s «  DOCUNBMY RESONE . :

.- N N N N B

‘*xb 20&3!%7“ 7 P _— BA 013 987 . B

7. - lUTHOB ‘Glicknln. Cn:l De X

IL&LE Developmental Supervision: xlternntiva Practices . ir | :

R T - 'Helping Teachers Isprove Instruction. :

i { I!STI&R*IOﬁ‘ Association for ‘Supervisiop and Curriculus :

o Developnont, llexnndria, va. - ﬁ

RS?ORT Ko ) ISBN-0-87120-106-2 ‘ 3

%‘—‘PUB DATE - 81 ‘ . \ * - :

.- NOTR -» & 72pa ) * Co ?

EDRS PRICE AT01 Plus Pqstage. PC Mot’ Availnhle from EDES. 5

DESCRIPTOHS Administrato Attitudes; COgnitive Style; Elementary - o

s N _ Secondary Educationy *sipervisory Nethods; Teacher R

e . % Beharvior: Teacher Chnracteristics. *Teacher ~o coo

A Supervision | N\ . B

: T N \\\ N N ‘»!

¢ ABSTRACT e Y )

S * Instructionnl supervision is intextu1n~- with the

. :aebnte on hov humans learn and ‘on. uhnt knoyledge,is of satest
> inport. Ihose nho believe tnnt knouledge is ncqnired as an indiwvidual
i chooses to follcv his or her own-inclinations tend to favor
N :nondirectivo snpervision. hose ¥ho believe thnt lenrning is the Ry
. result of reciprocity and gxperinentntion advocate collaborative -
- ”snpervision. Those who believe that lenrning'is acquired through
{* .compliance with a set of stan’ards: advocate directive supervision.
- ‘Begaise’ nll*nethods can be successtnl vhen applied in the proper
i-’circnnstnnges. it'is inportnnt for a snpervisor torbe aware.of his or
D" Ther own beliefs*on*snpervision. o help .create such an nvnreness, the
= agthor includes 2 self-nssestnent gnestionnnire for supervisors to
t use in determining their beliefs. The qnestionnaire is followved by a
; fdiscnssion on .which -of ten behaviors . -‘on the sngsrvisory behavior
& xcontinunn (listening. clarifying, encouraging,i €senting,
i problen*solving, negotiating, -demonstrating, di ecting,
L. 'standardizing, and reinforcing) are nssociatedsaith the orientation.
-k paradigm of fonr ‘teacher categories {(dropouts, nnfocusea workers,
: analytipnl observers, and. professionals) ‘based on teacher cosmitzent
. _and.level of -abstract thinking‘ig developed to helR supervisors

* deétermine which supervisory orientation is appropriate for a specific
Yeacher's developnental stage. (Author/IRT) !
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Foreword -

Even educatars-tend to overlook the dévelopmental natuee of Iestning when
i ghe% work: with colléagues und other gdils. Since supervisors seeve in fhany
: wiys as “teachersof tcichers,” i Is Imporne that they view «their role as thae
‘ of o fagilivator of:leuning, Thus, realizing that téachess vigy in-theie leatninig
s, stylesjustas swdenty do, Bt Is necessary for supervisors to.have:n tepertoire of
! supeevlsary ‘behaviors 1o drdw, on-in-relating éffectively’ t0.teachers” needs,

= 'The paepose.of Developinental Supervision-is 10. assise leadedship persons
7 imedugition o identlfy thielr own beliefs sboue:dhie superisory, process-and: to
: deieemide: e appropriate .amount and sequerice of the processes of Jistening,
¢ clarifying, encouraging, piesenting, problem solving, negotiating, demonsgsating,

: -dit)cct'ingygnd‘icld{pxcigg as they work to improve learning, The. author right
fully. takes the posicion- thar desised results ate best obtalned when both the
B upetvior and those belng supetvised feel comfonable with ‘the cholee of
¢~ supervisory behaylots, He uses specific Incidents, definfte-procedures, and sug-
- pested follow-up measuses 1o-englneer thebries telated 1o supervisory behayior
down-tg thie téria firma of realistic practice, ‘The niecessaty-diagnosls and the
peneation-of ¢reativé prescriptions combing-the stme gtlence and -art come
: ponnt riecessary in any meaningfuf insteuctlon, The Impottance of the decision-
making role of both teachers and supervisoss Is dealt with as she steuctural link
~between desited goals and learning oytcomes, L
Seis oped thar the premise for developmental supervision advanced m:ehis
booklet will é6me to full fruition in the practices of iis readers, feading 1o better
learning experierices for reachers who thien, In turn, will coach s they are taught,

\ { 8
LUCILLE G, JoroAN:
Prosident, 1981.82 '
Association for Supervirion and

Curriculum Development
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. v, , ‘ . . - ! )
Rescateh into. human development, purddaularly huw Juldiga and afules grow
cognitively, socially, physically, and aesthetically, has been. prolific Uaul now,
such-research has been applied mainly. to-caily, primary.education, adult éduca-

thon, and ife span” counsaling. Fducatiunal supervisors can. profit mucasely by

. dpplying developmenta! principles te thear wuth wach teachers un anproying
ingruction, “The rejection of the “cither,or” advicacy-of behivioral, copnitive,.
and. huranistic supervisory appfosches now an be substantiand y what 15 .

knowrt abour the variztion in teacher growih. In taking intg-accoupe teachery
Ievel of commitment and theie los of 'of absira. thinking, the SUPCIVISOL €an use

a criteris fof selecting the most appropriate supersiwuy vrientauun, The theme

of this book -is-thar “no onc approach Works for all”, when consz.i:rmg indj

vidual teacher development, the sopervisor wa chowse an appiach that will be
. i

more ¢flective thin othiers. : i
Thus, the purpose of Developmental Supervision 1 1o help: the school
leader think abouc supervision in a develupmental manncr and subscquently
. Ineract with fiis of her swaff in new and. mure effecrive ways. Research and
", thébry are used-gs-the pivon! framework, yet they are: specsfically. asted only as
they relate.to practice I believe that the school Jeader, whether sn carly childs
™ tigad, elementiry, miiddle, sésundary, ur post eeondaty, educauvn, wall find the
usé of alternacive strategies of supervision with ceachers-at varying levels of
developmient Belpful in improving class and school nstruction:

PN ANy

CARL GLICKMAN

«
barswn <
»
2
3
-~ .
e VA




- The Débate

Stirley Horshitk is an Emplish tedcher in -her tuelfth yeur at New Cuitle-High
Sthool. Ske is-mariied, it no children, snd lives in 0. bigh soaocconomic neighe
borhood. twenty miles ‘froms the low cconomic neighborbocd of Fer kool A
rasjor reaton that My, Horrbuck-trackes at New-Cartle-ds her desive "to belp.stu-
dents:from sush impoverithed survowndings-acquire.an appreciation for liteitxre?
She s an.at#d resder of bots contemporary and lassic Dteratire and occastonally
ritér her own short nories, -z s KR

My, Horvback generally it regerded us u corspetens 16acher, She bas a raiber
bombaitic munnpy of spedking-and with ber lorge, robust, and ‘ramgy phyncal stature
Créater an imposivg preserte. Many of ber students are ajrsid of ber and ths. word
it pussed: quickly uround 1o new students that “sou don't mess with Ol Lady
Horpbuck Most students gredgingly believe thas ber chusses ave worshwinle, When
hebiard work and teather pressure is over, students seerms-to-emerge from ber class
s betgst réaders und uriters, ‘

M1, Hostbick, excépt for one close friend, is-mot liked by otber seachors a2
New Cattle. They conipliin of her artogent, elitinn awstisde. She qpnveys the im.
prestion thet poor New Cattle High i privileged to beve such # Jiterste person
s 'herself or_ s ataff, She lets 3t be knoun tha sthe was omee aceepted ar &
PED itkdent in English ar-a prestigions univénity but tirmed it 1419:';;10 teach ot
Mew Cutle. At fusulty mecsings, M1 Horvbackis sense of swpericyssy 43 evidens;
the by an’ answer to seeyy problei. She iv- inightful, she a:)iiﬂ%w and’ proposes
*horgugh selutions; and she cun-eusily suggest. what otbers should dp to.make New
Cutle u-bater school. But when it comes to ection, she backs off. Ms. Horvback
it spedlly ihe lat tescber 10 avrive at school inthe morniiy, the first 1o leave in
the afternoon. , g - ) .

What kind of supervition tan belp Ms. Horsback improge not only her class-
room jniitustion, bit sio the desrning. dimate.of the school?

Ms Horvack js one of several very ‘real teachers discussed in this book~-
tacluding 63-year-o!d My Sangui who is near retirement aftee 3% yeats of weach.
ing, ncophy1e Ms,_Tilton, snd fifth year teacher-Bill Donner, Well study cach of
them as they undesgo'prediciable pacierns of experiences and concerns. Noge of
thesg teachers is imaginary although their dames have been changed, chey were
all under my supervision 23 a school principal,
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. The Need for Leadership

2 DEVELOPPIENT AL SUPERVISION : .

But please fiote—mn most-cases, § did nor pracae, i my uwa supesvisory
soles, the approprate stategios fn wutking wah develuping teachers chae 1
explun an this book. Supeovasns today have a combinatn of tuls, tesearch,
and theory that ware cither paeeemeal ut nunexistens i the past § found Ms.
Hotvback, Me. Saggus, Mt Duaner, and Ms. Tilwn difficwukt o nuth with: ma,
constructive maaner, But n this ddffualty my sncaest in effetioe supeivisun
grew. In-effea, the Bagging questiva that guded my funhet study and rescarch
has been, “Why weren's these wachars suwessfully helped.  Thas bouk atesipty
1o answes. that questivn s that thux of ws grho watinue tw wurk with faculty (o
smprove instruction mught avaid the .wgs of the past and apaabize en the
sathering knowledge for the futue

The timts call fus swung leadess Thawe who supetvise teachets-- prindpals,
uttrutum ditesiues, hew! cadhers, Jepanuent dhairperauns, ot superintendents
- need 1 avoud aquicsang te auneducaanal prossuies. Studenes ate demand
ing wostitutional sights. Teachess thivugh thelt suung professivmal asuxiatns
are auemnpring w w1 the wadiions undes which they wall surk Patents are
Jemanding cultutal selevance. Taxpayers are Jemasding pu-gtuwth schoul
budgets. Schoul buards ate asking fur “hack tw basic, so frlls educadiun ™ Smc )
legishiutes are mandanng petfurmanced based cacher, cumpeienues fur cosu
fuation. State and federal cuunts are derermuning <hugl pulicaes in such areas
as student ditnibotun, spotal cdwatn, cunefum content, and sxudcut.-'
distiphne i .
Such pressutes from satams atetnal gluups are nas novessanily bod and, i
many sases, have wnttiduted o progres and sefurm in education. However,
what 1 ;shxmgl-* w1ung i chat o oftes educawrs are missing frum the cduca- |,
tomal Jecsson making prress. Thise whu are must mupmately. iavolved wah
the-apetaion uf the sattutiona prugxam in shwds need to stand up and make
sheit theupbits knuwn They aced gu stand up. fur what dhey heiuw about effezuve

teading sied leatnng Futhesmute, they must ke willing to substantiate what

they mean by effative teachung and laming and help surk wurh pmssuxc
wt Bnoun famalaing now dsmuuns for smproving astructiun, Fot those of us
D s apervasoty proaddis o smply aast fur thenext duewve w be issaed from
pasens, subead boatds, Garts, at taspagers, and chen shrug st shouldets, s o
vt zhe “edurauunal mmJ!c»rzs, that Charles Sit bcqmn {1971) seferred
t 0 Cestis in the Chunranm. To fad ( Jead is to alluw noneducators 1o make
educatinil decisiuns Howevee, the uperasot must first be willing o under-
stand and danfy what the esablished rescanch sags abuut effec.ve learning
befofe anempting to lead others wward 2 camanon vision. We might begin by
louking at the entangled conttuverpy abuut educatiun and supervision




mirbrmre 30
. ‘The Supervisory Controversy ' ol Ry
" Howaipersun works with another to, fmprove his o het_performance has
® 7 beea sudied bugely in business, industry, and the miluary, Much of what,__ ‘
” appests 1o be elfective i insreasing productivn of autumehiles, o Mapunty
bill-number 124, ot in doubling the siles of i cream, crcarpally bexgmes . €
trandated into implicarions. for how sibual supervisuey should work waht wache
er§ (0 intrease student lexmning THE book wall rot draw Trom such cuisidg
rescizch, Research on improving performance i genoralizable to uther setungs ‘
only whete similar goals exise Studies about sute production at the Ford: e . =
canbe genetliund snd used bf Geersl Moturs and (ust Bpellly Chrler, o
~ The same studies, however, ae more difficalt 1o generalize fot use-by instius "o
~ ~tions thac produc::nﬁ aem canes of barmuda shors. Production of humag.

leazming is a far- mige diffescat mateer. I fact, should we even he looking at

R human fearding.a¢ 2 production - commadity? K e "

2 To begin with, theg, the study of human leaming (by student, teacher, or
supetvisor) needs (o be\apane from studies of fMaresial commpdines, sales, af
conquest Therefore, the\resaaich and findings cied oo the follgning pages
are drawn from the fields of hjlnan develupment and cogtiion and suchio che
context of an edueniomi\environment (the schuol) rther shan from. gon-
oducarional enterprises, | Lo, :

The xope for underswading instuctional supervisiun i thacfuse reduced
to the theory and findings, About human learning The gl of msttuctional

. Ssupesvision 15 1o help ¢ s learn how o maase ther own apacity 1o

, ahieve professed learaing gols fur their studgnts, Such an undestaking, even

; climinating the rescarch cuisidd uf schiools, semains uemendousl, complex. A

. Jnstzuctional supervision s \ntertwaned with che debate on human leaseing, e

How does one lears® Humanke paychologits premue that leasming as by
sule of an individual's cutiosit to find rationality and onder 10 the warld. - -
Leatning is seen as an innate, dafolding process, The teacher supponts the
“natural cusiosity of the individud and learing results from self-discovery.
Cogritive prychelogeus argue tha learning is the result of an inteschange
berween. the individual acting on th wuter environment and, sn turn, the outer
envisonment of animate and inanimag objects acung on che dividual Leatning
is viewed as the process of reciprocd] actions of stwdent with teacher, other .
stdents, and manipulative ~bjects Fin! Uy, behavioral psycholognts view learn- ‘
ing as the imprinting {cr condicuning \of the indwidual by che vuter caviron-
menz Learning results as une smitates akd practices actidns chat are rewarded
. oz punished,
Such an explanaucn of the three predhminant views of learming shows the

~

I A Y
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marked differences in what is régarded ad knunledge. Humanisue educators *
view knowledge as information students disdver fur themselves For the cogme .
'\ EN
12 ~
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5 4 \nmndniimmt. supaavxsxéiv
Jtive cducuo:, it is thosc  procedures that “work” in producmg tangible msy.lts
“with gthers. For the behavioral educator, knowlcdgc s a prcdezgt;mne& s8¢ of
bchavnqs, conient, and skills established by experts-a5 net&ssary Jor.. eoplq to

N :
survive jn socm) < N > \
\
) kaowlcdgc shlfts fmm the srudmt (in the view. of thc humamst) 0 2 sha(cd
., . respoasibility bcmecu studest and teaahc: (in the vxt(s‘, of -the mgmtmst) to
= ~ the téacher (xn the view-of the behaviorist). Likewise we find-the Same. cduca- -
o tional-debate. concerning the nawuze of curticulum, the purposes schools -should

_ have, the discipline and management procedurcs that should ibe empigyed-with..
’ sfudents, and the techniques we should use Yin supcmsmg reachers.

