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'or ten years, the Teacher Corps Project has been operating

he Edgewood School Disérict, utilizing districi, university,
= ~ 1]

omsunity resources toward the development of.a better educational

m for niﬂority and low-income children. Although the project

chauged in focus and struc:ure over the years, the goal. has

i i B B s
s remained the same. S - )

=

eacher. C;rpg Program '78 pi’oviéedg a change ird the cperations .

he proiect by réquiring- the institutionalization of those .

ities which proved most successful and beneficial to the

J—

lization process has beern described as the existence of items

'zszitazimi buége;s for particular aczivities or other similar

cial cmitmts to assure the continuation af the desired

ities. This manual is an example of the kind of acrivities

istrict intends fo institutionalize.

n the5 federal guidelines for ihsﬁtuti&naliz%:ion, N héswe;;er,
is no mention of the role of the individuals who experienced
:activities and of their importance to the success of the
;utisnéiizatién process. !‘!31;3315 can be developea and materials

ibuted, but the individuals who choose to use them are the

ce of institutionalization. Many times, the institutionalization

s¢ has occurred at in informal level long before zl;e formal -

tance - of any activities by the Board of Trustees and the

istrative staff of the Central Office.

erein 1lies the importance of the Teacher Corps Project.

§ £'7 " individuals to be exposed to the procedures, processes,

ERIC : ,

. - - ¥ —
ict and to Trinity -University. Evidénce of the institu-



'
[}
1

[ ideas that are described in this d‘ocument, and it has provided

-

hanisms for staff to institutic;nalize them in their own individual

stitution”, whether -it be their classroom, their department,
\ k

- = ‘ig
their school. This is the type of institugio:\alizatien that

most successful, because it occurs at the “top” and the "bottom"

. :
the hierarchy simultaneously. -

This document -is one of the many legacies that Teachér Corps

ilef; for the Edgewood District, and it will facilitate the
- : : . : .
tinvation of the products and processes that have proven ‘useful

r the last few years. The impact on individuals of the learning .

sal will prove, in the long run, to be the true institutional—=
. - I A

]

tion of the Teacher Corps Project. ' .

F
-

James R. Vasquez,

Superintendent .
Edgewood Indepeiftient }
. . v - School District e
. : . % . )
3
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o
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Chapter One.
THE LEADERSHIP TRAINING MODEL

Jessica B. Leslie

- ,I;n;tadu:ctiam
The Leadership Training model was developed by the Edgemd

in&penaéeﬁt School D;stric:l'f:inir.y University Teacher Corgs praje;t -

- %

‘. as” a response to the need for t.ranung :eachers to be leaée:s iﬁ

gféiessianai éevelegea:. During it:s association with Tezﬁtez -
£c:p§ the Eégmé 31;:1‘15{ revisgé i.:s prefessiasal deveim; )

7 'gzggfa ko iﬁiﬂé& a sahﬁaisbaseé cmmﬁt, ze}.ying hg;gi;y | B

et mealszeaent 'ﬁe §eaz:iaers* ’ srele in pf@fessmaal éwei@—
m: reqaiféﬁ new £raiﬁi§g, ;hetefetei, the Ig’ader-ship Trazgii—ng
. was ,é;vzseﬁ to take care of this need. . =-

-

- ?gfgsimi Develo —:}, JHodel

The Ffﬁfz%sim} éﬂem program is s¢ha§1~bss£é to iﬁsﬁze'

- 7:1:; se:ive gat:itigatisa of :gaekefs in its design and i@lenentaziaa‘ =

- this "model, pfafessieﬁal growth apyrottuaities are coﬂimij,;—
= gféviéed tizi-aﬁghwt the year as opposed to employing .a é‘aaé-s?é;“ :

approach to tnduce change and improvement. A Pr?:fes#icn%l Development
Comnittee is organized at each school in the district. It consists
" of the {irstructional support teacher, the princ'ip#i, counselor,
grge'athgrs; ‘paraprofes: nals, paéa;s and students. The c;mittée’s

 two major goals are to design and conduct a prafgssianal development

- program spicifizaliy tailored E—érrzhe’ school and to create a school

climate program.

i

At the beginning of the school year, committee members, using




a variety of techniques, 'gonduc:}a needs assessment to identify
,inservice pr'iorii.ltjes. Utilizing the results of the needs assessment,
the committee devises a professional d;eéelopment plan fc;r the year.
Events are generally scheduled in the fc:m of workshops, demonstration
/ teaching, shsnng sessmns, curriculum writing, and revxewmg new
. ng;erials and :echazqnes;'—— gg_reful evaluation procedures are conducted -

and tevi.-,wgs made as. needed. T A

. b -
Frniessienax growth _ is also prov;ded through individual aaé
graug ca,asultagiﬁn aué persanalized clinical supervision. Ihese

. are éescriﬁeﬂ in more. ée:azi in the next section.

7 " THe school district iden:ifi'ef{ one outstanding teacher at
fg?:h campus to serve as the instructional support teacher at that
" school. The sugiper: teachers are relieved of their teaching duties
tféf the - year se——{hst they can spend 100% of “the time acting asrr

sxgpport persmmei tod r.l;e teachers, while emphasizing prafessiaaai

gfmh and instructional improvement. The support teachers are

charged with the responéibiii:y of designing a professional develop-

. ment ptogi‘aa in the school to which they are assigned, ut‘iliz-ingj
tea’ébez: participation ’and collaboration. Their specific duties
- consist of serving as chairperson of the school's Professi;;aal
Bevelcpu:eﬁt Committee, conducting workshops, providing individual
and group conéul:a;iaﬁ, and offering clinical sépervision.‘ The
following is a description of each of the duties.

When pfevid_ing consultation within the sctloel; the instructional

support teacher acts as an empatheric listener who heips teachers

solve their own problems. The support teachers are not counselors,

E
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N 5

nor should they be viewed as having all the right answers. Instead,
the support teachers serve- as facilitators of problem solving.
They .are trained to help teachers clarify their problems or concerns
;nd devise, strategies for solving tﬁem." fhe support teache;' is
there to motivate, praise and encourage teachers to share their

E 3

talents. The consultation role also is deeply embedded /in’ the
other duties, such as clihiéal supervision and comg}fgg; work.

The support teacher also provides clinical supervision to
teachers upon request. Supervision isl an effective way of indi-
vidualizing professional growth, and it serves as a suppleme;tal
activity to group events. Clinical supervision is not to be conf;sed

3

with the principal's role of evaluation; rather, the support teacher

only acts in a supportive manner, as one teacher to another.

If- a teacher asks for this type of assistance, the support teacher
. <

and the classroom teacher meet in a preconference session.

AThey discuss what it 1is the teacher wishes the support teacher

to observe in his or her classroom. The arrangements are made,
3 e . ' -
and the support teagher visits the.classroom and simply observes
what occurs. In a post-conference session, ~they discuss what
[

the teacher wishes to change and the method for achieving the

change. A plan is devised for successfully accomplishing the

task, and further observations are scheduled if necessary.

Acting as chairperson of the school's Professional Development
Committee, the support teacher organizes it and supervises the
meetings. The committee is respoﬁsible for designing and implementing

the school's inservice ‘program for the enti%g year. The°committee

—— .




. . . -
_ consists of the principal, counselor, grade-level™i teachers
- ¢

PRy

department chairpersons, a parent, student, paraprofessionalg,

i .anq a teacher from the suppog'tr areas, )such as special educét'mn

or the bilingual program. : . * .

At the, beginning of the school year,” the committee conducts
a needs assessment for professional development. The type of
4 . ~
needs Essegsment\ conducted varies with the choice of each school, -

-

&
: but tke committee members often utilize student athievement scores

and teachers' ‘needs as the basis. ,_ They list the weak academic .

7 areas exhibited by their students and then categorize and prioritize

J:hem.’ They combine these with perceivea teacher needs  and devise

a-Nist of workshop topics for their inservice program. The topics,

are matched with the ;vailable early-release and monfthly int:vice
{

days, and the inservice plani is finalized. Each workshog and - -

- . -
, inservice activity 1is carefully documented and evaluated. ‘The

results, 1in conjunction with informal “comments by the teachers,

In addition to designing. the inservice program, a second major

emphasis of the Professional Developmént Committee is the analysis

are used in revising and improving the inservice program..

of sgj_hool climate. During the Leadership Training, each 1n§ti’uctlonal .

éupp'ort teacher is trained in developing a questignnaire éor assessing

the school climate. Individual s'tudent, faculty and parent questio:n— “\
_/na,iresa are developed by the Psrofe\ssional Develo;nTe;E' Committees

at egch s<.:h001; They are administered earlyr in the school year,

énd the committee tabulates the results and makes them available

:to the faculty, students and~parents. Utilizing the results .cf
l .

£

£
i
-

the survey, committee 'members design a program to 1mpr3ve the

PR : 4 5 !




. - working armosphere of the school, focusing” upon the stronger points
. ) - .
- as well as the- weaker ones. Near the end of the school year,

2

the same‘questionnhire is readministered, and the ccmmittee analyzes

s the results, noting the imprbVem&nts made and those still needing

. ‘attention. The prétest/posttest format allows for the redesign

of the school climate_ program for the.follewing'school year.

-~

iaadetship fraini

role, Teacher QArps devised a training program for them, entitléd

-

- _Leadership Iraigiléé ‘Staff members carefully ;xamined the support

= -~

v

‘ :Shchgr'g role description and duties to det;rgine the skills.
requi;ed'for the‘job.‘ 1As described éarlier, needed skills .centered
around peer assistance in the fbfm of classroom supe;vislon, wor?-

) shoés, and consultatiéﬁ. The 'tbﬁics chogen_ for gﬁhe }Leadership’

Trainifg wefe consultation “and: Cormunication’, - leadership stfle

and 'skills, professional development b:océﬂures, workshop design,

v .. To assiss\ the instructional support \teachers with their new

. . ' \ )
. _etlinical supervision and group facilitation., These -are dgsc}{bed

in the following sections. .

. . Professional Development .
In the workshob' on Professional Development (Chapter Two),‘

the 1nstrucq}onal support: teachers receive background ‘information

~oh professional developmeﬁi. _ They examine a synthesis of research

- -

- e

on characteristics of effective staff develapmeni programs .and

[‘ compare the findinés "to the modgl program currentﬁz in use.
During this session, the SUpéort teachers also learn methods

for supervising their school's inservice program through group

| XY
iy

\



effort and joint planning by the faculty. They learn how to organize

.- a Professional Development Committee, insuring representation
of ail school personnel, and how to conduct productive meetings.

‘They also learn needs assessment techniques from which the results

.

form the core of the inservice program.
\

Consultation\Ekills

| . The workshop on Consultation Ski?\ﬁ\ (Chapter Three) focuses

4 . 3
upon three areas: - process consultation, communicatior skills,

°

and problem- solCing; The support teachers are trained in the

A

process consultatiof model to use with teachers who eipress the

WO L AR

skills of- problem solving so6 that they can assist the- teachers
. . - , —_—

in sof@ing:their géﬂ problems, not in solving them for thé teachers.

; Thé‘éupport teachers‘é}@ also given the Qpporyﬁnity to practice

gEféﬁi;vg communication skilis; They lgafn the use of attentive
= - . ‘‘listening _and facilitative ré}ponding to help keep. lines of coms
. . » o - N

munication open and flowing freely.

The consultation skills presented in this workshop are extremely.

-

important for all of the duties of the instruct;onalﬁ%upport teacher,

: nof just for the sole purpose of .consultation,/ They help him/her

-@ .
- : become 3 better leader, group facilitator, communicator, and clinical
- superviso}. -

y -

Group Facilitation- -

need Eofi assistance with a particular congcern. They learn the -

Because —the disTTict™s professional development model relies
upon teacher involvement, the instructional support teszhers spend

h @ great deal of thegy time in committees and groups. The purpose

. /
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of the Group Facilitation workshop (Chapter Four) is to provide
the instructional support teachers with skills for working with
these groups. The other workshops focus primarily on individual'
skills, whereas, this workshop is designed to aid the support
teacher with collective efforts.

In this session, the ctonsultant describes group dynamics

and processes. The support teachers learn which factors inhibit

~—

group work and wh{dh factors foster it. Positive interaétion
between the §group memﬁers is extremely ‘imﬁortant, and effective
communication skills can enhance positive interaction. The support
teachers learn the necessity of omaintai;ung good group relations.

Also of importance is the' concept of group processes. The
need fog active involvement of all group members is emphasized.
Several techniques are demo::trate&. gsile active particip#tion
is crucial to the group's success, processing the activities is
alsé imporrant. 'Prqpessing an activity enablgs the* participants
to reflect upon the purpose of-the activity and realize its practical
aapplication to realJ life experiences. The ‘E*D*I*T* method of
activity. processiné is presented to the support teachers in this

workshop as a tool for working with groups or committees in their

school.

- Leadership Skills 8

The Leadershfp Skills werkshop (Chapter Five) provides the

opportunity for the instructional support teachers to analyze

their Style of leade;ship. Each participant completes .2 leadership

questionnaire and examines the scores in "each category. From

\

-~

the results, they can obtain a reasonabFe picture of their leadership

style.

i N
Y Y

~—



The theory of situational leadership states thaé no one style
is perfect ;or all situatio?s. Certain types of leaders perform
more eff;ctively in certain kinds of situations. -The support
:e;chers examine their job situations and compare them to their
personal leadership style. They are able to predict how effectivély
they will operate in their new situations. Adjustments _in their
style and/or situations may be possible.

Although there is no one "best" leadership style, there are
particular ieadership behaviors swhich are effective for mést

situations. Concepts such as delegation, goal setting, time manage-

< presented to be support teachers. They are given the opportunity
to practice these skills in simulated settings and role playing

situations. ’

Clinical Supervision

growth activities for teachers 1is clinical supervision. It is
most effective when separated from the task of teacher evaluation.
The support teacher in each school has no involvement'iinr teacher
evaluation; this 1s the principal's role. Therefore, it is the
support teacher who can offer meaningful professional dévelopment
throughs the use of clinical supervision 16 a nonthreatening manner.

When evaluation is not connected with classroom observation, the

teacher is free to concentrate on personal improvement.

F
ment, organization and planning, and motivation of others are

A very productive method of 1individualizing professional -

a

-y

KU TN RO

- .
.

The consultant (Chapter Six) teaches the support teachers
a modified version of clinicdl .supervision. It consists of three

majorrsteps: (1) the pre-observation conference, (2) the claggroom
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visitation, and (3) the post-observation conference. The partici-
pants practice these procedures in video-taped, role-playing sessions
during the workshop. An assignment is given in which the teachers

are asked to provide one supervision session to a teacher in their

school, When they return t6 the workshop, they share their experi- -

&)

eénces and receive feedback., Further practice sessions are provided.

2

Workshop Design ;?

when the Professional Development Committee designs its

inservice program, it usually includes workshops as one type
of planned” activity. Many of these workshops can be conducted
by the.teachers or the instructional support teacher. A committee
may need the expertise of a'support teacher from a different school;
therefore, the schools can "exchange' support teachers fo; a workshop.
The purpose of this workshop (Chapter Seven) in the Leadership
Training series 1is to - teach the support teachers how to design
an effective workshob. ‘

There is a difference between a workshop ''design"” and a
workshop 'plan." A workshop plan usually consists of a series
of events; whereas, a workshop design is thg overall schema of
the workshop--its goals, sequence and pacing of events, evaluation
procedu;es, etc. The support teachers learn the. six~step procedure
employed by Teacher Corps in des;gning a workshop.

During this session, the participants are wurged to create
workshops whicﬁ serve the specific needs of the recipients by
carefully , specifying othe clients to be served and the problem
or topic to be addressed. Setting specific objectives and selebting

strategies appropriately matched to those objectives are presented.

.
I'4




- Other skills covered are the use of an experience impact analysis :
. to judge a specific activity’'s potential for producing optimal
learning, pacing of strategies, processing each activity, evaluation

techniques and providing followup assistance. é

The professional development model deveioped by Teacher Corps

Summary and Comments

is one which requires teacher involvement. Each school has a

a committee which 1is responsible for developing its inservice

[H

prograﬁ. The instructional i;;Lott teachers play a crucial role
> in the support of professional g{oyth for the teachers. With
the process of teacher evaluation being severed from teacher improve-
ment, the teachers are more open toward professional i@provemént.
' The use of peer facilitators also creates a more aécepiing atmosphere.
One of the most critical aspects to insure the success of
this profesgional development model is the creation of an informal
network betweeg the instructional support teachers. They have
a difficplt task in that they act as- support personnel to the
teachers and to‘the principél. They must gain the trust of both
" groups while not violating any confidences. At the ‘same time,
they must perform their duties as effectively as possible. This
type of middle position re;uires a great dealu ;f professional
integrity which must be maintained at all times.
The network established between the support teachers consists

of informal meetings and written communication. The network provides

the opportunity to meet together and exchange ideas, problems

or concerns, and solutions. It allows the support teachers to
. share techniqdes which have been successful for others in the ) N
10 .
r 1 by 2
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same position, which is especially significant when dJdesling with
an entirely new role. One of the more important results from
the use of- the network has been the continual motivation and support,

that the instructional support teachers give one andther.

N




Chapter Two

A PROFESSIONAL DEVELOPMENT

AY

Jessica B. Leslie

Introduction , \\ \

The major function 'oifi’i:he ,iqitructional support teacher is
to provide for group fand 'iﬁdividuali;;—{i»—7pf‘ofes_s>iprtital developm;ant
acti‘vities. Teacher involvement in developing a.school;;as\e-d"’pro{grs:
sional development program 3 a major aim.- Through the u;e of ~—
a school committee, faculty and staff wuembers determine their own
» needs and the methods by which these rieeds will be met. The inserv.icbe ?' i
activities deéignated by the committee consist_ of both“gr?up and
individualized plans. A The support teacher aiso meets personalized
growth needs through individual consultation and clin'icéal supervision.

- -
The purpose of the Professional Development ‘training. session

is to teach the support teacher systematic techniques for developing
a coll:aborat:ive é’rofessional ?ir;exyélopmqqc prograin for the school.
Consultation skills and clinical’ supérvision are covered in other

chapters- in this book. The support teachers are given background

L4 +
information on profession:l development based upon current research.

They examine c;riteria' of effective staff development programs and

v:, apply them to their situations.  They 'also "learn how to organize

and conduct committees, needs assessments, inservice programs,

-

evaluation plans and school climate programs.

-

Professional Development I;qurch

&
R

g

Research on professional development programs reveals numerous

characteristics which are most effective in accomplishing objectives

and creating a positive, motivating environment. These are based

o 12
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.

i

5. -

6.

9.

) 11"‘, .

12.
13.
la.
15.

16.
17.

18.
19.

20.

upon the research listed in the bibliogféphy for this chapter

<

i i &

<

and are listed below as presented to the participants.

Chargcteristics of Effective’
Pasfessional Development Programs

Relevance to specific teacher and student needs
The use of internal or local resources

An °f8§§1§edv systematic approach to program design, imple-

- -

mentation and evaluation

»

Accomodation of individual diffe;énces

o A

0pporcun1tie§ for self-corraction and self-instruction

.

Flexibility i
i ' _ N ‘
\77\\Agfive participation of teachers in decision-making and imple-

— Sy :
mentation T—__ e - -
’ \\-—__\ -
Group efforts in planning anaﬁiamiﬂisggzipg the program ’
~\\ T
Intrinsic motivation anu incentives T

—_—

—

Enph;sis on demonstrations, supervised :ra11§ and';feedbacé
Adequate resources and time

Attgnf?on to accicud;s as well as skills
Teach;fs providing mucua1 assistance

Thorough followupiprééedures
A )

The  use of formative and summative evaluation procedures

-

Developmental, concinud%s, long-term, growth as obposed to

[

shorﬁ-tefm, "one-shot' approaches

Activities occurring in the, setting in which Tearners normally

work R »
Observation of other teachers -
Support and involvement of the building principal /

Functions of evaluation and training are cledrly separated

-

13

~
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21. Regular proje:ct meetings to review the program
22. Needs assessment on a personalized basis -

23. Personal commitment of those involved

24, School-based; decentralized

25. Teachers free from threat of failure

During the 'presentation' of the effective characteristics

of staff development programs, the instructional sﬁpport teachers

discuss and comment on each one. They apply the research findings

to the professional developmgnt model currently in use in their

P
it

s

district. : L

- i “"5‘
- QR
T

The hoféssiml Develqp-gnr Committee

One method by which the instructional support teacher can

elicit teacher involvement is through _the_ﬁse of a ’schqol Professional

.

Development Committee. The committee contains ai'i‘%presentatﬁn

of school personnel” who remain in close contact with those persons -
. £ H

not on the committee. It is the committee member's obligation

-

to receive input from nonmembers, assuring that all persons have-

representation on thc committee. All plans devised b;' the committee -

are to be approved by the entire Eacuity.
o
* Varying, with the individual school involved, the committee

" generally consists of_'ten members: the principal, an assistant

-

R

ener{tary level), subject area teachers (secondary level), teachers
from ¢ support areas (e.g.,:special education, Title I, Title
VII, etc.,)\ a gataprofehssional, parents, and students (secondary
levelr).' When addeessing the school climate issue, it is recommended

that a cafeteria worker, a custodian, a bus driver and the school

~ 7 .

i

é -
principal, counselor, an intermediate and a. primary teacher
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nurse be included. The instructional support teacher. serves as

chairperson of the committee. Committee members can serve on a

voluntary basis or be appointed to the position. B.ach member 1is

=

responsible for representing and reporting to "a particular group

~ of persons. For example, the primary teacher is responsible to

LY

évll of ‘the primary teachers; the cafeteria worker is responsible

o

‘to all of the cafeteria personnel; and the principal or assistant

_ principal is responsible to the entire hdministrative staff.

Th@pprgose of thée Professional Development Committee is to
gesién a professional ‘deveiopment and school climate program for
thes school ‘eaqﬁ year. The functigns of the committee should - be A ’
clearly stated in writing to each of its member¥. A sample of
the funcj:’igns used h’y one school is listed as :géllows:
1. To —::or!k collaboratively as a team to dei:emi_pe specific needs 4
7 for professional development. |
2. T‘o design, vimplement and evaluate the professio il development -
program for faculty and_staf\f members of the school.

. N o
3. To ‘assess the current school climate as perceived by faculty =

and staff, students and pa;;nts.\ .

4. To design, .implement and evaluate a program for -the improvement

of the school climate.

-

S. To act as a representative body for all personnel in the

.

school.

‘Needs Assessment

.y ‘
There are many techniques for conducting needs assessments

xi?: o o
and many factors on which to base one. Many of the schools using

the Teacher Corps model chos€ to base their assessment upon two :

28
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factors: student needs as indicated by student achievement scores

and teacher needs as indicated by an informal survey. The committee

reviews the students’ achievement gscores by grade level. They
[y

prioritize the academic areas needing attention and -match them

with teacher needs. In the case where the teacher neéds do not

correspond with student achievement areas, the teacher needs are

-2 .
.

listed separately on chg/ﬁé;ds assessment form.
In order to accurately interpret .the achievement scores (the
California Test of Basic Skills, in this case), the following set

of simplified definitions 'is provided.
o -

Interpretation of CTBS
" Computer Printout

>N= >The gotal number of s;udents taking the test.
RS= Raw Scoré

The totalzﬁumber of items answered correctly.
§S=  Standard Score e

A single scale of standardized scores (converted) to diloy

7Eoﬁéafi§5ns across all levels of the CTBS/S. The scale ranges

from 0-999 and enables the user tc chart a student's growth
_ . y

from the beginning of school through grade 12.

