helped her plan every detail

so that she would have enough material at the children's

level to keep them interested and busy. At one time the

teacher was ready to quit but with the help of the help-

ing teacher she began to experience a degree of success

within a few weeks.

Helping teacher G perceived that many kinds of services

were needed to really reinforce and support the teacher and

not just one kind of help. She perceived that she had a

leading role but did not believe that what she did by itself
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would be too helpful without the in—service programs, the

informal discussions that new teachers had with their fellow

teachers, the informal meetings by grade level, the help of

the principals in the staff meetings, and the other resource

people. She regreted that the consultant's services had not

been utilized to the extent they should have been. She was

not sure but what the consultant felt that the helping teach-

er had taken over her responsibilities for new teachers.

The consultant assigned to helping teacher G was not

sure that anyone knew for sure what was helpful to new

teachers. She believed that the informal contacts that

individual teachers had with their experienced fellow teachers

might provide the best help.

Summary gf_the Perceived Source of the Most Help
  

A review of Figures 36 through 43 revealed that 12 teach—

ers identified the helping teacher as providing the most

meaningful help. Ten of the twelve teachers were female

teachers, only two were male. These teachers perceived the

helping teacher as:

...helping them with discipline problems by making

suggestions, demonstrating techniques of class-

room management, and providing them with back—

ground information which helps them understand

the pupils' needs and problems.

...being accessible so that when problems develOp

she can work with them immediately.

...providing them with materials and suggestions to

improve their classroom instruction.

...helping to develop lesson plans

...discussing problems and the entire instructional

program on a conference basis.
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...meeting with teachers in small groups by grade

level and helping them become familiar with

the curriculum.

...providing them with encouragement and support.

There were eleven male teachers included in this study.

Only two of the males identified the helping teacher as pro-

viding them with help. Four of the five teachers who did not

perceive that they had received any help were men. Two of

these made negative comments related to the services of the

helping teacher and one distinctly perceived the helping

teacher as a threat to his status as a classroom teacher.

Four of the seven teachers who perceived their fellow teachers

as sources of help were men. Three of these were subject

area specialists. A review of the recorded interviews re—

vealed that these teachers perceived other male teachers as

their primary sources of help. One male teacher identified

the community school director as being most helpful.

Seven of the eleven principals identified the helping

teacher as providing the most help to teachers. Two princi-

pals believed that teachers had to live and work in this

situation before they could relate realistically to the

problems of the disadvantaged. They believed that the actual

contacts with the boys and girls and their parents provided

the new teachers with the only kinds of experiences that

were meaningful.

All of the helping teachers perceived that they had a

major role in helping new teachers. The graphic analysis of

the helping teachers' roles revealed that the groups assigned
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to helping teachers A and E were substantially in agreement

in their perceptions of the functions of the helping teacher.

The least agreement existed in the group assigned to helping

teacher F. None of the consultants identified the helping

teacher as a source of help to the new teachers.

Change in Teaching Methods

Question 6: How have you changed your approach £2,322

— teaching situatiOn during the school year?

Why? Have you changed your classroom

management? How? Wh ?

  

 

 

 

Question 6 was developed for the purpose of trying to

identify the kinds of adjustments that the classroom teacher

perceived were necessary for him or her to make during the

first year and to try to identify the source of the help which

had contributed to bringing about these adjustments. It was

assumed that by identifying the kinds of adjustments that the

new teacher perceived as being necessary that the areas of

help which new teachers need would also be identified. By

asking the new teacher to identify the source of help, an

attempt was being made to evaluate the role the helping

teacher had played in bringing about these changes. It was

assumed that the helping teacher who was fulfilling her role

as defined in her job description would be one of the key

figures contributing to the adaptations or changes that the

classroom teachers were making.

Classroom Management-~In Table IV - 9, thirteen of the teachers
 

indicated that they had started out at the beginning of the

year to be very lenient with the children in Order to get
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them to like them. Before long they could not control the

situation. The following comments were typical of those

made by these teachers:

When I first started, I was too easy on the children.

I was trying too much to be liked. As a result, they

were walking all over me...I think these children need,

not a lot of rules, but rules that are strictly enforced

every minute of every day...We have worked out a number

of rules which provide better control and at the same

time a degree of freedom. They can't have too much

freedom or they abuse it. They have to have certain

rules they must follow or there is just chaos.

...I think I have changed a great deal. I realize if

you give them an inch more freedom than you should they

will run over you. It's a constant pressure. You can't

back down from any one of them.

...This is the first time I have ever had students who

are not dependable enough to be left alone for five

minutes.

...I thought these students had some semblance of train-

ing and did not have to be watched every second...In the

beginning I thought that these kids could, with relatively

minor help, have some freedom in the classroom, that

they could work together quietly on projects....I found

out you couldn't give them any of this kind of instruc—

tion. They abuse every privilege you give them. No

body told me about the kind of control you have to have

in this kind of a school. When I allowed them a little

freedom, I got into a lot of difficulty.

It is interesting to note that at the same time thirteen

teachers were becoming more strict, five teachers were be-

coming less strict and allowing their students more freedom.

This group of teachers had been very strict at the beginning

of the year. One teacher expressed the situation this way:

...I have allowed the children a lot more freedom in

doing things, because we know what to expect from each

other. I was almost autocratic and kept a tight hold on

almost everything they did so they would understand

exactly what I wanted. As the semester has progressed

I have gradually allowed them a relative amount of free-

dom...Today I allowed them 45 minutes of free time.
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They could study in groups or by themselves. I wouldn't

have dared do this at the beginning of the year.

TABLE IV - 9

CHANGES IN TEACHING METHODS

 

KIND OF CHANGE NUMBER OF

TEACHERS
 

Classroom Management

Much more strict than at the first of the

year 1

Much less strict than at the first of the

year

More consistent in classroom procedures

Changed attitude toward classroom control

Changed from grouping to total teaching A
N
L
A
J
W

D
J

 

Total 23

Teaching Techniques

Lowered expectations 1O

Introduced teaching games 2

Introduced pupil involvement in experi-

mentation 1

Introduced pupil—teacher planning 1

Moved toward more carefully planned

learning experiences 1

Total 15

Three teachers felt that they had learned to be more

consistent in their classroom management procedures. This

is probably true of the thirteen teachers who had become

more strict during the year. However, the thirteen teachers

did not allude to the quality of consistency with the emphasis

that these teachers placed upon it. One teacher commented:

I have become more consistent in my classroom manage-

ment. I have learned not to let things go until

tomorrow but to do them today...to follow through.
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Two teachers expressed the fact that their attitude

toward classroom management had changed considerably during

the year. One had become more sensitive to the needs of

his students. He said:

The way I talk or the way I correct some one is so

important here. I have a number of children who if

ignored will feel very badly about it. In normal

situations students do not feel badly when other indi-

viduals are receiving attention. With my sixth grade

class there is a group that will stand up or make a

noise just to get your attention and get your reaction

only if it is correcting them. But they need this

attention. You can pick out the children who have not

been able to get attention at home...or love and

affection.

The second teacher felt that he had developed a more

objective approach to his problems related to classroom

management.

..In the first few weeks I took everything that

happened in the classroom as a personal blow against

my self—image. Now I don't, when four-thirty comes,

I worry about the curriculum and what we're going to

do the next day, but in terms of emotional problems

or discipline problems, they are just gone as far as

I am concerned.

One teacher had started the year by grouping his young—

sters and trying to provide for individual differences.

Because he lost control of the situation and did not secure

the help when he needed it, he reverted to teach the total

class as a unit at one level. He expressed his problum thus:

When I started I did considerable grouping and tried

to work with individuals but found this totally un-

satisfactory so I have gone back to total class instruc-

tion. At least I am doing something for some. Before

it was utter chaos. They just look at you and say, 'I

don't know'. The majority have very poor attitudes.

Nothing is going to happen until we work with them on a

1 to 1 basis. No one has ever helped me. I could never

leave the room. Some days I couldn't do it if I had an

armed guard. Many times I can't even get their attention.
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Teaching Techniques—~Ten of the teachers responded to this
 

question by stating that their greatest adjustment or change

had been in trying to adjust their expectations for students

downward. One teacher who had taught in two other school

systems commented:

...I cannot require as much from these students as I

have of students at this grade level in other schools.

These students do not have their parents behind them

in the majority of the cases. They do not come to

school with positive attitudes toward learning. Those

who need it are not helped at home. If they are absent

for a week they have completely forgotten everything

you have taught them.

Others said:

When I came I didn't know what to expect from these

sixth graders. I didn't understand their reading

difficulties...their inattentiveness. I am trying to

be more understanding and not talk above their heads.

I found I couldn't teach them because they couldn't

read. I had to start back with the basics.

I had to explain everything more thoroughly and go over

things a lot more than I thought I was going to at first

It was hard for me to get down to their level. I found

that I couldn't do so many things in one day.

Teachers expressed difficulty in motivating youngsters

to become involved in learning experiences. Two teachers

found that learning games helped to get youngsters inter-

ested in learning experiences:

These children can't keep their minds on one thing for

more than 2 or 3 minutes. Almost everything has to be

a game. So many of them just think a school is a free

for all. The only way I can maintain their attention

and motivate them to learn is to turn everything into

a game. I do this with all subjects, especially arith—

metic and spelling. I'm just now beginning to get these

children to react to things, but it is still very

difficult to cope with them.

Another teacher found that involving them in self study
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assignments produced results.

At the beginning of the year, being a new teacher, I

had all these ideas about the scientific method. I

found out that it just won't work. I had to go right

down to the basics. We approached projects first orally.

I would do demonstrations in class. Lately I have been

letting the children do their own work more and more.

I have been making out work sheets for the more capable

ones and they go ahead and read the material and pull

out the answers for themselves. They are doing much

better work and they are beginning to want to do much

more work on their own...

One teacher developed student-teacher planning.

When I first started I was doing all the work. I don't

think I had enough student teacher cooperation. Now I've

changed. We work together and we evaluate our work

together. I did this because I felt my children were

being left out. You get better response from them if

you let them plan because they do the things best that

they want to do. You may get a hundred ideas from them,

but working with them you try to combine those that are

related and come up with the best one, the one that

interests the children the most. I don't know how I

worked into this relationship with them. It just sort

of evolved from the first of the year to now.

No matter what teachers did it was evident from their

comments that they believed that new teachers had to spend

much time in preparing their lessons. One teacher expressed

it very simply:

I think the beginning teacher has to spend a lot more

time on preparing and structuring lessons, especially

in the beginning.

This theme was echoed over and over in the comments of

many of the teachers. With this comment there was the usual

lament, "I didn't really know how to develop lesson plans".

Or, "The lesson plans that I developéd didn't work". Or, "I

didn't receive any help."

In analyzing the data to determine how these changes
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were brought about, it was found that twenty of the teachers

believed that they had changed because of the experiences

that they had had during the past year with boys and girls.

They perceived that most of their changes had evolved from

their day by day attempts to adjust to the situation. Nine

teachers perceived that their changing their teaching proce-

dures were directly related to the help that they had re-

ceived from the helping teacher. The following comments

were most frequently encountered in the content of the

interviews:

...helped me by giving some individual attention to

some problem cases.

...helped try to get some of those slower groups up to

where they should be to go into the 2nd grade..

...helped us get started. She helped us set up our

class schedules so that we could cover the different

subjects. She made suggestions for organizing the

classroom.

...helped me establish control in my class by demonst-

rating some simple techniques for moving children from

one place to another in the classroom. She helped me

establish a simple set of rules which allowed me to

control my classroom.

...helped me develop learning games.

...suggested a seating arrangement that helped me with

my discipline.

...made suggestions to improve my classroom management.

...arranged for me to have an opportunity to observe

another teacher who had developed some excellent class-

room management techniques.

...observed and made suggestions for making improvements.

...observed and identified strengths. It helps to know

what you are doing right.

The helping teachers that were identified as providing

these kinds of help were helping teachers B, C, and G. Those

that did not receive these kinds of help had to adjust by

themselves. Some realized they needed to change but that they

weren't receiving the kind of help that would help them do it.
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They felt totally unprepared because of inadequate college

preparation. Two of the teachers commented:

I realize much more than I did in the beginning that I

have a greater need for help in teaching these dis-

advantaged children. I did ny student teaching in a

similar school. I requested to be assigned to this

kind of school. That is why I came to Flint. But...

I find my preparation totally inadequate. I feel very

ignorant because I realize I can't even begin to really

understand these children. I feel I need a lot more

help before I go into this kind of a situation again.

Perhaps it was a bad thing to start with the first year.

...If you are going to teach in a Negro community you

should have more preparation. This has been quite an

experience. The kids lack initiative to go ahead on

their own. They are handicapped. It is a terrificly

hard job to get them to pay attention...to get them

to discuss anything with any degree of intelligence.

Every week end they forget everything you have done

with them the week before.

The principals, the consultant, and helping teacher A

agreed that two teachers assigned to helping teacher A,

A and C have had no problems in making the kinds of adjust-

ments that were necessary to work with the disadvantaged.

They perceived that teachers B and D had had difficulties

primarily because they did not understand their children.

Helping teacher A perceived that she had worked closely with

all of them in informal conferences on many different problems.

The staff assigned to helping teacher B's group did not

perceive that all the teachers in this group had made a

satisfactory adjustment. Teacher A in this group was not

perceived as having made any adjustment. The helping teacher

had.had the responsibility of relating to 21 other new teach-

ers so the principal and the administrative assistant to the

‘prirmipal had agreed to try to work with this teacher. In
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commenting on teacher A the principal said:

...hasn't made any adjustment at all. He comes in, he

talks, loud, he yells, he screams. He has done this

since the first of the year. No matter what counseling

he has had, he still yells 'sit down', 'shut up', 'stand

up'....he loses his temper....other than being a man and

being loud that is all the tools he has used so far. He

won't listen to any advice.

The consultant commented of this same teacher:

...is leaving. I don't think he has ever adjusted to

the children although he requested this assignment. I

think maybe he was over confident and didn't ask for

help soon enough...I would say that he hasn't made any

adjustment.

Teacher B in this group was perceived by all the super-

visory staff as having made a most satisfactory adjustment

to the situation. The helping teacher commented:

...had made a wonderful adaptation...I went in and

helped her from the beginning and have been able to work

with her all year. She has made steady growth. She

asked me to demonstrate reading lessons for her and I

have given her ideas on art work and made suggestions

for the social studies. She has been very receptive.

Whatever you ask her to do. Her children needed a lot

of work on consonants and knowing the names of the

letters, I suggested that she place particular emphasis

on this and we developed some charts which she uses to

drill on these...

Both the consultant and principal substantiated the com-

ments that helping teacher B had made in evaluating teacher B.

According to the principal, the helping teacher B and the

consultant no one had been able to relate to teacher C. She

had resisted every attempt to help her. They commented:

She did her practice teaching in this building. She has

all the tools to be a good teacher except for her attitude.

She doesn't have much use for the helping teacher, myself,

or anybody else that gets in her way...

....has had a serious problem in adjusting. She resents

suggestions. It is hard to work with her. She doesn't
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know what to do with curriculum at all. She has a

rabbit which kept getting out of its cage and of

course the floor was very dirty. I suggested that

maybe she might want to do something about this...and

suggested several alternatives. She ignored the

situation...

...came late in December and has had a problem in

adjusting. I have been in her classroom and visited

with her and had conferences afterwards. The helping

teacher has done the same thing many times too. I went

out at the request of the helping teacher and the prin-

cipal because she wasn't accepting help well and at that

time they felt she was being influenced by some other

teachers in the building who had negative attitudes.

Until she can be influenced to change her thinking a

little bit I really don't think we can do much to help

her...

Teacher D was perceived by the supervisory staff as

having experienced almost complete failure during the first

six weeks and had with the help of the helping teacher made

almost a miraculous recovery and adapted to the teaching

situation with remarkable accomplishments.

The helping teacher believed that she was able to help

teacher D with a great deal of success.

