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INTRODUCTION
" ... Teachers wanting to climb the administrative ladder in the "Grecnville"

Public Schools will find a few rings missing next year. The school's

for jobs as principals and assistant principals, is being cut back because of
a shortage of mouney ::: Money will be saved b returning some of those cadets
to teaching c:: "

A midwestern city newspaper

May 5; 1983

cutbacks in public funding, press releases such as .his one have beccome more
and more commonplacé. Thé lingering economic recession has caused local
school boards to drastically tighten their budgetary belts in an attempt to
adapt to the ~cality of the situation. After special programs; curriculun

materials, and auxiliary personnel have been reduced to subsistence leévels,

further budgetary cuts begin to affect certified school pérsonncl. As Stanley

(1979) pointed out in an address to the National School Boards Association,

Once a school system' s budget is pared to the vone, inc!l udlng

consideration of lower salary increases, program ciits, and
school CIOSIng, RIF (reducflon in force) is usually

nnavoidable: This becomes 'bullet biting' time, and the

unpleasant task of boards is deciding who is to be reduced in

rank,; disptaced; taid off; or separated (p.4):

Since certified personnel make up 80-90% of scheol board budpets, they
become the unavoidable target for reduction: Seniority is most often the
criteria used in determining who will be affected by staff reductions.
"Seniority; long viewed as the most impartial; objective factor for
detérmining RIF is cherished dogmatically by most teacher associations;"

3
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little or no seniority.

Two basic policy decisions can be identified as having a major impact on
certified school personnel as a resilt of budgetary decreases: 1)
retrenichment or rediction in force (RIF), which amounts to the termination of
empioyment, and 2) reassignment and/or reduction in rank, which i& retention,
'*+ to a different or lower rank within the system. This study will focus on
the impact of the latter of these policy decisions.

School boards corifronted with a need for reassignment and rank reduction
generally focus their efforts on how to "manage the situation". This top-down
strategy focuses on the well-being of the system, leaving the reassigned/rank
reduced individuals to their own resources in adapting: Reassignment to a ﬁéﬁ‘ﬁ
position has a great impact on the personal and professional iives of these

individuals,; and consequentially an impact upon the school system and the
children it serves: 1In order to deal with the resulting consequences of
fééSSighhéht;fahk reduction policies implemented by school boards; this study
policies.

The literatire pertinent to retrenchment; reéduction in force and
reassignment, tends to focus upon designing and impleménting contingency plans
when, and if, a university or schoo! board faces severe budgetary restraint
(Biescke, 1978; Cherry, 1978; Neill, 1978; and Stanley, 1979). These studies
are often "how to" manuals proposing ways of preparing staffs and communities

for reduction in force, or they are concerned with pitfalls to be avoided in

3 4
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thie implemciitiat ion stiges.

Clearly the literature reflects concern for the probtlems faced by the
administrators making RIF or reassignment/rank reduction policies, but it
fails to address the specific concerns of those directly affected by these
policies: €herry (1978) refers to this void in the literature, but fails to
call for direct investigation into the impact of such policies on affected
personnel,

It therefore may be necessary to shift the focus of rescarch from
cxdminat ion of administrative experiences; to a consideration of how these
cconomicdlly=induceéd polici€s of rcassignient and rank reduction have
influenced the lives, jab performanccs, and carcers of personnél affectod by
siich policies. Carcers and career-related phenomena have been studicd from
"objective and "subjective" perspectives (Scholl, 1983, p. 86). From the
objective career perspective, '"the career is viewed as a structural feature of
an organization:'" The research on implementation of reassignment/rank
perspective. The subjective carecr perspective, "deals with the series of

1

work-related experiences and attitudes that span an individoal's working tife'
(Scholl; 1983, p. 86): This research takes the subjective career perspective

of these factors influence their attitudes toward their current job
assignments and performances. In Schitz's view "the meaning of my action

: 5
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consists not only in the experiences of consciousness i have white the action
is in progress; but also in those future experiences which are my intended
actions; and 1n those past experience which are my complieted ur vions" (1967,
p. 39).

addressed in the educational literature:. How do these reassigned and rank

reduced teachers view ard cope with their new classroom assignment? This

study invest:.ites how these teachers "make sense” of their new ©lassroom
setting, how they perceive the cvents leading to their reassignment and rank
reduction, how they feet and copc with the challenges of their now
etivironment, and how they envision théir future carecrs. This study explores
in a limited way how this phenomena has affected the lives of seven middle

METHODOLOGY
In studying the reassignment/rank reduction phenomena an ethnographic
interviewing technique was employed in order to understand the phenomena from

.the point of view of those currently having this experience. Loosely

both researchers taking part in each interviewing session: This format was
selected because it stresses the interviewee's definition of the sitwation;

letting the interviewee introduce to a considcerable extent his/her notions o
what he/she regards as relevant; instead of relying upon the investigator's
otion of relevance, (Dexter, 1970, p. 5).

5 6
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school svstem?  2) How did they perceive the ovents leading up to their
present assignimeit?  3) What is their prescnt assignment 1ike? and  4) What do
they sce ds their career future? Thése questions atlempted to raise a vory
getieral issuc without providing a specidl structuré for the respondent's
reply. Because the reassiginmeit/rank réduction issue is complex; and the

respondernits kiiow more about the phenomienon than the resciarcheérs; thoe

respondent dssumed the role of the "teacher” and the rescarchers assumed tho

rale of the "learners". [t was believed that the open-ended questioning

(Guba and Lincoln, 1981; p:177):

Sub jects The subjects for this study were former non-classroom certified

.

teachers. The study focuses on the reassignment and rank reduction phenomeinon
4% mailifesiod at the middle school 1evel in an uiban, midwestern school
system. The personncl office of the school system provided the names of
people who met the following criteria: Each potential interviewce should (a)
Have served in a non-classroom position with the school system for at least
otic year prior to the study and (b) bé cirrently assigned to regular cldassroon
teiching duties at the middle school level. Because of the nature of the

categories used by the personnel office for classifying rcassigned todachrrs,
the selection of the seven potential interviewees greatly depended on the
personnel director's first-hand :iiowledge of sich qualifying personnel!. AS it
curned out the interviewees represented three areas: 1) administrative or
quasi-administrative central office staff, 2) cadet principals, and 3)

teachers on special assignment (i.e. home/school/community agents and pupil/

7
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community agents):

Data Analysis The first step in analysis of data was the development of

proliminary coding categorics bascd on Lhe open-ended quostions used in the
intervicws., After completing cach interview the researchers debricfed the
expericnce anu compiled notes on the debricfing session.