GE= Grade Equivalent

A score which gives the grade level functioning of the student? )

S

N%= National percentile

‘ A score wﬁiéh‘ indicates where a student 1§ functioning ;n
" relation to the nation as a whole.

ST%= Stanine
‘A standard score using 'diqg units and based upon‘ the raw

score. Its 1ncerpretat16n is as follows:

.16
b )
. &3




9-highest leve f—top 4%

8-high-next 7% lower .. .
* 7-uwell above average-next 12% lower i
6-slightly above average-next i7% lower ,
S-average-m;.ddle 20%
4-slightly below | average-next 177% lower
 J=well below_average-next’ 12% 'lower B i
2-low<next 7% lower . -
1-lowest level-bortom 4% ' o . .

— R - . .
b -~ - -

By examining the mean CTBS achievement scores, committee members -

“are able to list.the wraker academic areas of the students. - The
- type of score used (RS, SS, N%, etc.) varies by the choice of each

-

committees For .p‘urposes of simplicity, the examples pre;se»nt.edr
in this chapter are based upon the national percentile (N'I.'). Once
the areas of student ne;d are identified, "they ;re matched with
Vpaerce‘ived_ teacher needs obtained_ through an informal ;ur.'Vey. The
result is a lis’t of topics requiring “attention through various
methodsv. For example, ;la;'ger-sc‘ope probleu.ts,such as low mathem;tics

computation scores in all of the primary grades could be handled

by a workshop or series of sessions on this topic. These could ,
be followed by demonstration teaching to illustrate several teaching "%

technifues. Problems of a smaller scope such as the need* for clags- | 5
‘ ; #

room manage{nent techniques by one or two teachers can be addresged —=*

through clinical supervision and/or demonstration teaching.
Consider the folldwing fictitious set _of CTBS achievemenr

scores .in conducting a needs assessment.

©

17 - .
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Lakeview Elementary

. Grade 5

Read i\.:l Read Total Ma tlr.: Math Total

Vocab. \ " Compr. Read Compu. Appl. Math

N O 133 133 133 133 133 133
RS 22 26 . 48 - 57 11 . '68

' ss 433 463 440 589 409 439
N% 33 ¥ 35 " 68 25 . 37
ST9 4 4 6 6 4 "

-

= .-

In this set of scores, “all of the areas listed 'above can be

considered as weak ones, with perhaps "the exception of @athemé;ics .

computation which,~_according to the stanine score, 1is slightly
I -

»

above average. Upon examining the national pércentiles; a list, . .-

3= « N
proceeding from the weakest to the strongest area, can be devised

as indicated on the needs assessment form in Figure 2.1 and also
A L

= -

in the list below. ) o "*"

~ Grade S . N ¢
1." Math Applications - 25%
2. Reading Vocabulary --‘33%- e e

3.. Reading %@réhension‘ - 39% . : “

The inforﬁza-l—survey of the fifth grade teachers reveals that
*
the following topics are?of interest to shem for including in their

professional development program. When matched ™@&th the student

»
-

.

STUDENT NEED: \\ TEACHER 'NEEDS
, ¢\ -

1. Math Applic ttén\s/- 25% - . 1. Techniques " for -t aching

' A ) word  problems in math.

ne_eds,’ the comparidion appears as shown below: )

-~

B

Yo
i




- hd

. i 2.
e
- ST — e
. ‘ I
2. Reading Vocabulary - 337% ° 3
3

. 4,
' i
a

:

. 3. Reading éomprehension - 3§Z' o

. - ‘ 4 .
* 5.

Problem  Solving,

t&pes in math
reasoning). ‘
Techgiques for
oral language
Methods - for

reading vocabﬁlary

of  all

(logical

‘improving

]
.

improving

(no-match by teachers)

Discipline techniques
i - -
‘A for the classroom
',\ . ] ~ B
. ~ . RN
\ The same type of comparisons_'ggn be done with each grade

\-
K .

and ‘teacher needs.
onal

Develcpment Committee

mean achievement

s¢chool may, score low 1in numerous areas.

at 8_’

schoolz:is\\gllustrated in Figure 2.1.

fictitious

+ level so that the committee has an overall profile of student

elementary

Thé' first section on the

! form contains a comparison Jf the student needs acqogdingngi- the

scores and the/ teacher needs assessed through

spent on profes§10n81 developménf is not adequate for treating

all of the needs identified, committee members will have to select

a few areas in which to plaqevhigh priority and‘proceéd with their

.

. R
inservicz plans accordingly. Section two of the assessment form

a

-designates the selected priorities, -and section three contains

, ;hév inservice schedule. r

fEﬁgt when faced with many areas of need, many school personnel

2

A sémple needs assgéﬁment conducted by the

an informal survey. In some ses, the students in a parifcq}ar .
- T T~

If the amount of ti@ei

Teacher Corps staff members have found

schedule inservice events on days in addition to the ‘time set

B

-

-
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. - .

i. Areas of Need °.’

) STUDENTS:
1. Letter Sounds - 22%
2:. Word Recog. - . 31%

3. Language-crammar --33%

.

’ :'
. . GRADE -3
STUDENTS :
-
. Read. Vocab., - 32%
2. Read Compr. - 35%."

J. Language Mech. - 44%

w

ERIC

™
-}

GRADE 1

»

1.
2.

3.

. L.

2.

1.

3.

e

TEAGHERS:

FIGURE 2.1

. NEEDS ASSESSMENT FORM
.LAKEVIEW ELEMENTARY

Techniques in~Phonics
Improving Reading

Vocabulary

Improving Oral

Language

Language Experience

Techniques

.

TEACHERS :

s

Improving Vocabulary

»

Improving grammar

STUDENTS 4

Math Appl. -

GRADE 5

25%

Read Vocabulary - 33%

Read Compr. -

39%

.

1.

3.

2.

3.

4,

5.

STUDENTS :

Word R%;g.‘

Math Compu. -

6 .

STUDENTS :
Il AL TR

GRADE 2

35%

‘2.Q.L34£uage Grammar - 427

48%

" GRADE 4

Read. Vocabulary - 417

Math Compu. -

..Math Appl. -

TEACHERS:

Techniques for teaching

44

48% -

math.word problems

Problem Solving (logical

reasoning)

Techniques for Improving

Oral Language

©

Methods for improvirg
reading vocgbulary
Disciplthe Techniques

<

Improving Reading
Vocabulary and Word
Attack Skills -
Improving Oral . -
Language ’

Discipiine Techniques

TEACHERS: g _
Improving Vocabulary

Techniques for teaching

basic math skills

Discipline techniqucs




Il. Priorities

1. Reading Vocabulary -
J

2. Language — Grammar - Primary

Q}l levels

B 111. ‘Workshop Schedule
‘ Date

- September 23
October 28

November 25

December 15

FIGURE 2.1 (cont.)

NEEDS ASSESSMENT FORM

3. Reading Compr. - Intermediate

4., Math Applications —‘1ntermediate

Topic

"Oral Language Techniques"

To focus an vocabulary and ’
grammar - To be followed by

two demonstration teaching
sessions before October 25 -

All teachers

(Reading In the Content Areas) -
(Improving vocabulary in all of
the qontent areas -~ to be fol-
lowed by two demonstration teach-
ing sessions before November 20)-
All teachers

“"Make and Take Session on Lan-
guage and Vocabulary Materials!
(Make a variety of materials to
use in the classroom) - All teach-
ers

1. "Improving Oral Language ¢
{(Grammar and Vocabulary - Lan-
guage Experience Approach) -
Primary Teachers. .

2. "Improving Reading Comprehen-
sion" - Intermediate Teachers

| o
b . i \\'
5. "Discipline Techniques - All levgig\\\\\;

6. Oral Language - Primary 1

Consultant

Ms. Linda Sanchez S .
Consultant from !
Regional Service R
Center :

IS -

Ms. Linda Sanchez ’

Ms. Lindu Sanchez 7 \

To be ideatified

1

3

To be identified ' /

-
4

-




°

rl

FIGURE 2.1 (cont.)

NEEDS ASSESSMENT FODM - =
Topic Consultant
;' January 27 l. "Impfoving Reading Comprehen-; To be identified
iy - sion'" (Demonstration Teachinia,—

Intermediate Teachers

2. '"Reading Vocabulary" (Group Faculty
Sharing sessicn on techniques
" used by the primary teachers)

¥

February 24 "Assertive Discipline" (Tech- To be identified.
niques for-the classroom) - All | :
. . Teachers
March 31 1. "Problem Solving Techniques in To be identified
Mathematics' ~ Intermediate ] %
Teachers -
2. "Creative Writing" (Focus on Ms. Janice Longman,
Grammar) - Primary Teachers University consultant -
April 28 1. '"Problem Solving Techniques - To be jdzntified o
Followup" -~ Intermediate
- Teachers ]
2. "Creative Writing" (Group Facultey -

Sharing session on creative
stories, poems, etc. written
by students) - Primary

- Teachers

o




aside for required district inservice workshops.

: Professional Development Program

Once the areas of need have been identified, members of the -

committee formulate a schedule of .wprlgshops, demonst:at{on teachin;,
- sharing sessions, et.c., as recorded -in the thi;d section of the

assessment , form. The dates for the work'sh'ops shown in Figure
- _ 2.1 are the :lays predetermined by the district to’ he the required
‘ inservice dgys. .Additional da;s may be included_a't the individual
.school's discretion either during the school day (when cla:_;sesj
must continue) for suth events as demonstration teaching, or after

school for such events as workshops. In the sample schedule in”

i Figrue Z.I: the céuu?itte,e has chosen to inqlude additional sessions.
- These are demonsér)ation teaching lessons fof the months of September
and October or November. Thej ‘are to l;.ve presented in a classroom
during the regular school day while thé teachers team teach or

utilize substitutes or certified volunteers to conduct their classes

during the time they are attending the demonstration. A demonstration
- lesson can be provided  several times throughout the day so that

all teachers are not removed from the classroom at any single

time. The same type of session may only be needed by a%smll

E

group of persoms. in which scheduling poses no major proégems:

In the sample needs assessment form, it is evident that some

of the needs identified were pertinent to some \groups of people

and mnot to others-. Therefore, the professional development program -
was arranged to avoid having personnel attend unnecessary workshops

which are irrelevant to their positions. For example, in December,

the primary teachers will attend an oral language workshop, and

5




.

t

the in;ermediar.e teachers will attend a reading comprehension
- ' ' L4

workshop because the needs assessment revealed these individual

areas of concern. The resulf is an individualized; relevant pro-

fessionél development program which is ''owned" by the school faculty

and staff. -

~

In actuality, this inservice sciiedule constitutes g¢nly a

portion of the professional development program. Utilizing the-

-~

results of the needs assessment and personal requests by the teachers,

the instructional support teacher is able to offer meaningful

ciinical supervision. It 1is provided as an on-going process,
"described ‘in Chapter_ Six, throughout the sch~001 ye;r. Through
the use of the clinical supervision model, highly ’individua.lized
growth plans can be devised between the support tt;.acher and the
‘other pe:.son' involved. When not used as an evaluation techniqu;,

but in a confidential manner, clinical supervision has the por.’e_nr.ial

for producing immeasurable res;di:i:s.

-

School Climate
The second major function of the Professional Development

Committee is to investigate the school climate and design a program

to address the findings. The process used is a simple one--develop -

E 3

an instrument to assess the climate, administer it, analyze the

reéults, design a program to make needed changes, readminister

.

the same questionnaire and examine any %ccgssful alterations -

made.
{

. Near the beginning of the school year, the committee members
meet to construct instruments for examining the climate of the

school. A separate, but similar, instrument is written for the

-
t

fim
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faculty and staff, the students, and the parents in the' surrounding
community served by the school. . Items are writgten in the form
of a statement with a 'number scale pro‘vided for rating the extent

to which the statement is true or actually occurs. The topics.

_included on the questionnaires vary from .school to school, but-

on all three instruments, there are generally five categories
under investigation: school administration, curriculum and resources,

physical facilities, interpersonal relationships and community

.. involvement., The administrative category usually consists - of

iters concerning school policies, management techniques, effec‘tivenerss
of the counseling progfams health services ‘and other‘ components
ctealing with the management of the school. The curriculum ati;i
resources .sectidn contains i}:efns inquiring about’ tl:e' schooi"s
curricylum, resources' ,available and q'ualtt’iy'of :gachit::g and learning,
while the general 'appearancéé' and quality of the physical faéilitie‘s,
‘as well as| their maintenance and availability, are included inv
the ;eccion onsphysical faéilicies. The inte‘rpersona} relationship
category -not ‘only covers interpérsonal communication and the
availability of ;gortu;urtiés to‘ work as a team, but it also inquires

»

about general feelings or morale. The‘ section pn qomunit); involve-
b I

¥

ment asks about the presence .of parents if the school, their
oa\'\
involvement in school activities and their |children's education,

and about their feeling welcome to participate.
. . <
The first draft of the instrument is shaged with the faculty

and staff, a group of students and a group of parents. ‘I’he;y are

.encouraged to provide 'fe,ec;back “on the sur+ys*chrough written
or oral comments. The committee reconvenes tp éomplet.e the final

form of the questionnaire and subsequently distributes it to all




Al

three groups. \
Committee members. e.ither tabulate the results by hand \ or
have them analyzed by a computer. * The resu}ts are shared with
all three groups--faculty, students and parents. To simplify
the results for examination, it is helpful to l.;ank order the items
from l.righesr. to \lowesr. or from positive to negative. Doing this
enables the vi‘ewgr ito easily select the most ~poé'.ir.ive ,and the

most negative aspects of the school's{:limte. From this point,

committee members are able to "design a plan, upon approval by

>

all three groups, which hf:ghl/ights -the positive points and alters

the negative ones. If the- sufvey reveals that parents feel unwelcome .

in. the schooi unless called there for a problem that - his or Her

child is/having, then the committee may suggest that frequent"

activities be scheduled which involve parents for positive reasons.

A volunteer work program can make parents feel not only welcome,

-

but also needed for the daily fﬁnctioning of the school. Seemingly
small " events often turn opposition into strong support for the
school. A carefully planned programv to improve school climate
can significantly alter school and parental morale, resulting
in a better environment for optimum learning. r

Changes in the school climate can be ascertained by administering

the same instruments near the end of }.he school year. \Using the -

information gained by a comparison of the posttest with the pretest

'will enable the committee members to note gsuccesses and problems

¥

which may need further dttention. A tentative plan for the following

-

school year can be outlined. » 3

f




Evaluation and Followup

Both formaéive and summative evaluation techniques are used
in this professional development model. Attending to followup
is_a significant part of the evaluation method. N
‘ Formative evaluation 1is used so that continuous assessment
of the program is provided throughout the Fchool year. Each activity

is evaluated immediately after it occurs, utilizing the evaluation

=

design presented in Chapter Seven. The results‘ are analyzed and
"made available to the consultant, the Professional Development -
Committee and the entir;e faculty and -staff. Immediate evaluation - “
results make it pqssi‘ble t;: make adjuscments‘ to the prog.ram and
provide followup assistance when and how it 1is warranted. If,
~ for example, it is discovered that the session on oral language
. was too short to adequately cover -the' topic, a- followup s'ession
,‘Eaf- be sﬁeﬁg}ed in élace ’°f”,a deqons-tration session, or a demon-
stration lesson can be arrangeéd uas a followup to the orral la;lguagé
_workshop. Followup as‘sista‘nce can also be very effectivel); ‘bandleq -
through. indiyidualizéd clinical supervision.

The ‘evalt;\é\t\ion results may 1indicate a need to revise the‘i

\ ‘

inservice schedulex It should be flexible enough so that adjust-
ments can occur smoothly as they are needed. Formal instruments
and informal comments mad;!\goncerning the program should be caref}slly

kY

‘\ . _ i
considered. They can help ke\qP the professional development program

. N
relevant and useful. N o *

Summative evaluation aids t&comittee members in examining

N\,

. .
the overall program near the end of th& school year. A combination

of techniques, such as group meetihgs and\ informal surveys, should
o \\ N

be used.” A compilation of the formative ev&{uacion results serves

AN
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A

as one meagsl. of evaluating the workshope and various types of
sessions. A servey on the overall program will identify the more
effective i components. The need for deletions, additions or:)é,%\anges
in the use of the comittee,:needs assessment, pa"rticula’i' t_.ypes
of sessions, evaluation instruments, clinical supervie;on_, or

school climate program will become apparent with a thorough evaluation

method. A caref;xl evaluation and followup will great’ly enhance

£
-

the planning and effectiveness of next year's program. .

Coa

Susmery

-The imstructional _support teacher has been 'placed in charge
of' His or her sct:ool's professional development and school 'climate
programs. "The 7 Professional , Development workshop was designed

to provide the support teacher with skills and methods for organizing

and implemenring inservice programs. The method presented is =

'Eased upon : research which indicates that such a program will be

V"‘A‘

more successful if the recipienrs of it are pa ally ‘responsible

~for its design and outcomes. Therefore, a ommittee approach

= i ¢
is adopted in which school personnel, students and parents play

<

a crucial role and, in fdct, feel an "ownership" oi the progrhrns.
Members which represent all three populations serve on the

Professional Development Comi-ttee. Their duty is to perform

two major tasks: develop and implement a school-based professional

deirelopplent program and school climate program.

N For the formulation of the professional development program,

’

commnittee members -conduct a needs assessment based on student
. 1

. Lo . .
achievement scores and perceived teacher nesds. From these results,

they design an inservice program to address the needs. Careful




evaluation enables jhe committee in adjusting the program as needed

and providing timely followup assistance. .

s

The school climate program also involves school personnel,:
s}uden:é and the community. A survey on school climate as perceived

bx all three groups is conducted. The results lead to a program

to correct problem situations, and near the end of the year,, the
- o .

survey 1is readministered as, an evaluation and followup procedure.

.
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Chnpier Tnree

CONSULTATION SKILLS ©oe

- ) Phillip C. Moyer

_—

-

tion skills_ are included in this _training program
to\gr de the instructional support teachers with the understanding oo

and tools for promoting change in systems. Their job {s to provide

-, assistance to faculty and others who coull improve the -wality

- /’

of teaching and learning in the schools. -.If these St;pport teachers '
- can become effective consultants, t_héy can ueli:\‘-\ faculty identify S

— . \ - 7 ) * IR
goals and objectives as well -as roadblocks to their accomplishment. "
,.;.. ] . . [t s /V// * .

L E n T ' s
RN _Often. _'problems occu/r/not in’ the 1nstn;|ct19na'1 methodolgy

Y

but in te,lacfonﬂ—m/dcomuﬁiéatton systems between teacher and
o student and among students.

—

Condul'tation tra%{ng is aimed directly el

a3t  problem sa_lvigg.f"i{ i'nscr\uctional sy » whatever @the nature
of ‘the dgsﬁuﬁécioﬁ,‘ The tnstructional ;féystem 1n_c]:udes\!all the . A =

.. k.

inter c,tons

—_—

N T_M;-—‘l Y

between teachers. ’si:dd)ggj:s;/ farencs =and - the community,
(Vs ’ - P »° i = ' vc.
_~€.g.,. teacher to faculty, teacher to ;student, teacher to class
- * & . -
- . f * . N
. ) y -
/f ;}59“‘9’ student to student, teacher co){ administrator. _Consultants

Toe, .-

' are also expected to be--able to- ;"acilitace improved 1nsgruccion'~'*

, by attending to  general environmeéntal conditions that support ~ ~
- - - 7 - -‘

.
3

s : N .
learning and , teaching. Environmental conditions can be analyzed

°

. N . o v i
and improved by employing _effective group consultation skills. - , Ty
'Bansu'ltauon 1.5 taught teo englhle the comnsiltants to be effective

" in dea}in'g . with licth ;n‘i_i.vitﬁxal and  organizational concerns. ° .

+ « Individual systems include working wit)-n a teacher to improve ~ -
. - - . . i

" instruction .by " attedtion to, "content-teacher-student-significant
\ P ¢ g 4. .
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others’ as a system, Thé focus is the teacher and his/hgr goals

and roadblocks. . The ~organizational system focuses on helping
’ o

consultants to be able to analyze potential goals and problems
that are departmental (or grade level) or school wide in nature.

Departmental concerns often revolve  arouid staff relations, curricular

offerings, learning climate and the.physical setting.

<

Training Design . . a

Ve

£

The consultat;on’traininé is us&ally one of the .first training
components °for a new gPdup of 1nstrucgiopal- suﬁpo;t‘ teachers.
Ae pqpvfﬁes an opportunity to demonstrate l;omé important elements
of effective consultﬁtlon. Among'fthose elements are two that
‘se;m critical. The first is team building. Peoﬁle who will work

together on an ongoingypasis and who will depend on one another

for éroup as well as 1individual effectiveness need to develop

PR
s

a team concept. The design is developed to help participants
learn to value and trust each other and to engage.in work related
risk-taking. I this workshop,i tRis is done by warm-up, get
acquaint;d exercises and by using a variety of dyad, triad, and
small group activitie; t&rouéhout the training session.

The second element demonstrated is agenda bpidaing ana personal
goal setting. After introductions and some warm-up activities;
the participants are asked to share what they know about consultation.
They resp;nd to the question of "What is consultation?” A word
association is done to c0nn;Et words associated with '"comsultation.”
All of this 1is eteco;ded on newsprint to provide a baseline of

beginning perceptions of consultation. The usual perceptions

of consultation include something like, "An expert comes in and

-




" tells you what to do."

The next step is wusuably more difficult. Participants are
asked what they want from the traiﬁer as a consultant. The responses
uéually suggest that the consultant should tell them how f° do
it. At least 20 to 30 minutes is devoted to listing spec?fic
problems and concerns that they, as individuals and as a collective
group, have for consultation. After the participants are clear
about their beginning - perceptions of and needs for consultation,

the trainer provides input about the nature of consultation pro-

N .

@

cesses and procedurés. Great\:care is directé& toward relaﬁin
the consultation model and uses to their already identified needs
for consultation. All of‘ this attention to agenda building. and
géal setting 1is done to increa;e motivation and receptiveness
-co the training that follo;s. &

The rema;ndet of the workshop is designed to provide a balance
between theory and practice. Presentations a; demonstration;
are balanced against experiential sessions in 'd:§;§, friads and
small groups by the participants.\Exper}ential sessions are structured
to provide- feedback to tge participants before the next session.
Summaries after es.h skill and theory‘ session focu: on how their
needs can be met, as well as how they can apply these skills to
others back at their work site.

Followup sessions to the' intensive training take plac; aféer
the' trainees have been on-the=job for several weeks. At least
two such follow-up sessions each separated by several weeks arc

provided to insure the likelihood of fntegration of the ttainingﬂ

into practice.
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?' - The Consultation Model

The consultation model includes three components: theory
of process consult ‘on, communication skills, and problem solving.
: Bach of Zpesg concepts 1is treated separately in the following //F//)

sections.