R e

N

Al

e e s T Figure 1, Views of Leaminﬁ

L . s

3 ] 1Student Rfesponsi lity' .ngh ‘o Moderate., - _ Low

5 . Tgacher Responsit iy: | . Low Moderate " High
o g‘Psychological View . S, R
i _ofLeamingt . Humanl Cognitivist Behaviorist
Method of Learning. Self-Discovery Experimentation Conditioning”

L _ , . - . - s .
Th qub'of this treatise i1s that those who write, research, and theorize in
v educatign are educatuss fitst and supervisors second. In other words, there are
; s conﬂnqmg views as tu hun students Jearn_and’ what knowledge 15 of greatest .
' import. The debate amung supervisors over the best approaches to warking:
with teachers is cemparable to the debate.about the best approaches 10 \\orkmg
with children. Figure 2 shues how, rcsponslbnluy fur teacher improvement
: moves from teacher to supervisor. Those who believe that knowledge is relative
o —ncquucd ‘only as. the indiv idual chooses to fallow his or her own inclinations
. —advocate supervisury approaches that allow the teacher to make his ot ‘her
. owri-determination of what improvement is. needed, The emphasis is on self-
_ assessment, Those who believe that learning is the rcsult of recnprocuy and
- » cxpcnmcnmtﬁzadvocatc apprmchcs 10 supcmswn that resule in a shared
dctermmm\cn of what needs to be. donc Mutual cantracting provides a vehicle
. for such reciprocity. Thoso why believe that learning is- acquucd thegeglicom-
. pliance with-a standard advucate approachg» whereby the supcmso determines .
the need. and plan for teacher improvement. The emphasns is onf cstablxshmg
dclmeatqd standards of performance. These three ofientinons fo supervision,
for purpeses of this book, are labeled: .\omlzrc.me, Collsborative-and Disective,
in rcahhﬂ?:ﬁemauun racely exists.in such neat, precise categoriesy however,
. " . -a supervisof can be judged ac‘wrding to his ot her usual emphasis, A directive
H .. . : ; R M \/ . o »

N
z » . . .




e , "+ THE DEBATE 5

vsupemsor who leans toward behavnoml mamgemem might yse methods that
appear (o° comc ‘from other orientations. Ho“;ever such methods are used only.
as-they conm até to the -supervisor's final .Soal-of having teachers meet pre-
;detcrmmcd stat dards of petforman“‘e. The same. can be said for the other "types®
supcmsory ol entations. Superv:sors might employ dlements of other orienta-
tions-as conmbuuons to.their final view ofearnjn and. knowledge.
® How do we: exp'hcate in pracucal terms- a_successful way of deafng with
:cachcrs whxch not‘only brcaks from-the “eitlier,'or” dllen}nas of education and

. L —
T . _Figure 2. Views of Supervision -
= - ~—— z . . ®
Jeacher , : g -
Responsibl)ty: © High Moderate Low
supeniisor ~ | L . !
Responsibmty: Low Moderdt{e- High
Onentatvon o . -
Supemswn' Nondirective Collaborative .~ Directive
) anary Method: Seli-assessment Mutual Contract Delineated
. ‘*-\ . ‘ e Standards
.. . . e . ' )

.
*\“;\b\,; » e
supérvision, but also moves the professnon mto new and purposeful grounds?
Researchers Wishin. the last twenty years, gave found -evidence_to support each
onennuon. Hurﬁns\lcam through self -exploration, collabo:auon and condi-
uonmg. Rese‘u‘ch nas\?fcc\\ nor. will )t/ likely ever) unequivocally establish ‘bne
orientation’ towards’ le:u'mrE~ as "the proven.way.” The recent brain research of
the-left and righe hemispheres (ﬁng'?ns\and others, 1980) supports the premise
that different physical properties of the bgg:m_ ossess functions for various kinds
of learning. In effect, research suggests- that"there.are leammg variations tithin
each individual. We each have -he capacity tojt:am in a miiltitude of ways.
Such.support for all mannérs of leammg does ot ¢ validate a compromise
"bétween humanist, behaviorist, and coghicivist. Instead, lt*suggests that chere
are methods znd orientations to leatning thar are more appro\nate than others
when determined by purpose, situation, and needs of 'individuals. iCis ot a
macter ‘of “since We can’t establish a winner let’s shake hands, be fncndsL and
usea litcle bit of each orientation.” Instead, the need is for a planned eclecu?:‘?sm

behdviorai approaches to acquire shore-term, observable rudimencary knowledgc
0 use cognitivé approaches to acquire logical, abstract reasoning; and to use
humanistic approaches to express emotions in creative forms are all appropnati
When the method fits the goal, the goal is more likely to be reached.

of varying, forms of learning in pure form to help students. For example, to use ™

A Y
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-

Addmomlly, such research lends itself to dlffcrmg thougl}ts about che
devclopmcnt ‘of ‘teachers and the. kmds of leardiing that are approprmtc at vary-
ing smges of teacher grow th. Certdin orientations to supervision are more appro-
[}rmte to achieve cereain goals with teachers. Supervisors-of teachers need: to be

~mmdful of-the developmenial stages of teachers, they. should select thcnr actions

for cheir congruence with the pnru\culnr purpose for improving instruction. In
doing this, supervisory éclecticism becomes powerful and effective.
Developmental Supersision is otganized- to e\plmn the use of such eclecti-

cism, Chapter Tw6 is a study of the continuum of supervisory behaviors. Chapter

Thrce explnms each supervisory orientation.-Chapter Four feviews-the rgsearch
on teacher development and offess 2 new criteria for assessing stages of téacher
development. Chapter -Five matches these: atages with appropriate supcrvxsory
orientdtions through case studies. Chapter Six considers other fnuors of develop-
mental supervision. . ,

4 . ~ . -

What This Book Is Not.

s ° M

Educational supervision’ is_generally viewed as the task.and funcuons that
improve instruction. For example, Ben-Harris (1975) lists ten ma)or tasks of
supervision. devclopmg curriculum, organizing for msrrucuon, providing staff,
providing facilicies, proyiding materials, arranging for inservice education,
orienting saff members, relgtmg special pupil services, developing public rela-

tions, and evaluating instruction. Esposito and others (1975) have reduced these

tasks into four categories. (1) indirect semcc to teachess, (2) direct servicé to
teachers, . (3)- administrator, and (4) evnluntor Our focus here is limited to the
task of direct service to teachers as defined by Esposito and orhers——whnt the
supervisor can do with teachers to improve their classrodm performance through
assessment and-evaluation of instruction. Instructional- -supervisionis a subset of
educational supervision, a process for improving classroom and school- practices
by working directly with teachers. Those persons who héld or share this respon-
sibility in a schdol usually include principals, lead teachers, dcpartment heads,
curriculum specialists, and cencral office staff”~ - ~ - - - - 7
We will address only one of the tasks of educational supervision. While
direct practice with teachers obviously s extremely important, I do_ fot wish to

imply that the other casks (developing curriculum, special pupll service, and _

so on) do not also merit ateention. It m:)% be possible to integrace the develop-
meneal oriencacions of working direcely with, teachers to other casks, but that is
beyond the scope of this book. For a more cornprehensive treatment of the tasks
of $upcrvision the following texts would be worth pursuing.

Alfonso, R T I'mh G. R; and Neville, R. F. Instructional Supervision: A Be-
bawor System. Boston Allya and Bacon, 1975.

.
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fD'eterminingaSu i,ervi‘ser»y Beliefs

« L.Ms. Eléanor Trombuwell, immediately after dismissing ber class, rushes down the
hall and walks-in on ‘her supervisor, Ms. Edgerwood. -Ms. Edgerwood looks -up
froin -her-desk as>Ms. Trombwell says, 1 can't tike it any longer. I have tried and
\ tried 10 ges- those kids to learn Yus. they don's know their facts, and-they don't care.
i b don't know what else to do!”-Ms. Edgerwood Enew there were problems. in that

class. She-had been thinking-about what She might do to help, but now, in this
| abtupt-moment, Ms. Trombuwell i expoctantly waiting for .an answer.

< If you were Ms. Edgerwosd what would you do? One’ supervisor might
didmiss,the.incident: “Well, Ms. Trombwell it’s really-not thae bad. Why don't

]
f
f you collect your.wits and .80'back to your room.” -Another supervisor ‘might
8 ? reply,. "T'll' tell ‘you-what you need Ms, Trombwell. Go back in there_and" tell
; those scudents thae if t’he‘y.don"t‘shape“ up there’s going to. be hell to pay.” -
i ‘Neither. of those supefvisors would" have givén Ms. Trombwell*any- ifelp,
| Basically, she-Would:return to-the classroom with the same .problems and' no

v

»

_:plans fot alléviating them, - . ?
' :Sgécfvigjqp, o effect change in a teacher’s instriiction, must be directed at
7~ 1 developing: a specific plas, for gction, A condescending pat on the hand ot a.
« Wl "goin and-ry hardér” exhareation does ;dot‘;ogt;ipute,gq;such’g plan, ‘Purposeful
™ [ behaviors thit supetvisors: use %o help :teachers arrive at specific ‘actiofs are
v illustrated in ?igléxe 3, the Supervisory Behavior Continuum, Ms. Edgérwood -
Thight have tespondediifi.a “planful™ maninef By; - -
. l,f:‘tqn}iﬁg!‘:shay_ing‘ndjtltqipg,,p'erhaps nodding her head to indicate atten-
tion, and'waiting for theé teacher to continue talking. *
®: Clarifying, replying with questions Intended to give fuller understanding -
of the:pioblem: “What do you-mean that they don't know their facts? What |
“faces:and’what-students?” . N . <. .
- o Encouraging, having the teacher-talk at, gréiter length about other factors
| that'may be part Of the problem: “"You seem'to be quite-angty at the students,

§$it‘dov§p End*telﬂlfrffé"ﬁhat-e‘l_se.has, been going-on.”
LR * N K.Y -
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<

‘o ﬁe:cnting, offering her, own-perceptions and thoughts about the diffi-
“culties: "Ms. Trombweéll, let me offer some of my ideas. I think theYe are two
students, Felix anci:Heg;i&ta, who in particular have been, wearing you down!
-TI've.been getting complaints frorh other teachers as well about these kids. Could
they be your. major difficuley?” - . .

o Probiem solving, injdating the discussion:with statements aiméd at ex-

pidring\golutipﬁ‘s: "\Vhar*rl}g’e yaiistried -previously with those students-to get

_ them to work? What cati you try in the future? Maybe we could. try an incentive

system, changq;glg;gg’ating pguern of the cl\a\s‘sroom, or vary the level of assign-

ments more."nuet - . | i

¢ Negotialinng,-atempting to quicklytget to the matter at hand. “What.are

we going to do db ut this situadon? Wh‘at should I do as your superviso¥, and
what should you da'as the teacher. to improve this situation? Let's be specific.”

. Demorz{tratjng‘, physically showing the teacher how she mighe act. The

* supervisor might actually take over the class for g\lesson and_have, the teacher

_9b§crv¢ or spend time in the classtoom of another:teacher who.is more ‘effective

in teaching and migtivating students. Ms. Edgerwo might have said, “Listen,

tomorrow I'll teach,fand you take the notes.”. ' CL

. ® Directing, Emply detailing to the teacher| what she must do: “Ms.

Trombwell, this is{what I want you to start doi g tomorrow. Réview their

assignments the firs }: en minutes, then test each student individually on the
i

facts. Don't allow fny student who fails the test t0 have independent activity
‘time that day. Instgad, have them correct -their tests and drill each other. Try
this and feport backto me in a week.” ’

* o Reinforcing| delineating the 'cénd_itions and consequences for téacher
improvément: “MsyTrombwell, I want you tdikeep records on all student scores
onfactual tests this iv‘eck. If there.is 20 percent imptovement in scores by next

) "Tuesday, I'll note thit effort on your next evajuatiog." ,
" InFigure 3 the sipervisory behaviors are placed ona coqtiﬁuum of shifting,
rcsponsibilitiels Each behavior, front listening so:rginfgrcing, signals a gradual
" shift of control from teacher to supervisor. The' supervisory behaviors of listen-
ing, clarifying, dnd enco gagiﬁ‘g indicate the-teacher's responsibility for analyzing
and determjning the plah'g)f"actions. Presenting, preblem W«i negotiat-

ing .indicate a shared spc')'nsibilit;' A9r the pfan. Finflly, deglonstrating,

" directing, and reinforcing ipdicate the supervisor's maximum 'responsibility for

the plan. Every authority inthe field of:éducational ,§u,)efvi§i9n, as well as every

" practitioner, has a_predontinnt o;ifntgtion to ?,&v'nsionrthao is characterized

by-a specific set of beh‘qviors' ‘I!g‘;é }9,;79). Theése characteristic sets of behaviors
ate orientation of nondirecti €, cd%ﬁ&bjﬁtiv‘e, and directive supervision.

At this point, stop and ask yourself qPout your own orientation to super-

) visio‘ﬁ}l Following is a brediction sl{cc; for 'you to guess how you woulg‘l place

<
%

Y

) ‘%

i d
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AP ) .
yourself, and-a forced-choice instrument which, if answered honestly, will give
you a reality index of how you act. Remember, one orientation is nOt neces-

 sarily better than the others. Associated with each orientation are behavnors with

which somé individuals feel more comfortable than others in striving to réach
their goals.

T‘heASupé:-visory, Beliefs Inventory

This i mvcmory is designed for supervisors toqassess their own beliefs about
teacher supervision.and staff devclopment.* The- mvemory assumes that super:
visors believe and act. accordmg to &t three of: the orientations-of supervision,
yet one usually dominates. The inventory is designed to be self-administered and
self-scored. The second part lists items for which supervisors must choose ong- of
two options, A scoring key follows, which can be-used to compare. the predic-
tions of Part I wnh the actual beliefs indicated by. the forced-choice items of
Part lI. . - .

Percent of Time )
Meatly 1009% Abouc 75% Abouc 30% Abouc 20% Abouc 0%

1. How often do you use

a-directive approach .
(rathér than either of

the othef two approaches) .

";i supervising teachers? 2

*7. How often do you use

a collaborative approach - .
(rather than either of . .

the other two appidaches) .
in Supeerslng teachers,,_,

3. How often-do jou use a ' “
nondirective approach . ;o .
(rather than the.other two vy

approaches) in supervising

. 5
N

. 'Th}ls instrument has been field-tested six times with 90 supervisors and super-

&
visor trainecs. Responses berween the opticns indicated “good” jtem discrimination. The

items wese also critiqued by teachers, curriculum specialists, and college professors in
education for theoretical consistency. Dr. Roy T. Tamashiro of the Ohio State Umvcrsuy
dcvclopc.dt is inventory with mc

SOOI 3 - - A &
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i
Part!ilL-Forced Choices

' . - . . .
_ hmrxfctxon:: Circle cither A or B for cach nc?./{ou may not completely-agree
’ S with ecither choice, but choose the one that is closest-to how you

L o

T g feel:

.

TN LA Supervisors should give teachers a Jarge degree of autonomy and initiative
r
3;

Y B\ ~within broadly defined limits. . N

"Supetvisors should . give teachers direstions about methods thatwill help
them imprave their geaching, ¢ ’

2, A ‘]t‘iS‘impoﬁaht;fO? teachérs to sct their own goals and objectives fé}r piq-’

L wifessional grovith. . :

P B: It is impottant for supervisors to help teachers reconcile their personalities
. ?and'/tqic}iing,siylps with the philosophy and direction 2f Fhe schoo].

) 3. Al Tcé’cqurs are likely to feel uncomfortable and anxious if the objectives on

i ’Svhich they will be evaluated are not clearly defined by the supervisor. .

B. :Bvaluations of- teachers are meaningless if teachers are not ‘able to define

a with-their supervisors the objectives for evaluation. / .
4. A. An open, trusting, warm, and personal relationship with teachers is the
most-importani-ingredient in supervising teachefs. /
B. A Supervisor who is too intimate with teachess risks bei g less effective
:m{.i‘l(ss respected than a supervisor who keeps a certain c}cgrcc of profes-,
sional'distance from teachers. - K
-S 5. A. My role during supervisory /confcrcnccs is to-make the interaction positive,
I L t6 share realistic information, and to help-teachers plan their own solutions
- to problems, A .
B. The methods and strategies I-use with teachers in a fonference are aimed
~ at-our reaching agreement over the needs for future improvement.
6. In the initial phase of working with a teacher: /’
3 A. 1 develop objectives with each teacher that will ‘help accomplish - school
R goals. .
X B. I'try to identify- the talerits and goals of individual teachers so they can
N ‘work on.their own improvemént,
£ 7. "When several teachers have a similar classroom problem, I prefer to:
PN - A. Have’the teachers form an ad hoc group and help them work together to
\\ -\ solve tite problem. ’ ‘

B, Help teachers on an individual basis ﬁnzf*thcir strengths, abilities; dnd
* resources;so-that- each one finds his or hef own solution to the problem.
s 8 "The most.important clue that an inservice (orkshop is needed is when:
T A. The supervisor p'crcei\}'c§ that several teachers lack .Knowledge or skill in
. a specific area which is resulting in/'li:w ‘morale; undue stress, and 'less
2 -effectivé-teaching. ’ '
~ instrictional afca. / .
. 9 A. The supervisory staff should decide “the fbjectives of in inservice workshop
since they have a broad pcrspéctiv\c%)‘f’ the teachers’ abilities ;and the

school’s needs.

L3 B. Teéachers and the supervisory-staff should reach. consensus about the ob-
; jectives of an inservice wor/kshop before the workshop is held.
. . y; -
- / H
R / ]

ERIC
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B. Several‘teachers perccive the nced to strengthen their abilities in the same |
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. ' ,

10. A. Teachers who feel they are growing personally will be’more effective in the
classroom. than teachers who are not prcncnc.ng Jpersonal growth. '

B. The knowledge and abihiy of teaching strategies and methods-thar have
been -proven over the years should be taught and practiced by all teachers
to be.effective in their classrooms.

11. When I perceive -that a teacher might be scolding a student unnecessarily.

A. 1 explain, during a- conference “with the tLachcr, why the scolding was
’Lx(csswc

B: I ask.the teacher about the incident, but. do not lntLr]Lct my judgments.