...suddenly she seemed to lose control of her class.

She got discouraged and things went haywire....the

principal asked me to go into her class and work with

her...I suggested that we work together and do some-

thing about the situation right away...We used a team

teaching approach to this problem. I taught the read-

ing and she taught the other subjects and then the next

day she would take my responsibilities and I would take

' hers..Her main problem was discipline and she soon got

on to some good techniques and really did a cracker-jack

job. We structured her program and put charts up so

her children had some continuity in the program and they

knew what to expect. Things are going fine now and I

think she is a real success..

The principal commented:

...had her hands full for the first six weeks. She just

couldn't make the adjustment. This is where the helping

teacher had a very good working relationship.....with the
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help of the helping teacher she has developed a sense

of purpose and satisfaction.

Helping teacher D, her principal and the consultant per—

ceived that all the teachers in this group had made satisfactory

adjustments to the teaching situation. All four teachers

were going to teach in the same building next year. No

specific service or experience was identified as having helped

these people make the adjustment to the building and the

teaching situation.

The five teachers assigned to helping teacher C were all

perceived by the supervisory staff as having made satisfactory

adjustments to the teaching situation. The helping teacher

perceived that she had contributed to each one's adjustment

and identified specific instances in which she felt she had

been able to help them.

...(teacher A) had difficulty in relating to the slow

child. We developed some small booklets on the reading

readiness level. We had access to visual discrimination

material and worked up some ditto material. We tried to

develop lesson plans so that she could use these mater-

ials with the slow learners and give them individual

attention. At the same time, we tried to develop some

activities and assignments that would allow the faster

students to work on their own. I think she has

developed confidence in her ability to provide for

individual needs. She seems to see that she is doing

better and is becoming more excited about her work.

...(teacher B) frequently needed my help when I was in

the other building. He had difficulties with the slower

students and needed help in finding materials at the

right level. We were fortunate to find some old books at

a lower level which he could use. During the year he

changed from a lecture approach to having the children

do almost all the work. He used studyvguide materials

and provided Opportunities for students to have concrete

experiences through experiments in science.

...(teacher C) After she had worked with these
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boys and girls she felt the need to learn more about

teaching the basic skills, reading, writing, and number

skills. She was eager to learn. We worked before and

after shoool. I showed her how she could use her teach-

ing manuals, readiness booklets, and guides to develop

her lesson plans to meet the needs of students at their

level. We worked out her entire schedule and pupil

groups together. She has gradually developed the kind

of flexibility and the materials to involve most of her

class in learning experiences at their level.

...(teacher D) Had no difficulty in working with these

youngsters from the beginning. She had had her practice

teaching in a school relating to the disadvantaged and

at the grade level that she was teaching during the past

year. She has made steady progress in develOping the

kind of classroom that becomes more and more responsive

to the needs of children. At first she related primarily

to basic skills, but has gradually introduced some ex-

periences that build artistic and social skills. I think

this has come about primarily as a result of our conver—

sations or conferences which we have had during the year.

...(teacher E) had a little difficulty with the children

at the first of the year. He was a friendly person and

the children felt that he was more a buddy than a teacher.

This caused him to have discipline problems. Through

our conferences he has made adjustments to the situation.

I have worked with him in developing lesson plans, helping

him find instructional materials, and studying his teach-

ers' guides and manuals. I have had weekly conferences

with him helping him plan lesson units and have seen him

develop into a very creative teacher.

The principal and the consultant both substantiated the

helping teacher's comments. They believed that the five

teachers had made satisfactory adjustments to the situation

and that the helping teacher had been instrumental in helping

them make these adjustments because she had been working with

them during the entire year. She had been able to help them

at the time the problems were develOping. She had called in

other resource people to help in areas where she felt that

there might be a need for different kinds of skills than she

had.
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In helping teacher F's group only two teachers were

perceived as making satisfactory adjustments to the situation.

Teachers A and E were perceived by the principal and the

helping teacher as having made satisfactory adjustments

by themselves. Both were perceived as being very creative

teachers and because of their curious natures had sought out

advice and suggestions. Their growth had been constant

throughout the year.

Teachers B, C, and D were perceived as not having made

any adjustment to the situation. The helping teacher had

not been able to relate to any of them. The principal had

invited them to seek help from the fellow teachers or him-

self and had tried to get the consultants involved in helping

them. The teachers still did not see that help was available

and felt that they had no support.

All the teachers relating to helping teacher G were per-

ceived by the supervising staff as having made an adjustment

to the teaching situation. Teacher A in this group had had

more difficulty than any of the others. This teacher had

prepared to teach at the secondary level and had constant

difficulties in trying to relate to the students. The prin-

cipal indicated that it had only been through the constant

efforts of the helping teacher that this teacher had been

able to stay in the classroom. Teacher B was perceived as

having made a satisfactory adjustment on his own. Teachers

C and D were perceived as making very satisfactory adjust-

ments to the classroom. Both teachers were perceived as being
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very creative teachers who took advantage of any suggestions

that were made to develop sound educational programs for the

class. The principal believed that the helping teacher had

probably helped them most because she was accessible and

because she sat in on each one of the grade level meetings

and had been able to relate to these groups as a member of

the team.

Summary 2: Teachers Adjustment 32 the Teaching of the

Disa vantaged

  

 

More teachers perceived that they had to make adjust-

ments to the area of classroom management than to teaching

techniques. Most teachers were concerned with discipline or

trying to lower their expectations to the levels of their

students. Helping teachers B, C, and G were identified as

providing the kinds of help that were the most meaningful.

Twenty-one teachers were perceived as having made

satisfactory adjustments and nine had not. Of the nine teach-

ers who were not perceived to have made satisfactory adjust-

ments, three were experienced teachers who had taught in

small suburban or rural schools before, five were subject

area specialists, three of these had been trained for

secondary schools, and one was a Negro teacher.

_Child Growth and Development

'Each teacher was asked to answer the following question:

Question 7: Has any experience or service helped ypu

_ 32 better understan3_the growth and devel-

M0_f your youngsters‘? How?

   

 
 

 

Twenty-six teachers responded that they had received help,
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three that they had received no help, and one didn't know.

Table IV - 1O summarizes the kinds of help that were per-

ceived as being helpful. Nine teachers identified the

helping teacher as being their primary source of help for

understanding their children. They perceived the helping

teacher as being helpful in the following ways:

TABLE IV — 1O

IDENTIFICATION OF SOURCES OF HELP

FOR UNDERSTANDING CHILD GROWTH AND DEVELOPMENT

 

RANK * NUMBER OF

ORDER SOURCE TEACHERS

1 Services of the helping teacher 9

2 The actual experience of working with the

children 8

3 Fellow teachers 5

4 In-service programs 4

5 No help 3

6 Principal and helping teacher 2

Principal 1

Don't know 1

Personal background 1

Some teachers identified more than one source of help.

The two that identified the principal and the teacher

perceived them as working as a team.

The helping teacher shared with me some of the insights

into the children's problems which she had gained through

her visits in the homes.

She helped me to develop ways of observing and evaluating

these boys and girls.

She advised me on what kinds of projects would hold their

attention and be meaningful to them.

She helped me identify the kinds of activities that these

children could do at this particular grade level.

She helped me understand the Negro child and my atti-

tudes toward him.

She helped me in private conferences by discussing

growth patterns, ability patterns and behavioral patterns

of the Negro children.

Helping teachers D, C, and G were identified by at least
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two of their teachers as providing these kinds of help.

Only one of the teachers assigned to helping teachers A,

B, and E identified the helping teacher as a source of help

for understanding child growth and develOpment. None of the

teachers assigned to helping teacher F identified her as a

source of help.

Eight of the new teachers identified their own exper—

iences in working with these children as gradually providing

them with understandings of the child growth and development

of these children. The following comments were typical:

..You have to learn something just being near them, and

seeing how they act....and what they can do and what

they can't do...

...Just being with the children...I don't think any

particular service helped me understand them better.

...I had never come into contact with a large group

of Negro children before and I didn't know what to

expect. I walked into my classroom and my whole room

was filled with black faces staring at me. I think I

was scared and so were they. The biggest problem was

the language barrier. No one helped me.

The ranges in here are so great that each child has to

be treated strictly as an individual. There is not one

in the group that I have that has even similar problems.

I can't hope to help them except as I am able to work

with them as individuals. No one is helping me with

this. I just have to face the problem myself.

...There are so many things you have to more or less

discover for yourself. If I had been told all the

things I was going to encounter this year. I wouldn't

have believed it. I couldn't have understood the

situation...

...Just the experience of working with the kids...I

found out how really dumb I was in the beginning.

Through experience I have found out how they really

behave. No outside help has had any meaning...

Five of the teachers identified their fellow teachers as

their source of help for understanding child growth and

development. Some of them commented:
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I learned from just talking to other teachers and seeing

what they were doing in their classrooms.

I found my fellow teachers most helpful. They deal

with these problems every day just like you deal with

them..They have a much different point of view than

the principal...Just the idea that another teacher

understands and sympathizes with your problems, helps

too.

The most help has come from the other teachers at this

grade level, those teachers who have worked with these

youngsters or similar youngsters. They know what to

expect.

Four teachers identified the in-service programs as

being helpful. One felt that the in-service programs on human

relations provided him with some understandings that helped

him relate to Negro children more realistically. A second

teacher was impressed with the in-service program on langu-

age arts which helped with some of the communication problems

these youngsters had. He found that there were areas on

which these children were informed and that they could be

motivated to utilize this information in developing commun-

ication skills. Two teachers mentioned that they thought'

the in-service programs related to the subject of the

development of the self-concept as being very helpful.

Two teachers identified the conferences that they had

had with the principal and the helping teacher as being

most helpful. They perceived these two people as working

as a team. One teacher mentioned only the discussion with

the principal. Another teacher felt that the fact that she

had lived in this kind of a community when she was in school

had provided her with a basis for not only understanding these

youngsters but for her communicating with them. Three teachers
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ived that they had received no help and regarded them-

s as just trying to keep the "shop open".

Source of Support and Reinforcement

Question 8: From whom do you get the most support and
  

reinforcement? How?
 

TABLE IV - 11

 

 

IDENTIFICATION OF SOURCE OF SUPPORT AND REINFORCEMENT

RANK NUMBER OF

ORDER SOURCE TEACHERS

1 Helping teacher 13

2 Fellow teachers 8

3 Principal 7

No Help 2

that

with

Table IV - 11 tabulates the number of individual teachers

identified specific sources of help that provided them

support and reinforcement. Thirteen teachers or 43%

of the sample perceived the helping teacher as providing them

with

when

said:

this kind of help. They perceived her as being available

they needed her. In response to Question 8 some of them

..The helping teacher. I saw one consultant once and

she did me absolutely no good. The principal has always

helped me when I have asked him for help. I didn't feel

I should ask him for help for anything except something

quite urgent. The assistant principal has also been

very helpful, but not nearly as much as the helping teach-

er. I felt that any time I needed help about anything

I could go to her. She made me feel at ease. I didn't

feel a bit strange about talking to her about anything.

She was just the one to go to..

...The helping teacher makes you feel you are accomplish—

ing something.

...The helping teacher in terms of telling me what is

going on. She keeps me informed of what is being done

and why. She shows me respect and consideration and

at the time makes reasonable and workable suggestions.
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I find some others in this building do not tend to do

this. Maybe it is because they have so many responsi—

bilities they cannot get around to doing these things.

Yet I think we have to have someone in a leadership

role who can tell us what we should be doing and help

us. I would have to say definitely the helping teacher

provides me with the most support and reinforcement.

...From the helping teacher. She has been working with

me in my class all year.

...the helping teacher..She has not only been a helping

teacher but a friend who has served as my co-worker and

has helped me so much....I always have Opportunities to

talk to her and I think I can do so freely.

...the helping teacher knows what I am doing.

...She is always there when I need her.

All of the teachers assigned to helping teachers B and

E perceived the helping teacher as the one who provided them

with the most support and reinforcement. Helping teachers

C and G had two teachers who identified the helping teacher

as providing them with help and D had one teacher who did so.

Helping teachers A and F were not perceived as providing

their teachers with the best support and reinforcement. A

number of these teachers believed that their fellow teachers

were the best sources of help.

...fellow teachers. Maybe misery loves company or some-

thing. When you have a good day you like to share it

with them and they are really very attentive. They want

to know what you did. When we have bad days, I guess

they don't seem quite so bad when we can discuss them...

...Colleagues. We're all aware what is happening in

education and what some of the trends are. We shuttle

ideas back and forth and have good communication among

the four or five teachers. We look over what each

other is doing and use each other as sounding boards

which is the way it should be.

...fellow classroom teachers. We have the buddy system

here. There are so many new teachers in this building.

My buddy is the teacher next door and is probably the

most available and the most help.

...the fellow teachers. Just by talking to them and

finding out that they have the same problems. Some-

times you feel like you are all alone and that your

classroom may be a lot worse than the next classroom and
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all you have are headaches. When you talk to the other

teachers you find that they have the same kinds of

headaches.

All of these teachers appeared to feel that it was some

consolation to know that someone else was experiencing the

same problems. Over and over in the interview situation

there was evidence that all these people needed to have some-

one to talk to and discuss their problems. All of the inter-

views were structured to take between twenty to thirty minutes.

Frequently it was impossible to get away from them within an

hour. Most of them invited the interviewer back to talk '

with them again.

Those that identified the principal as their chief source

of help commented:

...The principal, by backing you. I've been pretty

rough on myself and the principal has helped me realize

that I am a first year teacher and that all my mistakes

are not as bad as I sometimes think. I believe now I

have the potential to be a good teacher.

...The principal....is quite helpful in providing me

with materials. I don't know where he gets them. He

makes a number of suggestions and always has some new

ideas.

...When I have problems I can't handle I go to the

principal.

...The principal always backs me up.

...The principal works with me and the problem child

and his parent. Some of the more difficult situations

he sits down with all of those involved and irons out

the problem.

Most of these teachers perceived the principal as

providing them with support and reinforcement for discipline

problems. From the comments from those teachers who identified

the helping teacher as a source of help it was evident that

the teachers approached the helping teachers with a broader
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range of problems including those related to the instruc—

tional program, classroom management, and utilization of

resources .

Barriers to Good Teaching

Question 9: Are there any factors present 32 our

working situatien that prevent you rom

being fig effective g3 you thffik you could pg?

  

 
 

  

TABLE IV - 12

BARRIERS TO EFFECTIVE TEACHING

‘ - *

NUMBER OF

 

 

 

RANK

ORDER BARRIERS TEACHERS

1 Discipline 7

2 Emotionally disturbed children 5

3 Racial barriers 2

Not enough time 2

Too many in class 2

6 Two school assignment 1

Platoon system 1

Too many levels of ability 1

Student absenteeism 1

Inadequate building facilities 1

No barriers 7

 

 

On the questionnaires teachers had identified discipline

as the most difficult problem that they had to cope with

during their first year's experience. Seven teachers also

identified discipline as the barrier that kept them from

teaching school. They commented:

...my problem is to get them quieted down. If the

children are having a particular bad day, I don't even

get them quieted down and get started on anything. I

think these youngsters have more emotional problems

than you find in a white school. There are fights going

on all the time. They learn this at home. When you are

teaching and a boy and girl get into a fight you are
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disturbed. As far as I am concerned I was totally

unprepared for this situation. I have become tolerant

of the situation. I am afraid I just put up with the

deplorable situation, but I can plead, I can beg, I can

do anything, but it doesn't make any difference. Noth—

ing does any good. It would have been helpful to have

been oriented to what we might reasonably expect to

face, but then, I am not sure I would have believed

anyone. Yet it might not have hit so hard. That first

week or two I was so discouraged. I simply did not know

what I was doing.

I am spending too many hours disciplining. Seems like

we are mere patrolmen. Seems like we are more like

patrolmen on the beat than we are teachers. We don't

have time to teach. The student's attention spans are

short. Their tempers are high. It is just their person-

ality. Their makeup...they are just different than

normal children.