Process Consultation Theory

The consultation model advocated was first identified as

\ LY .
. process facilitation/consultation in a paper authored by Ben Strick-

land and Jéhn\Arnn of Texas Christian University.' As'noted earlier,’

. v . N
the most common understanding of consultation is that a cénsultant

is sought when something is wrong or a problem exists. More often

- than not, the consultant 1is expected.to ohserve the situation,

‘and maxe ' an analysis of the problem, diagnose the cause- and
\

N .
prescribe a remedy which 1if undertaken\ will resolve the problem. .

= " Thus the consultant is typically perceived as having not -only

great problam solving ability but expertise specifically related o

= to the nature of the problem. This may work effectivély but is

. highly dependent upon: (1) the;proper selection of the consultant

for the task at hand, (2) the amount of money the consultee may
have which dictates how thorough the consultant can be, and (3)

_how skillful one person (the consultant) can be in assessing, .

planqlng, and suggesting a course of action that the organi;ation
i - ’ '
and the staff can effectively implement. The success of the "expert

model" . of coﬁsultat102§ with 1its product orientation is hlghly
i A fi
dep#ndent upon the commitment that can be made by the consultee

to follow the prescribed remedy. Not dnfrequently, -the suggested

action is on target but. the consultee or other people involved

35
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lack the skills, interest or commitment to the solution. In short,

the expert model is highly dependent upon advice giving, and nearly
everyone that has experienced it agrees that the advice is often
more suited to the giver than the receiver. This is not to suggest

¢

that the expert model of consu'ltati‘on is never appropriate, only
that it\ is often overused aacnd easily abused by both consdltee
and consultant. _' . . ] L

The coﬁsultant who employs a process model depeﬁds upon expertise
in~prob1‘em solving. S/he is hiihly skilled at facilitating problem
solving .byﬁtl:e cousult;a?.‘ The éeng:al task is to aevelop the
consult-ee's s"ki‘l\ls needed for problem identification. and/or goal
§etting to design a realistic +action plan w‘vith‘in. the-mcapability

of the consultee(s) to carry out and, finally, to assist tlh.e consul.tetgf

F -

éwith the development of an evaluation plan to ééthcr feedb:ck
about effectiveness of the changes. The process consultant becomes
an invaluable resource person whose contribution is assisting
consultees in their own problem solving, -goal settir;g and resource
development. The strength comes from v;itinin the consultee or
consultee group. .The expertise is a ‘collective expert»ilse ti\at
is already present but unrecognized and is developed wheére needed
from the availsble personnel. This collective expertise remains
long after t‘he consultant has dep;rted. Thus, ;‘he responsibilicy
for improved \outcome is shared by the consultee and the conéultant.
Interest and commitmen. to the course of action needed to bring
about change is more likely to exist when participants have been

involved in the establishmerit of the plan.

There are six goals of the process consultation model. They




oy

7

'

are cited directfy'%fom a handout in a workshop given by Strickland

and Arnn (1976).

1.

3.

A.

5.

Improving communicat ton. Communication networks are’ always

—_—

in need of improvement. Confusion and non-communication

are more often the results of such systems. Individual ébm—

munication skills must continually be evaluated. Instructional

- -

and individual communication never réach.a state of perfection.

Clarifying roles and _responsibilities. Misunderstandings

frequently arise when individuals carry cout their ‘rolbs"and
responsibilities appropriately. ‘Clarification 1is necessary

- .
on a continying basis.

Teaching problem solving or decision making. The ébiiit?"
to solve problems ét - make decision%Xﬂis frequently taken for
granted. This assumption creates tegular conflicts in insti-

tutiézal settings. These skills can be taught.

Developing leadership -and followshin. Effective leadership

can usually be identified and encouraged. ~Sometimes it appears

“in appointed leaders and sometimes in spontaneous leaders.

Leadership 1is essential to the success of any institution

-

and must be 'continually developed, expanded, and nourished.

In_ addition to needing leaders, 1nstitu;fons‘ need effective
followers. Conflicts must be identifiéd‘ and overcome.
Each person must feel that he “or she is an important part
of the 1n;tiiqtion regardless of position.

Entouraging ‘institutional growth. Institutions must continually

expend energy toward growth or expansion in order to avoid -

regression. Processes and proced&res must be refined and

(: A

e AN




replaced. Group - or intergroup processes must be improved.
The institution must function as’ a unit, not merely as a
E 2

collection of individuals.

6. Encouraging individual growth. Individuals must continually

grow if the institutions they comprise are to grow. Mechanical,
as well as interpersonal skills must be developed and maintained.
Interpersonal skills generally need the most encourégément

since these are more difficult for individuals to assess

3

than are nechaqicnl skills. -

Three of the.-above goalé speak to the -develoémépt of skills

and attitudes required for more collaborative and coopertive ' action

by consultees. The attention to more effective group behavior

-3

. 1is evident. ' Elements of communication, leadership, problem solvip&‘

and receptivity to personal and.‘organizattonal‘ chaﬁge are goalsk
of the process consultation model. These elements must be brought
into focus by the consultant. ,

+

Finally, a set of five rules,}exists for consultation that

uust_be observed. The first rule is t0>de§elop a plan that can
guiée consultant actions in 'a variety of anticipate& settings.
_VThe plan is primarily a probleﬁ' solving model' that provides a
means of assessing not only where one is but where and -what ;ne

anticipates doing néxt.

Secondly, the consultant should follow procedures that have

demonstrated positive effects. Success in problem' solving more

often than not is the result of deliberate and systematic application

=

éf a set of problem solving procedures. Fgllowing a set of procédures

enables consultees to learn problem solving. The process consultant
. N B ﬁ‘i}: 3 . ' r
must he{p-consultees to develop reésources so that they can become

>




increasingly self-sufficient. _
The third rule is to engage /in those -procedures that teach

consultees to ‘identify and develgp resources. This step involves

A .

teaching processes that tiaay be /employed to' expand the number and

. variety of techniques, mater als and other resources. Resource

-expanding te;:hniques to be : cquired by the consultee include group
¢ . -

‘facilitation, . brainstormigg and the wuse of the nominal group.

technique.

t

for process facilitation/consultation (Pﬁ"C)

»

_'The fourth rul

is that the comsdlitant must function ‘és a model for' consultees

and help them b. Come ?wa‘re of the behavi‘bral“modehng'. "The . consultant

+ must be able to demonstrate those problem solving behaviors that

- s/he expect- of others. This is not te suggest that the PFC must

be all things for all people. The const;j.tanc must work within

-

their known strengths and limitations. Important characteristics

I
i

‘to' model are self-avareness, self-acceptance and willingness

to seek’assistance when necessary.
@

The fifth rule is that' objectivity must be maintained by

the consulcant. Commitment to pet solutions, ‘" whether one's own

or someone elses, often. coﬁp}.icates the process of finding a

R4
satisfactory and practical course of action for a specific need.

»

The needs of the consultee must be impartially inve:tigated.

“Consultees need assistance in looking beyond existing psychological

and social. barriers to potentially useful new ways. of doing thingé
or new ways of conceptualizing present practice. Objectivity

enables the consultant to analyze and deal effectively with barriers

-

-~ rather than ;to become absorbed by part of the clgsed environment.

° E 3 .




Communication Skills

Communication is particdlarly important to process consultation.
+ Good communication skills for the consultant are essential if

this consultation model is to be successful. Two communication

skills are taught to conswltants: ‘attentive listening and facil-

r

- itative respon,dingg

People /who ar, qﬁaccdstomed to -~as§uniin'g a helper ' role are
" more oft.ery’l interestéd in responding than' listening. .- The most,
N /o = . ST

‘common %spénse, of untrained helpers is advice-giving followed

1

in o,rde/r“ of frequency by 1n'te£pretati6n and ,énalysis of problems.
* While/ these r"esponfﬂs may at times be helpfulﬁ,'they are overused

/ - - - =
and /too often premature in the helping process.: People in training

t Becone ‘consultants _(helpers) feel compelled to do something

,/to help others solve problems, make decisions and=develop new
7 M

behaviors. - The naive consultant believes it is imperative that

s/he “step in" and provide assistance in an active manner. Experi-

! : - ¢ .
- enced” and successful process consultants have learned that what

- 4 - =

/—’ ‘ is frequently needed ii for the consultees (individual or groué)
.to hear themselves. 7‘1‘he; mechanics of feedback of word;z spoken,
behaviors observed, and feelings expressed provide important data

to problem solving and decision making. This feedback may facilitate

greater awareness and understanding of environment and psychosocial

-

dynamics relateg to-individual and group needs and behavior.

Attentive gl.isiening. The - consultation training pi-ocess must

% help trainees to appreciate and develop the most critical skill

“ . .
T for the process consultant: attentive listening. The ability to

.- accurately hear the consultee's messages set the stage for ficil-

3
Y
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itative responding and problem solving sgategtesf Hany guidelines

for listeners have been offered .to promote better listening habits.

Aaong listéning guidelines, the ones that follow are worth careful

consideration:

1.

»

Focus on the person who 1is talking. This includes directing

eye contact and posture toward the consultee as well as directing -

1]

all of ohe's mental energy toward the ta»lker. ‘L‘hese behaviors,

[}
LN N

\denonstrate common 1nterest and concern. ‘It is. 1mp"ottant

s

. to  elimindte distracting thoughts fmd preoccupations from -

L3

one's mind. R

Be aware of the feelings of the talker. Messages are related

to emotional states and conditions of the speaker. The content

of \wh,at is agd may make little sense if the feelings of
. RN -

the speaker are not known. ' Listen for emotional reactions

‘and attitudes. It may be helpful to ask yourself how the

speaker/ must feel to be saying these words. These feelings

_ provide the consultant with a better understandmg of how

2

the ccnsultees perceive their world. .
Avoid judging and evaluating the 'speaker. Consultants must
guard -egainst labeling a person based 7on evaluations® and
juc!gemeuts. In addition, these more— often reflect knowledge
of self rather than knowledge of the speakey. Do not assume
that the -speaker \;ses‘ words and gestures the same way as
you. Neither scan‘o'ne assume that the consultee ha; the same
values, strengths and weakness as you.'

Be a> selecttve listener. Try to identify content and affect

themés"of the Speaker. These are variations of messages




5.

6.

- themes. It may also be helpful to point out the absence

that are repeated and contain similar content or feeling.

These themes are not "always known to the speaker in informal

I
N /
L

conversations. The consultee /'I may acquire new ' insight and

-

understanding when a consulta/né identifies and shares these

of themes when this is appavénc.

N
« - E
2. Eel

. E N

Separatg. the person frc}t‘i the idea. Some individuals tend.
to be infl;ue;xced .as m;éh by who is saying something as they
are ﬁy what is being said. A consultant must be aware that

RS . . -

s/he may react /re positively té something when said by

a person who is’ liked than whén the same thing is said by
T /

a person who is not liked. Ideas éxpreésed by someone we

~ like may also be perceived as agreeing with our own. Becau#é

- it is diff;quit to separate the person from the idea, we

must listen more closely when the speaker is perceived either
negativel‘y or peéitively., One thing listeners can do is-

pretend that the sgeaket is someone else who elicits no strong

feelings or elicits the ‘opposite feeling, *What 1f this were

-

ohn sayi.ng. "

o

4+

Listeners must not let .their emotions dictate their responses,

A fa ilita,épr of communication must be careful not “to get

, 80 ups,e\\:r'angry that they cannot hearA the speaker’s'mesAsage

L

and respond objecéively. Strong emotional feelings about

the speaker\ may block accurate understanding. This* is not

to suggest that strong emotions are never allowablé, only

- .

that those emo ions must be separated from the listening

‘process. to ,enablé\' hearing and understanding. Speakers may

= . o
. . \ ) !
. \\7 -

A\
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profit by awareness that they stimulate/elicit strpong feelings

-~pleasant or unpleasant. The feedback should be delivered

in a nonjudgmental and nonevaluative manner.

‘Regardless of the guidelines and sugg'estions‘ offered for
. good I;s:ene:s, the essence -of good -list‘e,nil@g is dependent wupon

the consul‘tjanr.'s‘ genuine i&terest. - Consultants must be concerned

’ *

‘ abau: the life and cir:umstances of the consultee. . “They. must‘

R geaniﬁely want to legn ~about r.he consultee 8 thoughts, fe.elings,

4

h ‘vaiuesd! and concerns. They must also believe in t}m right., power

and fesponsibﬂity of the ccnsuiteés to bring about necessary

+

,{cha"ages in themsélves amL in eheu' circumstances. - What most

zﬁa&qitees, need is to hear themselves and to understand -the

.

. &fgaﬁizatié& of their own t‘houghts and feelings, a

- Facilitative &esponéing. This sectidnr is about how con-

,

N suitsu:s can tespond to cmsultees and \mw they can /{mmte the

i /
estabhshﬁent_—ef a helping reIacionship, mMity of listening

aaé respgnding directly "affects the perception of the consultant/

by the consultee, Those“consultants who arg'perceived‘ as lielpvfujil

- are moge apt to facilitate change, and some types of responses

‘have been demonstrated to be more likely than others to foster

development of ‘a hu.ping relaCionship. These responses have been

called "facilitative responses" by Wittmer apd Myrick (1974, p.

753).- They have categorized a set of, responses fram least to most

-

facilitabive as follovs:

* . i
f’ “Advising and evaluating -

i
2. Analyzing and inter recin
P yzing 4 2

o -]

.



Reassuring and supporting.

Questloning S

Ciarifymg and smrizing

- xeflecting and understanding of feelings

IS

i

It, should be 'Tmmmered tﬁat all of these responses 'may at

m :ime he Eaeﬂizative but t.hat they ‘are so rani:ed beeause

=
EE-Y

; eﬁ chei: prﬁh&&le effect in est&blishing ‘a helping relationship.
7 7 ‘;‘he first three cypes . ef res;peases are perhaps the mst‘
fmby used - tespanses by aazrained helpers. Evea :raiaeé‘

klpe:s hxve difficuh:y reducing the frequency of these rnspanses
- , %
B &é, §fte3 use tken ptenaturely. Used early in a process cunsaltatiﬁn,

:hey tené to éa{ragt irefn the gaﬂsaltaat 'S cted;biiity as a gefmineiy
\ - .

f;m ge:smz ] Ii:ese tesgenses cmnicate toasultant \cantraif

-

.asfé. Ehe rﬁatimﬁip aaé a :ep-dog!un&et-dag ‘status. . The a&xsig* o

,ir:g:f g#;iﬁa:if :Esgéﬂses tuply a ju.dgneat of relative gncdmess,

aggregriateness, “or efieetivems within the ccnsultee s thinkiag,
;f&ﬁiﬁg er éeing. Aéﬁsing and evalua:ing suggests what the ctmsultee

é&ié be jeingt - These responses tend to be overused and b“gé

7

s < ,;;agrg upon what t-he consulr.an: could and mié do given their Iimiteé

-4

;—i@é&f&tﬁ&dﬁt}g of the - situscion. Unfermnazel'y, thgi consulcée :

-

aaften is unaware of the caasultant characteristics and perceptions

o tﬁaz make the advised action the plan ,of choice. The danger in

“use of these respon;és early and too ofr.én in a relationship. is

E&ét t&e eensul:ee may experience dependency and deficiency, hardly
. _the status iatendeé by a competent consultant.

ﬁe "anslzzing ané, iﬂtegg:etig .responses indicate an intent ;

j:a . dev’e}e‘g insigh: and show meaning by eizylaining or connecting

£




. \ . 3 s . .‘. -
\ . -
eas and evencs\\ - It suggests the "real" reason and motives behind

- -

oughts and actidns of the consultee. ("You left the room because

u cbo’ﬁght no one. really appreciated your point of view.") The
s ‘\ .

;" of. “hecause’f ié\ often a clue that identifie® the use of an *

x
»

terpretation-or analysis. . . -

:ée',assuriég_, and sﬁgﬁag responses suggest that the consultant
- s B 1 LI L

i

. . C ot \ N <l R . - o
ows better ~than the &\ans/:ltee, the appropriateness of a feeling

thought. These responses imply tth: the consultee need not ..
N . : ; . S i -

perience a particular . feeling or tghe intensity' of. feglji;g., - ,

- . o - - & - B T
2y are often used to pacify - a, person. ("Don't worry, you'll

-

2l differently :bmrtpw. i)

2 1

ald 7pr§fi§ by a clearer understanding - pf \;hat =exs'ct‘i‘y _théy ;ia;-é N
}g#ieﬁéi:t:g and whit *n.teénmg_ those feeﬁ:ngéfj ti’mughts . have Aia;:'
: E gti;xns are also p&p&lg;: helper 't;sponsés. . @;stibns ,zhagr_
=p the {f_ecqs ?ﬁ' the ,ct;nsnItee -and. his/her theitg.hts, feet?;gs,'

} actions 3re more facilitative than those which lead £o ge'ner."alizedr -
yics. ; en-ended questions are’ more productive -and facilitativg .

in closed qﬁ‘es{ ions. (Op‘enz . "What is the sta:u’s, of the ’depart-“,

F

ital “goals to date?" Closed: "Have the departmental _goxais

311 a:coﬂﬁlished?")-_ Consultants in training‘ can profit from,

ictice in ;Lskingr more ﬁpen—eiuigd questions and in recogni;zing

- .

- reducing the number of closed questions. - Group and dyadic .

i

n:ti}e can .be provided to encourage asking questions that begin

h:j What, where, how, and ‘when. Questions commuricate that
. . .-

consultee should develop a point further. .

Summarizing and clarifying ‘s:_atements by the consultant indicate

ir~"°3 to accurately understand whar the consultee is saying

IToxt Provided by ERI
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More often than not the copsultee -
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. - PR ] .
or to identify the signifiga‘mt' themes (ideas, feelings) that are
.9 { + .

. R : i .
- ~developing from the. .conversation. '‘ These responses communicate
- .. s -lere interest in’ check‘ing oyt what the speaker has said.
- d = : : Y
They enable empathic understanding ¥° be verified. Consultees

1

need to know the specific nature and content 6f what a consultant

s\
-

believes to be understood about the consultee. ("You th%\nk that
this paper you're writing is terribly imﬁortantfto _you?")  These
responses contribute. greatly to the credibility of the cons ' .ant
$

as a genuinely corncerned person.

t}néerstandi{;_g and _ reflecting responses most ofte. -onvey

-

that the consultant understands the feelings and ideas c¢° the
consultze.  These are responses reserved for those times when,
- after clarification, the ccmsultant understands the totaiity of

his/her client.  The consultant communicates accurately how the

- ! ?
world appears to the consultee. - (“gre discouraged with your :

progress -right 'nasr.’ It seems like ynou can't stick with your
priorities.”" “
SusmaTy. This section describes the major communication

skills of attentive listening and -facilitative responding. These
ékiiisg"i;l larée part, determine the quality of the rciationship-

-

that will develop between the céns“}.‘tee and the consultant. Those

. consultants ~who listen attentively ‘and use a gr.e&ter proportion

 of high facilitative respimsgs ill be more likely to establish
. / ) .

effective helping relaticnshi?’s. While these tools are especially

o

important in the relationship establishment stage of consultation,

2

7
_ / - i
they continue to be es?éntial thcoughout .the duration of the

consultation. / N




The Problem Scolving Model *
For Process Consultation

. This sgction describes the steps and stages i. the consultation

process. ﬁese steps rest upon a foundation of the goals, rules,

l

and prccq’dures of the process facilitatian/consultation model

and @mi /:he comnunication #racrices described in earlier sectionms.
Several %st:hors&sve described steps and stages of the cqnsultation‘
R éreeess‘;?j Nearly all "writers agree that consultationashould proceed !
rkrﬁugh"f a serie; of steps (phases) in an organized appmach to

&rim;in/g abeur change. The structured approach descriﬁed in the -~
steps : lends direction to- the process and incorporates specific
= #

~activities and evaluation of outcomes. Consultation steps are .

" - ~usually closely related to the steps followed in any problem solving

! ﬁééel and 1ncludg: recognition of a problem or need, probi;m

- Eerml;t ion, producing prapa;alé for solutions, forecast ing'\, con-
. A N
\ seef{tences, testing proposals, action planning, taking action ste\gs,

i

" and evaluating outcomes. In addition to the problem solviin, steps, . -
: 4

. N .
¢ gre are. prior and followup phases that -include establishing
"ﬁ}tiat contact with the consultee, defining the cansulting relation-

- Iip, and establishing, a method. of work. After the\pgoblem solving

i

AN
phase cunes :Ee reducing of involvement, and finally the términar.ion
} H
- st}a ¢. While the pre and post problem salving stages are recogh\zed,

tl:jey\ will not be developed as separate stages in this paper. \\

I N
R i The madel described in .this section lends itself well to N

'gqirking vrith an individual consultee or a group that may constitute \

éepartmencai or building faculey. When working with a group//’ \

. g:_ensulcees, particular attention will! need to bet paid to t)/e

. /
t




®jinititally presented, the consultee needs to. ta

° o=

issues described in the chapter on Croup Facilitation by layers.
in this consultation model, there are five steps chat were first
described by Strickland and Arnn of Texas Christian University

(1976). . -

-

1. Needs identification, goal/objectives statement. -

-

2. Identification of obstacles.

3. Development of an action plan (Strategieé).‘

4, Inpleieptgtion -~ Action taking.

S. Evaluation of outcomes.

This series 65 five steps can be identified by the acronym

NOSIE. Strickland and Arnn developed a series of questions that
. v

‘&_consultant can employ to focus attention on the stages. These
N - -

_have been used with success by consultants-in-training-and experienéed

consultants. a N
= \ ) )
.o \ ‘
Step 1: How would you liQh for things to be?

iy

‘The first step in any consultation is to identify what is
not happening. as it should be--u uvally stated as a problem or

concern, The liétening skills and “high facilitative responses

are ‘especially important at this step. Regardless of the problem

about the problem

including their thoughts and feelings., The time reguired at step

one is proportionate to the nature of the problem and th:\Enggnsity :
of the emotions (Hyfick, 1978). Consultants who rush in with
solutions before the consultant has had a chance to tell his/her

story will encourter resistance in the form of '"Yes, but...," or

"Well, bur let me tell about something else too..." These statements

&

W8 ,

(W
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are indicators that the cathartic experience for the consultee

is inconplete. The consultee needs evidence that the consultant
genuinely understands the problem and the consgltee.

. The wuse of clatifying—smmarizi}mg and reflecting responses
is cr-itica'l, esécially in the early relationship building stages
" of consultation, These respénses also help c‘larify the problem
or need,of the coasuitee, and it is possible that the presenting
.ptobiem may not be the one' that eventually will receive special
attention, The® most common error of new :—cor'msultants is to assume

that the consultee has clearly identified the problem and is committed

to solving that problem without further exploration. Step one
msyAbe repeated at any péint in the consultation process. Repeats

- of step one continue to clarify the problem or need and to explore

other potential' concerns that become evident as the process continues.

. 7
*

It is important that consultants develop a variety of questions

to facil'i,t’ate step\ one. ("What would you like to have happer;ing?"
"1f things were gioing your way how, would they look--where would
you be--what would ",you be doing?")