AMter the audio tapes of the interview woré transcribed; cach researcher
independently identified and coded élcients of the interview into catégories
that he saw emerging from the data. The researchers then met to share their
findings. At this time the audio tapes were listened to by both researchers,
and the emergent categories discussed.

As new data from other interviews was added, the comparison process

expanded beyond intra-category comparison, to comparison between new data and

the phenomenon as represented across all interviews: The goal was to develop
categories and themes that were internally homogeneous and externally

The final step in analysis of data was testing the intersubjectiveness of

the interpretations. This was accomplished in three ways. The first test was

a member chock. Early drafts of the paper; along with the researchers'
interpretations,; were given to the respondents. Respondcnts werc asked to
comment on the plausibility and validity of the researchers' interpretal ons.
A second rmicans of testing the intersibjectivity of thé intérpretations was
through a process of triangulation. By working independently and then coming
together, the researchers prodiced @ "built-in" triangulation process.

Lastly, an independent observer was asked to review the data collected and to
check it against the interpretations generated by the researchers. This audit

involved a review of audio tapes, transcribed inicrviews, and debriefing
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session notes. 1t is intended that through the aunditing; member check, dand
triznpulation processes; the interpretations and hvpotheses presented in this

study are reliably grounded and valid.

CONTEXT AND DEMOGRAPHICS OF THE PHENOMENON

Examinat ion of the demographics of thé phenomcnon revealed that the local
school svstem did not compile information and statistics concerning this
specific group of school cmployces. Instead, the demographic information
requested transfers,; seniority transfers, returning personnel (from sabbatical
loave), as well as involintarily reassigned and rark reduced personncl.

All cortificated personnel (administrators and teachers) facing
bocause of program cancellations or cutbacks (unrelated to the evaluation or

performance of personnel) is based on seniority.  Personnel who expericnce
sistis. The contracts of all of ihe wibjects of this study were not rencwed
because of program cancellations or bécause of a lack of seniority within

programs experlencing cutbacks. In practice, because the ron-renewal of

because pnsitions o-e vacated between that date and the beginning of the new

year, many staf{ mombers of the Greenville Public Schools who are notified of

mon-réncwal, are recalled prior to the beginning of the following year. All

59



occurred between the non-renewal date and the beginning of the new school
ot
Between the years 1976-77 and 1983-84; the Greenvilie Public School

System experienced a substantial decline in instructional staff (sec Table-l):
schoul system has been experiencing since the mid-seventies: These decreases
cdii be traced to two specific occurrerces. First; there has been a 29:6%
decreuse in student enrollment since the 1976-77 school vear. Secondly; the

outside funding programs that support administrative and special assignment

positions within the school system decrcased a total of 78.6% beétween 1976-77
and 1983-84, with some program funds completely disappearing (see Table=2).
Since the 1981-82 school year, figures have been compiled by the
Greenville Public Schools on the racial and gender composition of the staff
reduction pool at the beginning and eud of each year. Figures la & 2a
illustrate the gender and racial compositions of the staff reduction puol at

the beginning of the scnool years 1981-82, 1982-83, 1983-84. Figures 1b & 2b

within the Greenviile Public Schools for the same years:

The Interviewees Seven Grecenville Public School teacners were

intcrviewed for this study. 1In order to provide a more complete context for

Greenville. Previous to his present assignment, Bradley
served as home/school liaison for three years. In his
pgsition as liason, hé was assigned to a single building,; and
hHad responsibility for working with 25-30 studeiits within that
particular school. Prior to taking the position as a )
homie/school liaison, Bradley taiight physical éducation at the
high school level for nine years, Bradley also served as a
summer school principle for six years. He wdas reassigned to

° 10



TABLE - 1

"Greenville" Public Schools - Staff Level Comparisons, 1976-77 - 1983-84%

o B 1976-77 1983284 % _Chango
Student Enrollment 96,571 68,000 29,.6% Decredse
Total Statt 7,588 6,853 9.7% Décredse
Administrators: - -
Sclivols 233 202 13.37 Decrease
Central Office 101 93 7.7% Decreasc
TOTAL 334 295 11.67 Decredse
Teachers: o - -
Elementary 1646 1014 38.4% Decreasc
Secondary 2160 1880 12.97 Decrease
Elem/Sec TOTAL 3806 2894 24 .0% Decreasc
Special Education & 672 922 37.2% Increase
Vocrational Educ;
N
TOTAL TEACHERS 4478 3816 14 ,8% Decrease \\

* All figures represent full-time-equivalents (F:T:E:). Compiled 10/31/84.
DPata supplied by "Greenville Public School System".

TABLE - 2

"Greenville" Piblic Schools — Outside Funded Staff 1927-81 = 1983=84%

o . 1980-81 198384 % Change

ESEA 1/Chapter 1 Funds 295 0 100.0% Decrease
Diadvantaged Pupil Fund 349 195 44 ,1% Decrease
ESAA Find 266 o 100.0% Decrease
TOTAL 910 195 783.6% Decrease

*Categories do not include all sources of outside funding. Compiled 10/31/84.
Data supplied by "Greenville Public School System'. ’
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decreased

Fred 1s a black male in h1s m1d fort1es who 1s presently

level Immedlately prior to,h1s reass1gnment Fred was
working in the school system's personnel office as a recruiter
of m1nor1ty tearhers. After teaChing fbr ten years at the
adm1n1strat1ve pos1t1ons, such as vocat1onal coord1nator, for
eight years.

Tko is a white male in his mid-thirties who taught grades 1 -

schools andrthe community for,a total,of,three years, When

federal funding for the school system's desegregation program
was cit back, the piupil suppdrt and community liaison prografis
were cancelled and Ike was reassigned to teach grades 7 and 8

at the middle school level.

