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. share something in common:

s

DA :
' " . Potentiating Idiosyncracy—

.~ . ‘ S ‘
Generating Personal Observational Systems for Supervision

v

3

. The:child'at play with his, blecks and the teacher within a classroom

eachizesponds’idiosyncra‘ically to his immedi-

‘ate environment. That is, <Jach responds creatively to.observed probléms

posed by his ‘Interaction with the blocks or with students attempting to

learn a spec1fic concept or.'skill,

~
‘s

Child's play,has been defined by Brian Sutton-Smith~(1975) as the
. / -

"potentiation of novelty," as variatien seeking and.as the imaginative

transformation of the realities found in our surroundings, be théy paper
hY

%artons turndd into houses or the imaginative flights of fancy of an adult.

Teaching 1s’ not chi1d's play, as perhaps many of us have' come to
- L R
realize! - However, enabling teachers to react idiosyncratically to class-

A 1 4 "

room encounters in accordance with qheir own teaching styles, goals and

values is pne.of the supervisor's tasks as a.collaborator and partner in

the improvemenm of instruction. -Adults’ can model pla}\responses for chil-
) .
dren, thus enhancing a ¢hild's play-—making it more imaginative more full

of pretend characters, for e le.
. e

tqachet!s attainment of his or her personal pattern of interactiom with *

So too can a supervisor enhance the

students.' This can ,be done through modélling or through a process of

developing one's.own model of teaching. Specifically, what is-being sug~

gested is that rather fhan present teachers with Joyce's Models of Teaching

35

,(1972), that we enable them to develop their own models, create their own

.

metaphprs. . L /

Ry
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~—The supervisor can be, therefore, a potentiator of novelty and .this -
3 , . ‘

, .. . . . / :
" paper outlines an approach to developing, creating, individual models for

[4
Y

teachers. More speeifically, what will be presente& heré is a;process of

supérvision involving the creation of idiosyncratic obscrvatibnal designé

&

{ by teachers to be used in a cycle of sugervision, the end result of which

]

is, hopefully, the improvement of instruction more in accordance with’one's

own perceiveo goals and valueS‘than with thoie of another person. :

ta We know not only rrom the vast body. of literature on institut{onal
cbangé and the diffusion of imnovatiomns kCarlson, 1965) but\also from the
literature of human psychology as we;l that we are.willing, indeed ejﬁer,
-to assume or at leastlattempt new oehaviors if'we perceive the need.fpr.
them, 1f they appear to.be'viab%c'solutions to problemgbwe iaentify and
wish to solve ourselves, or if toeﬁ appear to be 15 accord with oor.per-'

s
- 1) N -~

L
sonal and/or professional values. Kelman (1972) -cites such ¢hange as

o "int,ernalization" " of values as opposed to change motivatéa by com-

7 \

"'\7

pliaﬂcc'dr role identificatig .. In view of/ﬁhat we know about the pro-—
/

e *

cegses and motivations for thange, thirefore, 1t would appear that an

R I

approach to ‘the improvement of instruction‘based upon teachq;g— se1f~

)4‘ -

girection and alysis would be a viable and worthy one.

-

T

f:/fgenderization: * Necessity ox Nuisance? - T f ’
. S ' s . \
- To date most observation systems have been creat' by.educational v

. -
b . e

H
_researchers with particular points of view, special areas qf focus:® '~

»
u‘a o

cognitive langyage processipg (Bellack), social/emotionaloclimate

§

_ (Flanders), uses of npn-verbal behavror (Love;Roderick), and openécss*_
R - ’ .. - x .. .. - _ " ’;‘ »
’ and closedness of teacher student fnteraction’(Macdonald=Zaret;.l The,

purpose of[many of thcse:designs is descriptive, not préscriptive,
: N ' LI .o -
BN e EEEE { ” S




=3 ¢ .

. . "‘
L) ¢ . |

‘although it may be difficult to prevent the former from flowing or|devel=-
s . * / | .

~

—~teria derive% from teachers' own experiences, values and the self-

oping into the latter. It has occurred to me as well as to Othersf that

what ve who educate teachers ought to be doing is helping people to per—
}
sonalize their teaching styles rather than attempting to initiate them

into somebody else s research model of teaching, Such as that of:

. ]

Ned Flanders. Thus, rather than educating téachers by a process\bf ‘
o

"Flanderization," ve might encourage the development of‘evaluative cri-
0 = N s »

\

perceived goals gf what a godd educationa1 activity\should be. . \
LR . |

.
o , . " ' 1.