Step 2: What keep; nusber one from happening?

This step focuses on obstacles that are known to the consultee.
The consultant's task is to help clarify the nature of the obstacles
7;nd~the_irr relatedness to the identified goal/need/p;oblem. Obstacles
that were ;ot previousiy identified and additional needs and g,oalts
may be discovered at this step. Sometimes as obstacles are explored,
the consultee becomes aware that a more pressing need exists,.

The presenting problem or need may not have significant obstacles

to its remedy or achievement. This discovery permits a fresher

49




loek at the source of dissatisfaction or concern.

. K As in step one, the consultant still depends heavily upon
7 Aclérificéti‘on and suﬁ;ry and reflection. 1In additic;n, the consultant
R must emplq;; selei:cive iiste:ing skiH's "to identify themes. The
talk at this stage is usually rapid and many ideas, feelings and

prohlems are_ ptesented. These expressmns are not necqssaily

linked together logiklly. The consultant cannot( respond to every-

thing but should help identify themes of regﬁrring content and
‘feeling. This is a good time to explore what the consultee has
“ already done to remedy the problem or achieve the goal. 1 ‘15

" also helpful to ask for’ descriptions rather than judgments \and

,to encourage recall of specifié behavior fOl; iilustrgtion. ) "You
feel you ;imt‘t ,stand::a chance of gettiﬁg..; ' Tell me 'some of the
:hinﬁs she does than convince you that your plan will not be con-
7 sidered seriously."” .
‘ Step 3: What cam you do to overcome the obstacles?

< This step 'is concerned with devélopment of strategies related
‘to obstacles tha;. block the- solut}ou to problem, the accomplishment
= - of goals, and the resolution of needs. This is an appropriate
7 time to discuss things that the consultee has already tried if
this has not already been doné\ in step two. In any case, the
use of fantasy can be helpful in sr.ép three to uncover the consultee's
strengths and limications, ("Tell me some things you can see
yourself doing to overcome...and to achieve....") As many ideas
as =pessii:le should be generated before evaluation of their prac-

ticality is encouraged. At times, problems exist because the

change strategies are too limited and restricted and a new approach

30
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to bringing about change is needed. Both the nominal group technique

and brainstorming are techniques tﬁat may be helpful’ at this stage.

\

' ﬁ&nle both of these are. usually thought to be group techniques,;‘
they can be modified for use with individual consultees. //
After several . strategies for change have been listed, tlie

8

fe;;cast{ng can begin, It is now appropriace ‘to emcourage t;he
csmsultee to evaluate which strategies are more likely to succ%ed.
If a strategy is particularly attractive or desirable but/ the
consultee is skiu-deficient, it may be appropriate to ;ryclade
~a skills building program for che_rcensultee to enhance the Lam:es;
of success with that strategy. This step must include foreﬁasti_ng
i
consequences for 7biotrh ;.he, consultee and the other eleménts of
- _the sysient to be affected. A‘force-f;eid analysis may be helpful
[ «

in evaluating potential consequences. The anailysis is more useful
’ -

when values are attached to the items included in the 1list.

- Clarifying, summarizing and reflecting are iﬁpo’rtant as this step

is concluded.

Step 4: What are you willing to do now to initiate number
three? When? Where?

This step attends to the accion—taﬁing by thehconSulcee.
The specific-, actions rare‘ identified from the plan formulating
during step three, Any skills that the consultee will need to
acquire 'are specific and plans for development are made. As the
action cteps are taken, it 1is important to get feedback and alter
the plan if necessary. Plans should "include how to gather sup'pcft
'Eércche actions to be taken,  The consultee sholld ‘be prepared

for the possibility that resistance may occur among others affected

by their actions.




It helps to establish a time schedule for™the various parts

. ef the plan. A target date should be set for initiation of the

plan and a date established for a followup meecing between the

'ca&saitee and consulrant. -A format that has been found helpful

. to follow in scep four is presented below.

- L =

- . ° Actions to be Takeg to Facilitate Problem Resolution -

-

7 Gejnneedlprohlem . ] ‘ .

Py -

_What will be done?
How will it be done?

- When will it-be done?
iy 7
When an implementation can be described according to thi;s
format, it is marel,;:likely that it will be attempted. Those plans
__that do not iecl}ﬁe the what, how, and.when deseriptars are probably
7 m 2eziisticfﬁ’é;t steps.

i . Step 5; How will you know if step mﬂer four has been
- successful? (Evaluation)

/
The evaluation and followup step is critical, and plans should

a time schedule for meeting with consultee for feedback. -

s 1

ﬂé/en sompeone is attempting to change their attitudes, thinkinﬂ,,
e :telings, or behavior, they may experience awkwardness and embart:

.-

rassment.  During these times, the consultee will experience a

-

sénse of support and encouragement ' by having an cppo’itunity to-

talk about the change process and results. This discussion canty




. .. i)

- = \ . -

,  be very "stimulating and reinforcing, for both ,the consultee and.
- _ R \ . 1

consultant. A realistic time should be “‘ehstablishéd so that evaluatiohA -

of the actions taken will éccur. It!is important that realistic
- T ‘ . i = )

process and outcome measures be established guri, = step four and -

associated with specific actions. If necessaryy © ¢ Tonsultation °

'pragess @3y return to any -earlier step. \

Py

o Summary. The pmblem salving phase ?E the censultation model

msiscs of five steps. These steps consr;i;ute a structured process -
- . H -
- S .
R tka{ has served weH many consultees and censultants. The structured

aggraach to grablem solving is a model that consultees may use 7 &

- L f&r futaze problems and needs when a ctmsultant is not available.’

.
- - H

pary of m;:ea:m snns

i - ]

" ﬁausult&tim takes time. .It also requires planning and focus.

t

’ ,1; requires genuine interest and commitment to the helping relation-~

- 1

ship. Effective eansul‘!;azien requires a csmai{tant who is skilied

at listening and facilitative respanéing to estzablish the required

5&91;}1&3 telationship. " The - ecmsultant must be ! able to establish

i B

— . trurnt, inspire ‘cenfidgncf; and draw out ideas. S/he must be sensitive
to feelings and appreciate the impact of emotions bn problem sol;riﬁg
and the change process. The effective’ process consultant must
believe in the ability of- the consultee to tale responsibilicy
for hisihet own problem solvingt The consultant's role is to

ioncern a;xd to

\; -
bring into focus the necessary resources. Myrick \(1978, p. 59)

facilitate exploration and understanding of the

has said:

++«8 systematic . approach with all consultees,
no matter how much time 'is available, | has
a higher probability of success than attempts
by the comsultant simply to be a good listeder
and then offer a few tried and cested behaviéral .

recipes. §

F X, 3 i e
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Chapter Four /¢

P : GROUP FACILITATION : ‘ N

Ggil E. Myers

o ; East of our -work is -dome in groups. Only those very rare

—:%

i&ifi&uﬂls aba eith:er 1ive as hemits or- have a job which entails
7@ {:&a:ac: with others can survive, without a ccms:ant association
——,tsfgit g:agps.— As greups mrk, they follow some patterns vhich ‘are
gfgéictéig aad wl}ich can be th:erefcre anticipated and adjusrm.d
t:a* - To :he %tnéent nf group Vpratess (er group d;namics), there .
3FE ,Eeﬁ 'sargz—iseSé—gs groups get tegezher to solve problems or
—;gaigz Ebeir sff.ni‘s. ﬁaking use of whar. is known about groups
ésa keig tﬁe s@g&ﬂ: te&cher s fancziéning on the Joib and in ;heir"
:if Eiiiy saeiai and prciessioaal contactsi
: Invi:ed to help chauge the behaviors of others,r too often
ge simply resort to. teﬂing herror stories about the "old ways'
T étsing things aa;: then tell about the "new ways." Telling is
@1; pa:tiaiiy effective‘r Use of experiences to &_emogg’sira;eﬁ!niw
,?g&;?iazs — and to have people parciciéate in different behavicdrs-
-seeas to be effective with many groups. Calling this system
gperiea:ial“ gives us a name which implies that the people.involved
‘~§ge given an expezi,ence, and will consequently learn from that
'j- é:@erience, so new behaviors will result. VUnder ideal conditions,
7 we can expect r;hat tc'; !;appem Ideal conditions include (a) desire
7'éa :be: part of the participant to change a behavior, (b) an experience

x

which- clearly illustrates how @ new behavior é'an be ‘applied, (c)

7§i§;a$sian of implications for maximum cognitive understanding

oy




A -

of the principles, arnd (d) social reinforcement from other group

members. Ic‘ is this writer's convictiun that although one-on-

one learning can be cognitively effec;ive,‘ it lacks the richness

e

~of a variety of analyzable behaviors in a group setting and also

f

lacks the support and reinforcement from the .rest of the group

in ar attempt to incorporate new behaviors into one's repertoire.

In this workshop. the insr_ructional support teachers are .

given experiences which can be shared with other teachers 1nd1vidually

or in groups. This chapter .contains the concepts on groups and

gre;;p faeilitatiaa wm:h were yrfsented to the mscructicnal suppert

tesehers. 'I‘he s re r.eacher's role m relatian to the pr fessmnal
uppo P

development mée% described in Chapter One requites the extensive

\Hh

ase of gregtpﬁ. 'Ihtougl"r group and committee work, a collaborative

A

“effort with teacher involvement can be attained.

Definition of Groups

Scholars have }:oposed various definitions of groups. Mostly
==
N

these are attempts to distinguish between a bunch of people who,

B

happen to be collected together (such as waiting for a bus; or
sitting togethér in a movie). One writer (I!(obe'rc. Bales, 1950)
has 'srsié that people need to be in interaction with each other
and be involved °nough in an activity that later they can remember
the ,athers were present. George Homans (1950) has defined groupe
in terms of who spends most of his/her time with others in inter-
a,z/ﬁng. In cthat defigéitien, you can ide'ntify groui:s by watching

who goes to what other people for communication.  Other things

A
A
A

L

// -

Ce : /
~———have to happen also, these writers, admit. But when people 1nteract,// L

o ’ ‘ 56 .
ﬁ 7 , ’ - ' ,



~ a group. Fé‘mr things have to happen:

*

H h - /

there are many other things happening which can identify a group
| .

in™ contras# to a collection of individuals. Here is a s’ummary.,

cf uhat mosft researchers and analysts of group dynamics say defme

. v
i 2

1. There ' must -be interaction - Talk, process, ‘co\nﬁnunicatiqn,

i
H

i;rhetheﬁ verbal or nonverbal, and people paying attention

- |

to eaciai other.
7_2. Goals %@st be identified - The graup has to ha\;.e" a purpose
(if onity to have fun) ifn order to maingain_ intezaction am;i
- be callied a group. j’ .
3.' !ierms Qust be identified - Urless a group establishes norms
(or ruﬁes ef associating), then i't is di¥®ficult for them

to accom;;iish geai;.

4. Structure has to be developed - Some kind of leadership patterns

myst be establisi:ed, attraction patterns identified, ayé

/
an order for cmication must be structured and assxgned.'

A sttucture helps teinfatce the norms which, in tutn, make

~ the goals possible. ) - '\‘ ’

A& group, —for th:.sihaptez,_ﬁilk be" defined as -a ‘collection

of two or more people in inceraction, wir.h idem;\fied ‘goals and

esta?lished, norms, operating s’rith some supporting structure. - .

7{59@ group flgnamiciété do "not consider a dyad, or two people,

-

a_group; but we prefer to count any number more than one as po-

tentially a group.)

\ -

" How Groups Work

' H
5 v

éest of us have experience with groups. Théte is some cymnical

mythology about groups such as: "A camel is a horse which was

x
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) designed by a committee;" or, '"Committees are groups _which keep

 minutes -and waste hours.” Because many groups function badly

and our experience with them may have been less than satisfactory,

we have develope& somé critical julgements about all groups which

should be appiied to only some groups. ‘There is also some feeling,

| among, the seLf-deteminant and aggresswely indivzduahstic persons,
that meetings are all a waste of time and that ‘one pers’on should

do :he job and assume tesponsibilir.y.

-+

In spite “of " this negative folk}ére, there. are* good groups;-

there can be good meetings; there are good committees. Most gmup"

- dynamicists argue that “although group discussion and interaction
- is not the solution to all our human relations and learning problems,

~when it is well dome, group process has many good outcqmes. e
Facilitating groups: cam, therefore, be a most réwarding

experience instead of a frustrating one — can succeed in real
* .

s

accomplishmént of gercing good decisions even though it may take -«

time —- can succeed in deveicping member commitment, ﬁérsena’lly

aﬁé emotionally, to greup results as wel as increasmg the scape

aaé understanding of members intellectually s

- -

-

Expectation Inhibitors i ' .

What usually inhibits the success JE groups can be categorized

/. . BN

in two problems. First, there is the /problem £f our expectations

E

i .
of what we think should.happen. These/;’ are “(a). unreasonable expect-
ations of the possible outecomes; tb) “unrealistic exp'ectatio;as
of the time it takes to conduct the gl},’ve-and—take Qf group activity;

and (c) uninformed expecpations of* Wwhat should" be going’ on when

the group gets together, N v

-




o ‘7 Unreasonable Expectations of OQutcomes

Wy

T oa

s

‘We want groups to ot only bring together all the resources
of the people ;;woljfed, l;ut also” to have them a;sumg v'§espcnsibilij:y
for some action and Eoliow—t,hroug.h. Most groupsq:xt:annot_i execute
policy, although they ,are valuable in helping se: policy a?d in

1

“interpreting policy. Groups may make laws to govern whether or -

¥

L

net people can steal, ki1l or drive a car ‘wherever one pleases;

-

but when it comes to enforcement‘ (the' actual cat:ryigg out of the
g@;;ic;) - th3£ is a‘r‘espansiblitiy of a hired functionaty -- like ’
a Agoriiée;ﬁn. If we gxixe;: _g_re\upisgch as committees to acitually_
take éc:ien which catries out the final responsibilities ;f,thgif -
éeiiberatians and problem solving, then we expect too  much. 'ﬂ;at}

f;nsi action usually must be delegated to someone. Let us keep

our expectations fsf groups within reason then, and the group will

7 - be -a more satisfactory "expgrience.  Groups can solve prob}.emsr

S .
by generating rational and workable solutions; they can ‘recommend

) g,:'igﬁs; they can suggest the most advantageous methods of doing

-~ !

saaei:bing.1 Most of the iime the efforts of many people éan develop -

" more “viable selutions than any single member of that” group ' can

&y ﬂorkmg alone.

. T Unrealistit Expectations of Time ¥

Groups take time. ‘\Lé" use an exercise in traming prograﬁs

1 -F

Ehich_' involves the cme-ﬂway and two-way comunication, -pr, .order
giving. What we find out in this exercise' is —thét we arriveg at
better conclusions (in the case more accurate drawing of sthe figures -

-

described by the ordergiver), but it takes about “twice as long

to do' the job. To tap the resources available in any group wil}

- L _ 5;9‘ ) - -
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- way. 7 N LT .

@ .

. -

involve both .a sensitivity among members as to who knows what

will be useful - to share and also a dadication .to taking time to

héar from people in the group confirm and support their participation

and weigh all the inputs. f you do not have time to spend letting
: - N

people talk over the problems and solutions, then you cannot expect

a group or a committee to do that job. If you are in a rig burry

to get a solution or arrive at a decision, then you had better

just turn it over E‘p one person and trust to luck that the chosen .

- \ = - A

L A - . .
person has the knowledge, the resources, the commitment and the

= L -
energy to solve the probiem for everybody else, and .lso the tough

'7sirtn to withstand criticism from those who would do it another

N

¥
- . +

-~

Uninformed Expectations of Greul; Process

Somewhere way back in our early training about doing things

ﬁ;';géther, we got the idea ‘th.at it should be -1l work -- no time

“‘far focfing around. In other words, ycn had a t_ask to do, and -

anybody who - did ot * tend strictly to business was not helping.

- That assumption about. working iagether might be stated another

7‘ way-that we think that evefyhédy leaves their emotions and feelingsw

[

\ .- - .
outside the door -when they come to a meeting (f groups, committees,

~

or classes. Much as we would like to be only intellectual beings
{without ~ a:y gut-level involvement in ; Asitu‘ation),‘ we du nat
act .that way. As wefintetact_ with each other on & task, we do
damage to our relationships. Idealistically, we can all bé one,
vig happy faniily.if we .11 agree all the time on all issues and

have onlv the most pleasant and friendly way of putting our arguments

or -handling discussion. Nothing can be further from the way things

ot




AN
¥
7]

i
i
i
|
iz{efk. We either already have an opinion on most issues or are
keady to form opinions very quickly. Once we take a stand, the
batem.ial exists for our getting upset when other 'viewpoints are

- ) éxpressed. Watch any group to see how much time/’lis spent in actually

- ger.ting the task performed and how much time is spent in the prucess
pf  establishing and keeping good enough rglations ‘'so the task _

o _ % ;
can get done. Studi%s‘of groups over many years and many different
AN

Eitu@tione have shows\ us that groups tend to spend a 11tt1e over

Lalf their time in’ /:asir efforts (doing the job) and a little less

I:haan +a1f in mir‘taining their felationships so that they can
I I

do thne job. £ The ratio of about 60% task and 40% precess exists '

!
S ia ﬁeﬁly fcrm& toups as well as thosel which meet at predictable

i

fE&tervals. > /

Imagine a n?w group which is meting for the first time.
:T: =_ ]

i‘.é know one another, talking%about outside interests. All rhese

=

|
: iteas help us _prepare. Jor :he 4:0\19 s task and are necessary if '
i

'ﬁe are going to: e fectively interact with ;hose other people.
|
!
|

r*vising, or teinforci g the personai relationships of the partici-
- 3 —
- palnts. Notice what haYens, for example, if last week's meeting

Groups which et regularly also spend time establishing,

really did a lot of work; really accomplished’ many task items.

(Y?z*u can=also prebably bbserve - that last week's meeting did not
spetd muc.: time maintaining rela:ionships among members.) 1f
tha‘ happens, you can predict the next méeting will spend a “lot

of \timé repairing hurt feelings; reassuring each other that the

€ i =

i

o 3
deci’sior were good, and C‘Rat _athe pushing around some members

“received was necessary and ;hat all members are still friends.

s
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’ ? good time is spent in "smal§ tall%”, introducing mu'sebies, getting




If you do not recog‘nize task-and-process as a necessary and
useful pair‘ of group activities, you will have trouble. 1f you - -
are a task leader who wants only to follow an agenda and railroad
tl}.rough the items in their proper order, tnen you will be bothered
LY any process or maintenance activities such as humor, asking

for opinions of silent people, and talking about feelings. Real-

it

istically, any group will need time to take care of relationships,
just as they need time to make decisions and solve problems of

a more impersonal nature.

'

Analysis Inhibitors

Not all situations are appropriate for group work. Not all

) i 2
people should be invelved in group discussion or group training.

There are three sets of forces, g:n?rally identified by most

E

group dynamicists, which can seriously inhibit the use of group

process or, on the contrary, foster good group work if accounted

for properly. This disrussion of inhibitors will take into account =

some of the practical applications of what has crme to be called

“eontingency theory" about groups. Simply stated, the contingency

approach says that if there is a proper interaction of three torces,

then group work can be most effective. Weakness of group definitior

in, any of the three forces can seriously inhibit the activities
of any group. Leadership has a function to perform in groups,

and one of the first (say the contingency proponents) is to determine

Al

the balance of inhibiting factors and adjust leadership style

“‘WW‘”“

=
and level to accomodate to the existing forces.

The three forces to be cr-<idered in making a decision whether

or not to use group methods (or opt for more authoritarian or

i
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'or.‘her means = of conducting the organization's work) are simply:

\
(a) forces in the leader, (b) forces in the group members, and

B
(c) forces in the situation or environment. - 2

t

Forces in the Leader
\

In many settings this is tl‘}e facilitator, or the appointed

or elected leader. There are man ;:ays to determine the'leadership
tendencies -and abilities of peop ;e, a‘nd> Chapter Five deals with
leadership. For gr;u‘p faci,iitation, some characteristics which
may inhibit or foster group work include the leader's value system
.and his/her tendencies or inclinations about lem:ling.1

What we areisuggestir!g is that the’ attitude of the leader
has an inhibitin; effect if that person is not convinced that
groups can ﬁccomplish the ends which may be assigned t:oc them.
A facili:ator's attitude about group interaction “will be quicﬁly
sensed by the group members and s.?.ny leader shouldr be cautious ’_
about using a group facilitiation system if s/he is impatiént:

with’ long discdssxons or uninterested in what™ cthers may think.
This relates also to the leader's confidence in the group

members. Unless the leader halieves the members can bring good

quality informatioh apd data to the group and can subsequently

be trusted to make good decisions, there is little chance for

L3

H

IIn the worishop on facilitating, participants were given -a test
to determine their attitudes and values about leadership. Using
the Blake and Mouton model (treated more completely in the chapter
on leadership, Chapter Five), it 1is possible td assess a person's
actitudes for many distinct situations such as classroom, discussion
groups, etc. The '"S-C Teaching Inventory" measures the subject's
interest in "Content' versus interest in 'Student" as a personal
orientation. Results are plotted on a grid. A

&
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.in the members, will simply by-pass, over-ride, or railroad items

-and not be a facilitator as much as a dictator.

‘in attitudes about leadérs -- and of course the individual person

My Iy
y

o N:AWWM
.

a group to succeed. The leader, inhibited i)y lack of confidence

Finally, a leader must be able to accept criticism, either
diréct or implied. A thin-skinned leader is not likely to put
up with a lot of group interaction if the situation becomes uncertain
or ambiguous. Bgo is therefore, as applied to the leader, an .
important inhibitor to gﬁfeﬁtlve facil#tation. A leader who sees
the group as a threat:;a him/her will not be effective in facilitating
much interact;'.on because the situation becomes insecure and unstable
and the leader has to tolerate a high level of ambiguity and even
;esiétance.

The first inhibiting force is a result of the combined forces
in the leader, and these must be checked hobnes‘tly and’ iccu’rately

/
if the group is to succeed.

Forces in the Group Members

There are many beha;ioral tendencies in“members which may
inhibit good g.rcup work. These * include pe'rsonality traits of ¥
independence and resistance to authority. ‘ As these tendencies .
underlie ttkz eventu'al group gEeh&wicts, they show up in the expression

of expect,.a‘tions of what a group can do. They are also reflected

who 1is facilitatihg the group at that moment. Open and sharing

personalitxes will likely add more to a group than will the inlubitmg _ :

“"‘Hw‘

factors of their opposites. Personal needs’ for expression, recog- =
nition and involvement must be considered. All these psy"chologica_l

)
inhibitors which can be inferred from group member statements

~J
2
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wor actions will make it difficult to facilitate a successful group.