12. ‘A. Onc-effective way .to, improve teacher pcrformancc is to formulate clear
behavioral obyectives and create meaningful incentives for achieving them.

B. Behavioral ebsectives are rewarding and helpful to some teachers but
stifling to others, also, some teachers benefit from behavioral objectives
in some situations but not in others. .

13. During a pre-observation conference:

A. T suggest to the teacher what I could obscrvc, but I lec the teacher make
the final decision about the objcctives and methods of observation.

B. The teacher and l mutually decide the objectives and meineds of ob-

R servation,

14. A., Improvement occurs very slowly lf teachets. are left on their own, but
when a group- .of teachers works together on a_specific;problem, they learn
rapidly and their morale rerains high. -

B. Group activities may be enjoyable, but 1 find that individual, open dis-
-cussion with a teacher about a problem and its possible solutinns leads
to more sustained results.

15. When an -inservice or staff development workshop is scheduled:

A. All teachers who participated in the decision to hold the workshop should
‘be expected o atend it

B. Teachers, regardless of their role in forming .a workshop, should be uble
to decide if the workshop is relevant to their personal or professional
growth and, if nor, should not be expected to attend.

Scoring Key

Step 1. Circle your answer from Part 11 of the inventory in the columns below.

Column I Column.Il Column 11
IBeeveeioininenannonns 1A -,
) PP U 2A
Y; WA 3B
] T P et iaena, 4A
5): S ceTreee.e. SA
(Y VN e rreiee e, eeerenan . 6B
o TA...... e 7B
. SO e eee e 8B
137 . 9B .
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- 2.3 Total response in Column 111

=" DETERMINING SUPERVISORY BELIEFS 15

e 105.-.-........-...»:q....s....-..-m-.‘.u.'..-...IOA '*?
' ‘llAt-t-o-o.o.oc'o-aoco-.nﬂo.oo.,ooocoésonooco.o-llB.

D 7 ORI 7S - )
13B.ciiininiiinnaen 134
MB.ieiviinnnnnninnns. . J4A . ,
15A.ceiieinirecesene...J5B

Step 2. Tally the number of circled items in cach column and multply bz' 6.

X 67 =
X 6.7 =
K67 =

2.1 Toral response in Column I
2.2 Total response-in Column If

‘Step 3, Interpretation '

The product-you obtained in step 2.1 isan approximate percentage of how
often-you take a.direcsive approach to. supervision, rather than either -of the
‘other two-approaches. The product you obtained in-step 2.2 is an approximate
pércentage-of how often you take a-collaborative approach, and step 2.3-is-an
approximate: percentage-of *how often -you. take. a nondirectivé approach: The

-approach on which you: sperid the greatest percentage of time isthe supervisory

inodel that dominatés your beliefs.:If the ‘pcrc(cntggc' values are equal or close to

equal, you take an eclectic approach, 5
_“You can also compare these results with your predictions in Pare I,

What To Do With Your Score

You:now kave a base tg:look at the orientation with which you are.most
comfortable. If yotir scores fof“two.or three orientations were about equal (30

‘percent nondirective, 40 percent collaborative, .and- 30 percent directive), you

‘are either:confused o more positively eclectic. If you are eclectic, you. probably.
consider varying. your supervisiry orientations according to each situation.
Practitionefs-of -one orientation might become more effective by learning. the
very.‘précise supervisory behaviors that are rieeded -to make that ofientation
-work, Tofth‘ink.‘that’supcrwii§ion is collaborative is incomplete until one knows
how to employ téchniques that result in-collaboracion. Many supervisors profess

to-be of-a entain orientation but .unknowingly, use-behavirs that. result in:

différent ougcomes. Theréfore, the first aim -ofthis book is to }ngp supesvisors.
become proficient in practicing their beliefs about supervision. The second aim

d5t0 "elasticize” supervisors -practice 5o they can move knowingly acrois the
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spectrumn of bebavioss 10 accommodate differences in teackens. After becuming

-proficient in one urieatation, supervisurs might becume proficient in all orienta |

tions and ultimately able tw use the same variatons of approaches in meeting
the developmental needs of teachers that-teachers use in meeung the individual
needs of students. .

To clatify the.distinctiuns between these three orientations, a standard. set
of procedures will be explained in the next chapter.. Five steps of -Jinical supet
‘vision— (1) pteconference, (2, obsérvauon, (3) analysis and interpresation;
(4) pasiconference, and (5) postanalysis-—will be used to compare’how each
step différs in each of the orientations. The. three supervisory approaches might
be explained according tw steps used 1n making suff decisions, curriculum
development, or inservice activaties, but the steps of dinical supervision were

<hosen because they are familiar to-most readers. Clinical supervision: has-been-

appearing in the literature on supervision for the p:xsvdmdc. For out purposcs
readers need-be acquaunted only with a brief description of clinical supervision.
+ As Goldhammer (1969, p. 54) wrote: * ‘ '

-
If the reader wall conceptualize “dnmml in the following manner, then we
will be thinking of it in the same way. First of all, ] mean to convey an image
of ‘face-to-face relationships ‘between supervisors and teachers. Hnstory pro-
vides the princaigal-reason for this cmphaus, namely that in many situations
presently and during various periods in-its development, supervision has-been
conducted- as supcxvmor from a. duuncc, as, for cxzmple‘ supervision by
committees of teachers. Chmcal" supcrvmon 1s meant to imply supervision
up-ciose,

.

The type of beh;ii‘ors used du‘ring cach step of the model (preconference,
observations, and-s0 un) depends un the supervisor’s orientation and his of her
‘purpose in'wotking with a particula'g teacher. TF:: is not a book about clinical
mpervmon Rather, clinical supervisipn is out framewark for- undcrstandmg the
variations of superviso onematmnll"or teading on clinical supcms:on, the
reader might find the Tollowing mater ls helpful.

Boyan, N. J.,, and Copeland, W. D. Ihurucssonal .S'upmu ion Traning Program.

Columbus, Ohio: Charles E. Mertll Publishing Company, 1978.

Cogan, M. L. Clinical Supervision. Bostdn: Houghton Mifflin Co,, 1973.
Goldhammer, R. Chuscal Superviion. ﬁpmai Methods for the Superviion of

Teachers. New York: Hole, Rinehatr, and Winston, Inc., 1969,

Sullivan, C. G. Clinscal Supervision. A State of the Art Review. Alexandria, Va..

Association for Supervision and Cufriculum Development, 1980.

The Supervisory Process—Helping Teathers to Improve Instraction. (Videotape)

Alexandria, Va.. Assovauon for Supervision and Curriculum Development,

1977.
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Orientations to Supervision
 The Supervisor is defined as 2 person with responsibility for improving a
téacher’s ifistrdetion. The supervisor mighe be a principal, subjest atéd specialist,
assistan.principal,-department chairperson, head teacher, of .central -office- con-
sulmor, - ‘ . .
N -

The Directivé Orieritation to Supérvision

et e e

Ked:'r”cfxivegricmﬁtion 0 supervision would include the majoc behaviors
of clarifying, presenting, demonsirating, ditcating, standardizing, and reinforc-
ing. The final outcome would be an assignment for the teacher 10 casey out over,
8 specified peziod of time. . R \ -

:Bob Finer, a scienée tescher, is encountering & great deal of trouble with
sbree students in bis clays. These students are constanily salking: out.of turn, Starling
fights, end: poking oiber classmates. Mr, Finer finds their bébavior-disisirbing.and
sees shat othér norrally well bebavid students are begisring 10 ~ggixbc,bavc. Science
class s fn’?fdlj dissipating into wasted time, . .
A dirtective supervisor would ‘believe that Mr, Finer needs definite,
immediare, and concrete help (o get-the class “urned>sround.” Time is being
wasted and Mr. Finer-need: to bé toid -what to do. Standards-of performance
need to"be determined and a rimme lide .of specific teacher acions must be
assigned, A directivé supervisor miglit engage in the steps of clinjcal supervision
with Mz, Finer in thé following iaoger. : .

_ The supervisor has miade.a<{éw random visits. to Mt. Finer's.clisscoom o
deliver messages  and -materials. Bised on those observations ind from. ofted
hearing M¢. Finer's angry voice 4rid seeing a sieady procession of students Sent
to the school office, the supervizor has determined that Me. Finer is experienging

discipline'and madagement problems. With this in mind, she arrgnges s;meeting .

", Wi the teacher. , ' o I
N e Y ] :' =
o y / / |
<" 1 - . ¥ - B .
o e ‘
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e -

i’:cco{; fcrchc‘e

The mpm isor is seated behind hes desk as M. Finer walks io. She asks

the science teacher to be srated-in & chait dueuly acuss from hes, The super.

visor bcgm.s by, prtscnung Eer thoughts, ' .
Vupmnar "Bm I detect that you are having pmb!:ms wuhwmc ol-yout
students in fifth period class. T souldlike to help yuui i making that Jass mute
_atentive,”
) Ay, Finer {shrugging his shulders). “It’s not.100 baa T1I get them under
conuo}.“
Sup._ tisor. “I'a sure you “will, but time is movmg on and Id like to hc!p
I'm plinning to visit the chass tomotrow alteznoon for the entite period.”
. Mr. Finer (again shfugs his shouldets) | “"Well, I'm showmg a film mmur-
row.so L-don't know how much you'll gerto see” .,

Supervisor: “AlL sighe, Tl be in the follcv.mg day. Listen, lm gomg to o

closely observe he studenty Eiring the.class and see how agtenuve thcx are.
Pethaps 1 Qme dus 28 to why they loes atterition.”

Mr. Finer: *1 an bwc you a-clue. Warch James, Matthew, and Reg' na,
Watch how thy get everyone: gomg.

. Supervitos: "Pme, 11l use an instrument to record the behavior of those
- thre students. TF they ace the source of the pmb!cm, %e n come up-with &
plm for kc:pmg them under control. See-you in two days”

The supetvisor hias clearly. been in charge of the preconference. She has
classified: the. problem, chek@¥:t out with the seaihes, and oudingd how she
will obscn'c the class. She has Tistened to the téaches 1o vesify of sevisé her owvn a
thinking, bur she has, aot cntuumgcd the teacher to tatk on. The supervisot wants |
immediate, direct action and.ayoids any teicher hesxtznucs. The supepyisor is
not lwsulc or intimidating, instead, sh€ is buuncsshkc, serious, aml task-
o:rmc& . - :

A
“*

3 . [

-

- - -
" Observation ™ = °

The supcn'uox usq 3 ched\! ist ar five minute mze:vals Each time skt
observes pné .0f the srydenxs Ixsxcnmg o the w.uh'.;r, engaging in dmrogr;;
discussion, of doxng assigned work, she puts a chieck in the “Anentve fo Txk”
box. When she iSees oae of the students vacanly smmg into space of sitiing
with his.oz her tiéad:on the desk, she puts a check in the "Tnantentive,/Passive”
bux. Exchi time one of the three studenrs is out of his or 'her seat, wandpring,
uound mlkmb with others about nonschoul maters, ﬁgburg, or displaying

G
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ORIENTATIONS TO SUPERVISION'

L o~ Stutfent Behavior

P ©_AuentivetoTask  Inauéntive/Passive .

Inattentive/Active

. A& e

Amly.m and-Interpretation

-~

o

. -

SN . ) Student Behavior

‘Back in /hc:r office, shié reviews the completed form and.. prepares for the
. ‘postconferenie. The completed form looks as follows:

other disfuprtive behavior, the supervisor puts a check in the "Inattentive/Active”
* ‘box: Edch: Student is- given an iditial observation and nine five-minute observa-
‘tions-durinig the ¢lass ériod. As the end of the class, the supervisor asks Mz,
“Finer 0 xi\f{:gy,jzb»hci'tﬁ"di;@ks the observation.

.

#

_ Attentive to Task Inauéntive/Passive ™ Jnatseqitive/Active

1 R X %

T T xox

X

v

S

»

<@
-

X X

»®

‘_.w.u oo
S

( all class|
noisy)

*

% 1 |se

R - b iae
3 s Bl ~ M -
R 2 .

S L o s A

" The. supervisor quickly concludes that the three students were aentive
> "only'6 observations out.of 30, or 20 percent of the time. Op further analysis,
she-notices that-the students began as-attentive; moved to passive inattention,

o

Jren i Sopte o4 B

IR T

‘

cade, G g




20 DEVELOFMENTA SUPBRV]SION'

-
.

Yo and then:to active inattentidn. After that point the best that M. Finter could do
i was'to” yell at them to _gempassive inattention. Only once did a student get back
. “to “attentive to-the task® The supenﬁ’sor concludes that Mr. Finer must not
only-stop their- disruptive behavior (inattentive/active) but more frequently
Must get them:back to the task. If not, the supervisor concludes, Mr. Finer is
fightiag -a-losing: batcle=with the three: students. The supervisor -concurs - with
Mr. Finer's-previois, ]udgmem that the three students. do appear to- instigate.
: trouble with.the-zest of the students: The -supervisor sits back and determines
:. . what she will-cell Mr. Finer. .
}Po;tf:‘oﬁfe‘reng:é (Afeer reviewing the filled out instrument with the teacher.)
Supervisor: “So, Bob, you can see that you're fighting a holding dction. ..
'Wh“en‘you 1. gec- James, Matthew, and ‘Regina to stop their misbehavior,. you-have-
to get-them- actively engaged in learning or else they are soon clowning around
‘again? F - - .
. _Mr.Fi iner? Well yeah, but when I tell them to do something, they don’t.” .
Supefw:or. “That may be true bur when I was observing, you were telling
: . them.to stop*and nox telling them what to do.” . .
. ' Mr, Einer: “Buit they don’t want to do :henr work.” /s
‘ . Superw:o “Then I think you-need a.threefold attack. First, get thern away
) from-each other. Second, give them each an individual project that they like-to
g do- Use it as a reward for finishing their assigned work, Thitd, remind them of
‘what they are to do, not what not to do. At times, you might even move over
to one of- them, plck up their -hand with rhe pencnl open up the correct page,

s .+° , and'show.them what $hould be done. ) -

© Mr. f‘{zzer. “Well, okay, but I'm not sure I can find a special project for

P ~ them”, - - T,
¢ . * Supervisor: “Tomorrow I'll take over your class. You observe for the first

‘half hour how I correct them and see if it works. For the second half of the

. penod visit Mrs. Kitchen's class and see whnt kinds of individual science :

o . . " projects she has.” - -
Mr. I‘mer. “Okay, I'll do what you say, but I'm still not sure- if it will

<« work?

: Superw;or. "We don't know unless we try and I knov: chat you're a good'

W teacher. You can do it. So here's your assignment. Tomorrow you are to:

(1) Observe:me teach a demonstration lesson

(2) Qpserve Mrs. Kitchen's science class and the various projects. Then for the . '

next two weeks you are to: (a) Give James, Matthew, and Regma a special

. project to do ‘when they finish their work. (b) When correcting them, tell

s M
i i
b = = x

». w's ? * . «
P . . 8 v V.o~ i -
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‘them what.todo, ‘€vén show them. (c)-Change their seating pattetn.so they are
o Mare than'two seatsaway from each other. . .. S
2 T'l'beback in your cﬁlas;‘roo,m;wo'weé@ffrpm. today, sime period, and-1 want
to-see if -you' have. increased their ateentive t{gj)e,tb,at."'legSt 50 percent. Any
- “questions?"" = )
2 - ‘Mr..Fitier: "No, I-don’t-think so. What if Idon't-get 50 percent of atten-
f tive time?” SR ~
Supervisor: 1 think- that you can..In face, I'll wager on it. If you.can reach
i © 50" percent TII: see ‘that you get those extfa dissection kits. that you've beén
H ) wandng. N ,
Postanalysis (The following morning, while conversing-in the hall.)
‘ Sg{)erpi;qr: “What do you think aboqt‘ what we've done up to now?"” N
M. Fsrier: “T'm- still not “sure if- ali" this will help, but at. least I have
-~ - directions.to follow. 1 was-really floundering before.” , ;
ER Supérvisor: “If iv-doesn’t work, 'I-have. some other ideas to try latér on.
) But I think.it-will.”
- ‘Discussion L

.
4
5 -

~ The-directive-supervisor took the "bull by the horns" and after carefully:
thinking about Bob Finer's situation, she collected data, presented it, and gave
the.teacher:a cwo:week action assignment. She carefully detailed what.the.teacher
will' do and what- the criteria fo;, improvemient will.be. The-supervisor engiged
‘primarily- in' the behaviors of clarifying and-presénting- her thinking, directing
what will ‘happen, demonstraiing appropriate-teaching behaviors, and. standard:
izing warget level-of student progress. The supervisor used praise and:fewards -
as an incéntive or: reinforcement for cafrying out the plan. (In such a sjiua'tion,,
- -attempting 10 pledse the supervisor might be sufficient incentive by itself.)
‘Directive supervision_should hot be.confiised with arbitrary, capricious, .ot
: totalitarian’ behavior. The diréctive supervisor hasjudged that the most- effective
Wway.t6 improve instruction.is by makingstandards clear and by tangibly*shiow-
ing -teachiers: how to attain -such.-standards: It--is -a ‘thoughtfdl; businesslike-
-approach:based.on a careful collection of data, The approach presumes that the
 supervisor knows.more about the context of teaching and ‘learning than the

LPTYE Tt

S~ « " .teacher does. Therefore, the supervisor's decisions are more effective than.if the
3 x - . 4 . .

i ..~ -teacher is left to his or her own devices. x

:1\ . It . ,.‘:‘"l/«-‘-.\4
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#igured. The Supefvisory Behavior Continuum—Directive Griéntation

.5 .
2 4 P | Problem 6 . 7. 8 9 10
itying, .. Encouraging  Presenting. _ _Solving __ .Negatiating _Demonstiating ...Directing  Standardizing Relnforcing

)
. T

“(s) Stpenisor
clarifles *
“teacher’s:
S. . problems ’ ‘ ) B
- . (b) Supervisor
. . presents idezs ’ \ . Co .
on what and.
Y L how Informa.
tion will be . N
. . «collected
{c) Supervisor .
’ directs _
‘teacher on
- what actions x .
- " will take place .
- (d) Supervisor * N .
. - demonstrates ‘
. appropriste -
teaching, N
. . h behavior ) )
‘ . (e) Supervisor
: N Tt e sets baseline
. . ' : data and .
. . N atandard for -
.- v - improvement
i (1) Supervisor
" . - ¥ uses material o
- or soclal -
' N . Incentives
. 4 - . Y
i - 12 th
-Eey:T;.Mailq\(:m téﬁ;cb;rhiesponaiillltx 8= Maxfmum auporvlior,roaponslbillty , -
't = MinIm(m teacher rggponslbl}ltyr s = Minimum supervisor responsibllity * Product: Assignment for the Teacher
O . . L. . )
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.