Jillian is a black female in her early thirties who is

presently teachlng home economics at the middle school level.
After teaching for seven years at the hlgh school level

J1111an workediln the pupil support program for four years,

then as a program evaluation specialist for one year: The

evatuation specialist pOsItIon was the victim of funding cuts,

and she was reassigned to the ctassroom:

ueo IS a black male In hIs early thIrtIes who IS presently

ﬁat is a wh1te female 1n her m1d fort1es. éhé bégah ner

teachers. She completed a Ph D., and after serv1ng,as a
teacher bh Spétiél assighmeht éhd éé é §UpérVi§6f bf tééthbré,
school system. Her federally funded pos1t10n was e11m1nated
and Pat was reassigned to the classroom, after be1ng away from
it for fifteen years. She now teaches science at the middle

school level;

Terry is a whlte male in his mid-thirties: He began his

teaching career as a junior high school physical education

14
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teacher, After eight years of teaching (at the same school)

Terry took a p051t10n as a home/school tiaison: After

spendlng two years in the liaison pOSItIOﬂ, Terry became a

staff person in the pupil support program for one yeer:iiTerry

lost his position in the pupll support program when federatl
desegregatlon fundlng was cut back. Upon reaSSIgnment to the

pericds, lunch bréaks, and time after school. These hours were voluntarily
given from the teachers' very busy daily schedules. (Teachers arrive for
classes as eariy as 7:15 &.i., supervise homérooms; hallwavs; or lunchrooms;

conference peribd. Ofie teacher déécribéd her conference period this way;

team meetlngs. VI rarely ever have a conference per;od where 1
can sit down and relax. Today, I met with tedm members about
these field trlps that are coming up, talked about some other
stuff that the elghth grade team has to deal with, and had to
talk with the a551stant pr1nc1pal about d15¢1p11ne problems.

What else? I guess that's all....

On that same day,; she talked to the researchers during her lunch period and

when time ran out,; agreed to meet after school to complete the interviews

willingness to give up "free" time to talk about their circumstances. Part of

the answer is apparent in the interviewees' frank responses to questions asked

in the interviews. Some interviewees were anxious to share very personal

of how She felt when she was notified of hér reassignment to the classroom

dfter fifteen years in administrative positions was;

ek |
at
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p051t10n not_ to feo] that they somehow are personally L
responsible for what,has,happened,to,them, I can think pack )
to 1976, the first time I had to deal with a round of cuts. I
m5561f ét, thét timé Wéé hdt CUt but I Wéé wdrkihg With é

in T1t1e I fUhdihg. I remember g01ng up to a teacher and,she
turned to mec and tears started running out of her eyes éhd she
said, 'l don't know what 1've done.', and I said to her 'Hey,
you didn' trdoranythlng,' I have a neighbor that 3ust got his
pink slip 1astrweek; He does not have a”Job at the end of
this year. He's an excellent teacher. You're sipposed to
produce and do your work as well as ever (after receiving
notification of reassignment or lay-off), but you feel like
screaming and saylng to hell with the whole thing - I don t
care anymore, That' s how the guy next door feels and he's
g01ng to feel that way for several weeks., He'll be okay.

He'll survive, but it's tough.

A1l of the participants in the study seemed eager to tatk about the "trials

and tributations", as well as the benefits of their personal experiences of

reassignment and rank reduction: This wittingness to share experiences gave

reassignment and rank reduction.

FINDINGS

Five themes emerged from the analysis of the interview data. Those
thefies were areas of concern addressed by each interviewee. Although these
themes were consistent across all interviews, individuals exhibited different

responses to these areas of concern. The five themes that emerged from the

interviews were labeled as:

The Career Bu:ldlng Process

The Interim Perspectlve

Problems Encountered by Reassigned Tezchers

Coping Strategies

Perceived Benefits of Non-classroom Experience

U B0 N, ==
o sl s w1

12

16




""" "

or losing ground in their careers. The initial move from the classroom was

not motivated by a desire to escape the traditionat teaching environmeat,; as

things 1 had been trained to do:" A}1 of the subjects of this study
acknowledged that their main reason for initially leaving the classroom was
because they desired both career advancement and the 'ncreased influence o

The process of building a career in edication 5y €xpanding upon classroof

tcaching experience and branching intoc administrative and quasi-administrative
positions is not novel. Classroom teaching is perceived to be the entry level
position in the field. After taking the initial steps of advancement in
building & carcer, such as moving from classroom teaching to a pupil support
or commuiiity liaison post, reassignment to the entry level position of
classroom teaching amounted to a career crisis for many of the interviewees.

The poor national economic and employment picture left littie chance for

How did these teachers perceive their careers after reassignment Lo the

P17
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Right now I just feel stifled, because my career his halted.
Teaching is not my career. I'm jiist here ... I had a certain
image and I was trying to go into that carcer role-type. 1
had been 'the teacher' and I didn't want that anymore. It was
stressful because all of a sudden, people would ask 'What is
your pOQItlon thlS year?' And they would know that I had gone
on to school ... I was so happy in that positlon (eva]uat1””
qpec1allst), and all of a sudden to say 'I'm a teacher,

dy&ln It was_ stressful for me to say that I have hlgh

Six out of the seven teachers interviewed seemed ¢ have the same tvpes

of career goals: advancement into administrative positions: Terry was the
only respondent satisfied in his curreat position: The interviewees also

the same type of criteria: The overriding concern of these teachers was that

their career advancement lead them to jobs that; (1) presented a challenge;

(2) allowed them to take on large tasks,; and (35 carried a large amount of
responsibility. In their perceptions, clacsroom teaching was not able to meet
these criteria.

With His administrative position cut, Fréd was faced with the choicé of
reas g nment to the classroom, or to a prev1ously held qu351 —administrative
position. He had wore options than other teachers, but each option available
offered experiences and situations he had dlready encountered. None of Fred's
options would bring him closer to the career goal he desires, which is "to be

in a position to bring more quality teachers into the classroom." The return

to classroom teaching was a postponement of Fred's career advancement. His

reaction upon learning of his reassignment to the classroom was; "1 enjoy

teaching; but 1've had eighteen years of this: I think 1've demonstrated that
I'm capable of working with young peopie;"

14
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Pat's feeling were similar to Fred's. She had worked for fifteen years
in administrative and quasi-administrative jobs with the system. When she was
staff reduced from her evaluation position, the reduction decision was made on
the basis of her seniority in that particular program. When asked about her
carecr goals and the possibility of returning to an administrative position
she replied;

1 made up my mind a long time ago that I m not interested in
being a bu11d1ng pr1nc1p1e ever ... Some ty;es of supervisory

work I like: I like working with teachers ... working with

teachers is not all that different from worklng with kldb

although it may be a tittte hardef in some ways and easier in

other ways ::s I am really not sure I want to ever take

another adm1n1strat1ve job in Greenvilie because I' ]1 alwavg
be the 1ow _person on the cut }Ist As 1ong as they re g01ng

contract; you are up for what happened Jlast year; which is;
they just don't renew your contract. You have to go back and

be a teacher.