The Design Process

-

The process described below has evolved during this writer s work

v

in preservice teacher education and with perhaps’ slight modification iF ~

equally applicable to inservicé supervisory practices where our respon i~

bility 4s the improvement;of instruction through a collaborative effort.
The developmental process of formulating oneis own Design for ob er—'

vation of teaching is, of course,La statément of ‘philosophy, as are th

aforementioned research fnstruments. This' statement reflects our concép-

< . b

o

.tions of .several salient aspects of the educational .process. For example,

) the nature of the teaching process——is it primarily telling, or proble !

PR \.

posing (Freire) or ralating (Buber)--the nature of the learning process—-
~

is it'a process of absorbing facts, of problem—solving (DeWey) or of ¢

% L

L

acting upon the stuff of this worl? (Piaget), and .the natTre of the chil —

. is he a passive receptor, a rational thinker, or a person/capable of
{

\

P

imaginative transformations of reality? Obviously, e are n?t suggesting .

that any one position is exclusive of others or i to .be advanced-at the

~expense of another. - . 4 \ - . é’
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Approaching consis'tent, well—reasoped‘philosophicaf positiong with

. respect to these elements of the educational progess- is an on-going, life-
b} -
o long ptocess, and in the dedelopment of an ifiosyncratic observational

-

e < Design one looks- for activities which*will ,bring to consciousness some’ .

of these view points. These activities should be relatively simple and

o

\ ' should help us engage’ in a self-reflectivé/process, the end” result of
N A . , -~
o \\\ ' which will be the establishment of what each of us.considers important

t
&

\\ in the teach}ng/learning process. e o ;, ' . 5.
. AN ~ :
' The major Process activities teacher interns éngaged_ig_in formulat-
f \...~
s T ing their Designs included the followin*: o

.

A. Reflecting on previous, meaningful educational experiences

[ |

. - and attempting to extrapolate from “then the critical variables,‘

T

such as Choice, Self-initiated Activity, @eacher Attitude. -
| ’ .
- > ¢ \ ‘a

w ‘ SN e

o 'tewing a Series of video tapes of clﬁssroom teaching situa—y
3 = s
. tions- from qhich were eliciQ@d tpose elem hts which contributed

-~

either to success or lack thereof, such as

2
3 *

c Verbal;;nteraction, Role\Reversal in Games,

’ v . . . e
.

ontrol, Quality J&f

Use of Space.

*
A

. . \
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' day)4 these activities helped interns bring to consciousness what were for.

,begin determining how they might be observed. As noted above, ome of the X,‘
\ )
most significant processes is-considered to be small group%peer interac- . W
” - N

important for, secondary sthool science and+history teachers to view, dis- -

by Lieberman, et al. (1973).

parate activities; they are,'howéver,vboth groundedﬂin_concern for the

- . ~ 4
. . . 4 +
- [N e
-
’ .

E. Particisation in gmall* group interaction'with peers from

¢

various disciplines and different grade 1evelsA(e;g., secondary ’ ' R
. History gnd Science and eiementary Speech Therapy an&.Physiéal L

Eduéation). The tasks of these gronpé incldded video -tape. K

.analysis, the planning for and teaching of specific concepts - o,
¢ ° to the class ds a whole, as well as probing for objective means
b

of observing specific intentions, values or Eghaviors within

- . i .. J . .. >

the classroom. <

’
>

»

During the course of a(week's intensive classes Ythree hours per

o

R

each of them-some significant elements in classroom interaction and -to

| . .

tion during Which participants were exposed to a wide! variety of'diVergent
' | y

stimuli in Jerms of valués and perspectives. -To be more precise, it is .

~ v

N .
[ ‘ . -

cuss and evalnapé/video—taped protocols of elémentary school movement B,

education sessions where creative self-expression istsalient. Sharing

such perspectives is considered not only as essential to the problem- ) ‘

solving process'butlessential to developing a perspective of teaching

-~ Y

which transcends the constraints of the specific subject: one teaches.s

'?eer interaction of the kind described is the central focus. of a Y

£

strategy for curficulum cha§ge develgped by Goodlad fogﬁiéﬁAland described
Developing observational designs for self-. .