I needed more support from the principal or someone on

discipline problems.

Five of the new teachers identified the emotional problems

of youngsters as being barriers to their teaching as they

believed they were capable of doing. They perceived that they

were spending too much of their time trying to relate to a

few of these youngsters and that in doing so they were neg-

lecting the majority of their class. They did not believe

that they had been trained or that they were receiving any

help that would help them cope with these youngsters. One of

the teachers expressed the problem this way:

emotionally disturbed youngsters...I have two that

definitely should be removed from the classroom situa-

tion. I have one emotionally disturbed girl that is

constantly disrupting the class. She yells in class.

She writes dirty notes to all the students. I spend a

major part of the time trying to regain control of the

class after she gets it into an uproar. No one has

helped me. I have asked and asked for help...but they

just shrug their shoulders and walk away..

Two teachers believed that they did not have time to

really plan and work with children to meet their individual
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needs. They believed that it takes more time to plan

meaningful experiences for these youngsters and that they

had to provide a wider range of planned experiences if they

are to reach all of the students. Two others perceived that

they had too many pupils in their classes to provide the

kinds of individualized instruction that would enable their

youngsters to achieve.

Two teachers perceived that there were certain factors

related to race that served as barriers to their being able

to relate to their classes realistically. (The entire inter-

views of the seven teachers who said that they did not know

of any barriers were reviewed. There is some indication that

racial problems may have been real barriers to these people

but they did not want to admit it. At least a brief check of

the comments they had made to other questions revealed that

some of them had not been able to communicate with their

classes.) The two teachers that identified this as their

problem commented:

This is my first experience in teaching the Negro child.

There is a racial factor there and a cultural factor.

Until you have studied or become a part of it you can't

possibly understand what the problems are. They don't

understand you. You don't understand them. My most

crucial need was to understand this situation...I had to

know more about how these children lived...Are they

getting help at home or are they going home and going

back into a different culture....

Teachers need to feel that they will be backed by the

principal and the school board. A lot of teachers have

not...I would feel much better if I had clearer guide-

lines within which I could operate. Are we to really

provide the kind of educational program we provide the

whites or not? Every time I have tried to treat them like

white children and help them overcome some of their prob-

lems, I have been accused of being prejudiced. I have
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reached the place where I believe the only safe thing

to do is just let them go. You certainly can't punish

them. Your hands are tied behind you. No one has

attempted to help me...I have become real inhibited

about disciplining the Negro child.

The question that was addressed to the teachers was

utilized to try to identify those barriers that the helping

teachers might be able to help with in the future. The same

question was re-phrased and included in the helping teacher

and principal interviews to try to identify some of the

problems the helping teachers had encountered in trying to

work with teachers. The question was stated to them: "Are

there any factors present which make it impossible to work

with new teachers?"

Helping teachers A, D, and G did not perceive that there

were any factors present which made it difficult to work with

new teachers. These helping teachers believed that all the

teachers that they had been working with had been very cOOper-

ative and that most of them looked upon the helping teacher

as a co—worker who wanted to help them and work with them.

Helping teacher B believed that she had had too many

new teachers to work with:

....I can think of something that made it very hard for

me. In the beginning I had 21 teachers so I certainly

wasn't very effective...You can't spread yourself too

thin and do an effective job....you need more personnel

to work with this number of people...you can't be avail-

able when they need you.

Helping teacher E identified two factors that made it too

difficult to relate to new teachers, one was the attitude the

new teacher may have toward the helping teacher and the other
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was related to role definition. She didn't know when she

was welcome in the classroom or when she should take over

the class when it was getting out of hand. She commented:

I think the attitude of the new teacher may be a bar—

rier to my working with them. If they want help and ask

for it then whatever you say they will accept. If they

aren't looking for help, they can't see the problems.

Our job is to try to get them to see their problems and

want help...Another thing, you don't know when you go

in if you are over-staying your welcome or if you are

being disruptive to them. I have told them many times

if you feel my presence is upsetting your class then let

me know. But I am not sure that they feel free to do

this...You don't know whether to sit in the back of the

room, or circulate around the room, or ask if there is

something that you can do to help. Sometimes when you

see that the teacher is losing the classroom control,

how far do you let it go before you ask if you can be

of help?

Helping teacher F perceived that the new teachers fre-

quently sought help from the person whom they perceived as

having the best discipline but in the Opinion of the helping

teacher the person that they sought help from was not always

a good teacher.

New teachers frequently seek advice from the teachers

they perceive as having good discipline. For example,

we had an in~service meeting and was talking about

discipline. In this group there was an experienced

teacher who is supposed to be a very good teacher. The

new teachers were trying to find out how she kept her

children so quiet. She answered their question, 'I just

can't tell you how, I might get fired if I tell you.‘

They kind of laughed it off, but they really wanted to

know what was going on to make those kids sit so quiet.

I know the reason they are so quiet. They're scared to

death. Just because a room is quiet doesn't mean

learning is taking place. This same teacher teaches all

her students from the same text. It doesn't make any

difference where the student is...what level he is

achieving at...they all get the same thing. Because of

this one teacher's influence all the upper elementary

teachers in this school follow the same pattern. None

of them operate on the principle that they must work

with the youngster at his level. It has been impossible
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for me to work with these new teachers to a large

extent because they perceive this other teacher as

being like they want to be.

Helping teacher 0 believed that it was more difficult to

work with men teachers.

I haven't found it impossible to work with any new

teacher. I found some new teachers were more receptive

than others, but I didn't know how to account for this

feeling. I do believe that men teachers are less recep—

tive than women. They may feel that they could work

better with a man helping teacher...

Summary 2: Barriers £3 Helping New Teachers
  

The helping teachers perceived that it was difficult to

try to relate to too many new teachers at one time because

they were not available at the time the problems occurred.

They found it difficult to know how to relate to teachers in

the classroom. The new teachers were frequently influenced

by teachers who were not the best models. Some of the men

were more resistent to help than the women.

Additional Help Needed by New Teachers

It was assumed that the new teachers, their helping

teachers, their principals and the elementary consultants

were in the best position to determine what additional help

was needed by the new teachers. In order to identify what

they perceived as the most crucial needs, all of the personnel

in the study were asked the following questions:

 

Question 19: What gpecific kinds of hel do ou feel

new teachers need duPIng theIP First year's

 

  

teaching experience?
 

Table IV - 14 was developed to summarize the responses

to this question. If the number of responses was taken as an
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indication of the priority of need, the highest priority

would be assigned to two identified needs. The first one

in the chart was the "need for more services that help new

teachers understand the disadvantaged". Seven teachers, two

helping teachers, three principals, and three consultants

perceived this as one of the greatest needs of new teachers.

TABLE IV - 14

HELP PERCEIVED AS BEING NEEDED FOR NEW TEACHERS

-_ _—

j r

REQUESTED BY

HELPING PRINC- CONSUL- NUMBER

HELP NEEDED TEACHERS IPALS TANTS TEACHERS TOTAL

Need more services

that help new teach-

ers understand the

disadvantaged 2 3 3 7 15

 

Need to extend the

services of the

helping teacher 4 5 — 6 15

Help with curriculum

materials 1 2 4 _ 4 11

Time for classroom

teachers to discuss

mutual problems and

to work together 1 1 2 2 6

Someone to help with

materials - - - 3 3

Help with grouping 1 1 - 1 3

 

They perceived that teachers need opportunities to:

. study the community and its cultural patterns so as

to be able to identify the strengths of these youngs-

ters as well as their problems and weaknesses.

. have conferences with experienced people who can

relate to these children and understand them.
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. become informed of the nature of racial problems and

the implications they hold for their classroom.

. study human relations skills

. develop realistic expectations for these youngsters

One teacher expressed his feelings of inadequacy in

this way:

New teachers should be provided with more information on

the kind of school they are going to be working in. I

come from a primarily white community. I thought that

the colored youngsters wouldn't be any different, but

all the racial problems that one could imagine are here.

Problems which you wouldn't think would bother you. You

have to watch words. You have to watch everything. You

have to be careful of everything the parents hear and the

kids hear. The slightest slip and your words come back

to you in all kinds of mis-interpretations. Someone

needs to help the new teacher in developing this aware-

ness. He needs to know the background of these children,

what kinds of experiences they have had, who they are,

what they are used to, and how other teachers treat

them. Most of the teachers in this building paddle the

kids almost every day. I tried it once and because I

was white the roof fell in on me. It is hard for me to

believe that kids can be so wild that they have to be

paddled and beaten to keep them in line. There is no

sense of good behavior. They run wild and pay no atten-

tion to rules. New teachers need guidelines on what

they should do, on what kinds of behavior they should

expect, and what they should do when that behavior isn't

present. We need guidance and we need it bad. We need

to be helped in developing some human relations skills...

A new teacher who has had practice teaching in the typical

college laboratory school could have better spent his

time playing tiddle--dee—winks. He certainly is not

prepared to maintain the kind of order that is needed

here. I am sure many of my problems have been caused

because I didn't understand...

Principals and consultants indicated that the new teachers

need help in studying the disadvantaged so they can relate to

the strengths of the child and build on these. The teacher

who was quoted above found that he had not been able to relate

to these youngsters because he had not found their strengths.
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An equal number of the certificated staff identified the

need to extend the services of the helping teacher. They

perceived that:

. each building should have its own helping teacher

so that

. the helping teacher would be more accessible

when they were needed

. the helping teacher would have more time to

spend with each teacher.

. the helping teacher could provide more help with

curriculum, classroom management, discipline,

selection of materials, and in planning.

. the helping teacher can help them utilize the

the school and community resources better than

she has in the past.

. the helping teacher can provide the kind of help

which is most meaningful because it can be avail—

able over an extended period of time.

. the helping teacher does not become a threat to

the new teacher and is in the best position to

support and reinforce.

Some of the most characteristic comments were:

We need more helping teachers so that more help could be

given to each new teacher. In the present situation the

helping teacher is so busy she is seldom available when

we really need her. It would seem that the best time to

provide the help is when the need is the greatest. My

biggest problem here is discipline. The helping teacher

has provided me with much help. The helping teacher can

be most helpful in working with dull children. Demonstra-

tions with these children are most helpful.

I think we need more time to sit down with the helping

teacher to work out some of these problems we have with

records and curriculum before the children get here.

Once the children get here you have to concentrate on

the ongoing problems and you can't do much constructive

planning. It is rough when you don't know good class-

room management and organization, and try to meet with

your children too. That's rough. I think we need more

help in working with accumulative records, and working

with lesson plans...

If you have a lot of problems, you are afraid to go to

the principal because you know he has to evaluate you

and anything you say may be held against you. There is

a real barrier between you and the principal. I suppose

the logical one to go to would be the helping teacher
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because we were told at the beginning she has no admin-

istrative responsibilities and supposedly does not

evaluate us. The biggest problem is building up the

confidence of the new teacher. Problems come so thick

and fast in a building like this you can really feel

plowed under unless someone can really reinforce what

you are doing and find something constructive with what

you are doing so you have something to build on. It is

a real difficult situation..Here is one area where the

helping teacher could be of more help.

Day after day they need someone in their classrooms like

the helping teacher to help plan units, lesson plans,

and make suggestions on classroom management. They need

to work with someone who knows the children. They need

to work with someone who can help them accept their

responsibilities as teachers so the students know what

to expect.

I think that a full time helping teacher in a building

like this would be of more value than a part time one.

It seems when I need the help, it is the two days when

our helping teacher is in the other building. I think

it is hard for a new teacher to realize that they are

going to need help at any specific time. I know this

past week I started a project on Michigan week. On

Friday I really needed help but she wasn't here..but

I couldn't have foreseen that I would need help.

Three other teachers identified some reservations that

they had in regard to the helping teacher's services. One

perceived that the helping teacher came between him and his

students. Another teacher perceived that the teachers in

her building had asked the helping teacher to provide remedial

instruction for their lower students and that the helping

teacher had not provided them with this kind of help. The

third teacher was critical of the helping teacher's demonstra-

tions.

Our helping teacher has been helpful by seeing that the

materials we want are either typed for us or obtained

from the materials center. She has gone out of her way

to be of help to us. I am sure she would come right

into my room and help if I asked her. I have never asked

her. I feel I want to have my room to myself, to develop
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a closeness to my students. I like to feel it is just

the class and myself working together.

Another teacher felt that the role of the helping teacher

had tremendous potential for helping teachers but she believed

that the role needed to be defined so that all would under-

stand what the helping teacher was supposed to do. She said:

I think the role of the helping teacher could be a vital

one. We had asked the helping teacher to work with some

of our remedial reading problems so we wouldn't have so

many levels of reading problems in our classes. She re-

fused to do this and we had to go to the remedial reading

teacher. Maybe we need a remedial reading teacher in-

stead of a helping teacher. Maybe it would be more

helpful to have the helping teacher's duties more clearly

defined so we could know what kind of help we can expect.

A third teacher was very critical of the helping teacher

program in that she didn't see that the demonstrations with

her class were any help. She perceived them as a threat to

her position as a classroom teacher.

The helping teacher came in and worked with my children.

It didn't help. I saw the teacher teach and that was

fine but the children wondered what I was doing. I

was depreciated in their eyes. The situation placed me

in the role of the student and I resented this. Child-

ren do not always understand the situation. I have seen

the helping teacher lose control. She brought all

kinds of extra seat work. They provided excellent learn—

ing experiences but I had to watch. I had to listen to

her. I couldn't copy them down. When she finished

teaching the class, she left. I had not known when she

was coming. I had no idea what she was going to teach.

She finished her lesson and walked out taking all of her

little extras with her. I did not have a list of them.

I did not have a copy of them. This could have been

extremely valuable if copies of the materials had been

made available to the new teachers or even lists of

them. That wasn't her way of doing things though.

Table IV - 14 indicates that four teachers, four consul-

tants, two principals, and one helping teacher perceived that

one of the areas in which new teachers needed additional help
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was related to the curriculum and curriculum materials.

Some of the comments made were:

...need help in organizing materials and finding mater-

ials at the level of each child and enough books to

keep him busy and projects for them to do in their books

to keep them busy. I think finding the right kind of

seatwork is a critical problem. Most discipline problems

arise from the type of seatwork we have for the children.

It isn't difficult enough to challenge the fast group,

they are bored.

I think we need methods of teaching, methods of presenting

reading, methods of using games.

I need more help in science and social studies. I pro-

bably let these slide. I believe these kids need the

basics before they get into these two areas but I have

totally neglected these two areas because I don't know

what to do.

These new teachers need help in developing lesson plans

utilizing all the resources that we have available. Too

many of them resort to making only book assignments.

They need help in using creative dramatics and role

playing. They need help in developing learning exper—

iences from the children's background. They need help

in developing the communication arts, in just getting

these kids to express themselves. They need help in

social studies in helping these kids to become aware of

the world about them.

One of the teachers perceived that one of the most help-

ful ways of learning how to implement the curriculum was

through the demonstrations. She felt threatened by having

someone coming into her class to work with her unless it was

someone she could really relate to.

I think that I could probably be helped best by demonstra-

tions. This.is probably crude but I work with only some

peOple well. I'm afraid I haven't encountered very many

that I can really work with. If it was the right person,

I would love to have them working with me and showing

me how. Sometimes I'm easily hurt and won't accept

criticism too well and I just have to have the right

person, if I am going to be able to work with him well

in developing plans to implement the curriculum.

Six members of the certificated staff, as reported in

Table IV - 14, believed that teachers needed more time to
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discuss mutual problems and to work together. Some of the

comments made were:

I would like to see a system wide study time developed

in which a teacher as part of a staff has an Opportunity,

maybe once a month, to sit down and plan in an area in

which they have a real need and share ideas with other

teachers....New teachers need an opportunity to share

among themselves as new teachers some of their exper-

iences and find that they have common problems...