Bradley, Leo and Ike all <eefied to have more optimism and confidence
dboit their circumstances than the other teachers in this group. There was
also a strong simjlarlty between the backgrounds of thosé men. All three were
in the process of creating other options for themselves. Bradley had
experience as a summer school principal and was a successful basketball coach.
This gave him two concrete options for the future. He had also returned to
school to enhance his credentials as an administrator. Bradley explains his
situation;

If the opportunlty presents itself and I can move to the

college rank, I wpuld probably make a move there ... or if a

possible 5aﬁiﬁiéiféiive,99$}5199,§§9se,tb§§,I,cgylg,ﬁlll cen 1

know you 've got to go through certain stepping stones to get
what you want--that's (the case) in any partlcular profeSSIOn.

f fee} that gIVIng myself a conple HAN three more years, that

direction. 1 st111 have a two-pronged approach where I could
be in some sort_of administrative p051t10n in a_building or
downtown; or fill a coaching position in the college ranks.

15 ;is;
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my options open as far as even going outside of education.' Leo had been

chosen to enter a principal's training program for the school system but the

This experience helped to clarify his fﬁiﬁré career interests: He

Leacher. It klnd of got me going in the rlght d1rect10n. 1
knew I wanted to work with education majors ... and provide
experiences that,; translated into classroom teaching; would be
productive.
Coisistent in all of these interviews was the idea that these teachers
measured the siccess of their careers by the amount of responsibility and the
size of the task provided by their positions. Schein (1978) has identified

three components of a person's "occupational self-concept' that together

create what he calls a person's

1. Self-perceived

2: Self-perceived

3: Self-perceived

According to Schein the concept

"career anchor’

"eareer anchor'.

talents and abilities:

motives and needs.

attitudes and values:

' describes

the pattern of self- percelved taients, motives; and values

(1t) serves to gu1de, constrain;

the person s career i

stabilize, and integrate

The career anchor functICns du the

16 20
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wants to function, and identifying patterns of ambition and
criteria for Sicciuss by which one will measire oneself
(Schein, 1978, p.127).

Of the five types of career afichors described by Schiein, six of the seven
teachers interviewed seemed to correspond to what Schein calls the "managerial
competence“ anchor. Peopie with the manageriéi career anchor are déscribed &s
steps on the road to higher administrative or managerial positions (Schein, p.
135). People with the managerial career anchor perceive that their abilities
are the results of competencies in three general areas.

1. Anaprlcal competenCE' the ab111ty to 1dent1fy’ analyze,

and solve proolems under conditions of incomplete information

and uncertaintys

2. Interpersonal competence: the ability to inftluence,

supepylse, lead, manlpulate, and control people at alt tevels

of the organization toward the more effective achievement of
organizational goals:

3. Emotional competence: the capac1ty to be stimulated by
emotlonal and 1nterpersonal crlses rather than exhausted or

Of the seven; Térry alone did not fall into the managerial competence

category. Based upon descriptions of his experiences in administrative roles

what Schein descrites as the "technical/functional" anchor. Teérry sufimed up
his administrative and reassignment experiefices in this way,

Those prograims 1 was in were @ coifiplete waste of my time ... 1
was at the wh1m of the principal. It was r1d1culous. You
really weren't t1ed down, had no direction, never knew what
you were supposed to do or when you were supposed to deal w1th

them (job responsibilities) ... I had no trouble adjusting to

it (reassignment to the classroom) at all. I'm sure some of

the other teachers might have, but I had none because I was

very disenchanted with what I was doing:
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oriented their careers around their areas of competence and have explicitly

""""" (SChéih; 1978, p.134) This woild seem to accuratel)
describe Terry's circumstances; especially the situations surrounding His
initial move oiit of the classroom. ASs he describes that situation,

1 started my year here (at the middle school where he was
CVCﬁtUél]y rééééighéd) ih pHY§iCél édUCétibh. OUT Sthbbl was
school They would alternate days dVér here. Around Novermiber
of that school year one of the “ome/school/community agents
moved into the principal training program ... My principal
Lnto the home/school/commun1ty agent pos1t1on and I said

yeah', becaiuse this place was getting very small after eight
years.

interesting to compare Terry's description of his job with Bradley's

description of the same position,

...since the ]ob has a very nebuious area, you ve got to be

self-motivated because you do have a certain number of
Gtudents that you are worklng w1th but 51nce there are no

that school environment. 1 had flex1b111ty.

fact that Eradiéy and Terry had two very different career anchors. Schein

contrasts these two career anchors in this way,

glven ared of work than to the roncept of respon51b111ty and
manageiient per se. These two groups of people are seeking
very different kinds of career goals and measure their degree
of siiccess by very different criteria., Whereas the
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technical/functlonai per%on is concerned aoout the content of

the work the managerial person is much more_concerned about
the size of the task,; the degree of the challenge, and amount
of responsibility. Managerlally anchored people are in what
Drlver calls 'tinear careers' as contrasted with 'stecady
state' careers ... Organizations need both managerially

Orlented ard technlcally/functlonally orlented people, but

provides a broad base from which to analyze the impact of rank reduction and
reassignment on teachers. Each individual is different, but as outlined
above. there are major similarities betwcien individuals with common career

anchors:

Interim Perspective The interim perspective consists of the attitude

that each interviewee has adopted towards this period of career halt. All of
the teachers expressed concern that they not remain in a classroom teaching
position for the remainder of their careers in education. With the exception
of Terry, the teachers voiced an "urgent' desire to return to the prsition
Held before reassignment (oi an eguivalent position): Fred ékbréSSéd it this
way, "I like théiiehges; and 1'm not Eﬁétiéﬁgéa cae 111 Stay for anothér year

Two consistencies were evident throughout all the interviews: (1)
reassigned teachers did not feel ihat classroom teaching coild give them the
Career satisfaction they desired; and (2) reassignéu teachers did not desire

or expect to remain in classroom teaching positions bLevond one or two years:

remaining in the classroom. These alternatives ranged from a sincere hope

that a renewed economy would brlng new sources of funding to the school system

therefore tréétihg a new need for administrators, to the hope that employment
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outside the tield of edication could be found upon tre completion of doctoral
Wwork in arcas sich as computer science and administration.