=2 e e AN At wmrith e




ORIENTATIONS TO SUPERVISION = 23

"¢ As we see ifi ngure 4; the directive sup'ervisor empldys behaviors to

__ develop a detailéd assignment for the teacher. Although the sequence may vary, -

Eg e

P AP ey

1

R
-

N

S ra gy mery

) Clarifying-thé teacher's problem and; perhaps asking the teacher for

“the superviscr's dominant.behaviots are: . e

Lonfirmation or'fevision, .
. - @-Presenting; his ot her own_ideas on what information.-should be coj-
, ~Tected and How. itwill: be collécted, - I
.0 D{reétfng‘ghcv;'tbachg;, ‘after dita collection and -analysis, on the actions
Lhat need to be taken, N
"o Demonstrating for, the teacher appropriate teaching behavior_or asking
the, teacher 6" obsetve in another classroom.}
'8 Setting.the standard for. itprovem "skb‘ased on the preliminary base-
x line information, 4
o ‘Reinforcing, by using materials or socidl incentives,

. .

¥

.o v

Tiie Collaborative Orientation to Supervision

" A Collabotative orientation to".suervision would include the major be-
haviors .of listening, présenting, problém solving, and negotiating, The end
~result wvould be a-mutually agreed:upon contract by ‘supervisor and teacher that
would‘déiiﬁqa'te"thg structure, process, and critefia for subsequent instructional
‘improvement, = /

/

- . /I
Susan Valdock, fourth-grade teacher in a self-contained classroom, is she pes-
sonsfication -of énergy. She iy constantly. moving around the classroom, talking,
Aisteping; and observitig, Her classroom is. flled with materials, much of which- has
. been- éreated. by students and teacher, The_classroom has ans incessant btim--of
: -&ctivity, By -@apﬁifﬂf{. Valdock appears tired. Twice in one week she uncharac-
. seristically-lost her- tempér at students who failéd 1o iign out tlassroom books. At
Y recess,. she. itays; i ber/élamoom rather than.joining others 'in the teachers Jounge..

.. A / . . . )
. The collaborative supervisor mighe decide to speak casually with Ms,
Valdock. to see if help.is desired.or wait for. her to initjate a conversation.. In.

PRI

VAR Dnm et 2 am

%3

Bt st s soninin e stecsmti e =

-thiis patticular cdse, the supervisor ‘is concerned abour Ms. Valdock's . physical

*condition. Theé/supervisor. decides that a*haggard teacheg ini an actively-centered -
rqo’r'n*poi'tepdg trGuble. Therefore, the supervisor decides to take the initidtive -
-and meet ;Jl(ilnthe teacher,

/ -» . )< ) <t Ty

©
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,'Preconference

_ The meeting is set for lunch period. Ms. Valdock-and Jon, the supervisor,
;bring their-lunches and sit around a-table.  * = . - :

Ms. Valdock: “Well, Jon, how goes it?" - ,

Supervisor: “Fine: The curricilum study -is taking a lot out of me, but it's
-progressing. How is life going-with you?” .

Ms. Valdock: “Okay. I can’t wait uniil spring vacation, but life-is all right”

_ Supervisor: “You-look tired to-me; I'm concerned: that you're losing your
old'vim-and ¥iggr.” . i

. Ms.Waldock: "Well, maybe I am a bit tired, but Il get-over-it."

, Supervisor: “What can be dorieto get yout energy level back up? What is
making you tired?” ' .

Ms. Valdock: “You.know, T've just moved- into a new home and- with
\‘;pgaclg@g'Ipoxeé,~paintiqg‘walls,‘g¢tting my " own-kids adjusted, and ying to
" ‘keep.up with all my classtoom activities, it gets.to'be-a bit much”

" Sipesvisor: "Well, 1 can't.-help you redecorate dt home; but maybe I' can
help you-redecorate 'in class. Maybe you're fryin%'to‘bite ok{ téo much. Your.
planging -has-always.been a_full:time job and now with the: extra chores of
-mbying, maybe jou just can’t ke‘ep*up the same pace.”. o

Ms. Valdock: "I don't feel right about doing-less for my students becauge
of iny. pérsonal life. Il make it”

Supervisor: “Yeah, you might make-it and spend the last tp}ee months of
school in a.convalescent home. How about:if I'come into your class ovet the

>

-

to do'the same"for the students in less time.” - -

Ms. Valdock: “You're always invited to come jn. Don't just obsetve, though.
If you see some students who need help with their activities, please work with
.them.” LT :

Supervisor: "Okay, for the next week I'll be. part-tiriie observer and part-
time tutor.” .

-

Throughout this preconference there is friendly negotiation going on. First, -
the supervisor has to gain entry int6 the teacher's _problem. If the teacher did
not want help, the supervisor would have to *deci\c.lg either to back off-and ‘try
to find-access later or more:forcefully press with. words like, I am concerned
and feel that as a siupervisor:I need to get involved. You appear tired and I want

&9

A . - » . > . .
next few days, just to see what's-going,on? Maybe we could discuss some ways :

~

5

to help.” If thé teacher still refused,the supervisor as a negotiator might attempt
to counter-with.a proposal and then look for a counter -proposal: with such.
wordsas, “I'm gaing to come in and také a closer look.at your classroom. What
do-you want me to look at and how do you want to use me in the classroom?”

’
- -




- v ) ORIENTATIONS TO SUPERVISION ; 25
z ' . * " ’

The supervisor, when enco;hridg*antunwi“ing fedcher, tries to strike up a
. -deal t_o,—’th‘e“éffé‘cﬁﬂa,'tf his or her own involvement is imperative but asks. the
teaches-to" state the conditions for involvement. At this point they can both

i consider, each other’s proposals and come to an agreement, |
. . ) R » v ) . - +
) Lo B = s . . .
Observation. - .
» - » £y Bt

{

’

As agreed, the supervisor cg&e‘sfimo the classroom the next four days. He
visits for. twenty minutes. twice.each day and is careful to select different

; periods: Duting that time, he keeps 4 notebook in his hands and moves about :
A the classroom observing the teacher’s instruction, checking. on students’ activi-
; . ties, discussing with studefits cheir assignment, and helping individual students

who have questions about their present activitjes. He jots down notes and, upon
. leaving the classroom, hutriedly writes down general observations. An example
" of his'notes follows: T
. v .
iOb:ewatianA#l Tuesday, February 15, 10-10:20 a.m. . g

°$tuden"ts are at nine different learning stations, Ms. Valdock js

“at the réading station having. individual conferences with thildren on
the latest books they-haye read. She spends a few minutss asking ques-
tions.about the books, puts the book report in the bin, and writes the
number.of the’ report next tp “2 student’s name on the wall chart. In-

v the math station, three students are listening to a cassette and filling out
: : a worksheet on geometric figures, two other students are estimating
the height of the school building. They asked me to guess and we

Lo talked-;abotit different ways to mathematically arrive at a good esti-
; mate. While talking, we couldn’t help noticing the students over in
- ’ the construction area who were' trying o build a miniature lunar craft.

: The -hammer-banging and afguing were quite loud. Ms. Valdock had
. to stop her conferences three times to tell the construction group to
stop. Finally, she told them to leave the area.

General Observation: B . .
: Ms. Valdock must have -an enormous amount of recordkeeping
s and assignments to correct each night. Thcre\Ls a bin for collected
ot daily assignments of -every student in the reading, math, spelling,
: - science, and communication_ stations. Also, it seems distracting .to stu-
' dents ‘to have-noisy activities going on next to quiet activities.

e M—;"——___

: An>!ysis . / .
) \ . - . ! . -
i \\ After four days, the supervisor rereads his observations and jots down

* questions to ask Ms, Valdock at the postconference:

1. How many assignments does she personally correct each day?




‘v
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* * N

o

2. Can fewer assignments be glven .or are there altematlve ways to correct

‘them?: . . L
3, “What i is thé'reason for nine ccnters’ W
4. Could- shere be fewer ccnters’ T .

5. Cou'd noisy centers and quiet centers be done at separate times?’ :
6: ‘Dot ¢ every student need to- be met- individually -or could more groupmg of o

studenits bé-done for partxmlar skllls’ e I

The. supesvisor, in an _lyzmg hls obsetvnno}'ls, belleves that regardless of -
what Ms. Valdock has -gging on-at home, e, she has too much to oversee. and.
dents and not: le\tmg them take more ]
responslbxllty for their classwork He decides to ask the abo quesuons, llsten to- "]
-Ms. Valdock's responses, ask Her what she thinks could be done, propose. ‘what he. '
" thinks. should be done, and then find mutual solutlons to- write 1\n a contract

.dootdifiate. She. is domg 100 much for.s

form, .

s

Postconference o

- 1

 After llStenmg to the questions, Ms, Valdock answers that.she (1)- nor-'
mally corrects thiee assngnments per student each day (a total of 81) (2) is
unsure. if ' fewer- assignments could be given because .she needs to monitor, each
srudents progress‘ (3) has nine centers so she ¢can dmde the class ‘ihto fine
groups of three at.all times; (4)-had.not-thought. about reducmg the céniers;
(5) had:considered ellmmatmg the construction center but wanted to keep the .
art and- fnusic centers which were noisy but not troublesome; and: (6) did not
beliéve inability groups and would.futhet- keep the work as individualized as .
-possible. ’I'he supervisor then carefully begins problem solvmg by saying, I
" ‘think we sh0uld take some timé to think-about what.changes.can.be made 10 i
reducc the.amount of teacher work and generally streamiline your class- opéra- *
tion. I-have always admired the excitement and interest that you geferate in
_____YQ Jaﬁ:@m.l&ﬁjoﬂosc.thﬂ..’[on:ght whv don't you and T writé a- list of :

. ]

P

3 e v

W

two or three possible immediate changes that could be made. We'll-meet before

school tomorrow and share each other’s lists.” ¢

T,

C

. ‘That- night the supetvisor: .writes down: ..
1. Allow- selected students to correct sxmplg,assrgnments.
2, Have two dlfferent times-for quiet and noisy stations.

-and 4re at another time.

b. During the quiet time, meet with" groups of six-or seven- students y :

who need comparable instruction-in one of the quiet subjects.
c. During the noisy time, meet with groups of six or seven students
who need comparable i mstructlon in oné of the noisy sub]ects “

34.

a.J{achmathematxcs,_xeadmg,_commumcatlons, _creative __vzrltmg .and
spelling at-one nme and social studics, science, construction, music,

o

-~
-

N
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T Thg sam¢-evening, the teacher jots down:
., . , .

"L Ask $3§y‘a~]qrd¢l} the sixth-gtade teacheér if I may use somie of hér:top
. stidents a5 paper checkers and-recorders or se if Felix's mother would
like-to correct papérs. She asked me at the beginning of- the year if
A §hé might help, S :
L ' 2. Elififace ‘the construction .center and' instead have an all-class con-
: struction”period-on* Friday afternoon, . ,
%P - 3. Let the fedecorating. wait until spring vacation, unpacking boxes is
o enough.for-now, Stop being so compulsive! ' 3
> <. 'The /folloWiﬁg morning the postconference coritinues -with the focus -on
. presenting:each other’s ideas and then revising, picking, and choosing activities

that both supervisor and teacher agree-will solve the. problem-of “teacher over-
] load.”‘Let's pick up the conversation after the:supervisor and. the teacher have
read their suggestions to each other. o
5 . . LR "
~ " Supervisor: “I don't know about using a pareni volunteer or. an -older
: - student to help correct papers. T think most of-your students, if given detailed—
59 v instructions:and a master sheet, could correct spelling assignments. Why don'’t
.~ youletthem 'y ie2” . ’
PRad 7M!.’i(3140c5.{ “It's worth a try-for a week or two, Tl select two of my.best
L spéllersito cotrect-spelling -assignments and two of ‘my best- writers to respond
¢ -, to the creative writings. Could you help me- start this program by- géi'pngér
s, diréctions with them and occasionally check their correctiofis before passing
k them back to:the class? I still want to correct the arithmetic and:sciencé papers
: ‘myself.” .
: Supervisor; “Sounds fine. I'il-heip by- getting your correctors started, Now-
{ " what about the idea of silent and active periods and small groups?” 4
- M Valdock:“No, Edon't think so. I want them to learn "how to-work
: independently and- they progress so much quicker when I individualize their
0 - assf,g'nnl_éri‘tfs.\lﬁoﬁ't.w?m to mess with the.basic classroom atrangerient ‘right
L ‘now. L.will eliminate the construction center as a daily activity and have-it on
© o Fridayoaly” ! ~ ,
3. ’ Supervisor: “If you don't want to change the basic plan, why e_l'imingt_e*thé
o construction_center?_Instead, 80 over the rules for the center a’nd‘revokc; the .
privilege to use it-if snidents don’t obey the rules.” .
Os - Ms.Valdock: "Well, that would be one less change t0 think abou, I'll work
O -on cueting.dowa the aumber of papers that I pefsonally have 6 correct znd be
‘mare stringent on.the ise. of the construction center.” K
\; Supérvisor: “We .seem. to ‘have ccme up -with « contract, Let's write it
: ‘down.” He wites down what they have agreed to. Ms. Valdock also asks him to
¢ %, .
: L3 : , -

Q
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4" include her promlse to ‘hesself that she will drop the home decorating until l
-spring break The supervxsor agrees ‘and they’Both sign and date the paper

/ ¥

» . INSTRUCT!ON CQNTRACT
cee . N FIR
) : . ‘ ‘ between 'l)
: . d ‘Ms. Sue Valdock, Teacher: : e
N . Mr. Jon Gollop, Supervisor . . xﬂ‘
March 18, 1981. ;
-_ A Objective: To raduce the amount of teacher work. 1 ~
: ' Teacher activities: e a :
y Mo 1. -Select students to correct spelling. assignments. B
T 2 Stress constructlon center rules and penahze violators. ;
3 Leave home redecoratlng until spring.’ - .
- |. supervisor éclivities' . .
: 1.. Hold small-group session with spelling correctors and | 3
i : show them how to proceed. :
2. Momtor corrections of spelling papers once a week.
) A Follow-up meeting scheduled forApnl 3, 1981. _
- i
) Teacher signature
. ! _ . Sux;ervisor signature ‘
3 — - - ;,
Postcritique o 5
: W ) J; f
Ms. Valdock afid the supervisor teview the process. Ms. Valdock e plal}'rs R
- that the procedures have.been helpful as she was bemg pulled into too many
© = " directions. She is happy that the supervisor did not persist with basic classroom :
: reorganization-because she would have felt that her petsonal life.had compro-
i .mised her professional life. The supervisor mentioned that he is satisf.od “but
.. hopes that she'has not closed her mind to further changes in the classtoom. ;
: . i -
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Flguro 5. The Supervlsory Behavior COntlnuum—COIIaboraﬂve Orientation
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i \ y .
: ! ‘(s) Supervisor
i presents R
H pefcaptiona* N
. " - of aseas for
§ . improvement
: {b) Supervisor
L% askg teachor. R
T to present- . ’
N pm;eptlonn -
E\ . of aress for "
- N Improvement
* (&Y Supervisor -
. “listens to
— - teschar i
: ' (d) Supervisor
L ‘ and teacher
proposa
i — aiternative
y . actions
{ .(#) Supervisor R
. . and teacher - b
i revise, reject,
L and agree on
plan

. R .
{ ‘ 2o
[ - - k4
D, .Key.T Maximum tenchor responsiblmy S= Maxlmum suparvisor responsibility

o = har resp 'blmy n = Mlnlmum supervisor msponslblmy Product: Supervisor snd Teachsr Contract .
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effective as mutual ones. Each. might fight long and hard.to promote his.or her

-and teachér cinnot agiée. In 4 truly -collaborative context a- third ‘mediator,

.-the instructional area needing improvement. (presenting).