We need more informal discussion groups where the ex-

perienced teachers and new teachers get together by

grade level and discuss some of their mutual problems

and share experiences. They need Opportunities to study

together, to plan together, to seek solutions to their

problems. They need encouragement to work as a group,

to experiment. Together they can solve many of our

problems.

We need more Opportunities to sit down with the ex-

perienced teacher and discuss some of the problems

these youngsters had last year and have them share some

of their insights with us.

....surely experienced teachers have developed some

techniques of classroom management that could be shared

with new teachers. That's our big problem.

Three teachers perceived that they needed more help in

getting materials. These teachers were not so concerned

about getting someone to help them with finding curriculum

materials as they were in finding someone who could pick up

the materials which they believed they needed ——someone who

could see that the materials were available at the time they

were needed-~someone who could see that the materials were

promptly returned.

Three other teachers perceived that one of their most

difficult problems was with grouping. They perceived that they

needed:

A lot of help in grouping...a lot of help on developing

seat work, finding adequate seat work at the grade level

of the child, and at his interest level. You need help

in organizing the materials so that you can have the

class on different projects at the same time.
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I need more help in learning to group, not that I am

not grouping, but I feel that these children need more

grouping in their spelling and arithmetic and we are so ,

pressured for time. I find myself trying to give the

class a group lesson. The children are rowdy enough

without trying to move them from group to group. While

you are working with one group it's natural for the rest

of these children to wander away from their work. Be-

cause of this I find myself not grouping in arithmetic

or any other areas as I should.

Ten teachers perceived that they had received all the

help that they needed. Two teachers indicated that they feel

that new teachers should be left alone so they could find out

things for themselves. These two teachers had revealed

earlier in their interviews that they believed that the text-

book was the curriculum and that all youngsters should receive

the same assignment and if they didn't do what was expected

of them they should be failed.

In many of the interviews not relating to this particular

question there were some strong indications of dissatisfaction

with the present orientation program. The major criticism

seemed to be that too much material was presented in too

short of a period of time, and a second criticism was that

the material that was presented did not meet the needs of the

teachers. However, only one teacher had identified what she

would like to have in an orientation program. This teacher

had, according to her own interview, her helping teacher, and

her principal, experienced complete failure at the beginning

of the year and through the help of the helping teacher had

made an excellent adjustment to the teaching situation. Her

statement summarized the feelings of at least ten of the
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professional staff members which were interviewed.

...for one thing, the first day of orientation we re-

ceived all sorts of bulletins, about 55 different things.

It was all thrown at us at the same time when everything

was new to us and the children were right on top of us.

It was hard to sort out what you could use. I think it

would have been better for me to have received a brief

list of what things I should or could do the first week.

I didn't have any idea what seatwork was those first 3

or 4 days. I had just a terrible time because I had

never really thought of it. If I had had some sugges—

tions of things I should do the first week of school, I

could have made a better start. Someone should have

suggested that I have the children review what they did

last year instead of trying to start out on something

new. I could have had some sample problems that they

could have done. I could have checked them at their

seat. We need little suggestions like not letting them

all go for their coats at the same time. You can't

imagine all the problems that can develop when you

dismiss 35 youngsters at the same time to get their

coats. I had never had this kind of experience in my

practice teaching. It's pretty frightening thing when

the fights start. I did my practice teaching in a

room full of well behaved youngsters in the middle of

the year. The experienced teacher had established all

the procedures used in classroom management. All I

had to do was follow them. It is much different when

you have to start from scratch. The new teachers come

two days early for orientation. If we had just had some

good concrete suggestions of things to do the first

three days of school, it would have been so much more

help than the types of things we did do. If they could

have just helped you develop a list of simple rules that

you might use in a class like this, then you could pick

up what you want and put them on your board and have the

students copy them so they would have some idea of what

was expected of them.

Evaluation of Year's Experience

One of the primary purposes of introducing the helping

teacher program was to help new teachers adjust to the teach-

ing of the disadvantaged so that they would experience success

and would want to continue teaching in this environment.

Question 11 was developed for the purpose of evaluating this

function. It was designed to determine whether or not the

teachers looked upon the past year's experiences with satis-
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faction and at the same time find out if they planned to

continue with their present teaching assignment.

Question 11: Has this ygar been a satisfactory exper-

ience? Why?

   

 

Teachers' Evaluations of Year's Experiences
   

Fifteen or 50% of the teachers indicated that they had

found the past year most rewarding. They believed that their

students were improving. They felt a sense of achievement

and planned to continue teaching in their present assignment.

They commented:

...I have found it most satisfactory, in a way I seem to

be reaching some of these children, some are responding,

some are working harder than at the beginning of the year.

There are terrific needs here. I think there is a great

future here if the person is willing to put forth the

effort.

This year has been like a proving ground to see in what

areas I need to do more study. It has been a time of

experimentation. It has been the greatest period of

learning in my life. I refuse to become too despondent

with my failures of this year because I know that I have

recognized my failures and tried to analyze the causes of

these failures. I will be a better teacher next year. I

look forward to next year. I've enjoyed this year...

I feel that my students have achieved quite a little bit

and I feel satisfied with their progress.

It has been wonderful...I would like to continue teaching

here next year.

...I like this type of area. I think I can be the most

help and contribute the most in this situation. I was

raised in this type of neighborhood...I can understand

the problems of these children, I know these children,

I know their needs, so I should be most helpful here.

...It has been a challenge which I feel I have met head

on. I love everyone of them. I am ready to face it

again next year.

...to me it has been a completely new situation, a new

component of our society...I am just beginning to con-

ceive it in such a manner that I can approach it...I

think I would like to continue to work in this kind of

school for selfish reasons. I feel this is providing

me with an invaluable experience...It's easier for me

to do this type of thing now when I am single. I stay

beyond the regular day so much. The children enjoy it

and need to have someone to relate to since they don't
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always get attention at home. I hOpe to continue in

this job next year.

This is the kind of work I want to continue doing.

I am from a small town. You don't encounter a lot of

these problems. I like to work with these children.

It sort of grows on you.

...very rewarding. I don't think I could have an ex-

perience like this in any other place. I have enjoyed

my teaching experience here and I intend to come back

next year.

It is the kind of teaching I want to continue doing.

The other fifteen teachers had decided to leave for a

variety of reasons. Eight of the teachers perceived that

they had been failures and felt that the year had provided

them with frustrations. Their comments revealed this feeling

of frustration:

...I don't know. I consider it one of the roughest

years I've put in. I consider it the most depressive

year. I don't feel that I've really achieved anything.

Those that have learned would have learned under any-

body but the rest of them haven't done anything. No

matter what I did it didn't help. Long hours of planning

went down the drain. I have taught four years in another

school and really enjoyed it. I felt I was really able

to help those children, but this, well, I don't think I

will return next year.

...I have really felt the prejudices from my pupils be-

cause I am a white teacher in an almost all Negro class.

There are prejudices against me that produce such bar-

riers I am not sure I could overcome them so I could

relate to the children. I am not going through this

again. I prepared for the secondary level and that is

where I am going.

...This is not the kind of experience I hOpe to pursue

next year. I'm not a baby sitter...I don't understand

these children well enough to give them as much help as

I would like to. I would rather be teaching older

children.

...It has been most frustrating. They couldn't under—

stand me and I couldn't understand them. I am not going

to try it again next year.
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...If I had an opportunity to a plush job in a relatively

better school, it would be pretty hard for me to continue

in this school. Maybe with a few more years of exper—

iences I would try to stick it out. I'm only human, why

should I work more and get paid the same? Get all these

messy problems and be accused of being prejudiced and

who knows what?

Not too satisfactory. I am thinking of resigning this

year.

...It has been horrible.

...I didn't know such problems existed. I don't know

how I could consider coming back. I don't think there

is enough money available to entice me to go through

another year surrounded by all these prejudices.

Five of these eight teachers who indicated that they did

not want to return next year were men. Seven of these teachers

were upper elementary teachers. The one lower elementary

teacher that was not returning had had four years of previous

teaching experience in a suburban school. She perceived that

this previous experience was most satisfactory.

The other seven teachers indicated that they were re-

signing because of family reasons. Four of them claimed that

their husbands had been transferred out of the community. The

other three reported that they were pregnant and would not be

teaching next year. Four of this group of teachers believed

that this year's experience had been very rewarding and that

if conditions were such that they would be available they

would like to return to their jobs the next year. One of the

others indicated that her husband did not want her to work in

this kind of a school anymore because it had made her too

nervous o
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Helping Teachers' Evaluations 2: Their Experiences Working

w1 New Teachers
 

Question 11 was re-phrased and presented to the helping

teachers to determine how they would evaluate the year's exper-

ience in working with the new teachers.

Helping teachers A, B, C, D, and E believed that their

experiences working with new teachers had been most rewarding.

They perceived themselves as working with the new teachers and

providing them with the kinds of support and reinforcement

which would help them feel more secure in the classroom.

They perceived themselves, primarily, as helpers.

I have found it was rewarding to feel that I am able to

help others through some of the experiences I have had...

My main responsibility is to help the new teachers have

a successful year of teaching by helping the new teacher

become acquainted with the materials that are available,

by helping her in anyway I can to relate to each child

so that she feels that she has helped each child.

I enjoyed it. My major responsibilities...trying to help

them to help the children at the level on which the child

can achieve and help them to help the child to seek a

higher level of achievement, if possible. This has

been very difficult because the new teachers do not under-

stand how they can help the very slow child. My responsi—

bility is to help the classroom teacher succeed with this

task. I see my role as mostly supportive. I would like

to develOp more of a team atmosphere...

It was satisfying to me. All the new teachers were very

cooperative. I got along with them fine. They were all

willing to take my suggestions, they don't get hurt or

angry when I give them suggestions when I see that some-

thing is wrong. I believe that they consider me as a

friend and that they can talk to me without any fear of

being evaluated. My role is not supervisory at all. I

just give them support and encouragement.

It was a most rewarding experience. I have had access to

all grade levels and I have had to secure materials from

many sources. Personally, I feel that I have learned a

great deal. I feel that the helping teacher can certainly

help the new teacher overcome the insecure feelings which
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new teachers experience when they encounter children

like we have here. I have found as you help the new

teachers you have to learn more and more about the

schools. I believe that being a helping teacher has

probably helped me as much as I have been able to help

the new teachers.

Helping teachers F and G perceived that the services of

the helping teacher were very ineffective. Helping teacher F

did not perceive any reasons for the existence of the helping

teacher role. She believed that the building principal had

definitely been identified to provide for the educational

leadership at the building level and that he had available

services through the elementary consultant that would be able

to cope with any of the problems of new teachers. She

commented:

I'm not sure that the helping teacher, and this is, of

course, a personal point of view, was necessary. I

think here again, when a person is ready to grow he will,

be it through classes, in—service training, just natural

growth, or whether growth is forced on him in some way

or other. If the principal is the educational leader of

the building, I don't think that there is any need for

my services. He has an elementary consultant to help

him if he needs help. The consultant is far better pre-

pared than I am as a helping teacher. She comes in

contact with more new ideas. She has had more education.

She is just more capable. We have some awfully good

consultants here. I'm not.sure this is a job that

really needs to be done.

Helping teacher G believed that the helping teacher role

had been very ineffective because she had been discouraged from

taking an active part in the classroom and because she had not

been given any kind of authority to implement what she felt

was right. Furthermore, she had not perceived that the helping

teacher had enough to really keep her busy. After the first

few weeks when the new teachers knew where the materials were
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and knew the procedures, she perceived that the helping

teacher had worked herself out of a job.

I feel that I was rather ineffective mainly because

we were discouraged from really taking an active part in

the classroom. I can see some reasons why this was done

because one might be tempted to take over certain per—

sons and forget this was the teacher's assignment and not

yours. We really had no authority and the new teacher

knew this. In a way this was good because people tend

to avoid seeking help from the one whom they regard as

being an authority figure. I really feel that we were

quite ineffective. That's why I'm leaving. I felt

like my time was wasted...I think the new teachers could

get along without you the second semester. I think the

helping teachers should have other assignments besides

helping the new teachers. I don't think it is fair for

you to spend all of your time with the new teachers. At

first, I think the new teacher likes to have you around.

If you are really doing a helping job and helping the

new teacher get acquainted with the children, this is

going to keep you busy the first few months. In one of

the buildings the principal gave me other assignments

so it worked out nicely. Of course each principal

has his own way of working. The only thing I was asked

to do in the other building was substitute. This, in

my opinion, was a complete waste of time because you can

get substitutes with only two years of college. I didn't

think this was what I was trained to do. Another com—

plaint I have is that no one person can be good at

everything. For instance I have had experience at the

upper elementary and I felt uncomfortable when I had to

relate to the new kindergarten teachers. I felt very

ineffective.

The Principals' and the Consultants' Evaluations 2f the Helping

Teacher's Services

Nine of the eleven principals included in the study per—

ceived that the helping teachers' services had been very

effective in their buildings or that they had the potential

for being very effective. They commented:

I look at the helping teacher as an assistant working

primarily with the instructional program...working with

new teachers to help them so that they will become ex-

cellent teachers. The helping teacher has had valuable

experience from which she has been able to develop in-

sights which she has shared with the new teachers. The
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helping teacher has been a vital factor in helping our

teachers achieve a degree of success. I feel we were

very fortunate to have a helping teacher whose person-

ality was such that she could relate to the new teachers

and be accepted by both the new teachers and the exper-

ienced teachers...

Our helping teacher tried to take care of the needs of

the new teachers in any area that they might need help,

particularly lesson planning, actual classroom organiza-

tion, demonstrations on grouping and placement, and

reading....0ur only problem is that we have made the

services of the helping teacher available to the new

teacher upon her request. Some of them do not ask for

the help because they do not perceive that they need

any help. Others have become too dependent upon the

helping teacher. Some of them wouldn't have been able

to stay in the classroom if it hadn't been for the help

our helping teacher provided them...

Our helping teacher has been able to relate to the new

teachers and be a real help in my working with them...

we have utilized her services too much by involving her

in tutorial assignments in handling the extremely

difficult problems...we would like to have more of her

time available for planning with teachers and possibly

developing some materials with them for classroom use...

We would classify our helping teacher as being out—

standing. Our teachers evaluated the helping teacher's

services and they believe that she had provided them with

tremendous help. Even some of our experienced teachers

are beginning to ask for her help too...

...Our helping teacher is tops...she is accepted as a

member of the team..

...The helping teacher program, as we see it, is a

tremendous thing. It's humanly impossible for the prin-

cipal to be the curriculum or instructional leader in

his building...there are too many other demands upon

his time. The role of the helping teacher is a team

role. She is in the building all day long and in every

classroom at least once a day. The new teacher knows

that when a problem develops he has some one to turn to

that is not going to evaluate him. The helping teacher

in our building does not have an office. Her place is

in the classroom with the teachers. She has won the

respect of both the new and experienced teachers...

...to me it is a blessing. As an instructional leader

I ought to spend all of my time working with teachers,

but because of the many other responsibilities of the
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principal's office this is humanly impossible. In our

building we have an exceptionally fine helping teacher.

We couldn't have had a better one. She is creative and

warm and understanding. She knows how to move in and

help the teacher. She has served as my right arm

because she could take the time to work with teachers

until they felt they could carry on by themselves. She

has done a fine job. Almost all of our teachers have

moved into successful teaching experiences....I would

say that the helping teacher has been most effective

in our building.

...I've only had a helping teacher half time this past

year. I've asked for a full time one next year. I

think a principal needs someone in the building to give

instructional classroom help. I just can't do it myself.

The helping teacher has helped the experienced teacher

as much as if not more in my building. Together we

have planned on how we can best work with each teacher..

Each person is so different. You have to take into

consideration the individuals...individual differences

are just as real in teachers as it is in students...

The principals that perceived that the helping teacher

had been effective believed that:

1. She has been effective because she has been avail-

able to help with the instructional program when

the principal has been tied up with other respon-

sibilities.