Douglas T. Hall (1971) has developed a model of inquiry into career
development that is useful in analyzing the reasons behind the interim
perspoctives exhibited by reassigied teachers in regard to their new positions
i »lassroam teackers: Tne basic assumption of Hall's model is

e thar an individual strives to increase hlS sense of self-

csteem., One important means of achieving a high level of
self-esteem is through the development of a competent self-

identity, or an 1dent1ty contalnlng a sense uf personal
competarice. A~ one comes to see himself &s a person who can

effrctively act upon his environment, he valies himself more

as Fa} tbLal pelson, or, put another way, He experiences

independant effort attains that goal, the person will experience psychological
siiccess: Th=» sense of psychological siccess will tead to increased self=-

estecm and therefore a more competent identity: The fo: lowing figire

jllustrates this process.

Choice of Increased
Challenging -> Independent -> Goal S Psycholog1cal -> Self-
Goal Effort Attainment Success Esteef

Hail further posits that the individual's need for a competent identity
leads him/her to seek out cituations where self-esteem will be enhanced, and
to avoid situations where self-esteem will be reduced. He continues by
pointing out that an individual's response to his/Her present situation is a
Function of his/her present level of self-esteem. Schein's notion of career

anchors in COnjUnCthﬂ with Haii s description of the development of personal
self-identity can provide insight into the interim perspective taken by these

reassigned and rank reduced teachers. The reassignment and concurrent
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the further develoupment of co

a situation that failed to offer the

success and development of competencies

success as very frustrating;

I had a certain image and 1 was trying to go into that career
tole-type: I had been 'the teacher' and I didn't want that
anymore. It was stressful because all of a sudden people
would ask; 'What is your position this year?' And tiey would
know that I have gone on to srhool ... 1 was so happy in_that
(administrative) position, and all of a sudden to say; '1'm a

teacher again!'_ It was stressful for me just to say that ...
1 have high goals for some type of administrative job even
beyond what I've had. Other jobs_ have been specialist. ,
positions and I hope to (eventually) get into supervision. 1
want to pursue something and really get ifto it .:: I have

high hopes just like a tot of people.

While Jillian's reassignment to the classroom was frustrating for her,

return resulted in a strong sense of satisfaction for him.

. 1t's fun. It's enjoyable; it is a nice change ... The
whole thing seems so much casier, especially after being out_

at the high school working with the quote 'bad kids' ... it's
kind of a break to come back here to teil you the truth —- to
finally get some directions from somebody -- knowing what
you're supposed to be doing and not having someone look over
your shoulder:

in addition to Schein's career archor notion, Hall's theory of career
y

Even though thé person may see himself as beigéf&éhplétéiy

reduction in rank have interiupted the pattern of career success and éﬁébéhdéd
mpetencies these teachers were obtaining in
administrative positions: The return to the classroom placed these teachers

« a chance for continied personal

as defined by these managerial carcer

anchorod teachers. Jillian described the suspension of this pattern of career

Terry's

The criteria each teacher uses in measuring career satisfaction has a
direct relationship to the type of career anchor they possess. As shown

above, Jillian and Terry apply different criteria in measuring career success.

development explains how career catisfaction is achieved by individuals,

Capéﬁié of dealing with the demands of hisrcareei role; he may

at the same time be completely dissatisfied with his career.

One reason for this dissatisfaction coild be that he may not

value the subidentity (that aspect of the total identity which

21
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is engaged uhen a person is behaving in a given role) which he
must use to work in that role: A second possibility is that

the person could aspire to develop his capabilities even
further in his career area,; beyond what is presently expected
of him;
Over the course of their careers,; these teachers had increased their
knowiedge bases and abilities while expanding their realms of experience.

This continued career growth pattern was interrupted by reassignment to the

classroom: Hall describes career growth as a process of personal development
in which the person becomes more ego-involved in his/her career work. Hall's
theory of career development is described as a spiraling combination of career
choices; growth; and commitment. According to Hall,

As the person sees himself becuming more (or 1€s8§) competént

and successful in an area he has chosen, his satisfaction will

increasé (or decrease) his commitment to that area, and he

will then choose to do more (or less) work in that area, and

SO On.
For all the teachers interviewed (with the exception of Terry) the return to
the classroom meant a suspension of career growth and success. This resulted
in a perspective that the return to the classroom would be short-lived: The
classroom represented a dead end, as far as the further expansion of
knowledge, competehcies, and experiences beyond the classroom were concerned.
As expected, the teachers possessing a managerial career anchor applied
criteria such as: size of the task, degree of challenge; and amount of
responsibility as the measures of career success and career satisfaction. For

success and satisfaction were directly linked to the content of the work
required of his positions Terry was the lone teacher who had not experienced
a feeling of expanding competence in his administrative position, therefore,
he was happy to return to a position where he had experienced competence and
satisfaction--classroom teaching.

26
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Probleins Encountcred by Reassigned Teachers The previois job cxperichces

of thie tedchers iviterviewed seemied to play an important role in how they

upon returning to the classroom. Previoiis experiences had allowed tlie
interviewees to expand their self-identity (as described in the previous
section), and to see their role in the school system as being more
encompassing than the role of classroom teacher allowed. These circumstances
led most reassigned teachers to view their return to the classroom with some
apprehension: Leo describes how he felt about the reassignment,

I just felt very, very bad about what I was doing. Then in
addition to that I have this thing in my mind that I've had

university tralnlng (at this point, three years in a Ph.D:

program), so why don't they utilize my skills? The other

thing was that I had participated in the cadet class

(prInCIpat intern program) and I thought 1 was Supposed to be

an administrator Qr quasi-administrator :::; All these things
were playing on me:

I1f; as Hall has stated,; "an individual's work is often the majsr input to
(6hé s) total self 1dent1ty (1971; pi:56); then it is understandable that
rédiced statis.
The problems eficoiintered by theseé reassigned tcachers can be categorized

ifito four groups:

1. Cofipetence as a classroom teacher.

2. Relations with bulldlng staff,

3. Feelings of being confined to the classroo.

%4, Individial - oncerns.,

The concern expressed most often by the interviewees was the probiem of a

abilitic: . Suddenly, after many year of feeling confident and competent in
their careers, these teachers perceive a professional crisis. Pat laments, "I

feel like a beginning teacher this year. 1 suppose that the concerns of any



beginning teacher are lesson plans; not only plans for what do to today and

this week; but how to get through the whole year. How do you get the whole
thing laid out and fit it all in?" On this samc issue, Leo states, "My

concern was almost éktlﬁSiVéiy with myséif; how will 1 survive? When 1 left

student to do certain things. When I camc back, my concern was: Did 1 have
the skills to survive?" Further, Jillian posits that additional preéssure is

p]acod upon rea551gned and raik rediced teachers to be extremely competent in
the classroom "becaise if you're not doing your very best, people are watching

you. When yotu' 're gettlnb ready to interview for another p051t10n, your last
position was just 'teacher', and you are really put on the spot." The
reassigned teachers' concern regarding their competence as classroom teachers
was poignantly described by Pat,

My gosh, all these years I have been running around telling

other people how to teach their ctasses; can I do it myself?