In addit‘ion there are inhibitors of lack of interest ‘andg
llack of information. about the subject be.ing considered. It is
hard to motivate people to interact in a group setting if  they
do not know about nor care abé:ut c}}e‘items being discussed. Levels
of knowledge and levels of commitment (involvement or in.terest)

*

then become other forces in the grpup members. -

Finally, the force that can be very important is  how much

o

the members know and understand about the ways groups work. Earlier
in the chapter, we cited the lack of information about task and

process as a cause ‘for "uninformed expectations.' Group members

holding naive or uninformed notions about how people interact

-in groups will have difficulty getting much done. On the other

»

_hapd, having a number of group members who understand the actual

workings; of group dynamics can be .a real help to facilitating

. -
group achievement. )

Forces in the Situation

To repeat an ‘icejmrexpressed earlier, time is one part of
situation. [DUnless the group has time to interactf‘there is teallj-r
no:pcint in trying to overcome this inhibiting force with a
‘Tshortened meeting." Another force is the kind of pla.ce the group
is meeting, ‘Much has been written and discussed about the shape
of tables, the seating arrangements in rooms, the room climate,
the lighting, and potential distractions to groui: work, such as
noise, interruptions, audvother disc;mforts as smells and drafts.

If tl';e group has a history of successful or ux;\successful

meetings, these prior events will have an effect on its potential.




¢

-

» - i
) If&ﬂ‘ a’ new group, the attempts to make the situation easy

for members and comfortable to move into will have a health effect.

i f ot i g , -
New groups suffer from inhibitory forces of uncertainity as ¢b
where members sit, what is ~expected, the appropriateness of the

meeting place, the kinds of people these other members and leaders
are, ecc. ‘

[}

The kind of problem to be solved relates to the kin'df of

organization and group you have assembled. Clarity  of putpose,

=

significance of the work, precision of statement about procedures,

etc., all add to the effectiveness, just as hesitancy and confusion

will inhibit group act,i.ons.z

.

Related to most of these items is the question of group

size. Inhibiting grocup work can Fesult from grou;s of either too

- small or too large in size. A discussion of group size is included i

in the section on Su{;ports to Group Effectiveness (below).
. ]
i ] Summary
Taking into account the forces in the leader, in the members,

and in the setting (or situation) can affect your choice to use

-

or not to use a facilitating style. Groups will not all be the

same. Groups will not always act alike,.even if the membership

is the same or the leader is the same. Any change in any of these

forces is like changing one side of a triangle; the other two

"In the book, Dynamics of Discussion (Jones Stanley, Dean Barnlund,

and Franklyn Haiman), the authors list the types of discussion .
groups on a continuum ranging in their formality of "structure
_ _---and function and their purposes to achieve. - From least formal,
their types are: Casual, Cachartic, Learning, Policy-Making,
and Action Groups. Identifying ‘the type of group will have
some effect on "minimizing the inhibiting forces in the setting.

L4
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sides will have to make some adjustment also. You can depend
on. the ‘statement that no two meetings of any group will be
»
will be identical and often not .even™congruent), and you can
measure the forces in a‘dvance and make ‘approptiate adjusrtments

to cope with potential inhibitions.!

- Supports to Group Effectiveness

Téaining g:ﬁugs and le‘aming groups seem to respond better
ESNREN

to ac:ntines in which they may participm:gE rather than simply

\mm

gettiag to’d. Obviously there is no clear pomt at which to
use lecturing rather than using group involvement such as dis-
cussion. As teachers and trainers and facilitators, hoa’ever,

we must be aware of the prtential of groap exercises and activities

* absolutely identical (or no two triangles of group experience !
N H -

7 éesigned to heip partieipan:s leam about - group process, learn

" about themselves in relation to group dynamics, and learn some

!

skills in promoting and conducting discussion.

There are mdny sources of materials on experiential act-

' 'i-,,ivities. Structured experiences published by University Associares '

or in our textbook anamiés of Human Communication can?'be helpful.

Two activities which we have used with the training groups

%

in this program are (1) introducing each other, and (2) one-

way, two-way order giving, both of which are designed to give -

facilitation 'experience which when coupled with the E¥D*I*T*

discussion system described ‘ater.3 .

Both of these exercises are from Dynamics of Human Communication

(Gail E. Myers and Michele T. Myers) and the related instructor
manual. ¥ Many - other appropriate exercises can be found in
that same source or in the handbooks and annuals of tre University
'Associates, La Jolla, Caslifornia whose address i* 7596 Eads
éven&é, La Jana, Califomia, 92037.

- . N -




. - In the "i'ntreductlion" exercise, group members pair off
and after a brief ‘pex;iod of interviewing each other, take turns
in making a bri;f i;xtrodacticn to- the rest of the group of the
person interviewed. More than an ice-breaker, this exercise taps
two of the most ’comcn communication activities in our lives:
f.iftéing out things; about each other and having peopleﬁmeret other
‘people. - Many persanal insiéhts can be gained as well as learning
- abowt -how éeople talk "about each c-:ther in public. In the 'order

- glving" exercise, vthe point is to compafe éhe oné-way and two-

- ﬁay styieé of communication in :*._ems of accuracy, time, and feelings

of confidence and involvement "in the order-giver and the order-

- takers.

+

Facilitating Discussion -

N A persistent fault in training programs has been the ‘tendency

zhsg some. practical and future application of the %eoreéicg}

principles will occur. It 1is imperative that as much time be
] sspan:t in "pgacessing'i the activity as is spent in doing it. 1Ir
other words, the facilitator cannot assume that just because all

= -

“members of a group took éart in Some exercise (such as introducing

each other) that all members learned either the implications of
the activity or learned how to make future use of the information.
One .of the most effective means of processing group activiries

- 15 described in the Eclloaing.

When we\ refer to discussion, we- ar¢ not recbmendi..g the

unorganized, free-for-all, anything goes, kind of rap &session.

We recommend a highly structured learning ekpérience. 1t does

1

1 68

: . ‘to involve groups in games and exercises and then simply assume
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not occur without careful design and planning.

==

A facilitator
and whatever techniques may be familiar to a Eroup 'lAeader,'thg

may + have any number of ‘devices. to engage a group in discussion, -
use of E*D*I*T* may

be an aici to systematic prn:essir{g of communi-
cation activities or group discussion exercises. ' . )

) The chance of having a good ‘discussion is better if ‘the
sjys:eﬁ has a sstructure ~which ?emtts'participation on all levels

{content, skill, and affect) andi which maintains a purposeful ’

.
"order leading to a-significam: pessj.}:itity of learning. - '!.'he structure
Qé E*D*I*T* Iezgds itéelf‘ to the;e 7 requisites. The inclinat’ions )
_ojz' the facilitagér and the amount of jj:ractice in tvhig sys:ém; 'wiii' ‘
- determine hﬁw the exercise will be used. . ‘ e 3 -
) *D*1+T* is based on several premises Aabout ‘learnit;g and . 7
:,,,ﬁiigg,,leatﬁislg sitg;g;ig:nz e ——

=~ Learning is more likely to take place if recognition is given
to the three levels of .learning as they 4dfe interwoven and
interdependent {cogﬁi:ive, skills, and feeling).

Learning is more likely to take place if careful review of
‘cognitive mte;ials is provided,

- Léarniug' is more - likely to ctake place 1if  practice in the
skills is provided.

<

4

-— Learning is more likelyl to take pface if what is happening

~is related to some theoretical -or generalizate ideas about
“the specific things. going on.

What can you infer 'from what
is happening which might be .a good hypothesis or theory?

lr.eaming‘ is most likely to be meaningful or relevant to partici-

pants who can make some relations in real life to the activities
and the theories of the group situations.

How are we going!
69
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to apply anything we are learning? So what if we learn this .

stuff? . .
] | - - . . .

o ‘.‘ln:rodm:tiog to the EX*D*T*T* System. The acronym stands
| '

for the steps a facilitatc;r‘ goes through in leading a structured

s .

é;sculsioa toward having to apply some of the things learned at

i

"the three levels - of their experiences. The asterisks remind us g T
that it fis only through involvemept by the participants that we
can develcy che stages or steps. .

EXPERIENCE can be any activity shared by the group with-

-

s‘pffir;ieﬁ: impact and significa;lce so they will be ,willihlg to

»

share information and feelings about it.

- A

DESCRIBE what happened (a) to you and oti:e:s, as yot; observed

i

7 - :
them, (b) to things (moveable or umnmoveable); (c) to actioms-or - — _.

=

interactions as behaviors. -~ Descriptions must be limited to whet

is observable.

‘INFER from the descripgféhs of the experience what general

principles or theories or hypotheses might be’ developed about -

interactions, behaviors, tendencies.

TRANSFER those principles ‘to a useable level fin ~your own

1if¢ - how you might use the theory in another s.ituation; how °

.chat principle applies to how you run your life, or how the get;e:.al-

ization about behaviéré applies to what you do. '
In our discussion of the use of E*D¥I*T* we have not been

very specific about how~ ‘much time 1t ‘may _involve. Be prepared

to occupyl almost as much time in proce‘ssing an experience as you

would take 1in conducting 'the experience itself. Unless you can

’

spend a reasonable length of time, it may be best not to embark on



what :aight//rn into a hurried, frantic,’crondensed, or foreshortened

pracessing - of the experiences. One of the traditional problems

in- our performance courses is not having enough.time for evaluating
, " : .

and criticizing performances. Using E*D*I*T* requires a commitment

~

- system and cectainly not f:m this model.

"*”to take time. Qur ‘recommendation would be to start with a small

task or experienca and spend only a short time on it. That would

help you pace' the écessing sessions. As you get more experienced

il

in —E*D*Iﬂ‘*, the process- may be done more succir;ctly, with more
~economy_ of discéssion, an& more deeply, sometimes by skipping

some of ¢ ¥es asg you ask for applications (TRANSFER).

Specificaliy, the pmcesstng of experiences takes time.

—ﬂniess,yeu can spend time on that activity during any“session,

ﬁe not expect’ ‘to Have significant results from any kind of dzscussion

THE FIRST STEP - AR’ EXPERIENCE (E¥). Whether you use the

- cited exercises or some other exercises to trigger involvement

§ /
by the members, an exercise or. an experience of some kind occurs

first. A common experience stimulus, such as laboratory exercises,
then becomes the EXPERIENCE on which a discussion can be based.

| ‘
THE SECOND STEP -~ ’DESCRIBE (D*). This part of the sequence

. has many uses. It can be a chance to review the cognicive data

of “the EXPERIENCE. ;u: can be a chance to evaluate thg skills

+

: j

exhibited in the EXPERIENCE. it can be a good rehearsal .or (‘.he
- ©

group members before they are called on to make descrigtiVL,ev,aLu-

- - ations of their own. It can be an excellent practice ir ""observing"

as opposed to "inferridg" or "evaluating"”. The demands of naking

. descriptive statements rather than inferences or value judgments
-2 ot

=~




/ s .
7 ° - is :a great learh‘ing experie)c/e just by itgelf. The period of
- d 4 /
e /
describing is a useful yé, also, in develop.ng prattice in and

attitudes about the give-and-take .of discussion. ‘Again, em hasis

i

should be .on describing rather than on. valuing.  Forcin

- ’

members to describe what went on will sharpen attention 'to |

-

The essential question to- ask members who are in thé- stage

of DESCRIBE is ask them to report what they... R -
) - . saw . . ‘ . . ’
L heard : ‘ -
B o e ) B - ) [ . i .
- thought . i ) _ .
.- felt - - LY

——  first stage of EXPERIENCE, the -sec.ond' stage of DESCRIBE is the

one when you will really have to,_helé to work?{"o;ut the descriptio’n.s
iifr you have diffi{ul;y with 't;he ,membets kniw‘;ing the difference
bé{v;ieen 'descrigtion and - judgment (or oi;servation and inf;er.enc:},
— E you may - t;.al’nt to use \an exercise ‘like William l{at‘\gy’s’ Iriference

1

Although you may have to be active (as facilitator) in the
- ' v i

Test which is in his reviséd edition of Communication 'a‘nd Organization

’

L]

= kha?iﬁtc ’

&
~

” — ¥
Later when you get to the, stage for inference, perhaps the

B distinctions Dbetween the “descriptions and the inferences will

bze more clear. At the DESCRIBE stage, however, it is very important

, to - keep the level of comments to description and only to those
Athings which can pe either verified 'frogl data in the story or are
directly srated. Members. will tend to leap to the inferences;

- to give broad generalizations, to make sweeping conclusions, to
. ¥

-

v . .

;ietaiis and help f.hemrﬁdeveiap some sy-st'em‘fo'r “peying attéhtioq.",

*

e




sterotype personé in the incidents, and to bring up .their own

biases - and p,réj}:dices about activities and people in a ‘highly

-

| stady of the event or experience, or by lookmg h’ack at the data

= =

"~ which are* available to everyone thhout having to go ‘to ,our own

- - - 3

Fiid - =

EEE:RIP‘?IQN stage. You are werking on what ﬁappened in the activxty

A ’

or z’he event. er the exercise‘ .

2

You are also working on what happeaed to the grou‘p. 1P the

.-

7:}, item was cc.vereé by ‘the group, you want to develop this kiné of

as - gassibie from thé group, It is an exercise in recalling or

:‘7', ) . . _ . Lo

-

- ;eae@ering. In this way, you can review the member reaction

-
»

some if net all of these descriptions on the blackboard during

. ‘the stages of leaming about E*D*I*T* so the visual _reinforcement

_ a
= =

- * « can .actompany the oral discussions. ° SRS
It is very important for. you to é‘xp}ain-_uhy you reject in-

ferences, judg.ment‘s,' and hypothesésr at. this stage, holding most

of the useful ones to the next stage."' 1t i.-r also important “for

] '} 3

i@ftance to the members themselwes. It is not acceptable,‘ o

. =F iy -
éis;:ussmn as a dialogue, attemptmg, to generate as much dihfpthmv

'+ to the exercise as well as.the .content ,whigh &au - have already' )

reviewed with them in the dis&ussion., It is helpfuk - to write

eﬁgrieme(:e make * judgments. | This may be a /diffxicuincepg -

te Ixsve acégpted especially on suhjects which may have gersgaai

Miﬁ? slogan-type statements.or judgmerits of any kind at the N

. -
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you to support and encourage wide participation in the discussions.

\

“Another usefu? technique to develop understanding: of ‘the limit,

. i
:'. - . of ‘descriptié’on is to ask thke group _to respond with you to the

\ -

AY N
suggest\ions as to what is description and what is not. Involving

. the group in that kind of critical judgment is an excellent learning

experience, and later a review experience, in evaluating the kinds

, : / : )
- of statements we make. ("Dc you think that is a- description?

Why not? ‘How could you make a statament of description about
+ . the same sort ~f thing without it becoming an infereace or a con-

-clusion? Could you alter that comment to make it a description?

What is it you are describing? Can a -one help answer that?'")

Descriptions concern what happened to any person, to othars, to

things, to actions or behaviors.

THE THIRD STEP - INFER (I*). Now, it is fa:r to make sweeping

= : statements, to suggest inferences, and to develop statements about

e tendencies or pPrinciples or theories. After trying carefull;y

under the DESCRIPTION stage to stick to telling what happened,

this stage encourages generalizatidns.

. The essential question to ask participants who are in the

="'w.§t;g—e of iNFER"’i—s to ask the:p "What have you learned .from the- .

experience?”

Staieme?i—fshould come fro;n the EXPERIENCE rather

jf,fﬁl;a'ﬁ come from the outside. fry to hold the inferences to those = =
B . o L o — - ~ é* -
things which grow out of the dcscriptions of the particular experience .

“rather than the total life experience of any member. Things that

. 3 , .
-are likely to occur as a result of the things going on, in the -
© experience may sometimes qualify to be lis*ed under the mﬁﬁ:il‘—hq:—'z

stage.

. 7% . d .




A‘i‘gain it is suggested you make\ list on a chalkboard of

at least some of ,the ideas pr#sented duk\mg this part of the discus-

t X
sion, It is alsc recommended that you inyolve the members themselves

in determining if the statements suggested\ by others are appropriate
{ A

for this classification of INFER. Let them develop their critical
N N

, \ \
W sense as they argue for or against inclusion of certain kinds

of thearies or pfncxples or generalizauons. \
Gaul:ion. Try to keep the discussg conf\med to the EXPERIENCE
——- presented and not let it get too far from t\hat event. There is
_a tendency for most of us to talk about persor\al biases or behefs
|

“to the exclusion of the topics at hand. \

- Cau*mn. Do not setti. too easily tor slpgans or old-wives-

b,

tails, e’i(en if "eseryone kndws that..." is accep*:able to the group
. \ T
as a truth. o \

i
\

o Caution: Do not a\rgue’ wi—th ‘the members |over fhg content
7 (or the mgrality or the wvalidity). Check_ only ‘,1f these gene al-
izations are appropriately ‘derived from the (a)‘ EXPERIENCE, and
—~. (b} the DESCRIPTIONS deveioped from that experience. %

Keeping the concepts in this stage as sxmple as possible
will make more sense when you relate them back lto the previous
stage and LTy tc; bring them along to the following one‘i‘.

THE FOURTH STEP -7TRANSFER (T*). This answers: the "So what?"
quegtion. It is che transfer of le‘arning from ou%xe setting into

. i :
another—-be it the real world the member lives in or | another group.

Other ways of describing this stage include:
i

I

i

== Héﬂmm—%ﬂm‘* for you? |
2 . ' 1
== How would you =se the theories you saw deveioping in thds

- discussion? |




- If you believe what is said about this specific or particular

instance, how can you generalize it into operating in other

.
i

parts of your life?

-~ Is there any way in which you can make your behaviors mqre
appropriate by applying the principles discpssed?
One of the most exciting parts of the learning process is

to see the things applied in ofﬁi‘ﬁtuation which may have been
- .

learned in another. You can "TRANSFER the things you know from

one occasion to another. responding to different events with

data or skills from a learnedfexperience.

Members can speculate in this system abont the ways in which

= they may adapt the learning- into their own lives. Some will be

quite ready, to imagine applications of the learning to fut\ure

- ¥ .
activities. This is a TRANSFER djscussion. Some will be able

i

©

to predict on the basis of the theories how some "athers" will

®

react but will not predict their own behavior. That is likely

to be more of the stige of INFER than it is of TRANSFER, since

it involves generalizaticns or predictions about otliers rather

than an estimate of how this learning may be useful to the "me"

¥

% involved.

. 7 .
The TRANSFER stage assumes that future acts can be changed

-f . from the present or past ones. That future assumes there has
- : |
: x ] |
: ' been something wrong in our communication or in our interactionms.

Ta - - Only if we admit to the puséibility of change, can we engage in

thz discussion of the applications of.this learning to our lives.

While i€ is not necesuary to demand ''true confession” from _the

group; you sh{g}uld be aware that they may be inhibifed in their

[ A ——— e —




reactions because talking about future behaviors may include painfully

admitting to a need to change.

: 4 Facilitating Mechanics °

In the setting for group discussion, tHere are some variables

- - which we can control. Basically we should realize that groups

function better if their Physical comfort is at a reasonable level:
temperature in the room, absence of noise or other distractions,
seating arrangements which accommodate the persons themselves

and keep them in some kind of communication contact with one another.

I

Having an agenda printéd to follow is sometimes helpful if the

group tends to wander off the subject. On the other hand, too
#

strict an agenda will stifle creative approaches to solving problems

- and often will be used by facilitators in place of open discussion.

4
Two other mechanics for facilitating interaction involve

“

the size of gfoups and  the systems for® breaking larger grrups

into, small ones for better discussion.

. .

: Size of Groups. There is no magical size for a group. Some

~ researchers have proposed a number -of seven as very effective.

Others as confidently say that groups of five or groups of nine

-

- can be very good. Notice- these are odd numbers, -an, the reason

is that it avoids an even split on a pairing off or voting situation.

.. % How large’ie too large? How ‘small is too small? Tpose questions
% can only be answered in terms of the task to 2accomplish, /but hete

is a simple guideline to help iyod as3ess the portentil fo:l group

- effactiveness. IA group should have a rich variety of resources

-  %vailable in it, and that meanc generally more than just three

N
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or four people. The variety of resources should also be tapped

within a reasonable space of time and within the tolerance of

" peusple’'s interest span. For that reason, a large group (even

=

LE it is an abundance of experts in it) will not have an even

distribution of speaking time and thus not be able to get all
}‘ -
the available data. Therefore, a group much larger than ten will -

take a lot of time to get around to everybody, and will also.,have

14 .

a danger of being dominated by one or two very voluble persons,
while the quiet ones either hide or get overwhelmed by the verbosity

of the oververbal izers.

1S -~
¢ R

" BPreaking Up Into 'Sn}.l Groups.* One way to have . effective

-

interactions when a group is very large is to sub-group and -later

get all groups. to share experiences. Groups of fifteen or .ore

will have better interactions on most. discussion items if they
) @

can be subdivided. Facilitating groups can depend on your ability &

- to break them up for better interaction and then have the small

groups report to each other.

-

On; method is to have a "Gol-d.fish;Bowl" where half the group
7per,foms its discussion function while . the’ other half sits around
the outside and -o‘bserves., Changing roles half way through a discﬁs’-
sion can give all members a chance to”di_scuss an issue._ s'i'o get
a representative group inside as well as outside, a recommended

|

system ls to have all members count off by '"twos." Then all th%L

"ones" are inside the '"Uoldfish Bowl" for the start and all the

, v
"twos" are outside. : ; _
i .

Counting off ¢to get sub-groups is a ‘'yvery effective device. =

It is simple to do, and'gpedple have had some experience with it

“ . . \
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in their lives. They can understand numbering as a legitimate
way of organizing. Although it may sound childish to you before
ycu.start it, remember it will go very fast, people will acquiesce
to.it easily as they have to make no choices of their own, and
the greatest advantage to you, the facilitator, is that it will
randomize the group.. By that, we mean that the group members
who come to the meeting together and sit together (the buddy system
of group meetings) w'ill_be forced to work in a different group,
and it makes a better mix of talents X~J:han asking all the people
in- the ;ront or back or some sm'all section of the,gtoup to get.
together, Exa;gplé: you want to have four groups of about five
meribers ;ach from your group of twenty. Then you simply say to.
the group: "We are going to form groups by counting off .by fours;
,‘ let's begin here with you "as number one, then two, then three,
then four -- now, you're one again, two, three, fout;- and one,
two, 'three, four...," and you point to _ea;:h person as you say
tha number. If there is any tendency for the group to arrange
its;If by cliques, by sex, by car pools, b‘y friends or whatever,
then the counting off will break up those little groups and probably
. give you a better d15c9ssioﬁ in the small grcups Ehué formed.
Of course, there ar; other ways of getting ‘small groups from

the big one. You can ask people to find x-number of others, as

in the example above you could say '"We need to have groups of

E S

five people, so each of you find four others to work with and ’

let me know when younhaire erganized yourselves..."

There 1is an advantage to this voluntary sub-grouping if there .

are to be either sensitive or sery intricate problems to solve-

' 79 & :
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People may know with whom they want to work and therefore will

E3

have a chance to select, Enjoying an ease of association with

.

people they already know can sometimes be helpful, although it,

may éncourage people,toilimit their contacts and their understanding
of the discussions.