2. Since she is located in the building she can work

with the principal in providing a carefully co-

ordinated plan to help each teacher.

3. She has had time to work with teachers and has

helped many of them have successful teaching ex-

periences this year.

4. The teachers have accepted the helping teacher as

a source of help.

5. She has served as a liason between the teacher and

the principal.

6. She has opened the doors for new teachers to many

school resources.

7. She has helped teachers develOp materials and she

is creative.

8. She serves as a sounding board for teachers to talk

over their problems.
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Two principals perceived that their helping teacher had

not been effective. They believed that the reasons that she

had not been successful were primarily two in number. First,

she was unable to serve effectively because the particular

emotional skills and social skills that she had did not support

her acceptance by the group. Second, she perceived that she

had administrative responsibilities and as a result teachers

perceived that she was too demanding and did not seek her help.

They said:

...Our experience for the first semester with the help—

ing teacher program was not entirely satisfactory. The

person we had involved did not seem to have the emotional

or social make—up to relate teachers in a way that allowed

her to help them. She seemed to feel that this position

was an administrative position rather than a helping and

supportive assignment. This contributed to the develop—

ment of some antagonisms....Some of the teachers per-

ceived that they could not tolerate the situation..We

asked her to help with the remedial programs on a

tutorial basis but this didn't work out either...

...The older teachers in this building looked upon the

helping teacher as a threat to them. They felt that

maybe she was going to tell them to do things they did

not want to do...I think that many of these new teachers

wanted to be left alone...0n the first day they didn't

want someone in their class in the way. I didn't think

I could utilize the helping teacher with just the new

teachers. I tried to get her to help all the teachers..

I think the main reason she was ineffective was her ap—

proach to the situation...You just can't go into teachers

who have been teaching ten years and say you're not doing

this right. This is the way it should be done. The door

is closed before it is ever Opened...

Four consultants related to the buildings involved. One

consultant did not feel that she was in a position where she

could evaluate the helping teachers. She had had very little

opportunity to observe them. Most of what she knew about the

program was hearsay. The other three consultants had serious

wan-"r
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questions about the program because they perceived that the

role definition was not clear and not universally accepted.

They commented:

I am not sure...I would assume that some are very com-

petent and could do a very fine job at the building level.

It depends upon the perception that the new teacher has

of the helping teacher. I know that in some cases ex—

perienced teachers rejected the whole program...I know

that one helping teacher had to be evaluated by the

teachers and she felt that all of the teachers were

very negative and directed all of their criticism to-

ward her. I personally received many calls from helping

teachers in the evening and Saturdays and they were very

frustrated and weren't accepted...I know that some of the

other consultants were having problems...They didn't

know what their role was in relation to the helping

teacher...When the job description was written few of

us knew anything about it. Helping teachers have con-

tacted me during the year for help, help mainly with their

problems in relating to teachers and principals. They

seemed to have a feeling that they were being used. I

don't know if the other consultants have had similar

problems but the Negro helping teachers have felt this

way...that maybe some of the problems that the princi—

pal didn't want to undertake because of some incecurity

regarding color had been shoved upon them. Some of the

helping teachers have called me and wanted sympathy and

advice on how to handle the situation. Some of the

helping teachers have been used almost entirely as sub—

stitute teachers. They have had to go in and substitute

when teachers are out. One of the helping teachers that

I have been working with even complained to the principal.

Anytime he wanted to talk to any teacher in the building,

be it new teacher or experienced, this was the expedient

means by which he could do it during the day, just to

let her substitute, I guess she had to tell him no...

I think that in some cases it has been very good. I

think that it was unfortunate that there wasn't a better

definition of the helping teacher role at the beginning

of the year. Some of them apparently felt that they

should be involved in the administrative situations which

they should not have been. Consequently their time was

taken away from instruction and they have been rather

confused and some of their efforts have been rejected...

some of them have not identified themselves as a class-

room teacher. Therefore, they haven't felt free to go

into the classrooms and work with small groups of students

or to do as much demonstration work as they should....I

feel that we should have helping teachers in one subject
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area at a time...I would like to see some way to co-

ordinate their activities so that we could sit down with

the total group and do some planning and know that we

are all working in the same direction. I've had the

experience of having one of the helping teachers talk

to another consultant to check out the things I told

her she should do in a particular situation. This is

unfortunate..

I happened to have worked with two top people, very well

prepared for their work, both would have liked to have

had a lighter load. They were the two who had the

heaviest loads. One had to work between two schools

and so often she was in the wrong school, when she was

needed in the other. If the helping teacher program is

to be effective there should be one teacher in each

building. The helping teacher role should be re-defined.

So many times the helping teacher has been used for other

than helping the classroom teacher directly with her

needs. I think it should be limited to this. She should

have no other duties than just getting into the class—

room. She should spend all of her time in classrooms...

This isn't happening.



 

CHAPTER V

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Introduction
 

New teachers who are assigned to the inner-city schools

frequently find themselves in the oldest and most obsolete

schools located in slum areas. Public School Administrators

have documented the fact that many teachers flee from the

kinds of problems they encounter in these blighted and

socially disorganized areas.

New teachers who serve these schools need help, support,

and reinforcement in order that they may adjust to the

teaching of the educationally disadvantaged.

This study was conducted to examine and explore the role

of the helping teacher who was assigned to new teachers work—

ing in the inner city schools of Flint, Michigan. It was

made to identify those attributes of the helping teacher's

role which were perceived as providing a service to the new

teachers and, at the same time, to identify those attributes

or elements which were perceived as not providing help to new

teachers.

Summary and Conclusions
 

Seven groups of certificated employees from the Flint

Public Schools were included in the population upon which
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this study was based. Each of the seven groups was com—

posed of a helping teacher, a sample of new teachers to whom

she was assigned, the building principal or principals, and

an elementary consultant. The total number involved was:

seven helping teachers, eleven building principals, thirty

new teachers, and four elementary consultants.

All of the teachers were new teachers in the Flint

Schools during the school year 1964—65. All had received

their bachelors degree within the last five year period. All

personnel included in the sample were assigned to serve

schools which had been identified as serving the education-

ally disadvantaged.

The study was limited to a few selected responsibilities

from the helping teacher's role.

A questionnaire was used to collect data from the helping

teacher and the new teachers to whom she was assigned. Data

were collected from all of the study pOpulation with a struc-

tured interview. The data from the questionnaire were used

to test the first hypothesis using a chi square analysis. The

data from the structured interviews were used to provide a

descriptive analysis of the second hypothesis.

It was hypothesized that the new teacher and the helping

teacher to whom he was assigned would agree on the kinds of

problems that he, as a new teacher, was encountering during

his first year's teaching experience in Flint, Michigan. It

was further suggested that the new teacher, the helping

teacher, the elementary consultant and the building principal
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would agree in their identification of the source of help

and the manner in which the help was supplied for certain

problems which were originally identified as responsibilities

of the helping teacher.

Because of the complex nature of the study and because

of the number of variables involved it was decided to sum-

marize the study by sections and to set forth the conclusions

related to each section. A brief summary of the general

conclusion was formed for the end of this section.

Summary and Conclusions from Chi Square Analyses
 

Summa y. Helping teacher B was the only helping teacher

who had no recorded significant differences between her per-

ceptions of the problems of the new teachers and the percep-

tions of these problems by the new teachers to whom she was

assigned. Helping teacher C's perceptions of new teachers'

problems were significantly different from the new teachers'

perceptions in only that category of problems relating to

the needs of pupils. Helping teachers D and E differed

significantly only when the analyses were made in considering

all problems as a basis of comparison. No significant

differences were found when the computations were made in

comparing categories of problems. In the analyses made of

helping teacher F's group there were significant differences

found in the comparison involving all thirty problems and

those problems related to adjustment to the teaching assign-

ment. Helping teacher A's group had significant differences

in three categories: all 30 problems, problems related to the
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adjustment to the teaching assignment, and problems of

adjustment to the needs of pupils. Helping teacher G's

group had significant differences existing in the same three

categories as helping teacher A's group plus a significant

difference for those problems relating to control and disci-

pline.

Tentative Conclusions. Helping teacher D had the
 

greatest potential for providing the new teachers to whom

she was assigned with the most help. Helping teachers 0,

D, and E would not be providing as much help. Helping teach—

er C might not be able to supply help with those problems

which were related to the needs of students. Helping teacher

D because of the level of the significant difference for all

problems which did not appear in the comparisons by categories

might have a specific kind of difficulty which was evident

when all factors were compared. (Computedcflu.square was

.27.08. Level of significance was .05). Helping teacher

E because of the minimum level of significance was not having

as severe problems as D. Helping teacher A had the potential

for having difficulty in relating to those problems of ad—

justing to the teaching assignment and adjusting to the needs

of pupils. Helping teacher G would not provide help for

problems related to discipline, adjusting to the teaching

assignment, and adjusting to the needs of pupils.

Forty two chi square computations were made. No signifi—

cant difference was found in thirty of the comparisons or 71%.



233

It was concluded that the helping teacher program had the

potential for supplying the kinds of help that new teachers

needed but that there would be specific kinds of problems

in existence within the groups assigned to the different

helping teachers.

Summary and Conclusions from New Teachers' Evaluations of

Perceived Sources RE Help

 
 

 

Summary. All the new teachers assigned to helping

teachers A, E, and G perceived that their helping teachers

were providing either much help or some help. All the

teachers of helping teachers B, C, and D who perceived that

their helping teacher was providing little or no help were

subject area specialists. Eighty percent of helping teacher

F's teachers perceived that she was providing them with little

or no help. One teacher failed to make any evaluation. Only

6 teachers, from the entire group, perceived that the consul-

tants were providing much help or some help. All of these

teachers were subject matter specialists and in the interviews

revealed that they were thinking of the subject area consul-

tants rather than the elementary consultants. Only ten per

cent of the teachers perceived that the helping teacher was

providing no help and one of the teachers in this group

failed to make any evaluation. The other two teachers in the

10% figure were assigned to helping teacher F. If the cate-

gories of "much help" and "some help" were consolidated into

one category, the following rank order of perceived help

would reflect the teachers' evaluations: first, 83.33% fellow

teacher; second, 80% helping teacher and 80% principal;
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third 33.33% administrative assistant to the principal;

fourth, 30% community school director; fifth, consultant

(subject area); and sixth, secretary.

Tentative Conclusions. During its first year in ex-
 

istence the helping teacher program has made a substantial

contribution because 80% of the teachers perceived the

helping teacher provided much or some help. In fact, only

one other resource person was perceived as providing more help

and that was the fellow teacher. The data collected indicated

that helping teacher F was not perceived as being a source of

help. The elementary consultants were not perceived as a

source of help by the new teachers. The new teachers who

were serving as subject area specialists turned to the sub-

ject area consultants instead of the helping teacher.

Summary and Conclusions 3: the Problem Areas for Which
  

Limited Help was Perceived
 

Summary. Fifty percent of the new teachers perceived

that they had received no help in working with the consul-

tants. Nine teachers or 30% did not perceive that they had

had any help in trying to cope with extreme deviations, or

in working with the community school directors, or in working

with the seriously maladjusted. Twenty seven per cent of the

teachers did not perceive that they had had any help in adapt—

ing to the existing promotion and retention policies nor in

trying to maintain grade level expectancies as defined by

curriculum. Twenty per cent of the teachers did not perceive

that they had had help with cheating in the classroom, helping
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pupils who were frequently absent, teaching minority groups,

trying to cope with the assignment without adequate prepara—

tion for present job, or teaching handicapped children.

Tentative Conclusions. The fact that fifty percent of
 

the new teachers did not perceive that they had had any help

in working with consultants was considered significant. This

fact coupled with the fact that the new teachers had not

identified the consultant as a source of help indicated the

helping teacher was not serving one of his functions that of

tapping the resources of the school system to help the new

teacher.

Summary pf Problem Areas Not Perceived gg Needing Help
 

Summary. Seventy per cent of the new teachers did not

perceive that they needed any help in teaching left handed

children. Sixty-three percent did not feel that they needed

help in dealing with sex episodes. Sixty per cent did not

need help in working with the principal. Fifty-seven per

cent did not perceive that they needed help in adapting to

the school philosophy, or in working in an outdated plant, or

in coping with community demands on their time. Fifty per cent

did not perceive that they needed help in trying to teach too

large a class, or working with the helping teacher, or work-

ing with the community school director, or helping pupils who

were frequently absent.

Tentative Conclusions. A majority of the new teachers
 

did not perceive that they needed help in teaching left

handed children, or in dealing with sex episodes, or in
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working with the principal, or in adapting to the school

philosophy, or in working in an outdated plant, or in

coping with community demands on their time.

Summary pf the Problem Areas Which Were Identified py the New
 

Teachers fig Areas for Which They Had Received the Most Help
 

Summa y. Eighty per cent of the new teachers perceived

that they had received the most help in working with disci-

pline problems. Seventy—seven per cent perceived that they

had received the most help with applying the course of study

requirements. Seventy-three per cent indicated that they had

had the most help in arranging and planning conferences with

parents and evaluating their own effectiveness. Seventy per

cent perceived that they had had help in understanding the

children's values and prejudices. Sixty-three percent per-

ceived help in trying to COpe with extreme deviations in

maturity, in understanding children's needs and coping with

problem parents. Help in grading and marking had been

received by sixty per cent. Fifty-seven per cent had had

help in teaching dull children.

Tentative Conclusions. A majority of the new teachers
 

perceived that they had had the most help in the following

problem areas: (1) working with discipline problems; (2)

applying the course of study requirements; (3) planning and

arranging conferences with parents; (4) evaluating their own

effectiveness; (5) understanding the children's values and

prejudices; (6) coping with extreme deviations in maturity,

understanding children's needs; (7) COping with problem
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parents; (8) grading and marking; and (9) teaching dull

children. It was tentatively concluded that the major

source of help for these problems was the helping teacher

because these were the problem areas which had been identi-

fied in her job description as her responsibilities. Only

one area, evaluating their own effectiveness, would not be

included. This would appropriately be the responsibility of

the principal.

Summary pf the Perceived Sources of Help for Those Problem

Areas Which Were Perceived fig RecEiving the Most Help

  

  

The helping teachers were perceived as providing over

fifty per cent of the help for the following problem areas;

applying the course of study requirements, trying to main—

tain grade level expectancies, working with the seriously

maladjusted, teaching dull children, and trying to cope

with extreme deviations. Forty-seven per cent of the

teachers perceived the helping teacher as helping the most

in understanding children's needs and forty-six per cent in

trying to communicate with the children.

New teachers perceived that they had received the most

help from building principals with arranging and planning

conferences with parents, evaluating their effectiveness,

and coping with problem parents. New teachers believed that

their fellow teachers helped them most in grading and marking

and adapting to existing promotion and retention policies.

Tentative Conclusions. It was concluded that in most
 

instances that the role of the helping teacher was clearly
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defined because the majority of the teachers perceived that

they were receiving those kinds of help which had been clearly

identified in the helping teachers responsibilities in her

job description. The fact that new teachers were seeking

help from their fellow teachers for marking and grading, as

well as for adapting to existing promotion and retention

policies would indicate that helping teachers had not assumed

this responsibility although it had been clearly identified

as theirs in their job description.

Summary pf the New Teachers' Perceptions pf the Help That

They Had Received from Their Helping Teacher

   

 

Fifty per cent of the new teachers assigned to helping

teacher A perceived that she had helped them in understanding

the children's values and prejudices. Twenty-five per cent

of them perceived that she had helped them with eleven other

problem areas.

One hundred per cent of the new teachers assigned to

helping teacher B perceived that she had helped them in

applying the course of study requirements. Seventy-five per

cent perceived that she had helped them with trying to main-

tain grade level expectancies as defined by the curriculum.

Fifty percent perceived that she had helped them; maintain

grade level expectancies as defined by curriculum, understand

children's needs, communicate with their children, cope with

their assignment without adequate preparation, work with

seriously maladjusted, cope with extreme deviations in maturity,

teach dull children, teach too large a class, teach left-
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handed children, and arrange and plan for conferences with

parents. Twenty—five per cent perceived that she had helped

them in eight other problem areas.