Can I keep the tid on? Can 1 keep those kids in their seats

doing their wofkq What kind of a classroom teacher can I be

now? Wher you re a begInnIUg teacher, everybody knows it's
okay 1f you don't know: 1It's not okar when you're an

administrator coming to the classroom not to know; is it?

occurring in preservice or early in the teaching career of the inservice
teacher. Here, as was the case w1th the teachéfs Lnterv1ewed in ths study,
the concern centers around classroom control, mastery of content, and
evaluation by supervisors. For tHis groip of teachers, the experience was a
traumatic shift in their professional self-image. "I know I'm & good
teacher," Leo declares, "biut, I didn't do a very good job initially. I felt

really out of it and it showed in my teaching. After the first couple of
Oc

O

ERIC

Aruitoxt provided by Eic:



teachers; however,; becausc of the tremendous amount of time they have spent
over the years dcveloping materials; finding resoirces, and creating
successful management stratcgies. As Pat states, "Next year, I can be a
pretty decent teacher; this year it's questlonable. (She laughs.) I mean,
['ve gonc through the motions. I thinks some of the kids have learned
somcthing, but there have been a lot of problems this year. It'll be so much
easier next year."

The second problem was the fear that their teaching colleagues viewed
them differently. The teachers felt that their colleagues' views had
developed because of the positions once held by the reassigned teachers, and

what they call the "baggage' brought with them from their other positions
within the school system; As Pat points out,

There s really noryay you can stop beIng what you were in the
past. I brought 'baggage', but I try to keep it hidden: 1

mean, quite frankly, what' s to be gained if I do otherwise? I
trled very hard to be a teacher, to ‘be part of the staff. My

teachers think: I'11 give you an example. Earlier on; I got

irto 1t because they (the other teachers) made some comment

about 'those peopie downtown' I find myself sticking up for
the (school) system:

The principals seem to view reassigned and rank reduced teachers
differently: As Jillian notes, "I think he (the principal) looks at me
differently because I am interested in administrative work." Pat
confirms this experience of being perceived as different from other
teachers, "He (the principal) asks me to do things that he wouldn't ask
other members of the staff to do. He's aware of somie of the things I
know how to do, and Sometimes he expects me to help out, for example, in

proposal writing."
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A third problem described by the interviewees was the sense of
having to adjust to the confinement of the classroom and/or to the
"tight" schedules of middle school teachers. Jillian says, "You don't

know what's going on the outside world until school's over. My other

I had time to go to the bathroom; or get a cup of coffee this morning?

No, I've had four classes of kids gc thrcugh here today:" Severat

teachers mentioned the difficulty of adjusting to the time constraints
of classroom teaching again: Bradley said, "Everything is regimented on

always being "on", of never having time to relax. '"There's never a

time, when you're a classroom teacher, that you're not going to be

missed. There's never a time when you don't have forty eyes looking at

you," according to Pat.

interviewees expressed individual concerns. Bradley decried large class
sizes and how this situation prohibits teachers from ; coviding
individual attention to students. For Jillian, the students' lack of
respect, motivation, and responsibility added to her stress. Ike
defined the fiove to the classroom as the loss of the ability to exercise
leadership in problem situations broader than thos~ experienced by the
classroom teacher. These can be viewed as problems by individuai
respondents according to their particular personalities and the
peculiarities of the contexts they faced. As if these adjustments were
not enough, many of these teachers took salary cuts in their return to

the classroom: Pat speaks for these teachers; "I took a salary cut t
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come out here and be a classroom teacher working my tail offs Sure; it
bothors mos How could it not?"

All of the teachors interviewed did not experience all four
Categorics of problems described above. For some teachers; the
individual concerns. Other teacliers experienced considerable problems,
including all four of the categories explained above: The source of the
differoences of perception regarding probiems faced upon réturhihg to the
classroom may be illuminated by returning to the career development
anchors. Those teachers who adjusted to the reassignment to the
classroom with a minimum of probiems included Terry, Bradley, and Ike:
Terry's ability to easily adjust to the return to the classroom can be
viewed as a result of the fact that his career anchor
(technicai/fuhéiiéﬁé})’ is more congruent with the position of classroom
teacher than that of the administratiie positions he had previously
held. Why Bradley and Ike experienced few adjustment problems can be
explained as the result of how they coped with the situation. (See the
following sections)

Ciassroom teaching) and a person's career subidentity (a cluster of all
the attributes manifested by a person): These teachers desired career
iivancement, which meant leaving the classroom for administrative or

quasi-administrative positions within the school system. Career
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advancement resuitted in an extension of their subidentities; as they
experienced success in their now roles. That is; as thése teachers
moved into administrative positions and were succes&ful, they developed
new competencies; and increased their knowlédge, abilities, and
motivation relatod to their new roles. Reassignment to the classroom
resulted in a conflict between career role and career subidentity for
this proup of teachers.

Hall uses the term "career adjustment” to describe the relationship
between the caréer role and the career subidentity. "High career

the extent to which the person values this caceer adjustment" (1971,
p.53). The career role of classroom teacher was much more narrow than
the career siubidentity many of the teachers had developed as a result of

tHeir experiences outsiie of the classroom:. As classroom teachers they

between career rote and career subidentity seemed to be the most severe.

They expressed dissatisfaction with their current position; as well as a
sense that their talents and skills were being wasted by the

organizations

The notion of career role and career sibidentity being in conflict
can help us to better understand the source of many of the problems
experienced by reassigned and rank reduced teachers. Hall's theory of
career development on the notions of psychological siccess, career role,
and career prowth have also been used to illuminate the interid

perspective taken by many of the reassigned and rank rediced teachers.
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Coping Strategies The process of reassignment and rank reduction created

up jobs im which they had been successful and return to a position that they
did not desire. For some; the adjustment to a new working environment, with
new job responsibiiities, was a smooth process: For others; the loss of
carcer advancemeit, theé cut in salary; and the loss of responsibility created
4 very stressful situation. It has been described in previous sections that

Slmost 411 of the interviewees desired to work in an administrative capacity,

and that they perceived of the "second round" in the classroom as one that

would be short=lived. This section will examine how these teachers coped with

Throughout ilie interview, many coping tactics werc déscribed by the
teachers. These ranged from the belief that in thé next year an
administrative position would be found; to a rénewed interest in coaching
cu.pletely: Although many other specific tactics were used in coping with the
changes and problems encountered upon reassignmeiit to the classroom; one or
both of two major coping mechanisms was used by all of the teachers: 1) An
expanded or intensified involverent in professional activities; 2) A search
for professional support from others, specifically other teachers.