1f you know the members and want to organize their resources
to your advantage, you may simply want’ to assign people. to groups.
In a gx:c;up you do not know, or in the earlygmeetings a\f a group,

this 1is not a wuseful system. Also, if you have not made good

3

judgments of which personalities. can work together, the-\\plame

for any failures or conflicts may be given you by an unsucgess\ﬁél

or angry group. T

L 2
Members can draw cards with numbers or group names on them
as another method of getting small groups out of a big one. It

may be more personal than counting off, and it still takes the
-3 *

=

responsibijlity off the facilitator for "playing God" with arranging
people to :nteract with one another. Chance, . rather than the
design of the facil'iﬁacor; can be blamed for apy inability to
, function. ‘

As facilitator, yoy assume much responsibility for the outcomes
~ .
of the group's interactions, -and- we—recommend you mirﬁm’ize@ your

involvement when you can. One such place is the sub-grouping

»

®f large groups. For their reports to the larger group, you should
: . L .
also avéid selecting the '"speaker" {or the 'reporter'", but |leave

- ]
g;at to the joint wisdom of the’ small group.

it

»

-«

kS

@

’Su-agx. Large groups do not usually engage easily in discus-—

-

»8ion, nor are they as effective as smaller omes. Very large groups

-~
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(25 or more) surely must be sub-divided if you expect to conduct .

discussion and not simply *tell ‘em."” There are many ways which

the facilitator can use to make small groups, and they‘ should

v
maximize the interaction of the group and maintain the facilitator's
separate role. On the subject of numbers, if the groups are smaller
than five, they may lack sufficient resources to "carry on a good

-

discussion as there will simply not be enough different points
a < .
of view, information, or articulate‘sbeakers for the representafive
sides of .a problem. Too large a group will tend to be dominated
by a few @rg outsiaokeﬁ' onesﬂ and the quieter members can hide
very easily if the group has ten or more people in i;t. Also a
large group does not have time to get around to ali members (or
the patience to sit still while many others  have their, "say").
=

Som; members will be unhépspy either because they were not heard

from, or were dissatisyied w*it‘h the length of time in their '"turns."

2

Facilitating Interaction Sensitivity

Sensitivity ,to nonverbal communication can’be phe most useful
facilitating tool you can have. We believe that somewhere between

5% and 15% of the information we get from others is obtained through

the verbal system -- word§ mainly. The rest of what we know about_ .

A3
each other and events. is obtained .through nonverbal systems.
. ° < : .
Particularly the nonverbal <ues affect how we hear the verbal

communication; in other words, we may want to call nonmverbal a
11 .

;.
sort of a/ meta-communication, or a con,pnunication abogt communication.

W

It tends to establish relationships—rather—than—gtve ~us direct

information. Nonverbal helps us understand how we are to 'accept
words from others, relate tothd context, and support the verbal

system,




+
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i

‘talk, don't look* at each other.

+how seating is arranged for a grovp all have an e fect on our

‘with the nonverba}, we tend to belieze the. ~nonverbgl. . - ' =

Honverb.al consists of many different kinds of ‘'messages."
Our facial expressions, including igerg importantly the eyes, make
up one part of our nonverbal. w’e have ''rules" about looking at
each other -~ how long; where to look; and s;uch specific expectations

as "if you talk, you must look"” and the converse "if you domn't

- . "”:%.... ’ . . ~-*~
Gestures ‘“contribute, much. to -our conmunication, as do our-

body postures and stances. Distances we stand from others or

»

communication. , How simply or ornately we dress, or the kinds

.

of -ornaments we wear all tell others something ‘about us and how . _

oo >
we expect to be treated. 0 . .
- -

Paralanguage is a term we use _for rate of speech, - wvoice

inflections, tonal quali{ies,-and other signais we give others

with our wvoices. These are very important to pay attention to

o
o

.

as we work with others in a' group.

.Of special wvalue to our personal relationships —--more than

to the exchange of data or information -- the nonverbal system

. ) i
is -very powerful, is very well known r.7r everyone, and is almost

never discussed. When the verbsl reports we get do not agree c

Br:.cause we can read the nonverbal cues so well, we sometimes

forget that we are using them to judge rhe! behaviors of others./

*

It 1s important to rlcognize whe?e we get our information in our
f]‘ ,’;’,”

group. ccntacts; and when it 1is nonverbal infbormation, we  must
= . R}

rely on it and be able to talk with others about it.

-

Facil‘tating group discussion will depend many times on how

. B . §




well you are tuned in to the feelings and needs of tHe group.

&

Most of . these —are express

nonverbally rather than verbally,

L4

'messages, (b) be ready \to ask_ group members openly .about their

J

?

3
and you can be more effective if you will (a) be tuned to these ) l
needs or opinions, (c) have confidence that you are tapping a very i
significant spurce of group information, and (d) do not play "shrink"" « j
with'grouﬂ members by trying to infer why they are reacting as

they are, but simply recognize the actions without figuring. out

~their hidden motives. - ‘ ’
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Chapter Five t
LEADERSHIP SKILLS -

Jessica B. Leslie

Introduction
M /

All of rthe "workshops in the Le/adership Training series are /

. directed toward enhancing leadership skills. ®roup facilitation,

workshop design, consultation skills, clinical -supervision and

—-- N 3

imi}foved competence in professional development are imporqant
/

in developi,‘ng one's leadership ability,/especially for the leader

in educ.ation. The purpose of the Leéadership Skills works/hop is

to add to these skills, not duplicate then, by - providing ne;ﬁ infor~ -

2 mation ard the opportunity/ to synthesize it with*the other session
topics. The major areas included in this session are 1eadersh1p

style, situational leadership, leadership behaviors, time management,

ard motivation cf others. . : : ; . /
: ; . /" //
Leadership Style 7 //

Before receiving any information on ‘leadership, the participants

€

are asked to con/tplate ‘thea Blake and Mouton leadet"ship style inventory.

- i

Scores on the categcries of items are totaled, placing each test-

:aker in one of five stj‘rle categories The categories are based /

u’pon two dimensionz which are measured! by the syrvey: -concern

—”*”;*” " TTa . 2 . f— - i

for casks and concerr} for people., - high task leader concentrates

on achievin the or anizatien's goals; whereas, a leadér scorin
g 8 g . 8

hiJgh——"‘or; the people dimension concentrates on satisfaction—of the— —

.

o'r'ga'nization's members and group climate. Combinations ;of these

- characteristics constitute the five style categories listed here.

L
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’
‘

1. Impoverished Leader - This style actually indicates a lack

! of leadership. There is little concern for task or people. .

-

Most' activities are merely performed as a matter of routine.
* 1
‘This type of leader places people in jobs and leaves them

————

alone. Self-interest and self-defense determNwe his ;\or her

- actions, and the leader has minimum influence |upon others.

2. 'Relationshm - Oriented Leader -~ The  leader: gho has a lc;i;
/ _
/ . ] L

' cpncern for task, but a high concern for people, believes

’

i
, that the needs e¢f the organization are contrary i the needs

; of its. people; Production 1is incidental to the wbrki.ng

' atmosphere. The organization is run very loosely, and formal
requirements and regulations are often ridiculed. Most meetings
have &s their purpose the promotion of social togetherness, and

' | N

i
concerned with winning friznds and influencing pgople. . ,‘1

N

i . I/’
3., Task~Orfented Leader - This leader is the opposite of "the
- - . :

N . T
j.p-Oriented leader. - ?1th a high concern for p@sk

and a low concern for peopi‘é, the leader places top priprity
LY ’ ’ - ‘ -
on achievement. Interaction "occurs strictly along the /lines

of authority. This style is ‘based \*'pon the assumption’ that
R — ¥ T

-

- i .
.. people are generally. lazy, incompetent and must be coerced

’ 4

- | to work, Staff motivation is a:tztempted by quotas /and dead-

/lines. Communication is formal and travels one/way, from
] ) ; ;

the top of the hierachy downward.  The leadey makes the

} .
= clog.e/ supervision. and tight control are prevdlent. ‘eople

_ / frenc. :
... myst "produce or peris'h..,' i , .
4o Z

alanced Leader - The' balanced leader is ,ﬂeitﬂe’r high nor

/

-,

}/ T ‘86""

} , . ,
‘ few goals and tasks are accomplished. The leader is primarily.
’ .

b

. . a -
—decisionsi—employees—merecly —comply.— To —insurg cc- .ance,




F .

low on the two dimensions, rather s/he falls in the middle «

. range. Cquynpromise' is the basis . for ~action. ,This type of ‘_—'
- ' leader—assumes that people will work hard and comply‘\ with

= reasonable di?ec:ives. There is a heavy.reliance upon conformity

€ +

P . roo- .
to tradition| and rules, and communication is two-way, ' hut
, !

: ,. formal and ry general. There is a balance‘between the
. : ! o

- importance ™ef tasks and the r:onsideration of people, but
not an integration of the two! This style is usual 5y aufficient‘

-« for getting the job done; but it seldom promotes innovation -

and ‘change .

5.  Integrated Ledder - This type of leatl;ier has a high “copcern

* '

. /
for people and for tasks. The firsy priority is to create -
/ T , / RS
‘ . conditions in which satisfied worlfers exhibit high rtask /

achievement. High morale and positive attitudes .are fostered

C ame B _ .

through concerted. team effort and _involvement. Communication

e s two-way and open in nature, and personnel are actively_'

T ) —
invelved in the decision-making process. The iutegra'ed

£ ‘ i .

. lea&er at:empts to create an environment in which orgamzational/’

" -
’

goals are consistent with individual goals. The key elements’

. are teamwork, rparticipatig'n,' cooperation on common goals

oy and gr‘:o.up décision making.

o -~

- .o ; . :
‘’'Some research has indicated' that the integrated leadershxp

style is-~ xdeal' however, other ri/asearchers argue that no one stylﬂ

is perfectly suitable fon; all situations. ‘A highlv struccured,.
[ o
autocratxc situation as in the military may run more smoochiy

_ I . _ '
with a strong task leader who makes all the decisions. It would™

not be advantageous to gall for a wvote to makg a deeiss;oh' if an _
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immediate miliiary attack is impending, nor- does a medicalfjdoctor
poll his or:her patients for their opinion of how to treat cases.
On the othercﬂand, a school principal may want to involve his
professional staff 1;1 decisio;s affecting the school and its studencs,
producing ip them a feeling of ownership, dedication and higher
morale. It is up to-the individual to assess his or her personal
situation and leadership style and _to make adjustm;ents so that

3 .
the two are compatible and effective.

Leadership Behaviors .

A positive attitude is one of the most important elements

in being a successful leadgr. You will not find a powerful, suc-

.

ces$ful leader who is pessimistic and only sees the negative side

of a situation. On the contrary, the successful: leader believes

2

that any situation’ is capable of improvement and that there 1is

- always hope even 1in the direst circumstances. S/he frequently

looks to the future; nct the past, and sets higher goals, continually

striving to achieve them. Leading other people with consistency
and enthusiasm encourages them to. display the same characteristics.

The effective leader sees the best traits in others, utilizes

L3

their talents, and encourages their growth.

Understanding® human behavior is another important characteristic

of the “successful leader. S/he 1is sensitive to people:s needs

]

and feelings and understands how to deal with them. -A.good leader

knows how to encourage the introvert, how to utilize the aggressive

and how to bring all types of peoplé into harmonious orelat}.onships.

Communication skills are extre;nely important in dealing-

with human behavior. A leader must be ai active listenery not

88
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interrupting until a person has finished what s/hg wanted to say.

There is much to learn about communication skills, some of which

\

are included in 6hapter Three (Consultation), Chapter ‘Four (Group
‘Fagilitation), and Chapter> Six (Clinical Supervision). A gcod.
'leader can be charismatic, calm and persuasive, or to-the- point
and firm ghen necessary,: but s/he must always be genuine. \
Constant planning is crucial for a sucéessful leader. To
accomplish any' task efficiently and ‘g;;ectively, a leader needs
a cieér, organized plan S/he is goal-oriented, cons:qptly looking
beyend a given point in time. '‘The first step in organizing for
-action is\\to set long term goals for oneself. The leader peeds
to decide, if only tentatively, what s/he wishes to do twenty,

?
or perhaps thirty or forty, years from now. These should be written

in the form of goals. For example, one's goal may be to become
N 0

a school district superintendent.
bl ]

The seand step is to determine what procedures are necessary
for attaining the long term goals. The person who wishes to become
a superintendent will need to obtain the proper certification
and receive experience in the field of educational gdministration.

These should be listed as subgoals under the long term goal of

?becoming a school superintendent. Each of the- subgoais should
sbe further divided into more specific objectives (obtaining financial

assistance to attend a university, etc.) until the present time

period or starting point is reached. - The result is an -organized

+

hierarchy of 1life time goals with their corresponding subgoals
necessary for attainment. Each goal should have a tentative time
limit and a clearly defined procedure for attainment. The leader

now has a plan toward which s/he can work. Wandering aimlessly

]
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in several directions with no particular purpose in mind is* not

necessary. -Self-direction and organized action can set €he stage

for becoming a successful leader.

{

ional goals ‘should also be established in the same

v

Organizat
manner. If, for example, you are in chat;e of professianal develop-
ment for yo;r school or district, you should ask yourself what
outcomes you and the other professionals for whom you are responsible-
wish to achieve. Together, longer term goals need to Le identified
followed by the establishment of the subgoals. A hierarchy of
goals will provide a visual representation of the direction’ that
; school has decided to take. A team effort in working toward .
the - attainment of those g;als will make a great difference in

P -,

the degree of success.
A good leader perseveres in the goals and plans which are
established. Everyone suffers hardships and setbacks, but it

is the successful leader who keeps trying. The motivated person

" who knows in which direction s/he is moving is the one who does

not deviate from the path hrecause of intermittent problems. Per-

severance for the future, not anguish over past or present adver-

sities, will create successful achievement. iﬁgiﬁsiigiik

Time Management / -

Just as an organized blan is essential for ngeloping a course

of action, the management of one's time is crucial_in the implement-
) T e
ation of the plan.. I!En: Fitzwater (1977, p. 37), a nationally

W'
!

recognized authority on time management, states, .

It is human nature to ratfionalize our
shortcomings. We can find reasons and

90 R
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plausible justification for just about

anything we do or do not do. There is

one exception:- We can't say. that someone

else has been given the edgh on time. ) .
% Who would believe us if we ~ said, "Sure

Geurge sold more widget's than 1 did;

he has twenty-eight hours every  day and

I only have twenty four." The truth is

we all get the same number of seconds,

minutes, and hours every day.

How we utilize our time 1is what hakes the difference. In his

book on time management, Ivan Fitzwater describes several techniques

’ N
for accomplishing more in less time. ) ‘

W

Utilizing® the goal settiﬁg procedure previously de;cribed

is one of the most effective time-savers there is. It places

1

a person in an established direction with a definite purpose.

Time .is not wasted 1in back-tracking and starting over on a task.

- %

The goal and method for reaching it is clear. and provides a scheme

E

for proceeding, especially if broken down on a daily basis. The

LS
*

person who starts ,each day with a daily schedule or*list of. tasks

in order of priority is more likely toraccomplish® them in less .

time than a person who has no definitive g}an .and who merely

takes things as they come. . The former person is proactive and

is in control of time; whereas, the latter person 1is reactive

and is controlled by time. .

-
Y -

X
‘Graup activities or tasks can also save time.

if you need to visit several classrooms, schedule them in one block
of time so that you can visit one-after anéther. Set up a partiemlar
time in which you return all telephone calls so that you do

not find yourself returning a phone call every thirty minutes

and interrupting progress on a 'pirticular task. Establish a sget

91
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period of time for office hours so that you have fewer interruptions’

and more control over your schedule. People will learn when you

are available a!;‘ will wait to see you at the allotted time.
4 1

If you have several things to do in a particular part of the building,

do them at the same time while you are already there. You need

not make several trips to a particular location if one will suffick.
Grouping. of tasks will help you complete a task in less time

because you will experience fewer interruptions and will not find

yourself °continually ‘'starting over." Fifteen minutes in the

morning ‘spent on schedulingﬁract{virties for the rest of the day
can save\ valuable time for other at;tivities. ' It is true tha\
unforeseen events occur which require immediate attention, but
this does n-ot mean that you cannot have a daily schedule. In
) .

fact, an organized. schedule will allow you more time to deal with

these emergencies, no matter how frequent they may be.

1
i

Paperwork is often viewed as a burden, but it is, nonetheless,
a necessity’ of most jobs. The amBunt of time spent handling paper-
work can be minimized. Again, sef aside a particular time for
reviewing mail and other papers. Learn to skim materials, selecting
those items. which are relevant and'those which are not. Take
imedigt% action on each paper after you read it; do not set it
aside for future consideration. If you do, you will merely waste
-time reading -it a second time. If it is worthy of action, do
it immediately whether it entails compl;zt:ing a form, writing{ia

.

report or delegating it to the appropriate person. ‘If no action

is required, throw the paper in the trash can. There is no benefit

in handling papers more than once. Complete paperwork during

i

‘tv:

-




the time allotted for it and move on to your next task.

As you become accustomed to a more organized schedule, you

will discover that your work tempo has® changed. Rather than

vascillating thween "full gspeed" and 'stop," your work pace will

be sreadier and more 'ptoduc‘tive. You can accomplish a’ great deal

without feeling "frazzled" at the end of the day.
Much time can be saved by aveiding duplication. It is qt;ite
often the case in many organizations that several people are working

E-3 B
apart on the same task. 1f the organization has developed a hierachy

of goals, this ‘is less likely to occur. It is still important,_'

. |
however,» to make sure that, everyone understands who is responsible

for what activities. Tasks should be clearly assigned to individuals
or groups so “that ‘duplication of efforts is avoided. )

Meetings should be held only when theére is a sufficient reason.

Having a meeting just because it 1is regularly scheduled at tha:

time is a. poor use of everyone's time. If a decision is to be _

made during the méeting, the background material necessary .to
make the decision should be distributed and read ULefore ;:oming
to .the meeting. There should always be an agenda for the meeting,
and it should be adhdred to c.loselyl Every meeting should start
and finish on time. It is not fair to punish those people who
appear on time by making them wait for the late-comers. ‘All to
often, peop‘le say, "1 know we can be late. These meetings never
start: on time." After a meeting consistently begins on schedule,
people will instead say, "We can't be la‘te or we'll miss the begin-

ning of the meeting." Meetings should also finish on time or

even early 1if possible. Well planned meerings which accomplish

-
-

™
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their purposes and adhere to stated timelines will result in people
who are more willing to attend and participate.

If you have —a pérent, teacher or coworker who repeatedly

-

. A
tends to usurp your time needlessly, be courteous but hold a stand-
- Q
+

up conference. 1f you d¢ not sit and relax to talk, that person

is less liﬁely to stay a long time. As a result, both of you

‘will have wasted less_time.

Motivation of Others

Every good leader realizes the importance of éotivation.
Consider the difference between someone you know who 1is highly
qotivateé anq someone who is not. Motivated employees are en-

i
Ehusiastic{ r;ady to work, and often put in more time and effort
than are expected of them. They work to their highest potential.
On the other hand, unmotivated employees watch the clock, perform
at low levels, resent doing anything not in their job desc;-iption
and are not dedicated to the cause or work a}xhand. These employ;;s
are the ones who can make or b;eak an organizatgon; therefore,
it is essential that the leader of that organization know how

to motivate people.

One. of the most effective means” of motivating others is by

example. Working with someone who is motivated is often all the

encouragement a pérson ‘needs. Motivation is contagious, and it
is up to the leader to be the 'carrier".

Abraham Maslow's (1965) hierarchy of neéds is a valuable
tool for wunderstanding human behavior underlying motivation or

lack of motivation. He has listed five levels of needs of which

all people seek fulfillment. They are arranged in a hieraci%al

94
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fashion g0 that the first level of needs must be met before the

second level of needs can be met. The five levels are:

&, I. Physical Needs (food, clothing, shelter, etc;)

-

I1. Safety Needs“(safety, security, etc.)

el & 1 I:"Nee-d—f or-Love (love, affiliation, belongingness, etc.)
IV. Need for Self-esteem (self-respect, esteem from otl';ers, etc.)

V. Self-<Actualization (Self-fulfillment)

The - first level con:ltains the basi¢ needs which include food,
clothing, shelter, aﬁd rest, or in short, some level of financial

security. Once a person's physical needs are met, he or she becomes

L]

copcerned about safety and security fwhich is closely related to

n:tu:.I first level. The third level is the need for love and the

 feeling of being a part of something or of belonging to a specific

.

group, such as a family. Without this emotional security, g person is

not likely to move on to higher levels of fulfillment. The need

i
=

¥ -for self-respect and ésteem from others is important to the individual
whose ;lower gneeds have been met. A good self-concept leads people

f
to self-actualization, the highest 1eve1* of attainment. on the

o

hierarchy. Self-actualizéd ‘people have a good’ underst;nd&ng of

themselves. They know who they are, where they want to go and

- ‘ ~ where they fit into this complex world. They are secure, sa‘isfied
with their being and have complete peace of mind.

An understanding of ihe - people around you 2 ' a knowledge

of their stage of need development can help you become a better

motivator. If you have teachers, paraprofessionals, or principals
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who are still operating on the first two levels, you can guess

what will motivate ,them -- physical rewards which help meet t'eir

' basic needs. Teachers realize that“wheﬁ they have a student who

4

is starved for love, affection and attention given that child

wlll serve as~?,bgtter motivator than a piece 9?.9?E§1Lﬁ Teachers

also realize that in a classroom with no heat in thc coldest part of
tre winter; lictle learning wili\nbccur”buntil those students are
.« & L

. physically comfortable. Persons that have a Ystrong desire for
esteem and prestige will feel honored “in being singled out to
' chair a committee or task force. . A self—actgalized person will

quickly respond- to opportunities for further \professiqpal> and

i

personé} growth when no physical reward is offered.

i 1t is imperative to know your coworkers well. You must learn

- what their needs are, discover what motivates them and carefully
b \

match those persons with the tasks needing attention. Consider

the following example.

Suppose “that your school district has mandated that each’ .

principal is responsible for the inservice program in his or her

N school. To develop 'a purposeful program, the principal decides

to involve the sﬁhool's sqﬁff members- in the design of the program.

g A professional development committee is ;sgablished to conduct
a needs assessment, devise an inservice program, and implement

and evaluate it, Hopefully, enough personnel volunteer their

services so that a balanced representation of positions is achieved.

- The act of volunteering is in itself\ an evidence‘ of motivation.

% However, the principal may wish to appoint some people to the committee

for the purpose of getting them motivated in improving themselves




and ‘their surroundings. The principal, after some cooperative
N \

research and brainstorming has occurred, may need to assign ‘tasks

to particular, members of the group. The person who has a high

need for esteem may be the best candidate™ for the chairperson.

Because of the need for prestigé, s/he will provide that extra

effort for- getting the job done effectively. A person at the self-

actualized level who is motivated- by self-growth should be williné

to research content areas or new methods of 1mp1ementingl‘ insérvice
activities. A p'erson who needs tg feel a sense of belonging may
work better on a group task rather than on an individual one.

The same p\rinciple apl;lies to the other side of the siguation.
A teacher still concesned with level one or two may have to be
paid a stipend to attent optional workshops, l;ecause self-grow'th
is not a priority. A vice-principal may appear unmotivated because
. s/he 1'5 only given the munaane and routine tasks to perform when
this person has higher needs to be fulfilled.. A person seeking
self-improvement may lose interest in a job if not given higher
level responsibilities for achieving self-growth. Ascertaining
employees' levels of nee.d development \and attempting to help fill
those needs through organivzational' goals°'and responsibilities can
result in a highly motivated professionzl staff performing at \optimum
levels. Recognition and rewards have different mear;ings for dif-
feren; persons. ‘It 1is the sugcessful leader who ﬁa\r:_/identify
the proper ?b\ivators for particular individuals so that the

entire group ‘benefits from everyone's talents and abilities.