ERIC
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Discussion T SR
The ‘supervisor_and téacher have acrjvel;’chmiated the plan for action,

Neéither supervisor nor-teicher. has-a final plan thar excludes the other's. view.

They .bave reviewed; revised, rejected, proposed, and.counter. proposed -until

agreemerit was reached. The collaborative orientation presupposes that a super-

visor's or teacher’s individual ideas about instructional improvermenr are not as

‘proposals, bur in-the énd each must accept changes, s
The pragmatic- reader mighr question whar ‘will - happen if.the- supervisor

agrégablé';b‘soth;pagtiés (such:as a master teacher ot «central office. consultant)
.would haye ro-step.iri-with authority.to "break the vote” if ir came go that:
" The collaborative orientation can be simplified-along. the supervisory be- -~
havior continuum: (Figure 5): The final producr:is a contract, agreed'to by'both 4y,
and carried out as a joint responsibility: ‘
A. The supervisor encounters the teacher with hiis or het perceptions -of

i ‘B. The sipetvisor asks-for. teacher perceptions'of instructional area (clari-
fying). . \ N
C. The supervisor listens to teacher perceptions (listening).
D. Supervisor and teacher propose alternative actions for improvement .
(problem solving).
E. Supervisor and teacher discuss and alrer actions until a_joinr plan is
agreed upon - (negotiating).

'I"heNdndir‘ecti‘ve Orientation

Herbert Klunger walks over 1o his desk, and sits down., He mulls.over -the.
class that has just ended. Members of the English class bave given oral reporss on
their: interpretation of Shakespeare's Othello. The reporss were wninspiring and :
rémarkably uniform in tone-and content, Mr. Klsnger thinks that many-hod either :
“borrowed"” ideas from one ‘wdens or had bowght a.suramary on Othello and:used :
the. main ideas. Regardless, none of the reporss indicated any excitement for the
character and-plot development. ) ’

Mr. Klunger réflects on previoss classes and thinks that students haven's always
been this way.'One class in particular bhe remembers: "How they argued and’ ana.
lyzed Shakespedrel If énly I could recreate some of that enthusiaim” Later that
day Ms. Garcia, his depariment supervisor, stops by.

The nondirective crientation to supervision rests on the major premise
thar. teachers are capable of analyzing and solving their own instructional

<
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yroblcm Only when-the individual sces the need for-change and takes. ma;ox

r'&pomlbllny for. it will instructional improvement be meanidgful and lasting.
Thesefore, the supervisor wishes to act as a facjlitator for the teacher by impos-
mg ‘licle formal structure or direction. This does not mean that the supervisor
is passive and-allows the teacher.complete autonomy. Instead, he or she activ cly
uses the: bekiaviors of listening, clarifying, cncouragmg, and presenting - to
channel. the teacher towards self-discovery. The superv.sor leaves the discovery
-to the teachér’ buc takes i initiative to sce that it occurs.

A nondirective supervisor, more than the collaborative or directive-supér-
'wsor. probably would not use such a- standasd format as the five steps of clinical
supeivision when working with a- eacher. Instead, dependifig on the teacher’s
fieeds, the-supervisor might- simply observe the teacher without analyzmg and
interpreting; listen without making observations, or arrange inseryice and
i provide requested macerials and- resources. For the sake of consistency though,
- we will' follow the supervisor teacher relationship acco.dmg to the clinical
model, notmg 'how the model is altered-after the preconference. I a nondirec-
tive orientation; the teacher determines the steps that will follow the pre-
conference. -

Preconfere..ce (As Ms. Garcia enters M. Klunger's room.)

Mr. Rlunger: "Welcome, Ms. Garcia, Have a seat. What a class!™

Ms. Gareia: “Thank you. Is life treating you all right?”

Mr, Klmxgcr' "Well I-have my ups and downs. A< times 1 chink that
teaching just isn’c for nre.”

Ms. Garcia: “Teaching is not for you? I didn't know you felt that way."

Mr. Klunger: “Yeah, at times I really wonder if I'm accomphshmg any-
thing. Just today that fifth pcnod clags made Shakcsg;nrc appeat as exciting as
a rorting elm tree. If they can't see the wondcr(bf hisfwriting, I don’t know how
they can ever appreciate literature,”

" Ms. Garcia (nbdding her hcad) “It's frustratink.” ~

Mr., Klunger: “Yes it is!”

Ms, Garcia (pauses, waits for Mr, Klunger to say mofé. When it appears
thac Mr. Klunger is aot going to speak she looks auentively at him). "Ga on;
tell mie more about what's so frustrating.”

. Mr, Klunger: "The students show no initiative, Teaching just isn't exciting
anymore, Oh, the other classrooms afe tolerable but that fifth class is Dooms-
ville!”

Ms. Garcia: "What goes on during fifth period?”

Mr. Klunger: "Nothing! That's the problem.”

Ms, Gareia, “"Nothing?*
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Kunger: "Fread them- passages of sh:kcspatc. Ask for-their interpre-
fations znd try €O get. ,-; discussion going. They just don't think for dtcmsci\-cs.
The cwcmnon 'cantinues for tén-morc minutes with Mr. l\luagct mainly
talkmg .and Ms. Garcia histening. Finally} after another prolonged pause, Ms!
© Garcia feels Wt's time-to ask Me. Klunger for his amlys:s of what can be done.
Ms, Gureia: "It sounds as ‘?ou,gh both you and ‘your srudents ace less thas
happy. What do you think might be dofie?”
Mr. ¥lunger. "Obwouslz my med-and true Jesson plans for S}ukcspcaxb
aren’t-working. I'm_going to have to charge my approich.”
"M, Gnma “Do you wnt to-try something d:ﬁ’cxcnt now?"
Mr. I\hmger “Yes, staning tomorsow I'm going to have a class’ discussion
with.them, I'm.goidg, to- el \lcm about my- dissatisfaction™ with them and. my
own teaching o aad see if-we- an begin Macherh with-a fresh approach. Wh)';
don’t jou came into class and i I'sreg to what goes an? Yo. might gnc me some
information that I'm' missing.t’ .

T "My, Gércia: "Okay, see you xomb;mm . .

~

for - Ms, Garcix to observe, the process would stup and Ms, Garcia m:gbi need
to follow up with aother conference 1 discuss what had uanspired since_cheir
N hst :alk. However, in this case she has been askedto obserye informally.

A

. L4
-

Observation

»
. 1 .

‘ She enters the dzss sits in the back, does not take noxcs, and lxs:cns to the
class discussion. She notices that Mi. Klunger spends most of the time-express
ing his disappointment to the students on their lack of interest in'Shakespeare.
At the.end, he does ask them what might be done ta improve the class. Otherd
than one smdcm stating that “the rexding 1s xcal diffcule, but il ery harder,”

-+ the dxscusswh goes nowhere,

N e

Analysis and Interpretation >

T Ms, G'.\rcx:. retuening to her office, thinks Mr Klunger is wrong in the way
he handled the class discussion. Such an approach would never g:t. honest
student-feedback. To hetsalf, she pledges to “bite hes lip™ and not give advice
of suggestions unless Mr. Klunges asks for them. §f he asks for her observations
she will micrely tell him, without judgments, what stie saw. Then, she might
ask -him what he could do to change the content and methods-of the lesson o

The preconferénce is.the “go or fio-go” poine. If Mr. Klunger did not ask

bring Shakespeare alive. If asked for h?( ideas; she will suggest another clasy ,
. . g !
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roomdtscussxon t6 get more student ideas or allow students to pick out-their
‘own’ passages-of Macbeth-and rewrite them as a modern playwright might.

Regardlen, at the coh'clﬁi‘oq of the meeting, shé will ask Mr. Klunger what he

[plins-to'do’and what- asgistance she:might offéi.

] q;.tigog’igrg'hcé (Ms. Garcla enters the teachers toom during his placning
Mr, Kl’xirg'ge?,iook: #up: “Well, didn's T tell you how disinterested those
stidents are? You saw how much response I got, one incoherent student reply.”
, Ms. Garcia: “There was one reply and the group did seem pretty down."”
Mr. Klunger: "1 was tough on them, but they need to ger motivated.”

M, Garcia (jumping on the opening). “"How could you get them moti-

vated? . . . .8

Mr. Klunger: “Just the question that I was going to ask you."

Ms, Garcia: "You tell me first; then, if you wish, I'll give you my thoughts,”

Mr. Klunger: “I think I'm going to have only one class lecture next week.
“Instead, T'll introduce Macheth, have-them read the entite book, and then have
them choose one of four scenarios to act out. I'll spend time with each group

" and then on Friday let them give mini-dramas. What do you think?"

Ms; Garcia (being asked, She responds forthrightly): “Sounds fine bue 1
wonder-if all the students would want to act in front of the class. Some of the
students migh feel foolish. Maybe you should.ask them for ideas, or 1 thought
they-might be assigned different individual activities such as drawing a scene,
rewriting a' section of the play according o modern times, verifying historical
citcumitances, or putting particular verses to music” .

Mr. Klunger: “1 like that idea. I'll have four groups focus on the same
section of the play but some students will be assigried different tasks.”

Ms Garcia: "This ceruminly will be a.change. Maybe you should go slow in
doing this, perhaps only two.groups tg begin with."

Mr. Klupger: "No, I'm not that type of person. I want to get them-excited.
It's all-or nothing! I'm going to start Wednesday when we begin Macbesh.”

Ms, Garcia: “Can [ help you in anyway?” :

Mr. Klunger: "Could you see-if the Polanski film of Afacbesh is.available
for'rental in three wecks?” ,

Ms. Gareia; *Will do! What about any help with the class changes?”

Mr. Klunger: *No, thanks but I'm ail sec” .

Ms. Garcia; "Okay, I'll stop-by-and see how the batle goes -~
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fl-‘lgd“u 6. :The sﬁﬁénlwry Behavior Continium—Nondirective Oflantation
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N

‘Postanilysis .(Before leaving the room.) )
AN ' : .
Mr. Klunger: “Thanks for talking with me. I needed someone to anload
. niy woes to and hélp me figure out what I was going to do. I'm almost excited
agaig” - } ] i .
_Ms, Garciar"] thought you were troubled about somethjng. I enjoy listen- -
&sva scholar- think out-loud. See you later.”

Kl

Discussion . . -

A Th;oughoi‘;_t thc\clinical steps, the teacher was respected as the ultimate
determiner of his future course of action. The supervisor actively listened, .
, fephrased-statements, asked questions, and kept the teacher’s discourse on track
“towards resolution. If the teacher had not wanted to change, then the “pure”
nondirective supervisor would drop the discussion but continue actively at other
times to stimulate the teacher to think about what he was doing. In Ms.Garcia's
case, her active role turned Mr. Klunger's initial-response, “I don't think teach-
ing-is for me," to "I'm going to have to change my approach,” and eventually
"I'm going to_break them into groups and then. . " The supervisor never loses
sight of working towards a teacher self-plan; which might result from borrowed -
ideas-or from teacher i-sight alone. Nevertheless, the supervisor accepts the
teacher’s'right and responsibility to make the final decision. -

The pragmatic reader might ask, “What if the teacher plan is downright
bad, cruel, of harmful; does the supervisor simply acquiesce?” In such a case,
the nondirectivesupervisor has every right to explain his or her misgivings
about ‘the-teacher’s plan and ask for reconsideration. However, 2. nondirective

. orientation- ultimately assumes that the teacher makes_the wisést and most |
responsible decisions for his or her own classroom; thus the final, determination
is seill left with the teacher. . ) .

Returnieg to the supervisory behavior continuum (Figure 6), we have
seen the nondirective supervisor engage in gsmning, encouraging, clarifying,
presenting, and problem solving to help the feacher arrive at a self-plan. The
following are simplified proceedings of such actiogs.

- The supervisor listens to the teacher’s problem by facing and showing
attention t:o the teacher. The supervisor shows empathy with the teacher by
nodding hjs or her head and restating emotions, such as “It is frustrating.”
(Listenitig, : T .
e supervisor encourages the teacher to analyze the problem further:
“Tell me more,” “Please continue on,” "Explain that further.” {Encouraging)

® The supervisor.clarifies the teacher problem by paraphrasing and ques-
tioning: 'I¥ou mean the students are bored with the topic?" "Do they like any-
thing about the lesson?" “What feedback do you get from them?" (Clarifying)

"

a.
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36 DEVELOPMENTAL SUPERVISION -

: , .
o If the teacher asks for suggestions, the supervisor offers alternatives

“The students could be reorganized, or the topic could ke changcd to_include

-their interests.” (Presenting) : .

o Finally, at the moment of truth, the supervisor asks the teacher to
decide on a plan, “What are you going to do?” and offers assn§tance, “How can

I be of hclp”' (Problem :olumg) -

Summary

-In the directive orientation, the supervisor emphasizcs the behaviors of pre-
scntmg, directing, demonstrating; standatdizing, .and rzit.forci g in developing
an assignment for the teacher. In the collaborative onentangx ithe ‘behayiors of
presenting, clanfymg, listening, problem-solving, and negona}mg ate used to
develop a contract between teacher and supervisor. In the mandirective orien-
sation, the behaviors of listening, encouraging, clarifying, presenting, and

criteria“to determine a teacher’s present stage of development will be explained
so that a supervisor can be guided in sclecting the most appropriate orientation.

The reader who would like (o study in-gredter ,I’P wil the rationale and,
pracuce of each orientation to supervision might find th2 following resouxces

helpful. e /
Readings in Directive Supervision: 7 /

Alfonso, Robert J.; Firth, Gerald R.; and Nevnlle'./Rncharf‘ %, Inummo;ml Saper.
vision: A Behavior System. 2nd ed Boston: Allyn and Bm.on, 1980 A thorough
review of research on formal organizations, role theory, communlcatlon, deci-
sion making, and personalm theory is used to establish the sk:lls an effective
supervisor needs. Emphasis is placed on the superwsor applymg such theory
and research within 2 management system approach to “promoting those condi-
tions which help the organization to achieve its goals.” o-

Lucio, William H.,, and McNeil, John.D. Supervition: A Syrthesis of Thownght and
Action. 31d ed. New York: McGraw-Hill, 1979. Lucio and McNeil dcvclop an
approach to supervision that they label “practical intelligence.” Their primary
concern is with the supervisor applying objectively what is already known
about education through a systematic and quantifisble means of checking
results.

Popham, James. Criterion Referenced Supervision, Los Angeles: VIMCET Asso-
ciates, 1974~The supervisor focuscs on the effects of teaching behavior on
student ouctcomes. This is done through precisely developing instiuctional
objectives, setting levels of student performance, and .ollecting information
on student achievement.

Readings in Colluborative Supervision:

Blumberg, Arthur. Supervisors and Teachers: A Private Cold War, 2nd od.
Berkeley, Cal.: McCutchan Publishing Co., 1980. This book details problems

44

,problem solving are used to create a teacher self-plan. In khe next chapter, '
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Wiles, Kimball;, Supervision for i%emr Schools, 3td ed. Englewood Cliffs, N. J.:

s ORIBNTATIONS TO SUPERVISION 37

* in' communication_and describes how ‘to use -the process of, reciprocity and
feam“supervision in ordér to meet the mutual needs of supervisor and teacher.
Cogan, Morris. Clinical ‘Supervision. Boston: Houghton-Mifflin, 1973. The author
* deicribes a'step-by-step process of. meeting -with: teacher(s), analyzing neéds
‘together;:and: apreeing on 'sieps to follow, for improving instruction.

Sergiovanni, Thomas:}., and Starrat; Robert J. Supervision: Human Perspective.

“New~York: - McGraw-Hill, 1979. The aim.of this book is to-énable the super-
' visor-to assist the staff ‘in' obtaining.job. satisfaction of -high morale and ‘task

acomplishment-by an orientatiori entitled “human resources.” This satisfac-

tion is.accomplished. by actiyely workingiwith teachers to establish ascommon

agenda-of tasks. © |\ ¢ e

P;bnticc-‘}*fil!, 1967. Wiles in many ways ushered in the collaborative move-
ment in supervision with the 'first edition+of this book in 1955. His point of
view that effective supervisioﬁ must be made through group decision making
is emphasized -throughout his human relations approach to communications,

curtic*lum development, instruction, staff morale, and staff development.

Readings in Nondirective Supervision:

Berman, Louise M. Supervision, Staff Development and Leadership. Columbus,

" Ohio: Chatles E*Merrill, 1971. The supervisor is given insight into such

dimensions as perceiving, knowing, patterning, creating, valuing. The aim

is 10 help educators make conscious their inner goals and aspirations and put
them into concrete action.