Foikman and Lazarus (1980) have conceptuaiized coping within the
copnitive-phenomenological theory of psychological stress. The framework of

in an ongoing relationship of reciprocal action; each affecting and in tirn

being affected by the other' (1980, p-23): Lazarus has defined two processes

that interact in this reciprocal retationship: appraisal and coping.



The first process, "appraisal", involves the evaluation of events that
occur in a person's experience, according to what is at stake, and what
options arc available for that person. There are three types of stressful
appraisals: a) harm-loss, which refers to the damage that has occurred, b)
threat, which refers to an anticipated harm or loss that has not, as yet,
occurred, and c) challenge, which refers to anticipated opportunities for

mastery or gain.

episodes; to change these appraised conditions resuits in the second process—-
coping: Folkman and Lazarus (1980) define coping as

conflicts among them: Such coping efforts serve two main

functions: the management or alteration of the person-

environment relationship that is the source of stress

cmotions (emotion-focused coping)." (p.23)
Coping, therefore, in this paper, will refer to a complex,; reflective process
involving both the individual's appraisal (harm/loss, threat, challenge) of
the event, and the coping mechanisms (problem-focised, emotion-focused)

employed to master, tolerate, or redice the stressfil environment.
Using the Folkman and Lazarus framework the two major coping mechanisms

used by reassigned teachers in this study could be classified this way:

1. An expanded or intensified S , ,
involvement in professional -> Problemi~fociised coping
dctivities.

2. A search for professional o ,
support from others, o -> Emotion-focused coping
specifically other teachers.

obtained from the interviews: Some of the interviewees emphasized the use of

only one of the coping mechanisms; while others relied on both:
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the cases of Tke; Leo; Jillian,; and Bradiey: The coping mechanism emphasized
by these interviewees was expandad involvement in professional activitics (é
problem-focused mechanism): Ike; Leo; and Jillian were all very involved in
continuing their education at a local university. lke and Leo were both
involved in doctoral programs {computer science and educational
adminisiration,; respectively). Leo also teéachés evenings at a local junior
college: Both Leo and 1ke feli that their graduate school training would

Jillian's involvement in professional activities goes beyond graduate
course work. Within the school, she seeks special duties such as planning

workshops and sharlng hHer expertise and experience with other staff members:

Jillian also is extensively involved in professional activities outside of the
school. She éxpiéins,

teachlng, be51des staylng in school. If I was just teaching

now, éhd not doing anything else; it would be really bad for
me. It's (keeping active) the only way I'm keeping my sanity.

Going to class at '"Greenvilie UnlverSIty in the evenings;

involving myself in profeSSIOnal organizations and the

"Greenville Leadership Progfam ; which is communlty oriented;

and doing volunteer work is keepxng me so that I'm not
COnflned you know, (so that) all of a sudden everyone

(doesn' t) wonder where is Jillian? ... The key to not being

depressed, and staying that way, is to constantly be

aggressive, and think of I can do to keep moving.
Bradiey's problem-focused coping approach included the option of

returning to a previous involvement in bu51nééé; as well as another option

dearly——I m coaching basketball If the opportunlty presents
itself,; and I can move to the college ranks ... I would move
Cea I st111 have a two-pronged approach where I could be in

mAa ~avt ~AF aﬂm1n1cf~rnf‘1uo nneitinn ~r T rnn1d he rcnachino 40
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teachers for help. He imagined that they would say, "How is he going to be
able to run a school if he's having problems in the classroom?" Leo was not
defeated. He explains,

1 have made up my mind that I am going to change. First, I'm
not going to let these turkeys win; I am not goihg to walk out
of here @s & fai1u1e. Secondly, I knew that I'm a better
teacher than what I've shown so far, and 1' m going to show it
oo I began to seek help where help was needed. I began to
talk to my wife more about my feelings. Luckily, my wife had
been in the classroom and she's a very good teacher ... she

offered a great deal of help and support.

Leo reached out to other teacher friends; both outside and inside his own
building. This helped him not only with problems such as motivating students,
setting standards, and planning activities, but more importantly, with
understanding that the problems he experienced were not uniquely his: One
newly transferred teacher in his building
provided almost a mirror for me to look into and it helped:
When she first told me about concerns or problems that she had
had and ... about sume things that she was doing Qi;h her
class,; I was thinking; 'You shouldn't do tﬁé@;' Then T
started wondering if I was doing the same thing: And I was.
Because of just talking to her; 1 began to work out some
problems; and I think at the end; she began to iron some
things out; too.

Relationships with the néw school staff were important sources of
profe551onal support for jiiilan, Pat, and Terry. Jillian was given a
choice of schools upon reassignment to the classroom and she made her
decision after carefil consideration of the teaching environment, the

teaching staff, and the principal. Upon retirning to the classroom, Pat
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félt threatened by the organization and content of new coiirses, as well

ds the possibility of failing as a teacher. To help, she selectively

sought out other teachers on staff to, as she says, "bounce ideas off

of". "1 tried very hard to be a teacher, to be part of the staff," she
relates. Her previous position distanced her physically and

psychologicually from people at the building level, consequently, sne had
feelings of loneliness and isolation: She views her return to the

building staff as a challenge to guin acceptance, familiarity, and a

sense of belonging, She says,

I'm just as much a part of this staff as any other teacher: 1 kind

of like that: I get to wear a little red badge like everyone else

around here. It says 'faculty' on it. T'm not somebody who walks
in off the street to help some teacher;

and 1 knew a lot of the staff was still here. 1 knew the new principal
Here was veéry, very steri and véery tough; he ran & good building. So I
chose this position'.