‘.

evaluation and bringing about curriculum change may seem like quite dis—

»
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quality and criteria of good educational activities and a goncern, for

openness to different kinds of experiences. From such opennesu, noted

Dewey Cl963a), and Schachtel (1959), we grow as-personé and avoid routine

3

o and embeddedness in narrow perspectives upon liﬁe, The playful person is

. one who is ope?lto‘new experienceg, and\who maintains such openness (what’

Dewey called "p asticity") by engagin§ novelty through exploration.

K3 .

oping and using observational systemsfreQudre such openness to experience

Devel-.

on the part of the teacher and the
)

If the Designs are to be tru
* ©

pervisor if growth is to occur.

[N

-

+ 1diosyncratic, there can be no attempt

" /
to achieve conformity of essential elements., One of the major themes of

this whole process is that a Design is ap outward manifestation of ome's -
Ed

continual self-reflection upon’ the nature of the educational activity.

. o
Change 1is, therefore, to be éxpected,, as each Design should represent an

¢
»

on—going prohlem—solving/?ptivity.

~
4

, /
’ Organizing Design Elements\

V-
-~

The two Designs/presented herein (Fig. 1 and 2) represent slightly

. different ap;roache# to observing the classroom situation.
/-

posed of major categories folléwed by specific questions the answers to

Each is com-

which must be observaﬁ&‘?or +inferrable from the involvement of the class

either on These questions were stimulated naturally by use

or off task.
of video—taééz where, in dealing with such notions as verbal interaction,

for exampie, intefns could perceive that one teacher's flow of communica—

i

3 ,
tion was entirely one way-—from teacher to individual students without
invo g peer$ in any interaction. The logical questions\Bor observa-
. o . . .
tigns might be "How does the teacher encaurage studentystudent interac— = +

fon?" or "Was the teacher a good listener?" or "What kinds ‘of questions

. l . )
.e——asked?" - i )

. N ’/
.. . L
’ .
. .

e

N—
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' upor}, content or "stuff of this world" (Lewis & Miel 1972) such activ

C—

) Challénge night be observed. - : - . % .

Pt ° ' " .. ~ ’ : - s
*‘ , ' . [} N
. . ., . " ... — - ) P
. vy 7 N, . .

¢ [

Similarlyy'when a person indicated that Challenge\within the claSsroom

.
v

was .vital he was asked how one could‘observe.wheth ST 0T not students weri ) . i

indeed being challenged. Responses within various ﬁesigns indicate how

'

. SR 4 ‘
YAre students solying problems on their own;K\ o L

.

L\' "Do  students contribute creative *ideas?” RN -
' : ' + q P AN B . 2
N "Does the teacher stimulate students to intellectual
- " efforts beyond those requireéd fior a grade?",

\ 4
Thé .problem of hoWw to organize\one's perceptions, vhlues and goals \
. o . <! : : ' ’ ‘
\o’ ’ . P
was solved by suggestin§ a format exemplified in Figures'l and 2. All
" 8

Designs were predicated upon the notion that students' observable ixzolve—

-

ment was a significant/factor. Based upon Bruner s (1960) and Piaget's

. \

(1970) concepts that learniné involves the-transformation of or acting

participatlon in\learning z be inferred from°student verbal/non—verba% -

hr;._g

1975). Observing nvolvenent, however, should §iv

-—-\\

us at leé!% some clue

about the teacher's snccess,in creating an environmept sufficien}\to.stimu
N . > ”’ \ / \ - "-. . .

late what'Deyey (19635)'ca-1ed g "transaction'” betwee
/ k & '

immedi/te Surroun?ings. o .

\

‘Too'often ,

»

- Thus, studen& involvement becomes onr first conce
o~ l ~

observers are content to look onlyﬁat the teacher's aotivio .
” ‘/

focus upon how the student is interacting with*the teacher, h s peers .and ‘ ‘.

\ . N *
with his environment-gnd by means‘of noting'verbal and non-verbyl acxiohs‘ / '
‘and responses we hope to infer some degree of nental activity on‘gnd off . :
task. ‘ . - - e ‘/ i~ ST .