Combs, Archur; Avila, Donald L.; and Purkey, William H. Helping Relationships:
Basic Concepts for the Helping Professions. 2nd ed. Boston: Allyh and Bacon,
£979. Sclected articles ranginig from “Cognitivé Field Theory,” to “Ths Mean-
ing of Wholeness” to "The Creative Attirude” provide an orientation directed
‘at releasing the hypothesized innate drive towards rationality and self.
improvement,

Mosher, ‘Ralph L., and Purpel, David E. Supervision—The Reluctant Profession.
Boston: Houghton-Mifflin, 1972. Chapter Six, "Implications for Supervision
of Counseling Theory and Technique,” oirtlines how a supervisor might work
‘with a teacher on the psychologi-al issues of personal philosophy, emotional
challenges, anxicty, and personal role definition through 1ego counseling.” The
authors - point out that such techniques are for professional self-growth and
are not to be used by supervisors to probe, intefpret, or <ychoanalyzc an

individual, . .

Kelley, Earl C. The Workshop Way of Learning. New York: Har
1951, Kelley writes of ten years of using ongoing group partici
teachers determine their own needs: and"develop sclf-impron

and Broth'crs,

and to monitor their changes.

Rogers, Carl~K. "A Plan for Self-Directed Change in an Educational System.”
Educitiondl Leadership, May 1967, pp. 717-731. Rogers, who is generally
regarded as che “founder of nondirective counseling, writes on the specific
applications of his theory to organizational change throughout a school system,
He advocates certain types, formats, and uses of encounter groups for ad-
-ministrators, supervisors, and teachers to provide a supportive nonjudgmental
envitonment for all individuals to rethink purpose and attempt change.
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. Developmental Criteria for Choosing

" Appropriate Supetvisory Orientations -

ffective
‘Supérvisory-orientatigh, However, the-feseatch on:the ihpact. of various super-
visory. styles on téachet perceptions and behaviors, to say. the least, is bewiider-
ing. Arthut Blumberg (1974) found-that teachers- split -into W0 groups. 6n
‘petceiving positive siipervisory: behavior. One group Of teachers was most.posi-
tive-aboire ‘supervisors- who listened to .them as-well as presented their gwn
iﬂeaﬁ:.)Suéh “a=combination, of behaviors. is [identified with the, collaborative
oriénitation. However, -the ‘other group of teachers was most_pbsitive about
supetvisors who. primarily listened, encouraged, and -clarified .the teacher's own
ideas. Such- a:¢ombination of behaviors is idenrified with the nondirective
‘orientation. To quéte Blumberg, : s

s .

- » k] - a

" -Generally positive évaluations by ‘teachers. of; the quality of their supervisory
‘interpersonal- relations’ appear fo.develop: when -a teacher perceives. his -stiper-
visor's‘ behavior as consisting of .a_heavy ‘emphasis .on beth telling, suggesting,

- {:iigi@iziifg,lhngpp‘reﬂecting, asking for .information, opinions, etc.: or when
" »a%teacher- pérceives - his superyisor as putting ligtle emphasis on telling. and,
fuch oft reflecting and asking. o ;

3 . T N

[}

‘Furthermore, Harris “(1975) has cited the research of Alan F. Brown .(1962)
in which student. teachers ‘were puc under directive, highly. pressured .super-
‘vision, Thé*sujgcgvf,éor judgéd,A criticized, -and .set down.standards of perform-
ance from one'lésson to the next. Concerning- the 78 sdbiegts, Harris wrote, .
W S . . ) . ’ :
‘fhlslund of supervisiori ‘produced’ a variety of effects. Forty-five percent
taught less effectively . .". Twenty-six, percent taught as-well . . . Twenty-nine.
. ﬁérgefit,fjbou,{sd -visible improvement,” )

’ So, in Blumberg's case, we ,sec;gt'hat some teachers tespond to collaboragive
'fzu]géwisjon and 'Some.t0 ucndirective supervision. In Harris' case, a ;igniﬁcant

group responded to directive sepervision. Zins (1977) asked teachers for their
A p.t‘cféren\cc on three tifpes of consultation models. '}'hir'tyyﬁve percent- chose the

- . \ «
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medical/clinical model, 46 percent the beh..vioral, and 19 percent the mental
health Thiose models of. consultation are roughly equivalent to our thtee orien-
tations: ‘of supervision. Such research on varying teacher perceptrons of effective
styles of supervision should come as. no surprrse to those who have followed
the research on the relationship between teaching style and student leatning. ]
Brophy (1979), Good (1979), and others have repeatedly demonstrated that :
student variables such as achievement; aptitude, attitudes, and socioecondmic :
class are.critically matched with specific types of instruction. (For example, low
socioeconomic undegachieving students appear to be taught basic skills_most B
eﬂecuvely through ereCt sequential, large-gtoup instrdiction. Such instruction

is not as.effective with other groups.) Rita and Kenneth Dunn (1978), Jack -
Frymier ( 1977) and. others have looked more deeply into the variations of
instruction for individual studeats. Their instructional systems employ varying .

_materials, environments, and instruction according to student personality, moti-

vation, intelligence, and physiological characteristics. Research on human learn-
ing from birth to adulthood has long supported the need for the variation of
instruction accordmg to individual characrerrsucs of students. The classical
works.of Jean Piaget (1955) and Jerome Bruner (1960) ushered in the mod-
ern “individualization of instruction movement” over twenty years ago.

The natural extension of looking at child learning has been to study adult
learning. What is known about learning, individual differences, and teachers
leads to the strong premise that effective supervision must be based on matching
orientations of supervision with the individual peeds and characteristics of
teachers. Unless all teachers in a staff are remarkably homogeneou no single |
approach will be effective for all, If supervision of staff is viewed as an attempt ;
to change teacher behavior in order to improve student learning then super-
vision §s primarily an educative task. Therefore, what is known about human
learning and adult and teacher development becomes critical when deciding
which supervisory orientation and which supervisory "behaviors to use with a :
particular teacher, In recent years, two critical elements of teacher. effectiveness '
have been found: (1) teacher’s commitment and (2) teacher’s abrhty to think
abStractly Both elements are developmental in that specific levels of growth
can be assessed. It is in knowing the levels of commitment and abstraction an -
individual teacher possesses that a criteria for deciding upon appropriate super-
visoty behaviors emerges.

Level of Commitment x A -
Gail Sheehy (1976) in her popular book about adult l{fe, Passages, jour- |
nalistically shows that as adults age, what they care about and their ,attitudes ‘
to life change, Our goals, aspirations, and plans in early adulthood (at age 21) |
' |

|

|

|
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are not the same, as in middle age or old age. Suddenly once burning career
ambitions to” “teach the top” might beéome less important than slownng down
~forour.family or: close friends.

Maslow (1960) discussed the dcvelopmental changes in Jife as a hier-
archical- procession. of sansﬁed needs. Motivation to act is derived from first
fphysmloglcal Teeds to sansfy hunger, to the need. for security and shelter, -to

the need for love and belongingness, to the need for recognition, and finally ,

to the ‘need to be truly oneself or t be "self-actualized.” Enckson (1963),
“from a asychoanalyncal perspective, classified this progression of stages as the
overcomlng of conflicts of eight stages in life: (1) rrust versus' mistrust, (2)

autonomy versus shame and doubt, (3) initiative versus guilt, (4) industry .

versus inferiority, {5) |dennty versus role confusion, (6) intimacy versus
’lsolanon, (7) generativity versus stagnation, (8) lntegnty versus despalr
The.research by Gould (1972) Levinson (1978)’, and Loevnnger (1976)
has more percisely identified these adult changes in motivation and life crises._
Loevinger integrated such theories into testable stages of adult ego develop
-ment. Adule responses to pcnods of life break into the following progressive
stages: amoral, fearful, dependent opportunistic, conforming to..persons, con-
forming’to rules, and principled autonomy. From the work of Maslow, Erikson,
and. Loevinger we can detect a consistent trend of movement from egocentric
concern with-one’s own case, to becoming a member of a group, to finding
recognition as a leader of the group, to finally actidg upon reasoned, universal
principles that transcend the group and ate in the i interest of humanity. This
progression of adult changes provides the basic framework for looking at
careér-specific changes in teachers. Keep in mind that development is based on:

1. Identified stages
2. Stages.that are hierarchical (built on each other)
" 3. Individual rates of movement through stages -

" The pioneer longitudinal study of teachers by Francis Fullcr (1969)
suggcsted thae over time teachers’ concerns about their work and profession
change. Eugene Hall (1978) and his many associates have built upon Fuller's
work by studying teachers’ concetns when involved in curriculum implementa-
tion-in their schools. Newman;-(1978); Peterson (1979) Witherell (1978);
Ayers (1980); Burden (1979); Adams, Hutchlnson, and Martray (1980); and
others have continued to investigate what happens to teachers. Fuller (1969)
found that beginning teachers were mostly concerned about, their own self-
survival or adequacy (“Can I be a teacher? Can I survive or will I have to find
atiother profession?”). Eventually when teachers find that they can manage and

that students, administrators, and peers are not going to drive them out of the

profession, their concern shifts from worrying about survival to becoming con-
cerned with improving the learning environment for students. In other words,
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»




42  DEVELOPMENTAL SUPERVISION

“If 1 know that I can make it from onc weck to the next, now I can fOCus my
energy on helping my students. improve from oné week to the next.” Finally,
- with' success and recognition -in helping students, teachers come to view them:
selves as competertt, and concern shifts to providing help beyond the classroom
to other teachers,. srudents‘, the school, and the profession as a whole.

Ruby Anderson is a strxlsxng example of a teacher who moved to the high-
. est stage of concern. The fullowing story appeared in the University of

A Georgua s Faculty Staff Newspaper (Dendy, 1979).

Miss Ruby’s Legacy

Friends and former students of the late Miss Ruby Anderson were
not surprised to learn that the legendary Athens High School English
teacher had left the university money to provide scholarships for
teachers.

In her death, as in most of her life, Miss Ruby had no greater love
than education.

" During her nearly 60 years in the classroom, Miss Ruby, as she was
universally known, taught thousands of Athens young.:ers—three
generations of some families—about the glories of Shakespeare and
the impoftance of correct English grammar.

. The first inductee to the Georgia Teacher Hall of Fame, she was a -

leader in state and national education organizations,. including a Na. -
tional Education Association commission on which she served with -
Dwight D, Eisenhower.

She was @ STAR Teacher, was named Athens Woman of the Ycar
in Education, and_many former students proclmm her the best teacher
sthey ever had.

So her $82,819 bequcst to the University of Georgia College of
Education to establish scholarships seems a fitting culmination to 2
lifc devoted to education,

McDaniel, who was a friend of Miss Ruby's when he was Clarke
County school superintendent, wrote a leteer to the Athens newspaper
citing the "sacrifice and commitment of- a competent and dedizated
teacher” and noting Miss Ruby's “moral and ethical influence” on her
students.

““This final act on Miss Ruby's part cpnomlza the lnfeumc of service
and dedication whnch she gave to her fellow citizens,” McDaniel wrote.

When she died ‘October 30, '1978, her obituary:'was front-pagé
news in the ‘Athens papers. In an editorial, the paper said:

“If there was ever an example of a dedicated public servant who
led an exemplary life for those who follow, it was Miss Ruby. Anderson.  _
Her deach removed from our midst a valued and respected person who \
dedicated her entire being to_her chosen profession, that of teaching
young people both in the classroom and by cxamplc of her leadership
and dedication.”

.
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A-former teacher-who ‘worked-with' Miss Ruby for 10 years recalls
‘that. “School was her whole life. The principals depended on her\They
-knew-that if you wanted something-done, you asked Miss Ruby.”\, *

She tried 10, be. the first teacher<to-school each. mofning, and was
usisally. the last t0 ‘leave each-afternoon. She turned down several offet
of higher paying jobs-at the’ University, and she once tried to- refuse
her.own salary because she thought.the school system needed the money.
“worse. ; ’ - :

’

Fuller (1969) and’ others have found teacher development to parallel
adule development in that adults fitst need to take .care of their own needs
before looking to'the care of their immediate_group members. (students) before
qx;cmpsin’g to help others outside of their own cl:issroqm or immediate experi-
ence, Maslow and'Erikson ring true. The individual is first dependent on:crhe:s.
before joining and being- an active.grotif: member, before accepting and beitg
récognized in‘a leadership role in the grour, before making decisions and taking
-action$ that-transcend the interests of one's own group in the best interest of
-all pérsons. Now how do we come-off these lofty theoretical premises and put
such ideas into practice? ‘ - .
"We can first’ look at 2 commgn word bandied acound the school—coms-
misrsient. Educators-indicate that some teachers make a tremendous. “commi:-
ment” 10 teaching, dnd some make little or no “commitment.” Commitment is
larger than éoqcérq because it includes time and efforc.” Miss Ruby was .ob-
viously-not just involved in, but committed to, her work. A teacher who has
“no commitment” is really a person who is viewed as caring only about he.self
or himself, simply going through the motions to keep one's job, not caring
about improving-or willing 0 give time and energy to look at possible ways
of improving. On the other hand, when hér admirers said that Miss Ruby, was
a totally committed teacher; they were also saying that she wanted to do moie
for ‘et students and, for other teachers, and that she willingly worked far
" beyond the contracted hours-of the job. '
"(I'e_achc,:s can be viewed along 2 commitment continuum moving from
- -low to high. '
« : r‘. )
Figuré 7. Commitment Continuum

Low - © _ B High

e Little concern for students ¢ High concern for students and
e Little time or energy expended other teqlchers

e Primary concern with kéeping * Extralime or snergy expended

one’s job . ¢ Primary concern with doln"g.
more for others
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One imight readily identify teachers in a school or organization along this
continuum. Some teachers fall in the low end, some at the high end, and many
fall somewhere in between. For example, a teacher of moderate commitment
might- work -in- "spurts” or single out one particular academic area to work
hard on and. neglect others, or work diligently with a particular group of stu-
dents and spend less time with others. Most teachqrs, as most of us, fal i it
that middle range.

If level of commitment were the only variable to emerge as a<key fattor
. to successful instructional improvement, then we could begin. macching super-
visoty .orientation agcordingly. However, another important variable must be
considered when working with teachers. That variable is their ability to think
abstractly.

Level of Abstraction

The research of Harvey (1966) and Hunt and Joyce (1967) have docu-
mented: that teachers at high levels of cognitive development, where abstract/
symbolic thinking predominates, are able to function with greater flexibility and
complexity in.the classroom. For example, Parkay (1979) found that teachers

-in an inner-city high school who had the highest levels of conceptual under-

standing of education had the lowest levels of stress and had more positive
relationships with peers. Glassberg's (1979) review of research on teachers'
cognitive development concluded that: .

In summary, these studies suggest that high stage teachers tend to be adaptive
in teaching style, flexible, and tolerant, and able to employ a wide range of
teaching models. . . . Effective teaching in almost any view is a2 most complex
form of human bchnvnor . . . Teachers at hlghcr, more complex stages of
human development appcar as more cffective in classrooms than their peers
at lower stages.

f)ia (1979) in a separate review of research on the development of abstract
thinking.in teachers recorded similar findings:

3

The research evidence does suggest that teachers.at higher conceptual levels
may be able to assume multiple perspccnvu, utilize a wide variety of coping
behaviors, employ 2 broad repertoite of. teaching models, and consequently be
more effective with students. .

A teacher’s ability to stand back from his or her classroom, to clarify his or
her own instructional problems (management, discipline, record keeping, or-
ganization, student attitudes), determine alternative solutions to these problems,
and then to plan a course of action is an abstract process. It stands to reason
that teachers who have skills fo: preblem solving and who can judge conse-

&
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quences of alternative actions will be more effective in meeting the instructional

" needs of students.”A teacher who does not have such abstract ability is-limited *
in finding an-appropriate course of action. Low level thinking about ‘problems
usually results in-repeating one or two habitual responses to ongoing problems
or in defining an incomplete plan of action,

"Piagcr (1955), Bruner (1966), and Kohlberg (1969) can help us under-
stand how ‘reasoning develops. They have .fognd.a consistent developmental
sequence' in children. Thinking is focused on a singular characteristic of .a
property before two or more characteristics of the same property -can be con-
sidered. Parents can identify this process when talking with their young children.
To a two-year-dld the family dog .is "Rufus” and "Rufus” alone. Only as the
child grows and hears others discuss larger categories of dogs can he begin to
undéestand--that "Rufus™ is not just "Rufus” but is also a.dog. He learns that
"Rufus” possesses: characteristics that are common with all other animals called
dugs. Therefore, when the child's thinking moves from a single categorization
("Rufus”) to'a lasger categorization (dogs), only then can he begin to listen,
sorc-out, and combine other properties of "Rufus™ such as cocker spaniel, brown
dog, animal, brown animal, brown cocker spaniel, cocker spaniel dog, and so
on. Abstract or symbolic thinking is the ability to move away from the visual,
tactile identification of a property and the ability to "mediate” with the mind,
to recategorize, and to geferalize. ’

Such a simple example of cognitive development with the classification
of dogs might not appear applicable to adults and teachers. All adult educators
are able to categorize dogs in different ways, but what happens when we change
the idea of "dog” to such concepts as “justice,” "morality,” “government,”
"student record keeping,” "slow learners,” and so forth? With such larger con-
cepts, developmental learning processes apply. If one can categorize the issue
of discipline in only one way, then the person is "blinded” to other ways of R
working with students. it is only when one can recategorize or synthesize the

: characteristics of d problem that alternative actions can be identified and

" analyzed, !