Eighty per cent of the new teachers assigned to helping

teacher C perceived that she had helped them in trying to

maintain grade level expectancies as defined by the curri-

culum. Sixty per cent perceived she had helped them: work

with pupils who are frequently absent, evaluate their teach—

ing effectiveness, teach handicapped children, teach left-

handed children, teach too large a class, cope with the

assignment without adequate preparation, understand children's

needs, apply the course of study requirements, work with

discipline problems, cope with cheating in the classroom,

and understanding children's values and prejudices. Twenty

per cent of the teachers perceived help in four other pro-

blem areas.

Seventy-five per cent of the new teachers assigned to

helping teacher D perceived that she had helped them in

applying the course of study requirements. Fifty per cent

perceived that she had helped them: teach minority groups,

work with discipline problems, and evaluate their teaching

effectiveness. Twenty-five per cent perceived that she had

helped them in ten other problem areas.

Seventy-five per cent of the new teachers assigned to

helping teacher E perceived that she had helped them: work

with seriously maladjusted, arrange and plan conferences with

parents, cope with extreme deviations in maturity, and apply
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the course of study requirements. Fifty per cent perceived

that she had helped them: try to communicate with their

children, understand the children's values and prejudices,

teach handicapped children, teach a too large class, cope

with assignment without adequate preparation, understand

children's needs, teach dull children, work with discipline

problems, and teach minority groups. Twenty-five per cent

perceived that she had helped them in seven other problem

areas.

Not one of the teachers assigned to helping teacher F

identified her as a source of help for one of the thirty

problems.

Seventy—five per cent of the new teachers assigned to

helping teacher G perceived that she had helped them: teach

dull children and apply the course of study requirements.

Fifty per cent perceived that she had helped them: work

with the helping teacher, evaluate their own effectiveness,

and try to cOpe with extreme deviations in maturity. Twenty—

five per cent perceived that she had helped them with five

other problem areas.

Tentative Conclusions. It was perceived by the new
 

teachers that helping teacher E provided the most help to her

new teachers. Helping teachers B and C were perceived as

providing almost an equal amount of help to their new teachers.

Helping teachers A, D, and G were perceived as providing less

than half as much help as helping teacher E. F was not per-

ceived as providing any help.
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Summary pf the Helping Teachers' Roles ip Helping New Teachers

Analyze Students' Needs

  

 

Summa y. Helping teachers C, E, and G perceived that they

had the responsibility of helping new teachers analyze students'

needs. The groups of certificated personnel assigned to each

one of them agreed that the helping teacher was their source

of help and identified many ways in which they had been

helped. Helping teacher D was perceived as a source of help

but was not perceived as being accessible because of other

responsibilities. The evidence collected in the interviews

indicated that the roles of helping teachers A, B, and F

were not clearly defined because in a number of instances the

new teachers had not perceived that any help was available to

them. The consultants did not perceive that any help was

available to the new teachers. The consultants did not

perceive that the helping teacher was responsible for helping

new teachers analyze students' needs but perceived that this

was their responsibility. They thought that the new teachers'

orientation program which they had planned provided the help

needed. Not one of the new teachers identified the orienta-

tion sessions as being helpful.

The new teachers perceived that the helping teachers had

helped them in the following ways: (1) helped them interpret

the test scores and the accumulative records; (2) worked

with them in determining ability levels and helped them

identify and define youngsters' abilities and limitations;

(3) shared their experiences in working with these youngsters
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and their insights into the students' cultural background;

(4) helped develop materials and plans to meet the students'

needs; (5) worked with the teacher in the classroom as a

teamworker; (6) made resource peOple available; and (7)

took time to sit down with the new teachers and informally

discuss their problems. (Twenty of the thirty teachers

alluded to this in at least one of their responses.)

Tentative Conclusions. In the groups of new teachers
 

assigned to C, E, and G there appeared to be mutual agreement

that the helping teacher was their source of help in analyz—

ing students' needs. The evidence indicated that helping

teachers were perceived working with the new teachers in a

team relationship in those instances where they took time to

talk with the teachers informally. Agreement also existed

in the group assigned to helping teacher D, but they did not

perceive that she was available because of other assignments.

Teachers assigned to teachers A, B, and F did not perceive

that any help was available. It was concluded that the role

of the helping teacher was not clearly defined in these

buildings for this responsibility. The consultant did not

appear to be aware of what was going on in the building and

appeared to be working outside of the building area of need.

  

Summary pf the Helping Teachers' Roles lg Helping New Teachers

U ilize SchooI and Community Resources
 

Summary. Helping teachers 0 and E perceived their

responsibilities in much the same manner as did the teachers

and principals to whom each was assigned. Each member within
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these two groups clearly identified the helping teacher as

a source of information on school and community resources, but

more than this, they perceived the helping teacher as working

with them in selecting the resources that would complement

their classroom activities. They perceived the helping teacher

as making suggestions on what materials or experiences should

be used and then demonstrating how they might be used. Prin-

cipals perceived the new teachers as utilizing both school

and community resources because of the help from the helping

teachers. Teachers perceived that the utilization of these

resources had made their instructional programs more interest—

ing and as a result they had had fewer discipline problems.

The guidelines for responsibilities were not quite as

clearly defined in the group assigned to helping teacher A,

but there was agreement that the helping teacher should co-

ordinate the new teaahers' use of these resources.

The role definition for helping teacher B was very pre-

cise, at least each individual who was assigned to her agreed

with her that she worked with them in a team relationship

bringing all the resources of the school and the community

to bear upon the needs of boys and girls.

Helping teacher D and her principal agreed that there

were many resources available on request. However, teachers

were reluctant to take advantage of this kind of permissive

organization or had not perceived that these resources were

accessible, or if they had, they did not perceive that the

resources could make any contribution toward enriching and
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extending the classroom experiences.

Helping teacher F was the only one in her group that

perceived that she had any responsibilities for helping the

new teacher become aware of school and community resources.

Both principals to whom this helping teacher was assigned

perceived that this was their responsibility and the teachers

accepted their point of view.

In the case of helping teacher G, all the teachers in

principal 1's building identified the helping teacher as one

of the sources of help but tended to agree with the principal

that this was one of the principal's major responsibilities.

Principal 2 perceived that there were many resources avail—

able and that good teachers would ask him for them when

needed them. The teachers in this building indicated that

they had tried to get help from their fellow teachers.

The consultants identified this as their responsibility

and did not indicate that the helping teachers had any

responsibiltieis in this area.

Tentative Conclusions. It was concluded: (1) that it
 

was not just enough to make a service available upon the

request of the teachers because the evidence indicated that

if they had to ask for it they would seek help from their

fellow teachers first; (2) that even those teachers who

clearly understood the helping teacher's role as coordinating

the use of school and community resources had not made use of

these services; (3) that the new teachers who had the help

of the helping teacher in a team relationship where they had
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worked and planned together, with the helping teacher demon—

strating possible utilization of outside resources and

suppOrting the classroom teacher in trying these resources,

perceived that their classes were more interesting and that

they had fewer discipline problems, and (4) that the other

teachers perceived that they couldn't risk getting away from

the books because of the discipline problems.

  

Summar pf the Helping Teachers' Roles 3p Helping New Teachers

UtiIizing the Curriculum and Philosophy pf the Flint Public

Schools

  

Summary. All the teachers assigned to helping teacher G

perceived that she was a source of help for helping them to

understand the curriculum. Both principals to whom this

helping teacher was assigned provided Opportunities for

teachers to meet informally at grade levels and encouraged

innovation and supervision. They both regarded their helping

teacher as a curriculum specialist who could sit in these

informal groups and provide guidance and answers to questions

as they emerged. Only one other group had a majority of its

members identifying the helping teacher as a source of help

and that was the group assigned to helping teacher E. The

principal in this group had insisted that the helping teacher

was to review the curriculum periodically with each of the new

teachers. The principals in the other groups perceived this

as their responsibility.

Thirteen teachers identified the helping teacher as the

source of help. Most of these were assigned to helping

teachers E and G. Thirteen teachers did not perceive that
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any help was available to them. Two subject area teachers

identified the subject area consultants as their source of

help. Two teachers had had the opportunity to have their

practice teaching experience in the Flint Schools and felt

that their supervising teacher had provided them with an

excellent understanding of the phiIOSOphy and the curriculum

of the schools. Consultants identified this as their respon-

sibility.

Tentative Conclusions. It was concluded: (1) that the
 

principal played an important part in the definition of the

role of the helping teacher because in those areas where he

had not clearly identified the helping teacher's role and

delegated that responsibility in such a manner that it was

perceived by the teachers, the helping teacher was unable to

perform her assignment; (2) that the helping teacher was

only successful when the principal provided the procedures

for engaging the new teachers in a dialogue and in reviewing

the curriculum; (3) that the helping teachers found it

difficult to help subject area specialists; (4) that the

consultants were unaware of what was happening at the building

level; and (5) that the area of curriculum and philOSOphy

was one of the responsibilities of the helping teachers that

needed to be studied and given special emphasis.

Summary pf the Helping Teachers' Roles 2p Helping New Teachers

in A apting pp DeveIoping MateriaIs £2 Mee he Needs pf

ETudents

   

 

Summa y. In the entire sample of 30 new teachers only

four teachers identified the helping teacher as a source of
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help for adapting existing materials or in developing new

materials for their classes. Eighteen teachers did not

perceive that any help was available to them. Four teachers

identified their fellow teachers as sources of help. Two

believed that their training had provided them with the

kinds of understanding which enabled them to do this by

themselves. One subject specialist had contacted the sub-

ject area consultant for help.

Helping teacher 0 was the only resource person who was

clearly identified as a source of help by all the personnel

to whom she was assigned. They perceived that the helping

teacher reviewed things with them, pointed out individual

differences, emphasized the need to work with kids where

they were, found supplementary books and materials for

particular needs, helped with grouping so materials could

be used better, worked with me, tried things, developed

magnetic boards, and helped develop phonics charts.

Tentative Conclusions. It was concluded: (1) that
 

comparatively little effort was being made to help new

teachers adapt or to develOp materials to meet the needs

of their students; (2) that the one helping teacher who

had been able to work with teachers in a team relationship

had been able to get the new teachers interested in adapting

materials and develOping new materials to meet a particular

need; and (3) that there needed to be more emphasis placed

on this responsibility and concerted effort to find ways for

the helping teacher to help new teachers adapt and develop
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new materials.

Summary pf the Perceived Sources pf Most Help
  

Summary. Twelve teachers identified the helping teacher

as providing them with the most meaningful help. Ten of the

twelve were female teachers, only two were male. These

teachers perceived that the helping teacher had (1) helped

them with discipline problems by making suggestions, demon-

strating techniques of classroom management, and by providing

them with background information which had helped them under-

stand the pupils' needs and problems; (2) been accessible so

that when problems developed she had worked with them im—

mediately; (3) provided them with materials and suggestions

to improve their classroom instruction; (4) helped develop

lesson plans; (5) discussed problems and the entire instruc-

tional program on a conference basis; (6) met with teachers

in small groups by grade level and helped them become familiar

with the curriculum; and (7) provided them with encouragement

and support.

There were eleven male teachers included in the study.

Only two of the males identified the helping teacher as pro-

viding them with help. Four of the teachers who did not

perceive that they had received any help were men. Two of

these made negative comments related to the services of the

helping teacher and one distinctly perceived the helping

teacher as a threat to his status as a classroom teacher.

Four of the seven teachers who perceived their fellow teachers

as sources of help were men. Three of these were subject
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area specialists. A review of the recorded interviews re-

vealed that these teachers perceived other male teachers as

their primary sources of help. One male teacher identified

the community school director as being most helpful.

Seven of the eleven principals identified the helping

teacher as providing the most help to teachers. Two prin-

cipals believed that teachers had to live and work in this

situation before they could relate realistically to the

problems of the disadvantaged. They believed that the actual

contacts with the boys and girls and their parents provided

the new teachers with the only kinds of experiences that

were meaningful.

All of the helping teachers perceived that they had a

major role in helping new teachers. The graphic analysis of

the helping teachers' roles revealed that the groups assigned

to helping teachers A and E were substantially in agreement

in their perceptions of the functions of the helping teacher.

The least agreement existed in the group assigned to helping

teacher F. None of the consultants identified the helping

teacher as a source of help to the new teachers.

Tentative Conclusions. It was concluded: (1) that
 

helping teachers who worked closely with their teachers in

planning and working were perceived as being most helpful;

(2) that new teachers liked the opportunity to talk to some—

one who was not perceived as an authority figure--that they

needed some one to listen to them; (3) that the men teachers

found it more difficult to secure the help of a female
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helping teacher; and (4) that one of the reasons that help-

ing teachers could not relate to certain teachers was because

they were perceived as coming between the teacher and the

students.

  

Summary pf the Helping Teachers' Roles i2 Helping New Teachers

A jus pp the Teaching pf the Disadvantaged
  

Summary. Twenty—three teachers perceived that they had

to make adjustments in their classroom management. Fifteen

perceived that they had to make adjustments in teaching tech-

niques. Most teachers were concerned with discipline or

trying to lower their expectations to the levels of their

students. Helping teachers B, C, and G were identified as

providing the kinds of help that were the most meaningful.

Twenty-one teachers were perceived as having made satis—

factory adjustments and nine had not. Of the nine teachers

who were not perceived to have made satisfactory adjustments,

three were experienced teachers who had taught in small

suburban or rural schools, five were subject area specialists,

three of these had been trained for secondary schools, and

one was a Negro teacher.

Tentative Conclusions. It was concluded: (1) that those
 

helping teachers who were perceived as working with the new

teachers as a member of a team were more successful in help—

ing new teachers adjust to their assignment of teaching the

disadvantaged: and (2) that it was more difficult for them

to try to help the teachers who had previous teaching exper-

ience in another kind of school, or those who were subject



251

area specialists, those who were trained for the secondary

level, or those that were men.

 
  

Summar of the Sources pf Help for Understanding Child Growth

and DeveICpment
 

Nine of the new teachers identified the helping teacher

as the chief source of help for understanding child growth

and develOpment. They perceived the helping teacher had:

(1) shared the insights which she had gained through her

visits in the homes; (2) helped develop ways of observing and

evaluating these boys and girls; (3) suggested the kinds of

projects that would hold their attention and be meaningful

to them; (4) helped identify the kinds of activities that

these children could do at this particular grade level; (5)

helped them understand the Negro child and their own atti—

tudes toward him; (6) helped through private conferences by

discussing growth patterns, ability patterns and behavioral

patterns of the Negro children.

Eight of the new teachers identified their own eXper-

iences in working with these children as gradually providing

them with understandings of the child growth and develOpment

of these children. Five identified their fellow teachers

as their source of help. Four identified the in—service

programs as being helpful.

Two teachers identified the conferences that they had

had with the principal and the helping teacher as being most

helpful. They perceived these two people as working as a team.

One teacher mentioned only the discussions with the
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principal. Another teacher felt that the fact that she had

lived in this kind of a community when she was in school had

provided her with a basis for not only understanding these

youngsters but for her communicating with them. Three teach-

ers perceived that they had received no help and regarded

themselves as just trying to keep the "shop Open“.

Tentative Conclusions. It was concluded: (1) that the
 

thirty per cent who identified the helping teacher as a source

of help for understanding child growth and develOpment per-

ceived that she was working with them and that she was

sharing her experience with them and wanted to help them;

(2) that the new teachers felt they needed more help in

this area; and (3) that new teachers perceived that the

kinds of help that had been most meaningful were related to

primary experiences either with the youngsters or their

parents or with those teachers whom they perceived knew the

answers to their problems.