Here, we
-
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. Next, one must determine,how to orghnizd the Design. The conceptual

\‘fiaﬁEWork outlined by Dunkin and Biddle (1974) provided a flexible struc- '//

/
ture within which tbrconsider Teacher Behavi ,‘étudent:Behavior, Verbal .////

ks

’ . N
- Interaction, ‘Control, Management Teaching Skills and the quality of the !

<

Environment CfEated. Figures 1 and 2 represent two intern designs for

observing\Physical Education (K-12) and econdary school mathematics,
N wh - - -
tespectively} As one might imagine, seyeral interns chose to integiate

B

vithin their deéigns concern for su qualities as Challenge, Creativity

and\Significance (or Meaningfulnes ), for exampled N
/ ) . ) 4
- Although no concerted effoft was, made to channel student perceptions

- P
L8 P

,and choices toward specific "competencies," the processes of self-reflectign,

examination of video—taped rotocdls and theJuse~of the interns' classZ?om

as a laboratory £6r the s udy of teaching (interns taught each other/t

‘o

formal content of this/tourse), this developmental process naturally led
e s

'to oar focusing upon,the following generic teaching behaviors: structurlng/

> L]

creating 1earning/environments and activities, management/co:;ﬁbk of class-.

5

room behaviors;

verbal/non-verbal interaction; and the diagn sis,'prescrip-
‘\ ' . - ‘ .
/tion\if learning. T : A

» H

PN . Once generated he Designs were shared among peers, in small groups

\
5 v

;ﬁ . tq consjder og;ers N eriences and subject matter perspectives.. Generat- \
- ; ; 2 :

» « ' h
¢

o
\
.1dg),
R

estions/often proved difficult’and this is where peer interaction _\
e& quite valuable. "\ - .t ) .. ot f \

InitiaLSObservations

n¥§3a1 testing was condueted by asking interns to take the Design

A
into variddg classrooms, to observe and attempt to explain the extent

of student i olvement in” the educational activities/presented. Often ,as

\
v - " » -
- .
. LS + . -
\ -
i .
- ’
.

.
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the result of using the Design in this fashiqn observers noted behaviors

(or the 1ack éhereof) which later became part of their own Designs.
Rl ) . -—Inrthe class I observed that the students responses
. . and‘ideas were the focgl points ef the class sctiVity .

-

. ¢ ==The Qeacher gives the impression of having no interest
¢ ) ' in what st§dents have to say . .

. - ==The classroom is not 'dominated' by any one. The atmos-
) phere may be compared’ to a meeting of an interest’ group.
. \ ‘There is a task at hand and the whole group with the )
teacher as ore of the participating members . . .
“ . \\t balance of power exists among all group members so e
' h

at a comfortafle climate for effective communication
\has been established. .

* v

s * , These brief examples ‘11luminate perceptions in the areas of Verbal’

. Interaction and Control of deeision making among participanté It is dote-

t \ worthy that oné observer has - aIready chosen a metaphor-~the meeting of an
N \ N

v - \

interested task group—-to characterize the obsegbed envirpnment. Such
| K2 . !‘\ ™
.- \ analogies or models are not only highlighted, the¥ are fostered and en-

\ couraged whenever feasible. For if "potentiattng diosyncracy\ means any-

\. thing, it is/fostering individual metaphor3 ‘for . teaching.

)

The classroom 1s where a Design demonstrates ts efficaciousness,

’

2

gt S

. were. approprifite y\modifieiﬂtgwgeflece~new”a’ta. k

. .
\ .
— et / ( ~ l N
‘-‘ """ Designs and the Su ervisor& Cycle, ! .
K T ?
- With Design\that was\ functional in’ that its categor{es reflected

(most of which. were video—taped) followed by a conference. The guthor gen—
Y R

erally used oge/of two approaches in these conferences: ’ /

} ] e ¢

-

@

»

others, Designs . Y

A
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. I.. The tegcher was asked to reflect upon .the class conducted.and -
. ' \ .