\ ,




This chapter describes the leadership skills presented in -

»

this' workshop from the Leadership+ Training series. Although ali
of the workshops presented in the training series describea, leadership .

- ~ °
skills (consultation, group facilitation, clinical _supervision,

‘atc. ), this -chapter focuses on the more spécific management skills .

- ‘ aﬂaeoq‘{ated Swith leadership behavior.

~ , \ o .

£
It is the author's "contention that no matter what style of

"

leader one may be,' everyone can raise his or her level of success.

\ 4

Although not all effective ieadership characteristics are described

in this ione chapter, there are many of the essential ones which
o 4 ~ — vt
) the individual is able to control and which can be improved upon

for becoming a better leader. A successful leader is one who is )

. . /]
able to adjust leadership style or behavior to fit the situation,-

o

ur/\derstand the people’” with ‘whom he or she works, establish long

and —short-term goals, make a systematic "plan and.- schedule, utiltize
\.«.-,/d/ goals, y p . ule, z

time effectively and mbtivate others. An effective leader discovers

and utilizes the talents and abilities of others for their own
benefit and satisfaction and for the good of the organization. <
A successful leader is only as effective as the people around him -

or her.

-
!
m‘j

<



' REFERENCES, = . ;

&
- [

Blake, - Robert and Jane Mouton. Corporate Excellence Thréugh Grid ¢
’ Organization. -Houston, Texas: Gulf Publishing Co., 1968.

.— . ‘Fiedler, Fred. Theory of Leadership .Effectiveness. New York:*. °

.

LY 2 Fd . ?

-~ Fitzwater, Ivan W. Findirm Tl_me for Success and Happiness. Austin,
Texas: Mesa Publications 1977. :

4

i «

¢ ) Fitzwater, Ivan W.* You Can Be a Powel'ful Leader. Austin, Texas: - :
, ~ Mesa Publications, 1978. ; - . -
" " Lawson, John W.; éYffin, Leslie J.; and Franklyn D: Donant. .Legder- -
. o 'shiip Is Everybody's Business. San Luts QOoispo, California: R

Impact Publi%ers, 1976.

Maslow, Abraham. _psy\!uan Management. Homewoad, . Illinvis: Dorsey~
: Press, 1965.F < ' -

n -

\\
L)

99 ) . N




-y

Chapter Six
CLINICAL SUPERVISION -
Bruce M. Frazee'
V—Introducti:on
Th;é chapter presents a déscriptiég\of the clinical sup?rvision
train;ng session. Clinical supérvision 1}\an important aspect within
the intensive Le;dership Training compon;hs of Ehe Professional

Dévelppment Model. Each instructional support teacher in every

-
school has ‘the ability and training to perform clinical supervision.
/_\".—f—'—‘ .

_Purpose“of Training Sessiom . o o

The major goal of the clinical supervision training session

is to prepare each participant with the knowledge and ability to

aé}ly*clinical supervision—as a t#éhnique to improve classroom instruc-

tion;»’Follawing are the specific objectives for the session: 7

1 To >comﬁgnicate a technique of clinical supervision wﬂich would
‘be.;sed for improving classroom instruction and not as a means
.of e;aiua‘ing personnel within the district.

2. To provide practice in using the three phases. 3f the clinical

- supervision model. 0

. |
3. To encburage independent reading of clinical supervision.

4. To observe the applicatinn of the clinical supervision process.

5. ° To evaluate and discuss thé use of supervision. .,
Ay

Overview of Trainigg,Serion -

The professional development session is organized around "three
b;gcks of time. The gdrst block consists of ‘presenting background °

information about clinical supervision. A \definition of clinical

A\l
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supervision is given along with a rationale for using this particular
J . L .

type of supervision. After discussing what clinical supervision

is and how it can be applied, the need to use good interpersonal

communication skills is discussed in relation to increasing the

-

success of the model. The steps of the clinical supervision model

are presented, followed by a di;cussion .,about the application and
concerns of the model. -

The second block deals with a detailed discussion on how ,to.
a '‘y the steps oE clinical supervision. The participants a}e prepared
to look for the steps of the model while viewing a video-taped,
role-playing session between a supervisor and a teacher. The video
tape serves as a means for the pa;ticipants to observe the clinical
supervisiongfrocebs being used inga classroom. Next, the participants
are paired for role-playing. Each person plays the role of a teacher
and a supervisor in order to practice the steé-by—step process involved
in clinical supervision. =« ’

] -
For the final block of'time, each person is asked to seek one

volunteer teacher and classroom_ in his/her school ani clinically

supervise the teacher. Agier this assigament 1is completed, the

‘support teachers return to the last session of the clinical supervision

workshob. The concerns and experiences that participants encountered

while practicing the, supervision model with the volunteer teacher

a
o

_are discussed. Some interesting problems and concerns are voiced

=

during this final open discussion session.

Definition
The label clinical supervision is wused in this program—and

— ¢
is based on the model developed by Morris Cogan, Robert Goldhammer,

=
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and others atjethe Harvard School of Education. For the purpose
of this session, clinical supervisinn is defined as a process by
w‘hich_peer supervision provides structured feedback for use in "self-
evaluation in order to improve an identified ins;tructional problem.

In order to work with this definition, three stages from the clinical

supervision model are presented.

Rationale and Background Information

° Mgny times, teachers desire 1ngut about ; particular need o:
concérn over a situation that exists in the classroom.' The‘clinical
supervision model provides a format for the supervisor and .teacher
té cooperatively acquire valuable data for‘classroom improvement.
With other supervision models, .classroom visits wusually consist
. of someone who appears in your classroom, writes .a few notes, leaves
and has Iitt‘le or no feedback for improvement. The teacher's neer
:and concerns are ignored while the super\.lisor goes through this
unsystematic style of supervision. The supervisor has little. idea
of what the teacher is trying to do and how this li‘esson would relate
to previous or past lessons. Most of these types of supervision
visits are conducted to mcet some district requirement of teacher
evaluation--not teacher improveaent. Clinical supervision, on the

other hand, 1is a technique which addresses the specific need of

teacher improvement rather that sporadic, general evaluation.

=

Another major advantage of using the clinical supervision approach
is that a change of attitudeﬂ and climate within a school is likely
to take place. With this model, an opportunity for teachers to

exptes:s, analyze and share their concerns with a peer supervisor

creates a responsfbility and commitment towards improvement. §By

102 o
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involving the teacher in evaluation d change in the classroom,
the likelihood of higher morale and job satisfaction is increased.
All people have a basicspeed for-positive input and personal attention
in o~rder to grow in a profession. Without this personal stimulation
and encouragement, teachers ccn 'become forgotten in their classroom

<

mtil the annual district evaluation. Clinical supervision offers

a constructive technique to assist teachers in improving and growing

in their profession.

~

Stages of Clinical Supervision

Stage one consists of a pre-observation conference. Decisions

. are made as to how, what, when, and where the observation will ctake

place. ’ ) AN

Stage two is the actual classroom observation in which specific

events are recorded.
Stage three is a followup conference to self-evaluatz the data

.obtained from the classroom observation.

After the final conference, the stages can be initiated again,

particularly 1if the teacher desires more input. However, it 1is

L

not necessary to repeat them if the teacher is satisfied with his/her

‘progress.

Application of Clinical Supervision Stages

'+ Stage One

Stage one in the ciinical supervision model involves a conference
between the teacher and the superyisor.. The objectives of the
conference are to establish the following:

1. Build a rapport and trust.

103 1'1'1
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2, Define the parameters of clinical supervision.
3. Identify an observable concern of the teacher.
4., Develop an observation instrument which provides data for the
supercvisee's observable concern.
5. Establish a time and day for the observation.)
.Obviously, before any :supetvisOt can bhelp, another teacher,
a sense ofctrust and rapport mist be established. In this professional
development model, building a i:ositive relationship is facilitated
by‘ the fact that the support teacher or supervisor is a peer teacher

in that school. A positive attitude toward ptomoting teacher improve-

@
o

h}é’ht must be demonstrated. It is necessary to understand and define

the role oi the teacher and supervisor in the supervision process,

A nonthreatening environment must be established., ?

-

It is very important at this stage to assure the teacher that

the ‘information discussed is treated confidentially. The information

obtained is to be used for classroom growth and in no way should
X

the informaticn acquired be used for district evaluation for termination

or, promotion. Because of this sensitive 1issue, peer supervisors

usually function better in this capacity than -administrators, who

-

usually have ,a conflict of interest due to their role in q;;_‘;ﬁ;;ﬁ)__ﬁ

»

evalluation of. teacher competence. All of the data obtained by the
supervisor are to be used by the teacher for self-evaluation and
self-improvement. To break this tru;t undermines“ the pufpose of
clinical supervision. ’
Clinical supervision is not infallable. The technique centers

around cooperation between the supervisor and the teacher in order

to alleviate or lessen an observable clagssroom concern. Teachers




W
o

&£

must truly desire growth and must be able to identify their concerns.
In addition, the teacher must analyze the data that the supervisor
collects. The supervisor§is'the catalyst and the reference/resource_

person. The supervisor does not have all the #nswers but helps

~the teacher find answers. The supervisor's support and knowledge

helps to lead the teacher through self-evaluation.

The supervisor needs to ascertain the amount and kind of attempts

o

that have been made at - resolving the teacher's stated concern.
In other words, what a;teépts has the teacher axfeady made at resolving
the concern? YWhat response did the teacher ;bggin when‘ ;ttempting
to deal with the concern?

The supervisor shoéld not expect all teachers to have a classroom

concern., The clinical sﬁpervision "model works best if teachers

know what it is, including its advantages’ and disadvantages, and

" .then request that the supervisor assist them with the clinical super-

.

visién classroom visit. By identifying a concern and understanding

each other's roles, the clinical sdﬁervision approach to improving

classroom instruction is enhanced. . o

v - o

Once an_. observable concern has been identified and™a sense

of understanding and trust have been .established; it is ~time in

’

the conference te devise an observation form for the supervisor
to use during the classroom visitation.. The form should be simple
and provide ssme base-line data which the teacher can use forfself;
evaluation. Any rating fcrm which is.agreed upon and provides objective

data on the observable concern will work, The supervisor uses his/her
. a. . .
expertise and observes the rate or occurrences of the concern in

- 0

the classroom. Only data that relate to the concern are to be recorded.




L)

The advantage of using a form is that it provides written, first-
L )
hand knowledge from a supervisor which can then bei used by the teacher

i

to self-evaluate the situa;io\:\.. .

. ’ : . 7Stage Two A : \

Stage two of the clinical sn.\‘pré?\’i?.s—iag;}qodel is the actual classroom

observation to collect the data wusing the Aeé‘ta‘hrl:ish\eq evaluation

" form. The teacher needs to present the lesson in the typical \Tma\rmer-;

o

as it has been used in the past. It is important not to deviate \
-or cause the concern to occur, but to conduct the lesson in t_he"
usual manner. The supervisor should bbe as unobtrusive as possible.
The task is to observe the occurrence of the concert; and to record L _;
i the evénts in. order fo;o the teacher to intarpret gnfl evaluate the )

classroom events surrounding the concern. After the observation,

the Supervisor should encouraée the teacher to establish a day,

time, and place to difcuss the data if it cannot be done immediately

I s

.0 after ‘the lesson.  In some instances, the supervisor might need
&

some time to organize the data before presenting it«i;r._é‘ the teacher.-

- = . b
— -

Stagé three, the final stage,, is the followup conference.
The supervisor needs to present a summary of the concern. and data
collected dglu‘i,ng the clasgroom observation. The supervisor must .

use caution in not telling the teacher what the “solution to the

concern is or what the data represent. The dsta are presented to

~

-

the téacher for self-evaluation. The analyzingl of the data and
-possible solution is the responsibility of the teacher. The super-

visor can guide~and make a few indirect sugéescions, but ' the concern

‘ " - o

ry
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and the solution should belong to rhe classroom teacher. At the
end of the conference, the supervisor should summarize the evaluation
and offer any other special assistance if necessary. Encouragement
toward using - the supegisor% as a data collectorv and support agent

‘is the more important role of the clinical supervisor,

~

Communication Skills

. . . =
s -

The communication skills a supervisor possesses are extremely \

\

o . valuable and necessary in working with the clinical supervision ’ .

model. Much, of the work the supervisor does with the teacher is

. based on communication skills, - This is where the chapters on Consulta-

\\‘\t\ioll\’and\_?jeup Facilitation play an importa’nt role in clihi.;:al super-
vi"sion.\\‘ﬁenause these skills are presented in detail in these two
) \\ ) =
‘. chapters, .comunica:io?%xdiicgssed briefly, capitélizing on ‘those
e ) .
f—— . skills which specifically pertain to the sup\e‘ﬁiﬁm\p\r&:ess;
- w - T

» 1 . \\\\\
The first skill is active, attentive listening., If tha2 clinica

' supe’rvision} model- 1is going to work properly,' the supervisor .mst

spend most of the time Listéning to the teacher.. :Good eye contact »w'
. . o
- i s
and genuine concern need to be demonstrated by the active listeser.

A1wg);s let the teacher complete what s/he has to say without inter- C ’

-

rupting or changing the subject. =

During the pre/post conference, the art of questioﬁing is crucial-
_ E * ) ) -

'in establishing and organizing a plan for idexi/tifying and correcting

-

a classroom concern. When you must say something as a supervisor,

it is best to start with clarifying questic;ns. These types of questions

are useful in demonstrating that you are trying tod understand the '
person's situation. It can also help the teacher. to better understand

the situation. Clarifying questions are usually better if the};

°

g
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- are open-ended rather than yes or no questions. Example: "Do your
&

students respect you?" (closed). "fan you tell me how your students
_feel about you?" (open). Clarifying questfons aid the supervisor

and teacher in mutually understanding and communicating a concern.

A third comunic;tion skill is focusing. This skill helps
the Supervisor to-’;ir_\point.‘ & topic that is beneficial to explore.
it is also important in E‘get’;:ing the  teacher to narrow or 1soiate
a concern for —J.in-,deptf\ discussion. It is particularly bheipful to

: use this- technique aftef having heard the larger, ove;‘all situation
; suyrrounding the teacher's concirn. " After focusing in on the situation,
the sﬁé’é_r;viésr can lead the teacher in analyzing and recommending

/ possible solutions to the 1dent1fied‘concern.

Another skill is paraphrasinpg. In paraphrasing, rtﬁve supervisor

restates important facts or events that the teacher has communicated.

it
»

This is he}pful bgcause it is a communication check to see if the

supervisor/teacher agrée on what has béen said.

. Another “skill for checking communication is perception checking'.

. " .Here the supervisor asks the teacher to restate what has been said

.in order to insure that accurate communication has taken p

U gyl

e a2
The final skill is summarizing. This is a natural way to end

= - *

the discussion. It provides a review and a £final check so both

the supervisor and teacher have a common understanding of plans

@
d agreements. It is also beneficial in a summary for the supervisor

2
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the sole of .the teacher.

v

participants are divided into alternating roles of supervisor/teacher.
The person role-playing the teacher presents a concern to the supervisor

and requests cilinical supervision assistance. They practice the

first _and third supervision stages, utilizing the communication

skills in the pré!observation and  post-observation conferences.
The second stage, the actual classroom visitation is practiced during

the take-~home -assignment discussed in the next session. After the

first role-playing situation, the participants rewerse roles so

that the teacher becomes the superviso¥, and the ,supervisor plays

‘
& . -

Observing and Practicing Clinical Supervision

.
After identifying and defininé.the process of clinical supervision

and the related attitudes and skills a supervisor must exhibit,
a videoliape recording . is shown to the participants. .The VIR helps
the participant observe the application of thé-podel and how -a super=~

visor would use his or her skills in the various steps in the clinical

sége;vision. model. While 'viewing\ the tape, the participants are

¢ . >

"

asked to observe the following: \

£

1. The steps involved in clinical supervision.

N [

2. The mannér in which the supervisor .established rapport and

“

“trust.

3.l‘ The use of the communication skills discussed earlier.

;.‘ The techniques used in devising a data-gathering instrument.

5. ' The manner in which ghe supervisor leads the teacher through
the process of self-evaluation. ' ‘

The text of the video consists of a supervisor and a teacher

using clinical supervision- for the leacher!s concern of a student

109
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 that éhg participants encounter during their assignments. The
. [

5

-

speaking out during class discussion. Each step of clinical super-.

Fl

vision {is represented and observed by the participants. After

M

the video~tape, the participants have the—opportunity to role-play

a concern that they have. Each person alternately plays the positions
of supervisor and teacher. This endbles everyone to practice °the
»

steps_ of clinigal supervision while applfing the necessary skills.

° » .

After the role-playing s;ﬁéion, the participants answer and discuss

the followingAquestiongz

1. as supervisor te}minology clear and understosh?

2. Was jhe supervisor a good listeper? ‘

3. Was the teacher's concern observable? '

4, Was a measuring‘(eyaluation) system devised?

5. Were judgement statements made? ‘ -
e

6. Did the supervisor attempt to giv; diréctjons or advice or
did s/he allow for self-evaluation? ‘ ‘ -

7. ‘Was the supeféisor/teachet defensive?

8., Was a cqpféftable environment and reasonable ;olution to Ehe

o v - . -

concern attained? -

After , this session is completed, a take~home assignment is .

Y

given 1in which each participant works with a teacher in his/her

school in order to apply the clinical supé?%ision mohel. .

-4

Reaction To Clinical Supervision

N

The last task deals with a discussion about the experienéés

o — N

Ed

following questions are used to structure the discussion.
1. How (un)successful was your practical experience with clinical

supervision?




" and mutual assistance in developing their own supervision styles.

_on.working with ‘téache:s to improve the instruction and curricﬁluégE%Aégf

~ in each of the schools. - Clinical supervision works and provides .

\

2. How was the teacher'§ -attitude toward a clinical approach to

supervision? .
3. Whdt are the advantages and disadvantages of clinical supervision?
. . - . . . ;
4. Do you think clinical supervision has a place in your position S
o r

at Edgewood 15p?
5. Will you use the clinical model? How? Can you delegate clinica[

supervision to other ,staff members? How?

6. What obstacles keep you from implementing a clinical approach .
to supervision? ) . ,
7. What addition or deletion would you make to the clinical super-

vision model? ) '
. >

This discussion' session aids the participants in reflecting
upon thei:mixperiences and in sharing them with the other participants. .

Discussing successes, as well as obstacles and strategies for over-

combng the, obstacles, allows the support teachers to receive feedback

, ’ | .

District Use of Clinical Supervision \\ .
* At this c.ime, the instructional ;upp;tt ¥eachers areL.using
N - )

.the clinical i,petvision model when teachers request a classroom

L -
i

visit. By using peer teachers for clinical supervision, the ﬁhreat

of district administrafor evaluation over a classroom concern is
) ° - . ?

alleviated, This peripits instructional support teachers to concentrate ég ’
F
£

teachers with an -excellent opportunity to improve and grow profes—
. 3 ~ .

sionally.

-
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. : Chapter Seven -

: WORKSHOP DESIGN

. 4 Jessica B. Leslie

-

Introduction - -~

‘but they are an important one. Just as a professional development -

Workshops constitute but one facet of inservice

program ,neeés a - careful design, so does a workshop.

education,

There {is

an important difference between a workshop 'plan" and a workshop

"design." A workshop plaq'is usuallf a set of activities intended °
for use with a particular audience..

very‘ general " to being more specific.

—

The plan can-range from being

Regardless of the amount

of detail provided, i: 1is, nonetheless, quite different from a

design.

.signifies the overall schgma'of the workshop--its goals and objectives,

The term design has a more comprehensive meaning. It

schedule, sequencing, pagiﬁg, description of procedures, materials

needed, and evaluation techniques. One key to producing optimum

learning from a workshop is the use of° an overall design; as &pposed

to a g-~eralized set of lesson plans.

and
the

1.

3.
4.

5.

6.

A six-step approach to workshop design has been de;eloped

used in the Leadershib Training. It is a modification of

procedure used by .Ben Harris (1980). Th> six steéps are:

statement of the problem,

statement of the goale and objectives,

selection of the activities,

desiqp of the sessiou,
evaluation plan,;and

followup plans.

)
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Bach of these six steps is des(ribed in the following sections.

L] - o .

/
Statement of the Problem

-
s

When+ a request is made of a consultant to do a workshop,

there is generally a particular topic requested. To obtain more

detail, the consultant should ask, "What is it you would like

for the participants to be able to do (to know) ‘after the workshop?"

-

Knowing the specific -problem enables the consultant to design

a workshop that is well-targeted to the participants' needs.

Another important- consideration in understanding the problem
. - o

-

# defining the time frame for the workshop. The amount of time

available is crucial to the design of the session. Particular

o
[y

goals and activities may not be feasible if the allotted time
is short. The distribution of time;is also a factor. . Sessions
to extend over a - larger period with 'break times. inbetween ‘can
aliow for applfca;:ions to the participants' personal or professional
situations to occur. -With an intermittent time frame, followup
activigies are easier to implement and longer term retention of
learning is more likely to occur.

Stating the, pr;ablem is also dependent wupon :trhe‘ audience to
be served. Why do the participar;ts need these particular skills?
Where will they be applying them, to whﬂom and for what purposes?
The size "of the audience also affects the type of activities to
be se,lected. Certain activities are more feasible for particular
sizes of groups. The consultant may néed to regroup a large audience
so that several small group activit}ies can occur simultane::usly.

Once .the consultant has identified the audience, the time

frame and specific topic or skills to be addressed, the problem
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can be clearly s5tated. At this point, the consultant is ready

to establish goals and objectives specifically targeted tc the

participants’' needs.

Statement of the Goals and Objectives

There are numerous formats which can be used in writing
workshop objectives. The one used in the Leaderéhip. Training
Workshop Design session is a simplé» one divided into two parts:
’;ajor goals and performance objec;ives. ,

In . formulating the major goals, the consultant must refer
.to the statement of the problem a?d ask several questions. Who
are the _participants? Wﬁat type of knowledge and skills do they
need? How will these new skills ;nd -knowledge be applied and
to whom? Once these questions are clearly answered; the consultént
can write the major goals to be achieved by the parficipants.
The goals must be complefely relevant to participantg' needs.

Each major goal can be subsequently divided into performance
objectives. These objectives describe ..ae performance on the
part of the participant that will serve as an indication that

the major goal has been achieved. Depending upon the pufpose

of the workshop, the performance objectives can be, but need not

" be, stated in behavioral terms.: Consider the examples below.
1.0 The participant will i.1 The participant will

. develop a positive give session. evaluation |
attitude toward designing feedback on the evaluation
workshops. instrument . with 85%
e of * the responses: marked
; a five, six, or seven.
(Instructional rating
.. ’ scale is one to seven.)
1.2 The participant will

participate in all session
activities 100% of the time.

