involves a subject matter of such com-
plexity that new and improved theory
and practice are constantly called for,
it can be no more than a trade. Edu-
cation without doubt affords the com-
plexity of subject matter to justify
status as a profession, but the extent
and effectiveness of research leading to
improved theory and practice leaves
much to be desired. We have followed
some blind alleys; we have sometimes
permitted available techniques to dictate

What Help Do Jeachers Want?_

Too frequently supervisors assume that teachers

the selection of problems for study;

brief, the shortcomings of our resc: lr(.ll
efforts are great. But let us not discount
the importance of this phase of our
profcsainnal endeavor. In the long run
success in this area is pcrhaps more
vital than in any other in assuring the
professional status of teaching. 1 feel
confident that as curriculum workers
we may most desirably give more at-
tention to research during the next
decade than we have during the past.

VERNON L. REPLOGLE

“need” certain kinds

of help without any evidence that they actually do. Vernon L. Replogle,
principal of the Central School in Wilmette, Illinois, went directly to
teachers to determine what their concerns really are, and reports what

he discovered.

THE DISTINCTIVE PURPOSE of
supcr\'isinn is to help change teacher
behavior in ways that will prov ide chil-
dren a better quality of learning ex-
periences. If this be true, it follows that
the supervision which improves teacher
behavior most is the best supervision.
How then does one proceed to super-
vise best? How does one secure maxi-
mum change in teacher behavior?
Research has furnished us consider-
able knowledge relative to motivation
goals, learning principles, mental health,
feclings, and the human personality.
We are in possession of much more
knowledge than we currently use.
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For example, it has long been an ac-
cepted—though sparingly practiced—
principle that to bring about behavior
change in pupils one must begin with
their problems, concerns, and tensions
—and nowhere else. There is abundant
evidence to show that those teachers
who make the concerns and pmble:m
of boys and girls the beginning point
in teachmg and who umnnunml\ relate
their teaching to pupil needs have less
motivation trouble, maintain higher
morale, and in the end attain more and
better learnings than do those teachers
who ignore the prul)lcms. concerns, and
tensions of their pupils.
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What Are the Concerns of Teachers?

Only of late have we begun to apply
this fruitful principle to the field of
supervision in order to attain a higher
and more acceptable quality of leader-
ship. But if we are to begin with the
concerns and problems of teachers, we
must quite obviously find out what
things bother thcm, what problems
cause them concern, what barriers to
better teaching are most frustrating to
them. There seems to be only one
method of finding out. Fortunately it
is an exceedingly simple one—asking
them.

The writer went directly to teachers
via  questionnaires and conversations.
Some help was obtained from articles
by teachers which have appeared inter-
mittently in publications the past few
vears. Over 300 teachers representing
forward-looking school sys-
tems in the Middle West were con-
racted. They were asked to express
themselves frankly and fully in respect
to two phases of supcrviainn: the areas
in which help was most desired, and
the manner and atmosphere in which
they wanted the requested help to be
given.

various

The Teachers’ Ideal Is High

Tecachers were uniform in their in-
sistence that he who supervises should
first of all be a respecter of human
personality and should be concerned
with people, not things; that he should
be someone who likes and understands
both children and teachers; and one
who puts final emphasis upon pupil be-
havior rather than on teacher perform-
ance. They want a supervisor who can
take suggestions as well as give them
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and thoroughly understands the sub-
]cct or arca supervised. They give high
priority to the person who can pru\u[(.
group lmdcr~.1up and is able to weld a
faculty into a productive w orking
group. Teachers want to be given
credit for the ability to do intelligent
tthlng Consequf,ntly thcx want to
receive help in solving their own prob-
lems rather than in being told the an-
swers. They plead for someone who
can communicate on their own level
and who can express his ideas in con-
crete, understandable terms.

And Furthermore . . ..

Teachers want someone whose aspira-
tion level is sky borne vet sufficiently
carthbound to permit him a degree of
happiness to begin working with teach-
crs on their current level regardless of
where this level might be; they reject
the 1 lmp'm(.nr hy pcrrh\ roid, atomic type
who is satisfied with nothing short of
an immediate and thorough overhaul of
teaching methods and a complete rede-
sign of the teacher’s pcrmn'llit\'.