. ~ .
1 L ' N 4 ’ d - .
c - to itemige what he/she fei; were its strengths and weaknesses. *

N

\
-

AT ' N

~ 1 ‘ e

. . _ those items\ﬁpecified by the teacher and others suggested by o

examining " the\Observational Design. Solutions to‘perceived

[Aie

. ‘-probiems were then sought.. g £
J N , - ‘ N )

. - »
* . (- ’ & N : v

. . 1, . .
II. The teacher was asked to use the Observationai Design as ‘an .-

.
-

initial guide with which to explore the major incidents of T
’ . e ¥ . Ki
N . o
. the observed claserom situation. b

Subsequently, the conference prodeeded to focus upon perceived o ‘
strengths ‘and weaknesses and' to probe for solutions. oo o
- r) ‘ "‘ - . ‘

The former apgroach was often used with an intern better able to analyze his ) *

or her behavior, while the 1atter was often ar initial ‘approach vith the

f w—zy
a more ine;ierienced ‘In-either case, the Design provided a structure within

™

/ . " . ,{...»' L ; i N
a . ;Egicﬁ;toaeiamine‘fhe'critical incidents and patterns of student and teacher
el ~ . . ) H .
e . . x . : -7 : ty e %
" . involvement. . - . . . .
. . - R . . <, . . :
/ . : ‘ . . , "
; . " Here are some examples of haw the Desighs helped teachers to perceiva
P : - R i : ) SR
] ( - some of thgse critical areas: . f : . : !
- - A ¢ ¢ ’ ‘ : v ) ' ’ ] -'“\

\ In a general high schqol concert music class the teacher noted , _” K
\ ' ‘. ~.'- "‘ ; » ' ”l ¥ ‘ 4 ’ . t.

: ‘ . Y . :
‘ . that the session was too teacher directed .with insufficient ., , * .
BN / LA L 2N
. .o student involvenentis (Design question: “How maity students are . \
- x ;involvedgb o 5 o ' e ‘ T . ' - \\
’ )ﬂ . ’ ' . K N
- ' . . Iqrﬂome Economics the teacher realizes that her demonst:ating ‘ - :
AN 4 \"\' i e
S A . .
T the making of cream\puffs did not,capture the attention o& a11 _
/T e’ ’ . ) . [ 3 7 ‘ - LY ! )
. ) . A .
- »” R = B * ) . . .
1 "v o . s
j‘/ [N R 8 _ . . . ) »
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¢

\\ students and she reflected upon the Design element of Purpose-

.fulnesé: "Do students relate-subject matter.to the 'real e

: N
- ’ world'? Do activities have meaning for the students immedi~-

. 'ately? In the future?"

x lg
N =N

. re ‘ oo
In Industrial Arts {Metal Shop) the teacher concerned with
. & : ' A

/

-

Control reflected upon success of giving students some choice

>

of project and its positive impact upon involvenent.

»

(Design. "Does the teacher ‘et students control some of the . -

. . .

subject matter?) . ) ) .

-

In some instances the'teacher‘s’serv‘atiouél Design did not reflect

: 1 . e o . 'm‘\‘,‘
concern for problems which arose: ) A o

N . -

e, - . ’ . ) ~

7

. In Algebra discipline and control were presenting real: dif-.

] .
- ficulties and the teacher realized that one must- be concerned

b

with who maintains contiol:and by whaf means (e.g., effective.

.use of mediﬁz-qdestioning and such alternative activities as

small group problem~solving). h

In Geometry. a teacher Perceived lack of overall comprehension

% .

of .the- concept of Transformations as requiring conlEderation

of How Content is Presented and the Significance of Content.
. 8

- ‘l

(Design modified' "Is-the significance or feaningfulness of

. . the subject matter explored?") -

LN ”
L I < 4 . ¢
N

S,

' ¢ : .. ;
"Of course,.we often fall short of cdmplete attainment of our goals _

and objectives. Confront@d with_the goals of Creativity, Flexibility and

- Interaction among students, one teacher began to realize that 4re-was not

1 - . ’ .
. . e,
.
5 . I

&

s
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.achieving these goals and instead“of reaching out for assistance withdrew

!

and became rather perturbed about an inability to change his behaviox. How

does one prevent the onset of frusdration when confronted with the/real d1-

¥ e

-ficulties of teaching for the first time? The best’ answer 18 to provide a
() f
supportive, warm,;helping atmosphere 80 that the teacher ‘feels his, strengths

are recognized and that he ¥s beigg encouraged through dialogue to reach

more of his goals.5 ’ . *

o .
uv Y R

Y

« Alternative Perspectives®

These insights int¢ strengths and areas of improéement represent an

B

* individual perspective upon one's teaching experiencew Duting the course .