116 i
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. 2.0 The ° participant will
\ acquire

Lo

2.1 the participant will
the skill categorize :
of evaluating a workshop.

items - on
an evaluation
LT

instrument
as to whether -they are
) input, process
e

1 ‘g i

or product
iten. .

2.2 The
i\ .

participant‘ will
complete a

‘branching
. diagram and interpret
e the multiple relationships
. which
4 ¢
1

resulted °~ from
a fictitious

workshop.-
In m.jor goal 1.0, achiévement is to be evaluated by a rating

\ i

.instrument; whereas, goal 2.0 is to be judged by consultant obger-

vation of the activity and/or the cbmplete categories and diagrams.

The first goal establishes performance 1levels; the second goal
does not.
\

i
'

Both methods can be equally effective depending ugon
- 1

i
A

L.

the sensitivity and follow-through' employed by the consultant.

In addition to specifically targeting objectives to the
A
\\participants' needs, a maior ‘consideratI;n' in establishing the
%oals and objectives is to provide for a variety of learning levels.
X

%t this point, the iegendary -taxonomy by Benjamin Bloom (1956)
c¥n be extremely helpful.
1

i

Each one of the ‘wo;kshop‘ objectives
\
sﬂeuld fall into one of the categories: knowledge, comprehension,

i _ ‘ 2
1ndgrpretation, application, analysis, synthesis and evaluation.

N In Ksome sessions, especially those with elapsed time between theﬁ'
, |
_ ‘,"

-

?
?\, -
ot

r

he session,

that participants can practice the skills before returning
an -

added category, behavior adjustment, 1is also

i
possible. There should be a reasonably balanced representation’
of ahl the categories.

Knowledge is important, but application
makes |it useful to others.-
tesulJ%

Affective objectives sroduce as important
as do cognitive objectives.

All forms and levels must
be pre#ent for true learning to occur.

f
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Selection of the Activities

Once the goals and objectives have :been finalized, 1it ‘s

*

N

necessary to select activities to allow the workshop' participants

to ;ccomplish the goals. Two factors must be considered: apprépri-
; 3 : SR
ateness of match to the objective and poéihtial learning 1mpac§
upon the participant. r,
Activities must be carefully matched to the objectives to )
achieve optimum learning. Ben Harri; and ‘his ass;ciatgs rK}%?O)
) l h3ve developed an inservice design grid to illustrate the matching )
technique. 7The grid lists examples of workshop activities (lecture,"
7= demonstration, bgainstotming, toleplaying, etc.) and . matches them é
. , . ) } 1
~ ‘ with the type of desired outcome (knowledge,>comprehension, valueé,
etc.). For example, 1if the consultant wishes to impart basic infor-
mation about a topic, a lecture may be the ‘most;léfficient and

- appropriate method. Role-playing would less likely achieve the

same result as well as a lecture. Howevet:.lif the consultant

desires to change attitudes.-gbout a topic, buzz sessions or role-

playing may be far more effeééi;e than a lecture. Choosing particular
activ%;ies is largely a matter of common ‘sense and experience,
but the de¢sign grid is very beneficial, especially for the novice
consultant .”

The , potengial kﬁi?ning 1mpact‘ of a workshop activity can
actually be measured ‘by a simplé process called an experience

v ) impact analysis. .Some activities are more effective than others

in stimulating participants to learn. This does not _mean that

’ ° 4 ' ;
certain activities scoring -low on an experience impact analysis £§§§

should never be used. Again, appropriateness of match to the

=

~

objective is just as crucial a factor. - £
- 2
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In order to measure tﬁe potential learning impact of a particular

E

£

b
P

activity, an impact score, ranging from 7 to 21 is assigned.

M%ach activity is rated on seven characteristics; each characteristic

o

The seven characteristics are (Harris, 198D): ] -

1.

5.

6.

7.

~

and a score of three. indicates it is high on the characteristigs.

An example of three workshop activities scored in this manner

Senses involved - extent to which the various senses (hearing,

»

visualizing, etc.) are required for an activity.

- Multiple interactions - extent to whiéh communication- is

t
one way, two way, etc.

Contro}ie& experience - extent to which the- activity has
T :

»
=

structure.
Focus ~ extent to which the activity has a particular purpose

or focus.
]

"Activeness - extent to which the activity calls for passiveness

(low) or activeness (high) by the participant.

Originality - extent to which the activity is original in

“content and form.

Reality -~ extent to which ‘the activity relates to realities

-
o

.-
or real situations, rather that abstractions.

-~

A score of one indicates the acti&ity is low in chese areas,

i

wm

i

" is ‘provided below:

Mulciple ' Total

Senses Inter- Con- Active- Origi- Real- Impact

Activity Involved actions trol Focus ness nality ity Score

Lecture 1 1 T2 2 1 1 1 9
Roleplaying, )

Structured 2 2 3 3 3 2 3 18

Guided
- Practice 3 . 3 3 3 \ 2 2 b 19
: 119 y '
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—activity,  rather these -scores are merely suggested estimates.

il
)

=

There is, not a correct - score which can he given to every
»

.How“a consﬁltant may rate his or her own workshop actfvities will
be influenced by;rr.h‘e QprAkshap setting and the particuiar,content
‘and format of the specific activity. Nonetheless, the co;\sultant
1is able to use r.hé 'p;r.-enr.ial impact of an activity in conjunction
with mai’.ching" techniques in effecfiye}y selecting activities to
fit the session objecr.ives.

i+ It shoild be noted that or.l;e,r: fa(':t.\ors also affect the selection
of relevant activities, Such as room size and arrangements, size
of the group; time",frame,. and equipment available. If the 'room

is siiall and crowded with furniture, r'oleplaying becomes difficult.

If there is "a large audience, lecture may be more feasible than

. guided praciice: If time is short, small group activitias such

@

the workshop™ needs.

as brain‘stoming "and buzz sessions become more diffi;:ulr..._ 1f

a film projector and/or.overhead are not available, visual displays

are less >f an option. Hopefully, the situation will allow .for

.

the consultant to design the workshop first and then arrange for

Design of the Session

Once -the workshop problem is stated with the participants

in mind, the goals and objectives written, and the aépropriate

. 3

activities selected, it ie¢ time to arrange t@{ in a meaningful
design. ~Design aspects to be considered are r;ime requirements,
sequéﬁcing and pacing of activitigs,‘materials and - equipment needed,
.and spéce requirements.

The first step involves estimating the amount of time required

120
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for each selacted acﬂvity. The total amount of time s,houl‘d equal

the time frame allotted to the workshop. The 1ideal situation
lis one in which the con-sul__tgnt- sets the time limit according to

what is needed, ;ather' that having a limited imposed. Tine ;otal
wJlm;:ufn;ct: score should be listed next to each activity.

"
LS L

.While L:eviewing thé list of activities with their “time allot-

s

- ménts and impact scores, the consultant needs to develop an effectiw}e

sequence of events. Several considerations are pertinent. It

bt

is always helpful to begin a workshop with an introductory warm-
up exercise to aid pérticipants in familiariziné themselves with

the others. There are numerous types of events called "ice-breakers"

- —wukich help initiate the ;vo_tkshop. They can often build a spirit

of cooperation which maximizes the potential -of success. It is

%

also beneficial to follow with an introduction to lche workshop,

including its goals and objéctives and general agenda which should
be ifi the possession of each partidipant. This initial clarification

assists the par?ti_cipants in understanding why they are there and

when they can expect to ''break," go to lunch or complete the work--

shop. Without thjs certainty, they are likely to worry about

it throughout the entire .workshop, thus losing their abiljty to

. -, \ -
{ concentrate on the material presented. A wise procedure is to

stay closely with the time limits and agenda as designed. Closing
the workshop with a summary of what was learned and- achieved during

the session aids the participant in synthesizing the newly adquirea

knowledge and skills.

- ¢

In sequencing and pacing the activities, the time required,

¢

impact level ‘and the type of event are important. Activities

with high impact. scores should be alternated with medium or lower

<

F
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impact events. If the workshop only contains high impact eveats,

' the participants will tfre before the session is cdmpleted.‘ A

continual string of high imphct activities may indicate that the.

workshop is entertaining but lacking in the presentation of cognitive
"information. Low or medium impact methods often provide a time
for participants to receive important knowledge, rest, analyz‘e’-,

synthesize, and evaluate. Higher level activities provide oppor-
] B :

. tunities -for —participants to actively piitice the new skills and

@tﬁe information presenpted. A balance of impact levels is essential
' N . - of lmpact levels 1s essentia

ﬁFuf?herim:)re, the longer activities should

be spaced between the shortex;/ onés, Impact level car also be

partially balanced by assigning more time to’the ’high.ér impact

 events and less time to the lower or more passive activities.

e

Different types‘ of events shoul;i also be- sprea& among the design. -

_Shorter lectures (none should be long) can be followed by guided

practice or rolepla}ing. Films can be precede& and® followed by

. -

more active involvement such as in brainstorming or problem solving.

A logical progression which is used in the Leadership Training

series 1s providing information or describing a skill, gollowed
by an activity -to immediately apply the new (knwiedge or practi'cne
theij’f;i;w skills, and then processing the activity so that the
participants understand the information presented and its application.
Processing or summarizing every event is extremely . important for
Qllowing the participants or organize their ne;"knowledge and store
e for future use. The process activity should be facilitated

by the consultant, but actually; performe?l by the participants

so that clarification of new knowledge is in the form that the

-
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participants, not the <coénsulctant, devise for themselves. A more -
detéiﬁl,gdf explanation of actié)ij_{y__pmcéssing_is.%ove%eé—iﬂ—ehapwﬂ"—;‘

£

Four, Group Facilitation. .

A session design form provides a helpful tool for sequencing .

Tats,5,
; £

the selected acti@;ﬁ:ies and summarizing the design of the worksho}{.
Figure 7.1 provides a sample of a portion of the form used in the
.- ‘ Leadership Trainiﬁg Workshop Design session. " Once the sequet)ce

and pacing of ~the workshop is tentatively established, it can “be

__ — - -—recorded on the form for easier viEv{L;\g. - The consuﬁ.tant merely -
lists the lactivities in the determined order along with the time
required, the corresponding objectiv;e number, Lml;ac_g score,' materials
“and ec;uipment needeci 'and the space requirements. The form helps
the consultant .view the pacing and sequehcing, of events, allowing

adjustinents to be made when necessary. A more detailed description

of each activity can be written on a separate page if the consultant

so desires. B

SR
_Making a graph of a tentative sequencing of events can also

assist the consultant in visualizing ‘the session design. Located

N .
on the vertical \axis 1is the range of impact scores, from seVen

e g
E A

E

to ‘twenty-one. Tﬁ\horizontal axis_ contains the time sequence
in minutes. As can.be \S{aen in Figure 7.2, the activities ‘are p“laced -~
- " 'on the graph in their P"‘N{f sequence 'gnd numbered. For examble,
activity number one, a warm—ub\e exercise, has a duration ,9? thirty
minutes and an impact ‘score of\s*enteen.’ As the remaini‘hé events
=z are plotted, a visual picture of ghg workshoé with its peaks and
valleys- is provided.

&

‘Figure 7.2 contains a graph of a f\%itious workshop design

123 - N




FIGURE 7.1

L
R — SESSION DESEGN FORM

_""WORKSHOP DESIGN"

9,

EVENT © OBJEC- ACTIVITY EXPERIENCE MATERIALS/ - SPACE
NUMBER TIVES IMPACT LEVEL  EQUIPMENT REQUIREMENTS
1 - 1.2 Lemon Game - "Ice- 17 35 Lemons Large Group Area
1.3 Breaker't . - e
- / - . - -
2 1.2 Large Group Discussion Goals 12- 35 Copies of Goals and Large Group Area
B - “Agenda * ’ :
I T & :
- - . & .
¥ 1.2 Individual Reading 14 35 Vignettes _Large Group Area
2.1 Assignment .
4 2.2 Lecture-"Inservice Educ- 7 Large Group Area
_ 3.1 ation" & "Design V. Plan" ’
5 1.2, 2.1 Large Group Discussion 12 Large Group Area
6 4.1 Lecture—"Desighing Work- 8 35 Copies of Goals and Large Gréup Area
5.1 shops: Need$ and Goals" Objectives :
15 7 1.3 Break 13 Coffee & Donuts for 35 Large Grouﬁ Area
15 8 . 1.2, 1.3 Buzz Groups-Categorizing 15 " Overhead Projector; Sﬁall Groupings of .
5.2 Objectives Transparency of Taxonomy Tables
9 1.2 Large Group PDiscussion 12 Overhead Projector; Trans- Large Group Area
~3:2 " parency of Categorized
- / Objectives
10 7.1 Lecture-"Selecting 9 35 Copies of Harris' In- i Large Group Area
Relevent Activities" ) service Design Grid -
11 1.2 Gujded Practice- 19 =170 Bl;nk Schedule-of-~Event Large Group Area
6.1 Schedule of Events #"-Forms; Overhead Projector;

i, ; Transparency of Session
“" Design Form
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-session. It is realistically paced with intermittent levels Q\f
. ) . . \ .
activity included. It begins with a highemedium impact event ,\\ <

. . .

is evenly spaced-wit}\ high,(medium“ and low events, and it finishes _\\

with a‘-htgh impact acéivi;y. The session design form together oo

with the activity sequence graph -place the workshop in v‘ispal g

L4
-

perspective. The session form also serves as .a valuable 't:oof for -

- aiding the consultant in con;!uct:iné sthe workshop . and staying “on -

' Evaluation Plan

o

&

-
1] ¥

task. N — . . x
. . . -

-~ R
L.

i N - .
~ - .

" There are _5 -nvariety of. tecﬁniques for evaluating & workshop:’

¢ - ©

The -gypi.cal method 1is to dis.t:,ribut:é an . evaluation form at thé end o
, , S , ' oo . '
of a session, score-it and perhaps lea\‘r.e it at that. The rzsults )

a:; generally reviewéd,- but use of them seldom occurs. The purpose . -

-

‘of evaluation is to determing what succeeded, what failed and “why

e

ic did so. It 1is "the "why" which is oft:"gn overlooked, and yet

the ..whyn'gives us t:he‘ clues for makin‘g 1mptovemetys§.’ If,,,‘a‘s

4 °
- FY ¢

consultants, we do’'nét followup the evaluation with self-improvement,

we hinder our oppéi’tunities to grow and become -_bet:t:'ér ﬁo;kshop

-

presenters. -
The model used by our Teacher Corps project:oin_voiveé dnsee

concepts in the evaluation plan: input, process, and product (Ha_rfls,‘.

1980.) The inputs: reflect chara-.teristics .and behaviors that the

+

parcicipanté bring to the workshop. These may be occubation, years .

-

‘experience, prior knowledge of the contént to be covered, a particular R

grade level, or any other variable which may,be-Aﬁf"si'giiﬁi'fricfance

: u 7 h ' 7:7-—'< hos g . -
to the ‘success of the workshop.  The processes are the methods .

with which the consultant attempts to acHfieve the objectives.

- E
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These may be buzz group sessions, lectures, ‘dem&nstrations,

-A;simulations, active or passive pa::ticipaf.ion, or guided practice.

The products are the outcomes expected. Were the objectives achieved?
Was the workshop perceived to be relevant, stimulating and useful?-

All three concepts should be 1n<;.1uded on an evaluation

-

instrument. For example, an inpit item may ask at_:oujéhe' partici—A

patant's sthool, grade level taught Qr'years éeachi experience.

When the responses to the input items are analyzed, t.he consultant

will have a description of the workshop ﬁarticipam:s. , There may
- ’ ~,§ - ."c} .
'~ be a group of teachers and a group of administrators’,in one -session,

or the grou;;_may consist of all ~parapr:ofessional.gs with five to,
seven 'years of experience. In mapy case%;: th_b presenter may find
that _the group which was initially described; to him or her was
not the ‘ong act»ually\ in atter_ldaﬂce_.-; This may make \a great deal
of difference in the e;lal.'uation results., ’

Process items ask for more detail - about the perception of
i

the individual - wofkshop activities., A/ sample of a process item

is DNsted below: ' o/ .
} )

. - “'
Indicate the extent of your involvemefit in each of these activities

by vcircling the appropriate numbq';', using the following - scale:

H

:5=high1y 1n\?'olved;~ 3=some 1nvolvemenr '; l=no involvement.

.

.Listening to lecture R | -2 3 b -3

Brainstorming - - 1 2 3 4 5

* [ Y3 ‘ " . . .
" . Buzz Groups / 1 2 3 4 5
«Consultant Deponstration . 1 ° . 2 3 & . 5
* ! i
Roleplaying ; 1 2 3 4 5

127
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Another process item m;y inquire about the activities which stimula ed

the participant to learn. The same format could be used ,as on
the sample provided.

Product 1items ask about the outcomes or overa'll effect of

P
the workshop. A sample item would be: . .

. )

Cir:le the number which reflects your overall interest in the session.
. . <

. T2 3 4 "5
Dull ' Somewhat Very .
) Interdsting Interesting

> ..
Additional product items may inquire about the session's relevance,

e

value for' new learning, or practical usefulness, using a similar

<

Eo;mat. . - o -

There should also be an item on needed followup assi'tancg..

An open-c.ded item a.sking participants to make comments is always °

helpful. |
. /
Using the input-process-product model allows the consultant

to éystemat:ically ar'\alyze' the evaluation results or the '"why" as

well as the "what". Knowing whether or not the workshop was suc-°:

cessful is interesting, but understanding why ‘it succeeded or failed
allows for specific adjustments. The consultant may discover that

the group of teachers found the session to be ‘relevant, but the

N\

principals dii not; therefore, the presenter needs to better accom-

modate the principals. THe lecture may have been sr.imt.:lar.ing,
but the roleplaying exevrcise was a failure. The teachers who were
highly involved in the guided practice may have perceived the workshop
as valuab?e for new learning; whereas, the uninvolved teachers may
h;ve found ‘few new —knowledge .gains. In this case, the pr‘oblem
lies n-o: with the process or guid‘ed‘practice, but‘with the ability
. 128 1')-“,
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.non=teacher group is treated in the same manner.

to involve and relate to all participants in this particular

v =

activity. - °

The process for analyzing t_:he' results 1is not as difficult

‘as it may appear to be. A simple branching diagram developed by

Ben Harris (1980) acts as worksheet for analyz'ing instrument scores.

Figﬁre 7.3 is an .illustration. of an analysis ‘plan diagram: derived

from the evaluation results of a, fictitious wStkshop. The results

’

§

have: been scored so as to illustrate the concept of the bfanching
design. S‘P\j

The three variables aﬂalyzed “in this diagram are posirion
(input),. relevance to position (process), and new learning (product).
With each set of variables examined, a blank diagram is needed.
Product items such as relevance can be used as process items.
All three concepts overlap; The major cinsit.ieration in choosing
variables 1is the -question that the consultant wants answered.

°In the example illustrated by Figure 7.3, .'\the evaluation
instruments are divided into two groués-—teachers 'an&‘on-teachers.
The teacher group 1is further divided into two sub-gr‘oups--those
which rated the workshop as’ highly relevant to thc;ir position and
those who rated it low in relevance. Those teachers who rated
it high in -‘relevance are sub-divided into those who perceived the
session valuable for new learning and those who did not. The same
is done K for those teach;ars who rated it low in relevance. The

Several conclusions can be drawn from studying the completed

o

diagram. There are sixteen teachers and eight nonteachers. of

the sixteen teachers, twelve rated the workshop as highly relevant

<
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FIGURE 7.3
"BRANCHING DIAGRAM

 _INPUT . PROCESS PL. JUCT
- (POSITION) {RELEVANCE) (NEW LEARNING}
. ( HIGH VALUE =
HIGH ///‘
RELEVANCE = 12
\\\ LOW VALUE =
_ TEACHERS
[ (N = 16)
- ' ‘ - - " HIGH VALUE =
. LOW .
’ RELEVANCE = 4
: | - LOW VALUE =
) HIGH VALUE =
HIGH
RELEVANCE = 0
// g LOW VALUE =.
— - /'
B | NON-TEACHERS
= (N = 8)
o

i

. HIGH VALUE
LOW ; -
RELEVANCE = 8 _

B ‘\| -LOW VALUE




(a score of 5 to 7) to their jobs; four rated it as low in relevance
(a score of 1 through 4). Those teachers who found the workshop

highly relevant also found it vzluable for new learning. Th;;ai'

who perceived the workshop as irrelevant to their needs learned

©

» . - little from the session. The nonteachers did not find the workshop

e _

relevant; therefore they also learned little from the workshop. . .
« . Viewing the results in ‘this marner .tells the _cpnﬁultant a great -

‘deal about the success of the workshoﬁ and how to make it more

- successful in the future. - - _ .

The possibilities for discoverihg multiple rglationships between -

variables are numerous. ‘ Other sets of variables which could

e

. be investigated are:

1. Years experience (input) - Involvement in_ rolePiaying (pro-
: P e

cess) - Value for new learning (producgy” %
. o

2. Name of the participant's schgél ' (input) - Rele?ance of the
‘?’e‘!&r -
topic (process) - Practical usefulness of the sessfﬁﬁ:¥§toduct)

~The combinations which can be examined are determined by the questions'

to which the consultant desitres answers.. Expérience and intuition

7

also play a ;ole. ' /

Followup Plans . //
- Too often, ‘eéucatlonal personnel rfeceive a workshop and no E

followup is provideq/l They are exﬁected to charige after one session

with no additiogal assistance. In many cases, it is the followup

that serves as the vkey' to anchoring new knowledge and applying

it to one's person31 situation.

Followup should begin during the initial workshop. An observant

%
b
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and hope they are heeded. C o -

_knowledge or skill in question. Upon reviewing irformal comments

/

consultant is aktle to note those participants who need additional
< !
- ' .
aid. Informal comments made are an excellent indication of a person's

- -

work situation aprd what action ma& be needed to further this person's

growth. Unfortunatelyy the workshop presenter is seldom consultéd

by the district or employing organization about the need for further

~ attertion, Generally, the consultant can only offer suggestiens

1

W

An  item concerning followup 'possibilities on the workshop

evaluation instrument can add- to the credence of the consultant's
3 13
©

suggestions.. If, for example, 85% of the participants reduest

’

additional help, it is difficult for the organization to ignore
the plea.. A second item should request information about the mode -
of followup desired -- workshop, 1individual consultation, group

-
»

consultation, demonstrations, etc. Also of interest is the particular

- . -
%

intelligent decision on how to proceed.

Another helpful tool in determining followup needs aﬁd procedyres
is the use of a survey. After a reasonable amount of -time has
elapsed after the workshop, a survey on additional service can
be distributed to the workshop participants. After having tlme
to try the new techniques, the participants may have a better under—

standing of what type of additional help would be beneficial.

- - —

Followup assistance occurs in many forms; it need not be another

oy e -

workshop. Depending upon the perceived needs and resources available,
- \

it can include classroom observation, clinical supervision, demon-

strations, informal buzz sessions, individual and group consultation,




-

networking, curriculum adjustments, or minicourses., A description

of the followup procedures for the entire Leadership Training is =
, & N

described in the introductory chapteg;fk It serves as but one example

of the techniques and benefits of a systematic followup program.’
* l T -
T N
4
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