Summary pf the Sources pf Support and Reinforcement
  

Summary. Thirteen of the new teachers identified the

helping teacher as the one who provided them with the most

support and reinforcement. They perceived the helping

teacher had: (1) not only been available but accessible to

them for help; (2) made them feel at ease; (3) made them

feel that they were accomplishing something; (4) been working

with them; and (5) been willing to just talk with them and

serve as a sounding board.

Eight of the new teachers identified their fellow
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teachers as providing them with the most support and re-

inforcement. Seven identified the principal as a source

of support and two did not perceive that they had received

any support or reinforcement.

‘ Tentative Conclusions. It was concluded: (1) that the
 

new teachers perceived that they received the most support

and reinforcement from those teachers who worked with them

as a team, who perceived that tHey were helpers and that

they had time to listen to the new teacher; (2) that when

the new teachers did not find support and reinforcement from

the helping teacher or the principal they turned to their

fellow teachers; (3) that the fellow teachers to whom they

turned were not, frequently, the one that they should be

seeking help from.

Summary of Perceived Barriers to Good Teaching
  

Summary. Seven of the new teachers identified disci—

pline as the most difficult problem that they had had to cope

with during their first year's experience. Five teachers

identified the emotional problems of youngsters as being

barriers to their teaching as they believed they were capable

of doing. They perceived that they were spending too much of

their time trying to relate to a few of these youngsters and

that in doing so they were neglecting the majority of their

classes. Two teachers believed that they did not have the

time to plan and work with children to meet their individual

needs. Two teachers perceived that there were certain factors

related to race that served as barriers to their being able to
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relate to their classes.

Tentative Conclusions. It was concluded: (1) that
 

teachers perceived that their chief barriers to good teach-

ing were discipline problems and the youngsters having

emotional problems; (2) that they did not have time to plan

and work with children as individuals; and (3) that racial

prejudices served as barriers.

Summar pf Perceived Barriers of Helping Teachers As They

Trie 0 Help the New Teachers

 
 

  

Summary. The helping teachers perceived that it was

difficult to try to relate to too many new teachers at one

time because they were not available at the time the problems

occurred. They found it difficult to know how to relate to

teachers in the classroom. The new teachers were frequently

influenced by teachers who were not the best models. Some

of the men were more resistent to help than the women.

Tentative Conclusions. It was concluded: (1) that
 

helping teachers could not try to relate to too many teachers;

(2) that helping teachers found it difficult to work with more

than one principal at the same time; (3) that it was difficult

to know what role to play in the classroom with the new

teacher; (4) that it was more difficult to help men than

women; and (5) that the influence of other teachers sometimes

was not helpful.

Summary pf the Perceived Need for Additional Help for New

Teachers

  

Summa y. Seven teachers, two helping teachers, three

principals, and three consultants perceived that one of the
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greatest needs of new teachers was help in understanding the

disadvantaged. They perceived that new teachers needed

Opportunities: (1) to study the community and its cultural

patterns so as to be able to identify the strengths of these

youngsters as well as their problems and weaknesses; (2) to

have conferences with experienced peOple who can relate to

these children and understand them; (3) to become informed

of the nature of racial problems and the implications they

hold for their classrooms; (4) to study human relations

skills; and (5) to develop realistic expectations for these

youngsters.

An equal number of the certificated staff identified the

need to extend the services of the helping teacher. They

perceived that: (1) each building should have its own help-

ing teacher so that the helping teacher would be more accessible

when her help was needed and so that the helping teacher would

have more time to spend with each teacher; (2) the helping

teacher could provide more help with curriculum, classroom

management, discipline, selection of materials, and in

planning; (3) the helping teacher can help them utilize

the school and community resources better than she has in

the past; (4) the helping teacher can provide the kind of

help which is most meaningful because it can be available

over an extended period of time; and (5) the helping teacher

does not become a threat to the new teacher and is in the best

position to support and reinforce the teacher.

Three teachers identified some reservations that they
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had for the helping teacher's services. One perceived that

the helping teacher came between him and his students.

Another teacher perceived that the teachers in her building

had asked the helping teacher to provide remedial instruction

for their lower students and that the helping teacher had not

provided them with this kind of help. The third teacher was

critical of the helping teacher's demonstrations.

Four teachers, four consultants, two principals, and one

helping teacher perceived that one of the areas in which new

teachers needed additional help was related to the curricu—

lum and curriculum materials.

Six members of the certificated staff believed that

teachers needed more time to discuss mutual problems and to

work together. Three teachers perceived that they needed

more help in getting materials. Three perceived the need for

help with grouping.

Ten teachers perceived that they had received all the

help that they needed.

Tentative Conclusions. It was concluded: (1) that new
 

teachers need more help in understanding the disadvantaged;

(2) that the helping teachers services need to be extended:

(3) that the role of the helping teacher needs to be redefined

in such a manner that every one to whom she is assigned has

clearly defined expectations of her services; (4) that the

new teachers need more help with curriculum and curriculum

materials; and (5) that the helping teacher needs more time

to talk to teachers in informal groups and to listen to their
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problems so as to serve as a sounding board.

Summary of the Personal Evaluations of the Year's Experiences
  

 

Summary. Fifteen or 50% of the teachers indicated that

they had found the past year most rewarding. They believed

that their students were improving. They felt a sense of

achievement and planned to continue teaching in their present

assignment. The other fifteen teachers had decided to leave

for a variety of reasons. Eight of the teachers perceived

that they had been failures and felt that the year had pro-

vided them with frustrations. Five of these eight teachers

were men. Seven of these teachers were upper elementary

teachers. The one lower elementary teacher that was not

returning had had four years of previous teaching experience

in a suburban school. The other seven teachers indicated

that they were resigning because of family reasons.

Helping teachers A, B, C, D, and E believed that their

experiences working with new teachers had been most rewarding.

They perceived themselves,primarily, as helpers.

Helping teachers F and G perceived that the services of

the helping teacher were very ineffective. Helping teacher F

did not perceive any reasons for the existence of the helping

teacher role. She believed that the building principal had

definitely been identified to provide for the educational

leadership at the building level and that he had available

services through the elementary consultant that would cope

with any of the problems of the new teacher. Helping teacher

G believed that the helping teacher role had been very
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ineffective because she had been discouraged from taking

an active part in the classroom and because she had not been

given any kind of authority to implement what she felt was

right. She did not perceive that the helping teacher had

enough to really keep her busy.

Nine of the eleven principals included in the study

perceived that the helping teacher's services had been very

effective in their buildings or that they had the potential

for being very effective. They believed that the helping

teacher was effective because: (1) she was available to help

with the instructional program when the principal was tied

up with other responsibilities; (2) she was located in the

building which allowed her to work closely with the princi—

pal in providing a carefully coordinated plan to help each

teacher; (3) she has had time to work with teachers and has

helped many of them have successful teaching experiences;

(4) the teachers have accepted the helping teacher as a source

of help; (5) she has served as a liason between the teachers

and the principal; (6) she has Opened the doors for new

teachers to many school resources; (7) she has helped teach-

ers develOp materials and she is creative; and (8) she serves

as a sounding board for teachers to talk over their problems.

Two principals perceived that their helping teacher had

not been effective. They believed that she had been unable

to serve effectively because of the particular emotional and

social skills that she had did not support her acceptance by

the group. She also perceived that she had administrative
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responsibilities and as a result the teachers perceived that

she was too demanding and did not seek her help.

One consultant did not feel that she was in a position

where she could evaluate the helping teachers because she had

had very little opportunity to observe them. The other three

consultants had serious questions about the program because

they perceived that the role definition was not clear and

not universally accepted.
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Summary of Conclusions

The following general conclusions were made from the

evidence collected:

1. that the helping teachers who were perceived by the

new teachers, whom they served, as providing them

with the most help were the helping teachers who

perceived the new teachers' problems most nearly

as the new teachers perceived those problems.

2. that the helping teacher program during its first

year in operation has been perceived as being

successful, i.e., item 6 page 83

3. that the kinds of services provided by those help-

ing teachers who were perceived as being helpful

were different from those that were supplied by the

helping teachers who were not perceived as being

helpful.

4. that elementary consultants were not perceived by

the new teachers as a source of help.

5. that new teachers needed the opportunity to discuss

their problems with someone whom they did not per-

ceive as an authority figure.

Factors Contributing pp the Success 2: the Helping
   

Teacher Program. A review of the tentative conclusions reveal-
 

ed that the following factors were present in those situations

in which the helping teachers were perceived as being helpful:
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The helping teachers perceived themselves as

helpers and were perceived by the new teachers

whom they served as helpers.

The helping teachers worked closely with the new

teachers in a manner which was perceived by the

helping teachers and their associates as a team

relationship. As a team they planned, taught,

and evaluated what they were doing.

The helping teachers took time to sit down with

the new teachers in informal situations to listen

to the new teacher's problems.

The building principal had clearly defined the role

of the helping teacher and had spent much time in

working with the helping teacher so that she knew

what was expected of her and had spent time with

the new teachers in helping them understand what

they could expect from the helping teacher.

The building principals to whom the two helping

teachers were assigned who were perceived by their

teachers as being most helpful had established pro—

cedures by which the helping teacher related to

every new teacher every week and in some cases every

day. New teachers were expected to meet with their

helping teachers periodically by grade level to dis—

cuss curriculum. The helping teachers were expected

tO visit the classroom at least once a week. Help—

ing teachers were expected to work with new teachers
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in developing lesson plans, in demonstrations, in

student evaluations, in student counseling, in

encouraging the new teachers to experiment.

The helping teacher was perceived as being acces—

sible and not an authority figure.

The new teachers perceived that the helping teacher

had had many experiences which she was willing to

share with them which helped them understand the

disadvantaged child.

The helping teachers perceived as providing the

most help provided help in these areas: (A)

working with discipline problems; (B) applying

the course of study requirements; (C) planning

and arranging conferences with parents; (D) eval—

uating the new teachers' effectiveness; (E)

understanding the childrens' values and prejudices;

(F) coping with problem parents; (G) grading and

marking; and (H) teaching dull children.

Areas lg Which Helping Teachers Had Difficulties. The
 

following factors were perceived as percipitating problems as

the helping teacher tried to help the new teachers:

1. Helping teachers had difficulty in trying to help

the subject area specialists. Only one of the

subject area specialists identified the helping

teacher as a source of help. The others perceived

that they had been helped by the subject area re-

source person from the Central Office but not by
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the elementary consultants.

2. New teachers perceived that they could not risk

getting away from the textbooks because of the

discipline problems, and, therefore, would not

use the school and community resources or do any

experimentation.

3. Men teachers perceived that the helping teachers

were a threat.

4. Experienced teachers found it difficult to accept

the helping teacher into their classrooms.

5. Certain teachers perceived that they alone were

responsible for their classroom and that anyone

who came into their classroom was an intruder

coming between them and their students.

6. The new teachers who had preparation for secondary

education tended to be more interested in their

subject matter than in finding out how to work with

their students.

7. Racial factors made it difficult for some of the

Negro helping teachers to be accepted by the white

teachers to whom they were assigned. The same was

true when white helping teachers were assigned to

Negro teachers.

Areas lg Which lp Was Perceived That the Helping Teacher
 

Program Could RE Improved. The evidence collected indicated
 

that the helping teacher program could be improved by the

following:
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Consultants working as a team with the helping

teacher could provide more help to the new teachers.

Curriculum and philOSOphy needed more emphasis in

most of the buildings.

Comparatively little effort was being made to help

new teachers adapt or develop materials to meet the

needs of their students.

Building principals needed to define the procedures

by which the helping teacher can work with the new

teachers in their classrooms and bring to bear all

the resources of the central office on their problems.

New teachers needed more help in understanding child

growth and development.

Helping teachers needed to have more time to talk

to new teachers informally. If the new teachers

did not perceive that they were getting support

and reinforcement from the helping teacher they

frequently turned to their fellow classroom teachers

who in many instances were not perceived by the

helping teacher and the building principal as

desirable models.

New teachers perceived that they needed more help

with discipline and emotional problems.

Helping teachers should be assigned to only one

building and have fewer new teachers assigned to them.

These new teachers needed more help in understanding

the disadvantaged.
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10. New teachers needed help in working with the

parents of the Negroes.

Recommendations

As a result of this study the following recommendations

were made:

1. Future helping teachers should be selected from

those candidates who perceive themselves as helpers. One of

the factors which appeared most frequently in the study was

that the successful helping teachers perceived themselves

and were perceived as helpers not administrators.

2. The helping teacher role should be clearly identi-

fied as a team relationship in which the helping teacher

works with the teacher in planning, teaching, and evaluating

what they are doing. The building principal should accept

as his or her responsibility the defining of roles in such a

manner that the new teacher knows what to expect from the

helping teacher and the helping teacher knows what is expected

of her.

3. The building principal should seek procedures for

involving the helping teacher in both formal and informal

activities with the new teachers. Each of these activities

should provide the maximum opportunity for the helping teacher

to serve as a helper or a sounding board to the new teacher.

Every effort must be expanded to build accessibility and

avoid producing an authority figure.

4. Helping teachers should concentrate on seeking ways
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of helping teachers with the following problem areas:

working with discipline problems; applying course of study

requirements; planning and arranging conferences with parents;

understanding the children's values and prejudices; COping

with problem parents; grading and marking; and teaching dull

children.

5. Helping teachers should not be expected to serve

as subject area specialists. Not one of the new teachers

included in this study who served as a subject area specia-

list accepted the helping teacher's services.

6. There should be a male helping teacher to help the

men teachers.

7. A team relationship should develop between the

helping teachers and the elementary consultants. Central

office personnel working with the building principal should

work out procedures which would enable the helping teacher to

relate the services of the elementary consultant more realisti-

cally to the new teachers.

8. No candidate who had prepared for secondary education

should be appointed to an elementary assignment.

9. Helping teachers should be assigned fewer new teach-

ers with whom to work. It is suggested that the program would

be much more effective if each helping teacher was assigned to

a maximum of eight new teachers. The evidence collected

suggests that helping teachers are more successful in helping

those teachers who are teaching at the level they themselves

have taught. This suggests that helping teachers should
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probably be assigned to either upper or lower elementary

grades but not both.

10. Helping teachers at the beginning of the year should

be concerned with helping teachers with concrete suggestions

which will help the new teacher perceive immediate results.

11. In order that both Central Office Staff and building

level staff may clearly understand the role of the helping

teacher it is recommended that representation from each

should be involved in re-defining the role in terms of its

original goals and that building principals should work

closely with the elementary consultants in communication of

this role to every certificated staff member in every building

seeking the services of a helping teacher.
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APPENDIX A

HELPING-TEACHER, ELEMENTARY SCHOOL
  

This is a staff position. Under the direction of the elemen-

tary principal, the helping teacher will have the full—time

responsibility of supervising and working with new and in-

experienced teachers assigned to the mid-city schools. For

purposes of coordination, the helping teachers will work co-

operatively with the department of the instructional services,

especially with the consultants assigned to their respective

buildings.

A. Duties

1. Plan and direct the orientation of new teachers to

their teaching assignments, as a supplement to

orientation activities planned by the principal.

2. Carry out intensive supervisory activities to in—

sure a sound educational program for children

enrolled in new teachers' classrooms.

3. Perform special supervisory functions, including

demonstration teaching, regular and frequent before—

school and after-school conferences, and follow-up

instruction in specific phases of classroom teaching.

4. Seek advice and guidance from both general and

special instructional consultants.

5. Consult regularly with the principal and keep him

informed concerning activities and observations.

6. Execute plans for the maximum professional growth

of assigned teachers, including personal counseling

and counseling in the areas of professional ethics

and public relations.

7. Maintain records of the progress made by the assigned

teachers.

8. Exercise tact, good judgment, and human relations

skills in all contacts with new teachers and other

building staff members, principals and other admin—

istrators, pupils and parents.

9. Plan cooperatively with consultants and fellow help—

ing teachers concerning procedures to be followed,

suitability of instructional materials, methods of

promoting sound instructional techniques and maxi—

mum professional growth.