A uoubling aspect of fostering development :s documented by the re- / ,
search of Kehlberg and Turiel (1971). The spur or stimulus for helping people
move into higher stages of abstracc reasoning comes from the interaction with
others who are in more advanced stages. More advanced stage people can pro.
mote the conditions, set up the materials and environments, aad provide the
questions and ideas that provoke students to think about issues in different
ways. Kohlberg has documented six stages of moral reasoning and has found that
only 10 percent of teachers are higher than stage four. The jnteresting question
posed-by Wilkins (1980) is, if Kohiberg is correct, how are students to learn
to reason in higher stages than those their teachers possess? Similarly, the
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alarming?smis:ics of Harvey (1970 cf conceprual atzinment among preservice
and inservice téachers shows that the percentage of persons in «he highest
levels 6f abstract thmkmg drops from 7 percent to 4 percent as experiénce in
professional education increases, In other words, the high abstrace thinkers
cither-drop-ouc of teaching or regress to lower levels, and, furthermore, th

ac lower levels do not increase their Icvels-of abstrace thinking. As supervisors,
we need .10 be- concerned about. abstrace thinking in teachers. Those teachers
who have the abllxty to think abstractly need to be challenged to use it and
seay in. the profcss:on "Those wio do not have that ability need to be stimu-
lated to acquiré it. The supervisor might think of teachers along a continuum of
abstracr thinking.® ~

Y

Figure 8. Levels of Abstract Thinking

Low Moderate High
® Confused aboutthe e Can define the - o Can:think of the
problem problem problem from many

e Doésn't know what
can be done

¢ “Show me"

+ Has one or two
habitual responses
lo problems

-

e Can think of one or
two possible
responses to the
problem

"» Has trouble
thinking through a.-
comprehensive
plan

perspectives

» Can.generale many
allernative plans

¢ Can choose a plan -
and think through
each stép

’I'cachcrs with low abstract thinking ability are not sure if they have a
classzoom problem of, if they do, they are very confused about the problem.
They don't know what can be done and they need to be shown what can be
done, They nurmally have a limited rcpcrwirc of one or two solutions such as

“be tougher” or "give more homework™ zcgardlcss of whether the problem
invulves misbehaviug, underachievement, or uxappropmtc texcbooks.

Teachers' with moderate abstrace thinking ability can usually define the
pmblcm according to how they sce it. They can think of one or two possible
actiuns but have problems in courdinating an overall plan. Fur example, if many
students are failing chemastry, teachers of mbderate abstract thinking ability

[

* For more sophisucated assex..sent of abstract thinking, the reader migh@¥efer

 to Harvey's Conceptus! Systems Test (Harvey 1967), The Concepe Level Questionnmire

¢ Hunt and Halverson, 1964), Kohliberg's Moral Development Test (19585, ur Mednick's
Remote Associates Test (Mednick, 1962),
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‘mighe think of 'cxcating'somc temedial packets writeen at a lower reading level, .
They might then_implement the packers with srudents. bu f2il o plan shead
for such myuers as monitoring progress, alloting enough class time, providing -
other work for the-more advanced students, explaining the rules for using the
packets, and clarifying the need for mose individualized work, The modesately
abstrace.teacher mighe face these additional issues as they occur without having
planned preventive measares, - -

~ Teachers with high abstrace thinking ability can view the, problem from
many perspectivés; (onc's own, students’, parencs’, aidés’, administraters’) and
generate many alternative iolutions, They can think through the advantages

" and disadvantages of each plan and decide upon one, They aliilling 10

© change Yhat plan if the predicred cohsequences do ot materiallye. Wheg
~ planaing, they can judge additional problems that mighe asise and (systemati.
aally provide. prevention. R

Intersecting Variables to'Establish Criteria ~

3 Using the'two developmental variables of level of 1 .zgétr commitment and
s lesel of abstracsion, the supervisor can assess an individua) teacher. The assess.
can b.accormplished with a simple paradigm with two intersecting lines—
- prmitment going from jow to high and one line of sbstraction
\ going from-lowNyo high. Thus, as seen in Figute 9 on the next:page, there are

four quidrantssor boxes that define “fypes” of teachers. OF course, nes .all
teachers' fic &leanly #a18” these boxes, bur the quadrants give a supervisor a

“\teasoned basis for viewing differences in teachers. .

: "\ Quadrant I: This teacher has a low level of commitment and a low Jevel

-« . of abstraction. He is teferted o0 as a Teacher Dropout, He simply goes ‘through

the }rgmml motions in order (o keep his job. He has Ticle motivation for
improv o%compc:mcics. Furthermore, he cannot think about what changes

could be iade and is quite sarisfied o keep the same routine day after day. He
does not sed any reasons for improvement. The causes of sy difficulties are
blamed on others. In this ceacher's view, it is the Students or administrazion
or community thae need help, never the teacher. He comes to work exactly on
time ang leavés school as soon as officially peemissible.

Quadrant I: This teacher has 4 high level of commitment bura low level
of abstraction. ‘She is enthusiastic, energetic, and full of *good 1ntentions. She
desites t0 become a betrer teacher and make her class amate exciting and rele-
vant fo students. She works very hard and usually leaves school staggering
under materials o be wotked on ac home. Unfortunately, though, good inten-
tions are thwarted by her lick of ability o think problems through and sct fully

* and realistically. This teacher is classified 2 an Unfocused Worker. She usually
becomes involved in multiple projects and activities but becomes easily con-

1y
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. ‘ *}:-Flguw 9. Paradigm of Teacher Categories
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. '§ \ . A > ;
i Y. w+x Quadrant il S Quadrant IV o
S . Analytical Observers § Professionals =
T ’ < i
BT , | ’ o E
« Low —— Lovel of Corsmitment _ High
; MY
. Quadrant | s Quadrant il A
A Toac!gpr Dropotts § ) Unfocused Workers . " j
: 4 Low ‘ 3
.2 L . ” *};
. fused, discouraged, and swamped by self-imposed and uarealistic tasks As a
 resuls, sarely does this teacher complete any instructional improvement cffort
AR before undertaking a new one! - ) S y:
. . ) Quadrant m: This teacher has a Jow level of commitment but a high i
- . level of sbstracton. This teacher is the intelligent, highly verbal person who
. 1s always full of great ideas abour what can be done in his own cligsroom, in “
.. . other classrooms, aed in the school as a whole. He can discuss the issies clearly
: and think threugh the steps necessary for successful implementation. ‘This :
L, .teacher 1s labeled the Analytical Observer because his ideas often do not result
~ " in any action. He knows what needs to be done bu is unwilling to commit
’ the time, energy, and care necessary to carey out the plan, : £
Quedrans IV. This teaches has both a high level of commitment and 2 high Ll

level of. abstraction. She ss_the true Professional, commited to concinually

. improving herself, her swdents, and fellow faculty. She can think about the

- task at hand, consider scernatives, make a rational choice, and develop and
catry out an sppropriate plan of action. Not only can she do this for her class. :
room but with the faculty as a whole. She is regarded by. others as an inforrpal U
leader, one to.whom others go willingly for help. Not only does this teacher 4
; provide ideas, activities, and resources, but such a person becomes actively
S *involved in seeing any propesed plan through to its completion. She is 2
Lo thinker and 2 doer. ' e
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Figure 10. Developmental Directionality of the Supervisory Behavior Continuum
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Discussion .

By focusing on the rwo vaziables of level of commitment and level of
abstraction that are related to teacher eflectiveness, the supervisor can begin
to think about individual teachers as developmentally different. Teachers can
be-wotked-with in ways to help them develop a higher level of abstraction and
a higher level of commitment. The supervisor must first begin to work with 2
téacher ac his or her current stage on each of these levels; as gain is realized
thc'supcrvisor can provide less supervisory direction and more teacher respon-
sibii’y Remembering the developmental characteristics implicic in the super-
visory behavior continuum, the supervisor’s is always to decrease those
behaviors that give the supervisor control ovc%rovemcnt of instruction
and to increase those behavices that ultimately enable the teacher to be the
controller of his or her own improvement. This does not occur overnight. With
some teachers, quite frankly, it may never happen With others it may take one
to three years. Some teachiers May ilfeady bé fully capable of self-direction. In
all efforts with teachers, the supervisor should keep in mind this developmental
directionality, as represented in Figure 10.

With such a scheme, the supervisor can determine a starting point for
using supervisory orientations with individual teachers. The Teacher Dropout
is matched with the directive orientation, the Analytical Observer is matched with
the collaborative orientation with emphasis on negotiating, the Unfocused Worker
is macched with the collaborative orientation witli emphasis on presenting
supervisor ideas, and the Professional is best matched with a nondirective
orientation to supervision.
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~:Matching-Stages of Teacher
. ... ‘Development-With Appropriate_
.7 . Supervisory Orientations -

’ "Haj/ing‘ established four qt_mdr_:mti for assessing teachers, the supervisor cn
) judge %tl:;e 'Eépgq‘q‘f ‘practices that he of she needs to use, If the. staff is fairly
uniform in the'fével of abstraction and the level of ¢ommitment then the num-
bet. of orientations to be employéd for effective sufiervision are, at least for the
moment, reduced.. If the staff “is composed of mastly Teacher Dropouts, then

_ the sapervisor might emphasize a directive orientation by giving teacher assign-\

"~ ments. If the staff'is composed of well intentioned Unfocused Werkers or thought- «
ful"Aj‘};alyticgl:Obs‘egvers, then a collaborative orientation of setting a frame-
7. work for-choi¢e would be suitable. If the: composition of the-staff is mostly
T Professidnals, then 2 nondireccive orientation that releases the knowledge,
" Twisdom, and effore of the teachers wonld be ideal. Supervisors would have
an eaSier job if téachers were all on the same levels.-However, we profess-to
live in a society that prizes individuality abave conformity and heterogeneity
above hémogeneity and, as a result, students and ieachers tend to be quite
dissimilar, ~ - ) . . ' ) .
"Rate is the schoo! that has all Pro{eﬁsioxia,ls or é}l Teacher Dropouts.
Rare is the school that has all “fast learners” or "slow-learners” Public school
teachers work‘with students at all levels of achiévement and ability. If we expect
teachers to individualize for diverse populations of. students, then we as super-
visors must’likewise' be able to individualize for teachers. The ‘ideal to strive
for is to enable each teaclier 16 become a Professioial. The supervisor can
work toward that ideal by assessing the current fevels of teacher development,
taking each teacher at his or*her level, and helping the teachier move toward

. L]

the next stage of development. - . :

A typical school might have approximately 5 to 10 percent Teacher
Dropouts, 60 to 70 percent Unfocused Workecs and Analytical Observers, and
10 t0 20 percent Professionals. A staff of 30 teachers. would yield, then, three to
four Dropouts, 18 to 23 in the middle range, and four to eight Professionals.
Therefore, the most commonly used approach with most teackers showld be

.
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the collaborative orientation. This might be the reason why so much writing
in the field of supervision is based on mutual and shared decision making.
The odds are on the collaborator’s side that his or her approach will bé more
successful with most teachers. However, it is misleading for the advocates of
collaboration to use the high percentage as a justification for its exclusive
use. Because a set . of behaviors is successful with 80 percent of a staff does
not mean that one should continue to use that practice with the other 20 per-
cent of a_staff that is finding the approach frustrating, inappropriate, and
failure laden. Teacher Dropouts in a staff. in which the supervisor uses the
collaborative orientation may resist being asked to contribute to shared decision
making. They often sce a supervisor who uses such an approach as "wishy-
washy™ and taking up their valuable time. ‘

On the other hand, the Professionals in the same school in which the
collaborative orientation is solely used may also find their time being “fritcered
away." Why should they continually have to come to mutual agreement with
a supervisor or others who may not possess the competencies and knowledge
of the teacher? The upportunity to challcnge such teachers to think creatively
and independentdy might be drained away in finding consensus. Why limit their
potential to be a resource to others? The point is that although the collabora-
tive orientation is the most popularly advocated one, it does pot help all
teachers grow. Collaboration helps more teachers but it stifles both those who
need explicit, structured directions and those who need the freedom o experi-
ment on their own. Using the directive orientation or nondirective orientation
exclusively creates even greater difficulties. Either orientation might be on
target for 10 percent and leave the other 90 percent of teachers unaﬂ'ccxed or
resentful. No one approach works for all teachers. The goal is to Telp all
teachers become Professionals. To reach that %oal, behaviors of the supervisor
must vary according to the teacher.

v
How It’s Done

Without repcating the procedures and steps exphined in Chapter Three
for each supervisory oriencation, let us consider four brief cases of teachers in
the difierent quadrants of level of commitment and level of abstraction Re-
member Ms. Horvback, Mr. Sangui, Ms. Tilton, and Mr. Donner who were
mentioned in Chapter One? It is time to return to them and use the information
about alternative supervisury orientations with developmental criteria to im
prove their instruction.
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Y

Mr. Donner

-

Bill Donner is in bis ffth year of teaching at Carden Blementary School. For
., reasons unkwown, the local college of education allowed him to graduate and, be-
“‘come cerrified and the previous school administration allowed bim 1o become a4
= senured seacher. The new supervisor has observed. thas Mr. Donmer is perceived
by ssudenis, othet teackers, d parents as a poor teacher. The supervisor agrees with
‘this judgmens. Mr. Donner teaches social studies and u;'énce\lo fourth through
sixth graders, five periods of the day. Bach class is operated in an identical manner.
- He writes on the blackboard the pages 1o be read in the texs and the assignmens
to be doné. Students enter and sit down. He instructs them with, "Your reading
and assignmens are on the board. Ges 10 work and keep quiet.” His paddle by the
side of the desk is used 1o enforce quies. Occasionally be lectares; rarely does he
engagestudents in discussion or other activities. He sits bebind bis desh and grudg-
ingly ansivers questions when students come 1o him. When talking with Mr. Donner,
it is apparent that he dislikes seaching and students. Yes, because of vacation time.

and shors howrs, he plans to stay in the profession. . y

. /

... . Discussion: The Mr. Donners of the world are few.  Yet teachets do exist
who could not care less about their job. They see no ethical problem with
continting (“After all, I give students work to do”). Anything that is wrong

- in tlhe class, whether it be hostile students, failed ests, or tardy assignrqen’ts, is
blamed on the students because they are “lazy and slow” or they come from
such "terrible homes.” )

2

Diagnosis and Prescription: Mr. Donner can be categorized as a Teacher

Dropout, low in commitment and low in abstract ability. To be blunt, the only
o

way that Mr.‘Donner is going to change his behavior is by a supervisor being
forceful The directive orientation should be followed with a clear assignment

£ needed change within a time sequence (refer back to Chapter Three,
directjve orientation). If the changes occur, then Mr. Donner is .to be praised
and 1@ ded; if the changes do not occur, then Mr. Donner should be aware
of the consequences such as no pay raise or even the beginning of proceedings
for dismissal. This is not an arbitrary scheme.to ge: rid of a teacher, it simply
acknowledges thatthere is 2 need for a straightforward and easily, manageable
plan with the intent of improving Mt. Donner’s instruction. The, supervisor
begins small (such as dircting Mr. Donner to establish four group activities
for one class at least once a week or to spend at least 50 percent of class time

away from his desk moving amon the students in one class). The supervisor's .

major responsibility is to see that students are properly instructed, and if a

teacher is not responding to students, theri the supervisor must meet the issue
~ LA

head on. o0

s
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54 DEVELOPMENTAL SUPERVISION . .

Ms. Tilton

Shirley Tilton is in her first year at Roosevelt Middle School. After the first
few weeks,.it becomes apparent thar3he cares deeply.about ber students. She often
stays in at breakssand after school to work with youngsters having instructional
difficslties. She makes home visits and invites students over to her home on weekends. -
She is often at school until 5:00.p.m. working on new actjvities and always leaves .
school carrying a pile of work. At [acalty meetings, she volunteers to serve on .
varions compittees and willingly carries out extra assignments, u bether monitoring

-

the lunchroom or watching another teacher's classroom. She wants to do woll and
eagerly tq/: to please. o 3

On, the other hand, her class does not operate smooshly or efficieytly, There
are many materials scattered aronnd, students become confused about their assign-
ments, and Ms. Tilton often misplaces lesson plans and individual student assign-
yments, The class usually begins in a state of confusion with students waiting and
becoming nossy, restless, and disruptive. Ms. Tilton is constantly trying to keep the
class under control uhile encourdging students to make up their own rules and i
monitor their oun schedules. Ms. Tilton knous that ber .class is not operating
efficiently and, to compensate, she works harder and longer with individual students
and adds more creatite activsties. The supervisor notices that although the students
like her, the majority of their instructional time is spent aimlessly. -

Discussion: Ms. Tiiton does not need to be motivated, she truly desircs

to be a bertzr teacher and to make life productive and interesting for students.
She thinks that she can overcome any problem by working harder, this simple )
thinking is compounding her problem. Her students are confused_about the -
number of choices already available to them. Her striving to provide more
activities contributes to greater confusion. Yet she does not see that it is het
eagerness to create more that is adding to the problem. . .