. of the internship there were a number of alternative experienceS\whiEh"

3
+ '

stimylated sélf-evaluation and peer interaction. . .

< . . _ - e
L 4 . > .

A. Most teathers were video~taped and these taped sessjons were

‘e
+

" colleagues  as well,~ Sﬁch tapes.presented cross—-disciplinary

approaches to common problems and afforded young'teachers with °
. . o

-
-

2

. an opportunity to perceive elements common to teaching no

~

. s N »
matter what the subject: e.g., the presence of Alternatives

( . or the Significance of content.

° . ~
‘ : ~

v : v

ce

° B. Peer observation usipgithe Designs afforded teachers an op~ ¢

" portunity to learn from‘each other and to apply their own ;'

L and

o criterig to-another's teaching,. thereby affording the observed

teacher with more input to his_or:her teaching.
S , . v \.\ - Ll

“« The use of video~tape was perhaps the most effective way of increas*
ing the awareness of what occurred 4nd challenging the teacher to examine
* i /

I T P N,

analyzed not only by the observed teacher but by his or her <

8.
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-in more~detail_critical elements suchias the kinds of questions asked:

‘ 4
Synthesis and Evaluation questions are not as frequently

employed as I would like and I am making a conscious .

effort to incorporate more of them . . i was evident

-

in my video-tape, the challenge problem gave students a

¢ 4

e chance to interact with eaoh other on some of these more

]

sophisticated skills. . . ' - .

. ' A y
Analyzing such tapes* also afforded supervisor and..teacher another

input for the modification of the original Design. Thus, the develop~

mental process maintained_an openness to new experiences and the Designs

[N T .

were not allowed to bécome static representations of a novice's perceptions.

Openness to- experience and a willingness to view it from. different perspec—
S R X

tives are characteristics of the flexible, creative and anaptive person.

)

They'are also characteristics of the young c¢hild at play within his own

environment. R

v

Finat:Evaluations

In an attempt to solidify the potential of these Desigﬁs for becoming
/.

.2

'

«

t

k4
.

.
-

-+

1Y

an initial statement of educational philosophy for each of the teachers,

they were asked to use their criteria to reflect upon their entire teaching

-~

)

’

’3; g%ntent to the students,

tional design.

a

experience.

"In my last few weeks of teaching I noticed that we had become

-

a unified group with everyone sharing control.

s
»5/

Ll

Au area in which I feel remiss is the-meaningfulness of the

@2

“

- -

% .

RN

r

4

e

[y

<

&
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&

b4

We‘had

4

‘Why shoulg they l_e‘arn French?

LR

NS

<

achieved the "balance of'pgyer" I spoke of 'in my observa- _

9

-

§

”
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There are a variety of atrategies I've employed, adopting new

ones to différent‘situations (i,e., math classes in band rgoms

. and humanities auditoriums). " Flexibility and Balance. are im-

.
.

"portant; the flow of the class is generally from tight control

to looser coritzol--more "student control of activities toward .
b

LA / , .

the end of»the session with a challenge problem, '

.
¢

These self-evaluative projections of future goals made the supervision

more stimulating for both persons involved and the fact that fhey arose from

evaluating experience, not with Flanders', Bellack's, or Barell S cate- -

g%?ies but from individual teachers' perceptions of goals an&“values,

madeg;hem more meaningful and perhaps formed the basis for continual reflec-

s
N A
AR

-

tion upon one's teaching in the ensuring years. !

Y .

Summary and Conclusions . . ‘ .- ¢

The process ouflined ‘here was developed with pre-service teachers,
. ¥ . L.

however, the elements of this process are certainly translatable to the

]

re .experienced teachers.

cycle of supervision for

>

The two primary objectives of this process were: ' L -

-

1.

’

ta initiate the cortinual self-reflection upon teaching
experiencés using individual pexceptions of what °is
important

to establish -an open system of articulation 9nd inter-
action between .observing in.classrooms and establishing

for one's self a set of criteria with which to: examine
educational activities.

.

<

3

\

.

[

-

.
»”

-

The implications for supervision and curriculum development of such
4

¢

*

~

\

‘geem to include the .following:

[}

1.6

> >

idiosyncratic observational designs and their system of utilization would

.

v
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1 .