10. Keep informed concerning the activities of and
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services available from the instructional services

department of the Flint Community Schools, and

assist in initiating, in the assigned teachers'

classrooms, all approved curriculum changes and

other revisions prepared by this department.

Initiate early consultation with the building prin—

cipal whenever problems arise, particularly those

related to unsatisfactory progress of a participant

in the program.

Assist, whenever appropriate in interpreting the

"Better Tomorrow for the Urban Child" Program.

Perform other related duties and responsibilities

as assigned or as appropriate.

Suggested Activities
 

1. “Orientation Program Participation (Before opening

of’school)

a. Attend city wide orientation meeting with new

staff members.

b. Work in buildings with assigned teachers, giving

assistance with lesson planning for the Opening

of the academic year.

Building and Staff Relationship

a. GiVe assistance and advice on building routine,

completion of report forms, and special building

programs and activities.

b. Give counsel concerning:

(1) Professional relations with administrators,

other staff members, and parents.

(2) Personal characteristics which relate to

effectiveness in teaching.

Classroom Organization and Lesson Planning

a. Give direction regarding classroom organization

and physical setting for instruction, classroom

climate, and classroom control.

b. Emphasize daily lesson planning and importance of

knowing materials beforehand.

0. Give instruction and aid in long range planning

as a supplement to daily planning.

d. Be prepared to take over classroom teaching

should the situation require it.

Curriculum Materials and Teaching Methods

a. Conductifrequent demonstration teaching activities

in all subject areas.

b. Teach use of curriculum guides and teacher's

manuals.

c. Give special attention to the selection, develop-

ment, organization, and use of teaching materials.
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Emphasize the use of apprOpriate methods and

techniques of instruction.

Provide instruction in the use of field trips

and community resources, and give guidance in

the planning and execution of field trips.

Arrange attendance at one or more workshops

on art and music.

Give guidance in the use of procedures and

techniques that will encourage pupil creativity

and develop critical thinking ability.

Pupil Guidance and Evaluations
 

8..

h.

1.

Direct experiences iniihe application of sound

guidance and counseling techniques in the class-

room.

Encourage procedures and techniques designed to

help pupils overcome learning difficulties.

Direct emphasis toward challenging each pupil

to achieve according to his capacity.

Give instruction in the keeping and use of

anecdotal records for children having learning

and/or adjustment difficulties.

Provide assistance and guidance in objective

evaluation of pupil achievement, with attention

to achievement gains in relation to pupil ability.

Direct experiences in correctly administering

and interpreting standardized tests.

Give direction to and participate in reporting

pupil progress to parents.

Direct home visitations approved by the principal.

Participate in case conferences when requested

to do so by the principal.

Personal Counseling
 

8..

b.

C.

8.

Conduct at least one planned supervisory confer-

ence each week and as many informal conferences

as necessary.

Initiate use of the Flint School plan for a

visiting day for new teachers, with adequate

preparation for the visit and discussion after-

ward.

Give direction and guidance in professional

reading.

Continuously evaluate the work of the new teacher;

keep him informed of his progress, and encourage

self—evaluation.

Coordination of Program
 

0.

CA.

b.

Meet once—5 month with elementary consultants

under the leadership of Instructional Services.

Perform other supervisory activities necessary

to insure a sound educational program for boys

and girls.

Advise teachers in the techniques of interpreting
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to lay people the "Better Tomorrow for Urban

Child" Program.

d. Cooperate with teachers in order to aid and

encourage parents in providing a good educa—

tional environment and broadening experiences

for their children.

Qualifications
 

Education: Master's degree and Michigan Certificate.

May be appointed as Acting—Helping Teacher

until the Master's Degree is acquired.

Experience: Five years of successful teaching or appro—

priate professional experience.

**Job description and list of suggested activities was se-

cured from the office of the director of research for the

Flint Public Schools. This job description with the

accompanying responsibilities was develOped by the Central

Office staff in planning the BETTER TOMORROW FOR URBAN

YOUTH PROGRAM. The job description was developed from a

TRAINING TEACHER PROGRAM which had been in Operation in

the school district since 1958. After the job description

was developed it was presented to the principals for their

approval. Helping teachers were selected for this role

who had been identified as master teachers. In—service

meetings were held with the new helping teachers during

the spring and summer preceding the school year 1964-65.

'During the school year helping teachers met monthly with

Central Office staff to study and discuss their responsi-

bilities.
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APPENDIX B

FACT DATA SHEET

Name of teacher Age Sex

Matital Status Number of Children

1.

 

Family Background
 

a. Parental Occupation ,

father mother

 

b. Childhood Environment

Farm Rural Area City Suburb

 

 

 

 

 

to 25,000

Educational Background

a. Elementary School Attended No.Students

b. Junior High School Attended No.Students

c. Senior High School Attended No.Students

d. Type of College Attended No.Students______
 

Experiences as a Student and gg.g Teacher lg Different
   

Socio—Economic Environments
 

High Average Low Very Low
  

a. Elementary School

Attended

b. Junior High School

Attended

0. Senior High School

Attended

d. College Attended

e. Practice Teaching

f. Previous Teaching

Assignment

g. Present Teaching

Assignment
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4. College of Education Liberal Arts College Other
   

a. Grade Point Average

b. Total number of hours of credit quarter hours

or Semester

c. Major Field of Interest Minor
  

5. Grade Level Now Teaching

TEACHERS' QUESTIONNAIRE

Part I

More and more society is expecting educators to help

solve many of its crucial problems. Many of these problems

are found in the urban centers and their schools. As a new

teacher, you have been confronted with these problems. Be-

cause of your experience, you have developed valuable insights

into the nature of the difficulties faced by the new teachers

in the urban settings. Your confidential reactions to the

following questionnaire should provide valuable information

upon which to evaluate existing services that are designed

to help you. At the same time, your reactions may suggest

ways for helping new teachers in the future.

Below you will find an abbreviated list of the typical

problems encountered by new teachers during their first year

of teaching. This list is only used to focus your attention

on some of the problem areas. You may feel that there are

other problems that are more important. Please feel free to

make additions. Please react to each of the problems in the

list (including those which you may wish to add) using the

following set of symbols:

4 A : those problems which you classify as being among

the most difficult that you have confronted during

the entire year.

B 2 those problems which are somewhat less difficult.

C 2 those items to which you have been able to make

a satisfactory adjustment.

D = those items that you feel that you have been

able to cope with in a limited manner and with

which you feel you need additional help.

E 2 those items which have not been serious problems

for you.

PLEASE NOTE! = (You do not have to record a reaction to each

item. Some items may have more than one

reaction from you)
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teaching dull children

grading and marking

trying to teach too large a class

_____lhelping pupils who are frequently absent

trying to cope with extreme deviations in

maturity

 

working with discipline problems

applying the course of study requirements

working with the helping teacher

adjusting to administrative regulations

working in an outdated school plant

trying to cope with assignment without adequate

preparation for present job

working with community school director

teaching left-handed children

teaching minority groups

working with seriously maladjusted

adapting to the existing promotion and retention

policies

arranging and planning conferences with parents

coping with the community demands for your time

trying to maintain grade level expectancies as

set forth in curriculum materials

coping with problem parents

teaching economically and educationally disad-

vantaged children

adapting to the school's philosophy of education

cheating in the classroom

working with the principal
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working with the consultant

evaluating your own teaching effectiveness

understanding children's needs

dealing with sex episodes

understanding the children's values and pre—
 

judices

trying to communicate with your children

Please feel free to add any problems not listed which you

feel you encountered.

additional space.

Part II

Who has provided you with the most guidance and help in

becoming adjusted to your new teaching assignment?

evaluation for each person.

 

A. Building Principal

B. Administrative Assistant to

Principal

C. Community School Director

D. Helping Teacher

E. Fellow Teacher

F. Consultant

G.

(Other——write in)

Part III

following problem areas?

Make one

Much Some Little No

Help Help Help Help

Use back of this page if you need

   

 

 

 

From whom did you receive help in dealing with

the source of your help.

Use the following symbols

the

to identify
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A Not a Problem AAP Administrative Assistant

BP Building Principal to Principal

HT Helping Teacher CSD Community School Director

C Consultant FCT Fellow Classroom Teacher

 

_____teaching dull children

grading and marking

trying to teach too large a class

helping pupils who are frequently absent

trying to cOpe with extreme deviations in

maturity

working with discipline problems

applying the course of study requirements

working with the helping teacher

adjusting to administrative regulations

working in an outdated school plant

trying to cOpe with assignment without adequate

preparation for present job

working with community school director

teaching left—handed children

teaching minority groups

working with seriously maladjusted

adapting to the existing promotion and retention

policies

arranging and planning conferences with parents

coping with the community demands for your time

trying to maintain grade level expectancies as

defined by curriculum

 

coping with problem parents

teaching handicapped children

adapting to the schools philOSOphy of education
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cheating in the classroom

working with the principal
 

working with the consultant

evaluating your own teaching effectiveness

understanding children's needs

dealing with sex episodes

understanding the children's values and pre—

judices

trying to communicate with your children

Please feel free to add any problems not listed which you

feel you encountered. Use the back of this page if you need

additional space.
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TO: Date: 3—31—65

From: Harriett Latimer

Research Office

I have been working with Merton Haynes, one of the Mott

Leadership Program interns, on a research project related

to in—service education. (Last year Merton was with the

public schools of Minneapolis, Minnesota). At this time

he is particularly interested in first year teachers, their

problems, their adjustments, and in—service assistance pro—

vided for them during their first year of teaching in a

system. Mr. Haynes is vitally concerned with many aspects

of in-service education but is, for the present, limiting

his study to first year teachers because he recognizes as

we do, the importance of learning more about in-service

activities that new teachers regard as helpful to their

adjustment to a first year teaching assignment.

Because we feel that his project would provide helpful

information to Flint school personnel, the research office

has approved Mr. Haynes' study and is assisting him in

gathering information. His plan is to request a sample of

first year teachers, principals, consultants, and helping

teachers, to complete a brief questionnaire, to be followed

up by a short interview with each person in the sample. The

research office is assisting by indicating to the school the

persons who are being requested to participate in the study

and setting.up a time schedule after school for Mr. Haynes

to meet the teachers involved as a group and provide time

for them to complete the questionnaire. Mr. Iaynes will

arrange his own schedule for interviewing individual persons

participating.

In a few instances, teachers who have already participated in

Jerry Martin's teacher education study (pre—service education)

or projects coordinated by the research office are being asked

to participate in this study also. I am deeply apologetic

about this. However, I hope these people will recognize that

it is almost impossible to avoid overlapping occasionally,

and that they will be willing to assist. Mr. Haynes feels

certain that the length of time for completing the question-

naire and the length of time for the interview will not

exceed thirty minutes.

On the enclosed sheet I have listed the persons in your build-

ing who, hopefully, will be willing to participate in Mr.

Haynes' study, as well as a suggested time schedule when he
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would like to meet with these teachers, and other pertinent

information. If the suggested time schedule is satisfactory

with you and those involved, it won't be necessary to call.

However, if you wish to change the time schedule, please

call me, Ext. 505.

Thanks very much to you and to those on your staff who have

been so courteous and so helpful to the research office this

year.

Signed: Harriett Latimer
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HELPING TEACHERS' QUESTIONNAIRE
   

More and more society is expecting educators to help

solve many of its crucial problems. Many of these problems are

found in the urban centers and their schools. As a helping

teacher during the past year, you have been in a strategic

position to observe new teachers as they have been confronted

with many of these problems. Because of your experience,

you have developed valuable insights into the nature of the

difficulties faced by new teachers in adapting to their

teaching assignment in working with economically and educa-

tionally disadvantaged youngsters. Your confidential re-

actions to the following questionnaire should provide valuable

information upon which to evaluate the problems of new

teachers. At the same time, your reactions and comments

may suggest ways to help new teachers in the future.

During the past year you have been associated with

who is a new teacher at .

As you react to this questionnaire make your reactions based

upon the experiences of this teacher as you have observed

them.

  

Below you will find an abbreviated list of the typical

problems encountered by new teachers during their first year

of teaching. This list is only used to focus your attention

on some of the problem areas. You may feel that there are

other problems that are more important. Please feel free to

make additions. Please react to each of the problems in the

list (including those which you may wish to add) using the

following set of symbols:

A = those problems which you classify as the most diffi-

cult problem faced by this teacher.

B = those problems which are somewhat less difficult.

C = those items to which the teacher has been unable

to make a satisfactory adjustment.

D 2 those items that the teacher has been able to cope

with in a limited manner and needs additional help.

E = those items which were not problems for this parti-

cular teacher.

PLEASE NOTE! You do not have to record a reaction to each

item. Some items may have more than one

 

evaluation.

1. teaching dull children

2. grading and marking

3. trying to teach too large a class
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4._____helping pupils who are frequently absent

5._____trying to COpe with extreme deviations in

maturity

62_____working with discipline problems

7._____applying the course of study requirements

82____;working with the helping teacher

92_____adjusting to administrative regulations

10l_____working in an outdated school plant

11. trying to COpe with assignment without adequate

preparation for present job

12. working with community school director

13. teaching left-handed children

14. teaching minority groups

15. working with seriously maladjusted

16. adapting to the existing promotion and reten-

tion policies.

17. arranging and planning conferences with

parents

18. coping with the community demands for your time

19. trying to maintain grade level expectancies as
 

set forth in curriculum materials

20. coping with problem parents

21. teaching economically and educationally

disadvantaged children

22._____adapting to the schools philosophy of education

232_____Cheating in the classroom

24l_____working with the principal

25,_____working with the consultant

26. evaluating own teaching effectiveness
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27l____lunderstanding children's needs

28._____dealing with sex episodes

292____yunderstanding the children's values and

prejudices

30._____trying to communicate with children.

Please feel free to add any problems not listed which you

feel you encountered.



TEACHER ' S

I

II

III

IV

VI

VII

VIII

XI

283

APPENDIX E

STRUCTURED INTERVIEW:

How have you been helped in analyzing students

instructional needs? Other needs? By whom?

How have you been helped in becoming acquainted

with and in using school and community resources?

By whom?

How have you been helped in getting acquainted

with the curriculum in the Flint Schools? by whom?

How have you been helped in developing new materials

or in adapting existing curriculum materials to

the needs of your class?

What experiences or services have helped you most

during your first year of teaching in Flint?

What specifically? How did it help you?

Have you changed your approach to the teaching

situation during the year? How? Why? Have you

changed your classroom management? How? Why?

Has any experience or service helped you to better

understand the growth and develOpment of your

youngsters? How?

From whom do you get the most support and rein—

forcement? How?

Are there any factors present in your working

situation that prevents you from being as effec-

tive as you think you could be?

What specific kinds of help do you feel new teachers

need during their first year's experience?

Has this year been a satisfactory experience? Why?
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Structured interview to be used with helping teachers, princi—

pals, and consultants:

1. What do you consider the most crucial problems of

new teachers working in schools relating to the

educationally and economically disadvantaged children?

Naturally in a school system as large as Flint many

services of many different people are directed

toward helping new teachers COpe with these prob—

lems. In some instances teachers have made dramatic

changes in their teaching methods and have made

satisfactory adjustment to their specific teaching

situation. Others have not.

a. What kinds of services or experiences

appeared to be the most helpful to these

teachers? Why?

b. How have new teachers been helped in

analyzing students needs?

0. How have new teachers been helped in be-

coming acquainted with and in using school

and community resources?

d. How have new teachers been helped in be—

coming familiar with the curriculum and

philosophy of the Flint schools?

e. How have these teachers been helped in

developing new materials or in adapting

existing materials to the needs of their

class?

f. What evidence have you observed that would

indicate that teachers are adjusting?

g. Can you identify any‘particular experiences

or services which may have triggered these

changes?

h. What additional help do these teachers need?

i. What was the least effective way of helping

them?

j. Arethere any factors present which make it

almost impossible to work with new teachers?

k. How would you evaluate the helping teacher

program as it relates to new teachers?
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