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Foreword

An Emerging Profession

THIS anthology on supervision
grows out of a need, long recognized by
school people, for background materials in
a single volume treating this special kind of
instructional leadership. Represented in the
volume are articles from a decade of writ-
ings (1960 through 1969) by leaders in the
emerging profession of supervision.

This rich panoply of writings on super-
vision shows the experience and insight of
many contributors to Educational Leader-
ship, the official journal of the Association
for Supervision and Curriculum Develop-
ment. These contributions appeared in an
era marked by changes that have stirred,
tested, tried, and shaken older institutions
not only in education but in all areas of
society. Writing in such a time, the authors
have without exception shown marked ability
to analyze current'needs and to project sound
proposals for meeting them in the perspec-
tive of the future.

Today supervision itself is being chal-
lenged both from within and from outside
the profession. The continued existence of
the supervisor as an instructional leader is at
issue. We may, therefore, find a great sense
of pride and of reassurance in reviewing a
record such as that presented here.

Supervision:
Emerging Profession

The word "emerging" in the title of this
anthology does not represent a last gasp of
the holders of an anachronistic professional
role. Rather the supervisor is emerging from
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this decade with a clearer self-knowledge, a
deeper insight, and a broader perspective in
the realm of instructional improvement.

Sixty-five articles are included in this
anthology. The materials represent an excit-
ing and sweeping panorama as they treat the
various aspects, motivations, techniques, and
goals of supervision. The essays fall rather
naturally into five major sections. Within
these sections the articles are arranged partly
in chronological order and partly in accord-
ance with the special aspects of the topics
treated.

"Leadership: Talent for Growth"
presents the seminal concept of the leader-
ship function, especially as this relates to the
role of the supervisor. Stressed here are the
ideas that the supervisor must provide a
humane and supportive leadership that will
skillfully and as rapidly as possible enable
the recipients of supervision to proceed "on
their own."

"Issues in Professionalization" in-
cludes the essays that were planned and
written by the ASCD Commission on Prob-
lems of Supervisors and Curriculum Workers.
Problems treated here range from recruit-
ment through the preparation, the certifica-
tion, and the continuing education of super-
visors and curriculum workers. These articles
represent a new and more sophisticated
approach by supervisors and curriculum
workers to the authority, dignity, and re-
sponsibility of their own professional role.

"Research: Instrument for New
Knowledge" reflects a growing recognition
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by supervisors and curriculum workers of a
need for creating or adapting means by
which to study their own efforts. Only in
this way can they improve and make more
responsible and responsive their own meth-
ods, techniques, and goals. Accounts of
research on supervisory processes included
here represent a promising beginning.

"The Supervisor at Work" brings
clear and poignant pictures of supervisors at
work as instructional leaders in classrooms
and school systems. These essays show pro-
fessional persons working in supportive rela-
tionships with teachers, principals, parents,
and superintendents.

"Supervision: Its Potential" projects
the ideals and possibilities of supervision into
the future. This future is at present only
darkly glimpsed, but it does seem to offer
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promise of ever-widening vistas of need and
potentiality for supervision. Special needs
in the areas of research and of theory are
identified as among the most pressing con-
cerns of the supervisory profession.

This book is intended for use with stu-
dents in teacher education who want to learn
about some of the areas that lie "out there"
in the broader education profession. Some
of the challenge, excitement, and lure of
adventure can be glimpsed in these pages.
Graduate students, teachers in service, and
supervisors themselves, whether general or
in special fields, will find in these writings
new inspiration, keener vision, and practical
help.

Above all, they will find a deepening
sense of pride in and commitment to the
emerging and growing profession of super-
vision.

ROBERT R. LEEPER, Editor
and Associate Secretary

Association for Supervision and
Curriculum Development, NEA



Introduction

Leadership: The Continuing Quest

IN A time when great changes are
being made, and even greater changes are
impatiently demanded, leadership mounts to
a new importance. One can sympathize with
a public hard pressed by financial demands
if it wonders whether there is not too much
superstructure of officials who do not actu-
ally teach children; yet one must say to that
public that the improvements it wants will
not come of themselves, will not come with-
out the help of coordinated analysis and
planning. One may sympathize even more
with the mature, highly educated teacher
who rebels against being told what to do and
how to do it; if that was all there was to
supervision, he would be right; but, again,
one must say that the single classroom
teacher, no matter how wise and skillful he
is, stands in a poor strategic position to bring
about major change by his lone efforts.
There must be coordinating leadership if the
institution itself is to reach new heights as
the superior teacher does.