. -

"-'.15- i \r '
1.: Using teacher s own perceptions diminishes the power conflict

.
-

between Supervisor and teacher and facilitates.the establishment
/‘

-
-

“"of a pogitive environment ' in which to work-toward instructional

w .
-

improvement. . C L
2. The undertaken self~reflections, hopefully,‘would be onegoing
with " a teacher 8 attitudes and values\developing with empathic

L] ~ -~

guidance from the Supervisor who never plays the role of pas

. e
acceptor of what is given. The 'supervisor has positive input at

- . )

- . every stdge. * ‘

.
» o

¢
4 A

. 3. A procéss vital in curriculum deVelopment is initiated and that )

-

is the establishment of evaluative criteria with which we answer

/ v

themqueitgon. What is a/good educational actiyity? /// , :

- : / . A ’ S .\*‘
/
- ' ‘\ / ‘
. Wb Such,a process if engaged in cooperatively amongst /peers could '

v

struction within

ke theﬁgggis not only for- joint improvement of,
&y

B

classrooms, but also for curricular| revision 4s well, a process

often best initiated by groupsﬂof t achers assessing strengths
g p )
and weaknesses and plannping alternatived. (Lieberman, 1973)

- 5. The peer interaction strategies usi to develop’ and modify
. r 10 * ‘ ‘

these‘besiéns fostered the notion that teaching is more than

1 (

ot
talking at students and includes co cepts such as teaching

as prq\lem—imposing (Freire) an& t aching as dialogue/ABuber)

1=

\ u{ /
The.formulation of an Obsérvational Des gn'has as; its longerange goal

>l

the establishment of, a pers n&l-statement of philosophy of education. A -

- t

Design is, therefore, a’beginning statement to 'be reviged and transformed’
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An the smithy of one's imag}nationAjust ms the child over the yeers reevalu—
2 -~ - ’ N .

i .
4 - -

ates and restructures the meanings he attaches to”objects and persons he

“g brings into his play. For both‘the teacher and the child at play, a Design
- s ~
. , and a toy- help potentiate their idiosyncratic tesponse to their environments.
\ e
Growing as a teacher and developing as a child ‘th -ggh,play are processes in
."

gonalized response reper-

. <

¥ -Which ve engage novelty, develop idiosyn%ﬁat ;
‘4 Y \: 'x‘\«

-toirgs, theneby maintaining our openness “to the world and establishing

3

meaning for our lives. .
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- Involvement:
—————
=,

e

\\

N

Classroom Observational Design
(Physical Education)

-

Fig. 1

y

\

Record extent/level of general student participation.
Quantity Teacher/Student Questions, Statements, Responses.
Note number of active participants.

Note number of students interacting with one another on/off

) topic.

[

Teacher/Student Interaction
Are the students given time to assist, encourage, interact wit
Is there some time spent where there is student/teacher inter

/
/

one another?
tion? )

Dees the teacher offer sincere and meaningful comments, encouragement and =«

criticisms?

Do the students and teacher receive and supply feedback and reinforcement?

Does the teacher move throughout the room?
Is maximum available time spent in movement expériences?

s L] :;;é ’

Are the majority of the students active pa ficipants?
\

Purg_sefulnesé (Signiticance)

Does the activity relate to the students

\ .
growth, needs, interests an

Pt

concerns? ° . 5 \
Can the observer notice general objectives? Do these objéctives appear )
* £o be meaningful?’ Coa

Does the activity offer a challenge ‘to the individual? Are there. oppor-

tunities to develop independence or self-direction? . T
Are the studgnts aware of the ‘reasons for teaching the lesson? How it
. /relates to the unit or overall content?

~ / .

/

Atmls here (Environment) - -
Do%s the teacher encourage activity, openness, effort, jnteraction,

. questions? Ve ]
I¢ the class relaxed and friendly? Are the students called by name?
Does eye contact go throughOut the room? - "
Are all situations handled fairly, in a/like manner? )
Does the teacheér communicate enthusiasm? Do the students exhibit ¢
enthusiasm?
Does the teacher, and do the students laugh and smile?

/ 4

L]
N

Management (Control)- . ¢ - -
Who makes the decisions as to content and means of presentation? How?
Does the teacjer allow for alternative activity based on students' needs

.. and interests?
Are routine procedures handled quickly and effectively? .