They want a supervisor who is
neither shackled nor coerced by a one
track mind or method but who realizes
that “many roads lead to Rome.” They
want to be helped by someone who
has faith in them, somecone who can
make them feel sccure and wanted.
They ask that this hclp come from an
individual who maintains a steady per-
spective and sces both teachers and
pupils as human beings rather than as
scholars only. In short, teachers are
stubbornly pcrul‘.tcnr in insisting that
their ideal supervisor shall be one who
exemplifies the democratic personality.
one who is sympathetic and sensitive to
human values.
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These are some, though not all, of
the characteristics and competencies
teachers say they want in those who
supervise. Onlv after the teachers had
made it unnw‘.takabl\,r clear that super-
vision should be given in the spirit and
manner prescribed above, were they
willing to indicate the kinds of help
and areas in which they wanted it
most. Here responses were as varied as
the personality, training, teaching as-
signment, and ecxperience background
of each teacher. A majority of responses
did, however, show convergence and
agreement on certain common areas in
which theyv said their pruhlcms existed.
There was general agreement that they
wanted help in the following areas
whether it be from a general curric-
ulum consultant, a building principal,
specialized consultants in art, music,
dramarics, and the like, or an outside
cxpert.

Teachers Want Help In:

1. lmproving teaching wmethods and
techniques—how  introduce and teach a
unit, lesson, or center-of-experience; how
plan with pupils; where locate materials;
whar rechnique will work best.

2. Utilizing some of the newly dis-
covered principles of group dynamics—
how change the morale and behavior of
groups; how get feeling of security and
maximum  participation; how make class
groups more productive, to reach deci-
sions, to evaluare their own working.

3. Locating and wtilizing  counnunity
resonrces.

4. Providing for individual differences
in a crowded classroon—how work with
a small group and at the same time keep
other pupils profitably busy, how meet
widely disparate abilities and interests in
same class group.

5. Handling pupil bebavior, discipline
cases—how  balance individual welfare
with group welfare; how help the individ-
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ual without harming group and vice-versa.

6. Meeting needs of atypical pupils—
low 1Q. high 1Q., physically handi-
capped.

7. Caring for the needs of the cmo-
tionally maladjusted—how be more than
sympathetic; how provide experiences and
guidance that will contribute to emotional
maturity.

8. Enabling teachers to evaluate their
own teaching competency—what makes
me a good teacher; what are my teaching
liabiliries; what are my assets.

9. Using art and music to better advan-
tage in the regular classroom situation—
how utilize the arts in general edugation.

10. Relating the on-going activity (unit,
center-of-experience, project) to the prob-

< lems, concerns, and tensions of pupils—

how berter meet needs and interests of
pupils in current teaching situations.

11. Using the current teaching situation
to make more understandable the con-
temporary social realities (i.e. social prob-
lemns and forces which characterize our
society )—how translate the problems and
issues of modern society into teachable
clements.

12. Making better use of wvisual aids.

13. Locating and making available ex-
pert resources personnel as special prob-
lemns arise—who knows the answers to our
problems and how can we get his help.

4. Identifying and m:h*mg the pos-
sibilities of the current classroom activity
(problem, unit, project, lesson) for pur-
poses of clarifying, and enabling pupils
better to understand democratic valucs,
loyalties, and belicfs—how enable pupils
to identify, compare, and contrast authori-
rarian versus democratic values; how intel-
lectualize democraric values.

t5. Constructing and building teaching
units on problems and topics not found
in basic textbooks (i.e., use of leisure time;
consumer education; understanding one's
self and others; United Nations: conserva-
tion: and making, choosing, and holding
friends)—how deviare from the rexthook
without gerting lost.

These are the areas in which teachers
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sav they want help most. These are the
pronouncements of a sizable group of
thinking teachers whd are at this
moment influencing prufmmdl\' the
lives of boys and girls in American
classrooms. The results may be en-
couraging to some, discouraging to
others, but they may be ignored only
at the peril of effective supervision.
The findings are hopeful in the sense
that if teachers are given 1clequ1tc help

in areas in which they rcqucst it, a
brighter dav for education is on the
way. They are discouraging in the

sense that teachers are asking for help
and seem to be blocked, at least par-
tially, in so many areas crucial to good
cducation.