If summary, two major coping mechanisms were utilized by reassigned
teachers: 1) An expanded or intensified involvement in professional
activities; and 2) A search for professional support from others,
specifically other teachers. Most reassigned and rank reduced teachers
seem to desire a greater amount of responsibility and professional
involvement than classroom teaching is perceived to give them. After
working at the adminisifaii6¢ level and desiring to continue to work at
a "managerial" level of responsibility, many of the teachers rerouted
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of classroom teachers. Receiving professional and emotional support
from teaching colleagues seemed to be the other major way reassigned

in their classrooms,

Perccived Benefits of Non-classroom Experience All interviewees

reported that their out-of-classroom experiences benefited them as

classroom teschers in a number of ways. 65v1ously; since these teachers
had various outside-of-classrooii experiencés the benefits they cited
were not exactly alike. The comfion thread that was evident in all
interviews :4s that these teachers felt that they now had a greater
awareness and understanding of the broader schooling experience. These
reassigned teachers shared a broader view of the issues, problems, and
concerns of schooling as a result of their experiences outside of the
classroom: The broader view of schooling and education shared by the

in three ways: 1) It gave them an expanded understanding of how the
educational system can and does operate at the system level; 2)
Experience in numerous schools, ctassrooms; and other non-traditional

the lifeworld of the classroom teacher and/or a deeper appreciation of

problems with which children cope daily.

Regiilar classrooi teachers may hold rather myopic views about the
operation of the School at the biuilding level; lét alone of the school
system as a working organization. Oftén, as Ike says, "The office tends
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Pat roflccts; "The school experiences 1've had outside the classroom
have enabled me to look at an overall picture. 1'm probably not as
quick to react with a blanket statément. Classroom téachers tend to
look at pecople who are not in the classroom as if they have no idea of
what is going on, and that's not eéxactly fair." Her expanded vicw of
how the school system operates serves her now when she needs somecthing
{rof the system. She cites an example,
T called up the health supervisor, and I said 'I'm so and so,
and I'm over here at Concorde Middle (School), and I need
this, and yoii're siipposed to be providing it; thHat's your )
job.' If they know me, they know that I know they're siusposed
to be providing it. More tedachers ought to make demands on
this system. It's so big it's easy to get lost in the
shiuffle. A lot of teachers don't know what they could get if
they knew who to ask.

On the other hand, this broader co-opted view of the system may in fact
prove to be problematic when action is perceived to be needed. Pat alludes to
this in a general way, but Bradley frames it with a specific problem he sees
that needs to be addressed; "I wouid like to improve the student-teacher
ratin, which Is something that is beyond my hands: #4nd, T understand because

less concerned about problems administrators may be facing.
These teachers also relaté a number of outside classroom experiences that

contribute positively to the stimulation of new ideas and understandings for

their current classroom teaching. Pat speculates that, "A person who's

returfed to the classroom may do & better job than someone who's been there



O

ERIC

Aruitoxt provided by Eic:

This; shc feels; results from her own searching out; reading; and planning
based on the current curriculum giides. "I probably know more about what's in
thosc buoks than somé other people who've been in the classroom all alorig;"
she adds. For lke, changing assignments eévery two or three years helps him
gain a different perspective through différent experiences that in turn help
him grow as an educator. Bradley feels that through his experiences as both
able to have better classroom managefiefit as a resilt.

All teachers, however, report that though being staff-reduced was
difficult to deal with in various ways, it could be viewed positively in terms
of achieving a better and more current look at the problems classroom teachers
face. For Fred, this meant, "waking up to severe problems that children
(today) have;" and presumably; teachers face: He feels; as well; that "there
needs to be a change in the educational strategy we're using." (He does not
offer any suggestions in this area.) Not only do the problems children

children given the home environments some children face: As Terry says; "You
understand now why some of the kids behave the way they do; because ::: when
you make home visits and see some of the places they come from and talk to
some of the people responsible for them, you understand." Though there is a
better understanding of children's backgrounds, and undoubtedly some empathy
for thef, there was reportedly little time to become involved with children
and investigate problems that may be the result of theéir home environment ,
other than making an occasional phoné call. All felt this was inadequate, but
realistic, given the constraints of fill time teachins.

Finally, Pat speciilates aboiit the possible benefits of a more flexible
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dealing with parents. Looking at it that way; I could go back and work in
sonmc downtown job and be a better 'downtown person' because 1've been here."
Though she talks in terms of downtown people and classroom teachers;
prosumably what she suggests could be more broadly applicable. Thus,
ddministrators could be involved in teaching and teachers involved in some

level of ddministration. Through these reciprocal arrangements, Pat believes

Cach group might come to understand and appreciaté the other's job, and 5o

become better at the job they now perfori.

CONCLUSION
After analyzing interview data collected from several reassigned and rank

responsibility.

Thé second themé, the interim perspective, linked Schein's notion of
career anchors with Hall's (1971) model of career development in the analysis
of reassigned and rank reduced teachers' perceptions of their preseit
position--classrooi teacher. Most of the interviewees (six of seven)

perceived their rcassignment to classroom teaching as only a temporary

o
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circumstaice. According to Hall's career development model, this interim
teaching in providing a situation where individual teachers' self-esteem would

be enhanced.

reduction; four problem areas were identified: 1) -ompetence as a classroom
teacher; 2) relations with building staff, 3) feelings of being confined to
the classroom; and 4) individual concerns. The Sourcé of the problems
development model: 1In Hall's terminology, conflict existed between the career
role and the career subidentity for most of the teachers. 1In this case the
expectations of the job (classroom teaching) were miuch narrower than the
teachers’ self-perceived talents and motives: The most frequent problem area
identified was competence as a classroom teacher: Here, many reassigned
teachers described their initial situation as analogous to that of a beginning
teacher.

Two general coping mechanisms were identified as responses to the
reassignment and rank rédiction. These coping mechanisms were, 1) An expanded
or intensified involvefierit in professional activities; and 2) 4 search for
professional support from others, specifically other teachers. Coping was

defined within the framework presented by Folkian and Lazarus (1980); as part
of the cognitive-phenomenclogical theory of psychological stress:; Within this
framework the two coping mechanisms above were labeled as; 1) problem-focused

coping and 2) emotion-focused coping, respectively.

38
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éxperiences within thé school &ystem benefited them upon their return to the
classroom. These benefits were generally described within the context of a
broader perspective on schooling. THis broader perapective was described as a

berefit in three ways: 1) It gave them an oxpanded understanding of how the

perspectives on teaching; and 3) It gave them a new perspectiveé on the

particulars experienced in the tifeworld of the classroom teacher and/or a

deeper appreciation of problems with which children cope daily.
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