Diagnosis and Prescription: Ms. Tilton falls within the quadrant "of
Unfocused Workers. She is high on level of commitment buc low on level of
abstraction. She is unable to stand back from her classtoom, define the prob-
lem, and think through needed short- and long-term adjustments. She needs
direction for attacking the problem in ways that she is currently unable to
concelve, )

The supervisor who is responding to Ms. Tilton's needs must provide
direction w4th chosce. He or she needs to observe the classroom and then give )
Ms. Tilton two or three specific changes that might be made. In using a colla- r:
borative orientation, the supervisor clarifies the problem, proposes a few alter-
native actions, asks the teacher to pick from those limited choices, and then
writes down a collaborative contract. With success, the supervisor when meeting
with Ms. Tilton again might provide more choices and press the teacher to
formulate her own actions, For the present, however, the Unfocused Worker
needs the supervisor to offer specific, concrete suggestions from which she can
choose.

/ R
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MATCHING TEACHER STAGES WITH ORIENTATIONS

Ms. Horvback
_ (Ms. Horvback’s case, described in Chapter One, is repeated here to refresh

the reader’s memory.)
. Shitley Horvback is an English, teacher in her swelfth year at New Casle
- High’ Schopl. SE&™i} marvied, has no children, and lives in a high socioeconomic
neighborhaod far from New Castle High. One reason she teaches there is ber
desire 1o help stwdents from. impoverithed_snrroundings acquire.an. appreciation
for literature.” She.is an qvid reader of contemporary and_classical literature and -

 occasionally writes hér own short stories. . o
Ms. Horvback genetally is regarded as a competent teacher. She has a rather
bombaitic manner—of speaking ‘and with ber large, vobust and rangy physical
$aure reates an imposing presence. Many of. her students are afraid of her and
the word is passed guickly to newr uudents that “you \don's mess with Old Lady
Horvback.” Most students grudgingly believe that her clusses are worthwhilé, When
the hard work and teacher pressure s over, students seem to emerge from her class
. as bester readers and wrifers,

- "Ms. Horvback, except for one close friend, is nos libed by other teachers in
New Cmilq. They complain of her arrogant, elitiss attitude. Ms. Horvback conveys
the impression that poor New Castle High is privileged 10 have such a literate person
as erself on its staff. She lets it be hnown that she once was accepted as a .Ph.D.
student in English at a prestigious university and turned it down to teach high
school hére. At faculty meetings, Ms. Horvback's sense of superiority is evident in .
her answers to every schvol problem. She is insighsful, analyzes and proposes
thorosgh' solutions but when it comes to action, she backs off. She can easily sug-
gest what can be'done or what others shouid do to miabe New Castle a better school,
but she is uswally the last 4o arvive at school and the first s0 depars. .

> Ms. Horvback can be viewed as a seather who gess the basic fob done. She
enjoys teaching and her students learn. Her behavior with other seachers might be
sroublesome bt it is difficult 10 fault her classroom worb. The coneern with Ms.
Horvback is not what she pre.ently does bus with what more she could possibly do.

3

Diagnosis and Prescription: Ms. Horvback is one of ou Analytical Ob-
servers. She ‘operates her classroom in a set but.adequate manher. She is high
on level of abstraction and full of refreshing ideas about how hings should be
done in other classrooms and around the school, but she is 4elativclyv Jow on
level of commitment, She does not puc her physical body/ and energy into
making her ideas a reality. There are other Analyrical Obscr/crs even Jower on
comfitment than’ Ms, Horvback who have classrooms that verge on incom.
petence. They know what should be done but simply don? care to change. In
Ms. Horvback's case, she does care about keeping her classroom operating on

* a mainténance level that will avoid criticism or job insecurity. There is so much

ERI

Aruitoxt provided by Eic:

more that this teacher could do for students and others jf only she could be-
come more committed to improving her instruction. This then becomes the
major task of the supervisor.

The supervisor needs to work with a collaborative, orientation that recog-
nizes the intelligence of the teacher yet forces her in% action. Therefore, the

¢
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- 56  DEVELOPMENTAL SUPERVISION . .

collaborative orientation involved in wortking with the Analytical Observer is
different than that required in working with the Unfocused Worker. In working
with the Analytical Observer, the supervisor encourages the teacher to do what
he or she does well, that is, to clarify problems and present alternative solu- |
tions. Then the supervisor presses for a commitment by saying, in effect: “These (
« ideas are great. Now which one of them can we work on for the next two or ‘
. three weeks>" If the teacher tries to backtrack with excuses such as “I don't
o have. enough time," or "Il get to it later,” the supervisor needs to further |
. " press the teacher. He or ske might say, “Well, if you don't have timg to do ali .
. of that, then what part of the plan could you do?” or “I'll help you ‘with the
plan so it won't take up that much of your time.” The supervisor does not
allow the teacher to wiggle out of the plan and, instead, negotiates a commit-
ment from the teacher. The idea is to get the observer doing. The teacher is
forced not only to think but to act. The plan itself comes almost totally ffom the
teacher, yet the supervisor actively works to see that the plan is realistic and
manageable.

A

- e

: Mr, Sangui
Mr. Sangm is in bis next 1o last year at Sunrise Elementary School: Soon -be _____
will be retiring. He has consciously stayed in the classroom, having passed up sev-
eral opportunities to move into administrative positions. Al of his life he has 1
wanted to help youngsters learn. During bis career he has had as students parents
and even grandparents of some of his current students. Almost to a person, former
and current students, faculty, parents, and administrators regard My, Sangui as an
exceptional person. In his last years he still snvolyes lnm:clf with school affairs,
mcorpome.r new matesials in the classroom, holds an office in the local teachers
association, and attends workshops, courses, and professional conferences on bis
own. He bas seen the town population around Sunsise School change dramatically
from that of exclusively middle class to a diverse mix of socioeconomsc, racial, and
ethnic groups. He has responded to these changes by learning about d:ffefence: in 1
students, studying minority dialects and customs, and incorporating individual and #
group materials into the classroom sthat capitalize or multicultural experiences.
Other teachers shake their beads in wonder at the man end often seek him out
for adyice. .

Diagnosis and Prescription: Mr. Sangui is a Professional. He is very .
high on level of commitment to students, the school, and the profession. He is
also Righ on level of abstract thinking. He can assess instructional problems,
has the knowledge of alternatives, can choose and plan steps of implementation.
The orientation to supervising Mr. Sangui should be nondirective. The super-
visor actively listens to the teacher's problems, encourages teacher analysis,
clarifies the problem by paraphrasing and questioning, offers suggestions when
asked, and finally asks the teacher to develop a self-plan.

.
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" - MATCHING TEACHER STAGES WITH ORIENTATIONS 57
T Discussion: ‘Since a Professional has a concern greater than his or her
own. classroom, the supervisor ‘needs to encourage and rely on the teacher's
sbility. A" Professional is an indeperident person who speaks freely for what
is.in. the ‘best ‘interest of all students, even though such ideas usually entail
more personal ‘work. At times, Mr. Sangui might “take on” the whole faculty
when hé bélieves that they are making changes in the school to make life easier
fot themselves: but- which are not in.the interest of students, Because of the .
‘Proféssional’s broad perspective on Educqtiop, independence, and abstract
ability, “he or- she_ often will disagree with -others whether they are parents,
_teachers, ptinicipals, the superintendent, or school board members,
A Professional can be easier to identify than to work with. The super-
visor must acknowledge that here exists a person who is at least the equal of
or supefior to oneself when it comes to instructional matters. To tell a Pro-
fessional what to0 do is to fail to respect. this person’s ability. The supervisor
needs 10 encourage the Mr. Sanguis of the world to contribute thei:; own plans, )
to assist other teachérs, and to be an informa’ leader in the school. Conflicts in
ideas 'with 2 Professional are almost inevitable. Such conflicts should not be
viewed as a threat to the supervisor's position. Schools need more people like
Mr. Sangui, and the way to involve such people is to invite them to share
their yiews concerning school problems. At times, a supervisor might even .
give up one’s own plans when the Professional appears to have greater i
expertise about the matter at hand. The Professional will often make better
decisions than the group or the supervisor. If among the staff there are mem.
bers who have greater insight and knowledge into certain instructional matters
than others, then encouraging these persons to rake a major role in the decision ,
can only help in reaching the goal of instructional improvement. ! :

{

Dévelopment, Not Age ’

Vo aeie

In describing teachers who fall into the quadrants of Teacher Dropont, .
.__ Unfocused Worker, Analytical Observer, and Professional, it is crucial* to
note that development is not a function of age or years of service. There -
are older teachers who are in quadrant one (Teacher Dropout); there are - .
" younger teachérs who are in quadrant four (Professional); and there are
teachers of all ages and levels of experience who are scattered throughout
the quadrants. Neither age nor experience of the teacher is a crucial variable
in determining the appropriate supervisory orientation to employ. Not all first .
year teachers need a directive approach, neither are all 15-year teachers pre;
pared for a nondirective approach. The selection of the appropriate supervisory
-orientation must follow the assessmerit of the variables of level of abstraction .
and level of commitment for each individual.

.
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= __Teacher Development: Further
Considerations for the Supervisor

*W}xcu bringing closure to a book, an author thinks of the many ideas, practices,
and: constructs that have been left out, In this book, 1 have tried to keep the ,
: focu$ narrow. The purposes were threefold: (1) o oudine three practical
) " orientations to supervising teachers; (2) to identify key veriables whpa assess-

ing stages of teach development; and (3) to. show the match .betwpen super-
visory-orientations and teacher stages. Now that those purposes hogfgxlly have,
been accomplished, it is time to bring up some additional information, furcher
applications arid-tautions, and the Philosophical basis for operating supervision
according to developmental criteria.

" "The Complexity of Supervision

“Working with people is a tremendously complicated matter. Every teacher

: has different experiences, personality traits, and_physical characteristics. Further-
~1~ .more;-each-teacher intericts with other teachers, with many students, and with )
. Several superiors, The supervisor, as broadly defined a5 one who has responsi-
) bility for the improvement of a teacher's instruction, not only influences teach-
ers, but'is influenced by teachers in return. To compsund the macter further,
i - the .supervisor is_often the mediator of studenr concerns, school . policy,
i “central office directives, and community/parent expectations. Figure 11 ilius-
trates this relacionship. .

To pue all these combinations of influential variables together would
< — réuleina computer print-out of relationships that would be beyond human
comprehension. Therefore, to view the supervisor and teacher relacionship for
. improvemenz. of instruction according to three orientations’ of supervision
. (directive, collaborative, and nondirective), two Variables among - teachers,
“— level of sbstraction and lfevel of commitment), and four quadrants of teacher
.- types (Dropout, Unfocused Worker, Analytical Observer, and Professional)

2 - does not.account for the sitvational complexic that every supervisor faces, A
S ¢ plexity 17 supervisor faces.
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" Figure 1. Factors influencing Supervisors
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supervisor might have some teachers who defy description within the quadrants,
A given teacher may be an Unfocused Worker when it comes to teaching
science and a Profelsional when it comes to teaching English. A . supcmsor
mighe work in & school where the ceniral office dictates that all supervision must
e collaborative. A local school migh exist in a community where fife is totally
fee wheeling and independent or totally structured and regimented. In other
words, Supervisors must tead and apply the concepts and practices of this book
that are appropriate in their own situztions. There will never be a prescriptive
guide that tells supervisors exacdy what to do in every situation with évery
_persod to be successful.

If professional judgment or situazional complexity is so important and the

practices adyocated in this book are simplistic, then the reader mighe ask,. .

*Why write the book in the first place?” leis because supervision is so complex
that there is a need for wrying to underseznd what is going on in schools and

with teachers so that we can determine supcmsory starting points for.imptov-

ing instruction. To sy that complexity is bewildering and incomprehensible

is to negate our rational sbilitics to make sense of this world and act accord:

ingly. As supervisors we can admit our inability to know everything—but ylso
admic that we do know something and thea use our knowledge to improve
instruction for students, We can never understand o/ but we can understand
some, and it is using the some that enables us to hink, to plan, and to work

purposefully with cmc{cﬁ,
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FURTHER CONSIDERATIONS 61
F .

. v

The Qucstxon of “Ffex"

Supetvisors are being asked to move beyond one v.ay of s\o:kmg with
teachers and fo use several otientations according to individual texchers. This

-

“is the same position that Zins {1977) makes when concluding his study on’

three mode!s of consultation. “In view of the finding that teachers Jhave

’ dnﬁ'erent preferences -for models of consultatign, consultants need to be aware
S of. thiese preferencés and flexible in respense to them."

!zeccmly co-authoted a2 book (Wolfgang and Glickman, 1980) that sug-
geseed eight-models of atscnphnc that teachers could draw on 1o salve beha.
vioral problems. The mdst consistent criticism of that book has been that
teachers cannot be proficient in all esgs: muodels or styles of teaching, that
most humans are limited in their capacity to employ a range of behaviurs,

If the premise is accepted that a person can only be proficient in one ot

"two approaches of opemmg with people, then there are grave prublems not

only with employing “supervisiun utientations acording develupmental dif-
ferences in teachers, but also with sclcumg, teacher appruaches to meet develop-
mental differences in s:udcms The question of whether a supervisor who has
a set disposition towards Supcts sing teachers wan become profiuent i mote
than one. style of operation is critisal and needs to be reseasched. 1 have used
the word “flex™ to mean the degree that a perspn <adf vary his ur hee behaviors.
Obvicusly, a supervisor wm leats to vary his or her style, Perhaps it's untealistic

" to expect a nonditective supervisut tu become proficient quickly in the uppusite

behaviors of ditectiveness but it's not as unrealistic to believe tha he o she
can acquire the skills of collaboration which incorpurate sume of his or het
alrcady present behaviors, Eventually, with the practice of collabotauon, the
supervisor can begin 1o learn directiveness. The same can be predicted for the
directive supeevisor who would more casly learn and practice collaborauon
prior o nondircctiveness,

To my knowledge, there has not been a great deal of research on how mudx
"flex™ a person can acquire 1 urge supenisors who are now walling to ty out
the practices described in this bouk to infurdh me of the tesults of theie cfforts.
I also urge rescarchers o study the human Tpacity to acquie sarying styles
of thinking, behaving, and living.

The Philosophical Premiz= for Developmental Supervision

" An advocacy of an educational pracuce, whether tegarding astruction,
management of students, cusriculum, or supervision of staff, has beneath i a
philosophical assumption of ahat is “goud” education. It 15 imputtant for the
reader to undersand and acorpt the phiosophical implications of Des elop.

. mented Supervision befute embracing and wsing the practie Developmental
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62, DEVELOPMENTAL SUPERVISION

Supervision is detived frum an eduwatiunal philosuphy of prugresswism, Leata
ing is the result of acuvely puting «deas and knowledge o wark in the real
world. Knowledge for ity own sake is not the highese priotity par is ==lf- »
knowledge for one’s own bersonal sake. Jostead, knowladge thaie enables in. N
dividuals to act withi others inways to improve the conditions of all is of greatest
imporwance, As Flymier (1977) wrote ™. . . the individusl {s the end, subject
mattet is the measy, and society is the tesult” Social jnteracuen 18 thetefore
valued as the primacy means to testing and exploting idess. .

Developmental educativn is premised on invanang suge cheory. All indi-
viduals move thicugh s _sequence of stages in the phygial, motot, cognitiye,
social, and aesthetic dumains, The rare may vary and we may prugress mote
napidly through some dumains than_uphets. We Ju nut teach the highes? sages |
unless the envirunment (of peuple snd matetials, o3 suppuniae and sumulating.
The ultimate aun i3 w0 guide mdivduals to teach thase stages which enable -
them o be sélf relant and idependent, and tv aut upun intetests of people that :
aanscend theit own The purpuse of 3 xhoul 3 to secognize the differences .
in people, tu instnug awurding to adividual Jifferences, o group studeats
snially so thatdugher and diverse the. ag s always present and, finally, ro
assure that teachers as welf a5 students wounue v dhange and grow. Individu:
ality coupled with comgmn for helping sthers o the goal, conformicy of gelle
aggmandizement ate x‘;:\m.thc:u of develupment The supervisut muost wutk
with teachers i the same Jevelupriental manner that teachers ase expested to
work with their students. Samesess and enditmay of approszh are out Indi-
viduality with socul responaibitity 1sin -
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