These data hardly support the tradi-
tional thesis that teachers are unwilling
to move and are resistant to education
attuned to twentieth century living. It
should be quickly pointed out, how-
ever, that the specific findings of this
survey do not constitute a pat and
closed answer to the kinds of help
teachers desire from supervisors; it ma
only be said that they are valid indica-
tors and clues to some of the problems
moving across the center of the stage at
this particular time.

A Different Brand of Supervision

Implications for supervision are not
difficult to locate in the findings of this
study. For example, supcr\'isiun which
takes into account human relationships
and total growth can never be stand-
ardized in terms of graphs, charts, lesson
plans, gadgets, and tricky techniques;
cffective supervision can take place only
after we have gained the confidence, re-
spect, and faith of those whom we wish
to help. Supervisors need to become

448

better students of the human side of
teachers; they had better throw away
the gold braid authority usually at-
tached to supervision and establish
rapport on a person-to-person basis,

Maybe we need more informal coffee
hours, more recreational activities, more
opportunities for supervisors and teach-
ers to get together for fun only, since
people are ill disposed to accept help
from anyone toward whom they ido
not have a kindly and warm feeling.

It is clear that the day for supervisors
in the role of annoving secret agents,
recording secretaries, vague theoreti-
cians, and prescribing experts who de-
mand regal subservience, is of the
gloomy educational past. Teachers are
asking for a different brand and a dif-
ferent quality of superv ision. They
want a kind of superv ision that permits
teachers to remain captains of their own
souls, that makes it possible for them to
rcqpcct themselves thoroughly, and
gives them a feeling that thcv are in
business for themselves—not for the
supervisor.

We need to modernize our concept
of ‘\'llPEI“\'i'iinn to give greater emphasis
to community resources, psychological
needs of childrcn current social prob-
lems, the underlying values of democ-
racy, and exceptional pupils. We need
to srud\ the group process and have a
w anmq knowledge of group dynamics.
Supervision must recognize the need
for new and more useful tvpes of teach-
ing units appropriate for a society faced
with complex social problems. Super-
vision must exchange its historic job of
judging teachers for one of helping
teachers develop skills in self-evalua-
tion, in determining their own teaching
CUI"I"IPCL'CHC'V. Nnr can we, ﬂCC()rding to
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the findings of this survey, evade the
enduring problems of pupil discipline,
teaching methods and techniques, and
individual differences.

The Place to Begin

Perhaps the implication that stands
out most clearly is found nowhere in
the findings of this survey but in the
approach itself. We need to be more
concerned with implementing the prin-
ciple and utilizing the process of tailor-

These Changes Helped._

ing supervision to the problems of
teachers. We must pin—pninr the trouble
or friction areas. we must locate the
blocks and problems which teachers
face and give p1rt|:.ul.1rucd help as
needed. Th(. supervisor who does not
begin with the prnhlcnm of teachers
may find himself in the unenviable
position of a leader without followers.
Our concept of supervision and demo-
cratic leadership must become one and
the same.

RUTH CUNNINGHAM, STANLEY APPLEGATE and PAULINE HILLIARD

This article is based on a study of ways of working and the curriculum
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“WHAT CHANGES in yvour school
within the past three \‘C;‘ll"‘i have been
most helpful to vou for doing a better
job of tcachmxz-" Eight hundred fifry
teachers in six schcml systems answ ered
this question.

Omissions Tell a Story

Perhaps more significant than the
answers of those who responded were
the blanks left by those who had noth-
ing to say. Forty-four percent (372 of
the 850 teachers) could think of no
change—no change at all—which, with-
in three years, had been of help to them
in carrying out their professional re-
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sponsibilitics.  The casy  explanation
would have been to suggest that those
who didn’t respond were the *‘sore
heads™ and unadjusted individuals. This
casy explanation had to be discarded
when it was found that lack of responses
clustered around certain schools. In sev-
cral schools, one hundred percent of
the teachers suggested helpful changes
which had occurred; while in one
school, eighty-four percent gave no
response. Eighteen teachers (two per-
cent) reported that there had been no
helpful changes. Twelve of these eight-
cen teachers were in the school in
which eighty-four percent gave no
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