IBVEquipment set up without loss of class time? ) {

Is there evidencé of pldgning, organization and defined goals?
Is class. time used effectlvely? '

Y

Is safety a primary concern at all times? . .

- a . . ‘1q 4 s ]
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Aruiext providea by enc ||m Aruiext providea by enc

1

Conkent and Nature of Presentation 7
« Does the content of the lesson seem relevant?
Does. the teacher have adequate knowledge of the subject?

Does’ the presentation invelve t
. tesponses)
L4

)

%7 stuéents? (questi 8, opinions

Who hat ‘the decision as to the content,within a given
O what level are the majorit

;amework?
of the- quéstions?
Does the class appear challepged, interested? .
"*Are the means of presentatign varied? C
‘ "“ q y " \ N . / ‘\ .
- A “&_-‘— / * ' LT '
£ /% ©° 1977 Joan Diverio,
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and
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’

Can the students see meaning?
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Student interaction *- ! Note number of verbal participants. d
and learning.- . Note umber of students interacting with
«Completion of work. one anbther ’
- For Individual/Small—Gnoup Work: note
) time on task, task completed, movement,
[facial expressions, etc. , .
- Y Note.extent &f involvement with activi-
« ties unrelated to Content. .
Lo TEACHER BEHAVIOR: Does the teacher ,ask higher order ques- .
" Enthusiasm, - - - tions? ’
Attitude. « - - . Does the teacher vary the kinds of
. Personal characteristics. ’ " questions? ‘ ]
Knowledge. » Where is the teacher in the classroom
- Space usage. and how long?
Open to questions frem \ Does/;he _teacher ‘know the material or is-
-students. . he constantly referring to the book or
Consistent role and goals., notes? - / ;
T ' . Does “the teach®r accept and pursue ques-
. tions from students, or dismiss them?
.. . K Does" teacher have a specific objective .
’ : he is trying to accomplish?
*\\\* Does teachér vary voice control and -
- T _facidl expressions? . !
' N . : - .
o ' CONTROL: How is class time structured?:
Structure. . Who coqg;ols patterns of interaction and
Discipline. "- kinds o actiwvitieg present? Wow?- ° . ®
Student attention. ‘ How' much time s spent controlling mis-
Consistent rules. . behavior/offvtopic activities?
T - + : What rules are evident3 Are thsy evenly
R applicable? ﬁ_l~ .
'1 . ‘ .. ‘ ., . ‘
- . ‘ - . 3 N >~
“TEACHER SKILLS: Does the teacher use diffgrent teaching .
Flexibility.- . , . - approaches ard meditfs? -
Relevancy. b Doés” the teacher relate the material, to
Diagnostic. L the students, and'ways they can use it? -
Objective. - -~ Is the teacher able to explain the - :
Evaluation. b . material in different ways if it is not o
Different types of. " > understood? '
imstruction. Does the teacher summarize, and check to’
¢« : see 1f the class und#ystands? . ‘
,’\ ‘, ‘ - 21 ‘ A ‘

|
CONCERNS

1

; INVOLVEMENT 3
‘/gthﬂent Participation.
Statement of students ! .

and teachers.

- -

. ' Classroom Qbservation Design
. . '\ . (Mathematics) . e

‘Fig. 2

M ~ - - . -

: QUESTIONS

Y e

Record extent/level of general student
particzpation._

Quantify Questions, Responses, Statements
of : Teachers & Stutlents. )
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* L o fee:~interactioﬁ.
Challenge.
‘. \Fun-repréatiog.
Relaxed.
Fair. -
|
-
N

~8

Y

L 7eq ally? ,

<&
"ENVIRONMENT:
. \ -
& . .
n.f “
\
'4
, >,
T~

~

B ’i%%z .
Is there peer. interaction? How much,
how many, related or unrelated? =
Are extri problems or challenges given
to the students?

Is the class totalIy quiet, or 1s there
some interaction? How much?

Does the'teacher smile or joke? How
mguch? - .
SDoes the teacher Blay games or provide
somé recreation wirhin the subject?

Are all students questioned, and
treaged~equally and fairly? .
‘Is some talking allowed, or is there °
“dead controlled §ilence?

ng students helped and disciplined

S
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- Aﬁ The deVElogﬂentyaf Designs occurred within a three-week inﬁroductéry \
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