Yet to stake out a bold claim for edu-
cational leadership is only to start the mind
whirling with questions. Even at the simplest
levels of supervision the questions are more
abundant than the known answers.

For instance, there are teachersespe-
cially among the beginnerswhose immedi-
ate needs are at the level of routine skills.
They need to learn how to manage a class-
room, how to keep records, and so on. Even
at this level the question arises: What is the
best way to "teach" them? Is it just to tell
them? Is it to show them, by demonstration?
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Is it to get them the sympathetic help of a
more experienced "buddy"? Or what?

A little further along the questions be-
come even more insistent. There are teach-
ers who can manage fairly well but whose
"methods" are inadequate. They need to
learn how to teach fractions in arithmetic or
use phonics in reading. This is the sort of
thing most people think supervision is all
about. But how effective is the traditional
system of visitation-cum-critique at even this
relatively simple task? Would it be more
effective to let the teacher visit around and
see good models, or to view films and video
tapes? Would a problem-solving seminar
with some expert do it better? The questions
flow on and on.

The rate of question-flow accelerates
tremendously, even within this basic area of
methodology, if what we are after is a more
radical shift to, say, the development of an
inquiry system of teaching. How can we
help a teacher move away from the gener-
ations-old system of "telling" and assigning
and quizzingthe system that is so firmly
imbedded in his imagery of what teaching
is? Will some form of interaction analysis,
micro-teaching, and self-activated video-
taping help him most? Or what?

And then we step up to the truth that
teaching is, at base, a webbing of human
interactions; that the climate of a classroom
is more than the sum of all the best methods.
Suddenly we are dealing with something far
harder to influence than even the most com-
plex skills. What will it take? Sensitivity
training?
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Even in writing this we seem to have
assumed that supervision is something done
to the teacher by some wiser, perhaps more
experienced, superior. Yet we know that in

,all the dimensions that matter most it is
growth from within that really counts. The
most "efficient" methods of improving a
teacher's skills may only leave us with a
dependent, possibly frustrated person, little
able or motivated to plow ahead on his own
steam as a mature professional. Thus a
whole new order of questions arises: How
can we set a teacher free, help him toward
autonomy, get him engaged on his own
initiative? How can we help create a climate
for growth? And what will that take in our
own growth? Should the sensitivity training
be first of all for us?

Still, even these hard questions assume
that what we are concerned about is the indi-
vidual teacher. They largely ignore that
greater order of problems that has to do with
the system itself. In a concerted way, how
do we decide what our school system stands
for, what its goals are, and its priorities
among its goals? If we decide we want a
comprehensive program of health education
woven through the whole curriculum, how
do we move toward it? And how do we do
it so that everybody engaged in it grows in
the process?

These are only a few of the questions
which haunt any sensitive person in a posi-
tion of supervisory leadership. Time is
always short. He is terribly busy himself,
and many of the people with whom he must
work are even more harshly confined by set
schedules. The demands upon his wisdom
are numerous, for there are choices to be
made which only an insider even knows to
exist. The demands upon his moral stamina
are at least equally great, for much of the
time he operates amid conflict, engendered
sometimes by honest differences in values
and opinion, sometimes by personal an-

tagonisms, fears, and the defense of vested
interests.

His situation in recent years is further
complicated, by a variety of pressures.
Teachers, asserting their growing independ-
ence, are often hostile to anything that
smacks of direct supervision. Students and
others are growingly restive and demand
radical program change in the direction of
greater "relevance." Parents press for direct
accountability to them as to what their chil-
dren should study and how well they learn.
Roles are changing; staff organization is
swirling; titles and functions are shifting.
But whether his title is "principal," "super-
visor," "curriculum coordinator," or what-
not, the person in a position of supervisory
leadership is caught in the middle.

It is into such a world of genuine in-
tellectual puzzles and social conflict that
Supervision: Emerging Profession comes. It
is one record of a decade of groping by a
group deeply concerned for true democratic
leadership. Some of the questions it deals
with are technical, some philosophical, some
social. The decade of its formation in the
pages of Educational Leadership has been
one of great ferment and growthand that
is reflected in its make-up.

But one thing this book never pretends
to havenot on a single pageis the final
answer.. The quest for true dembcratic lead-
ership, though it is an old quest in its way, is
still only, beginning. We are coming into a
period when studies in leadership are inten-
sifying and we can expect new help. The use
of the newer media looks promising. Per-
haps the various forms of interaction analy-
sis will open new doors. Perhaps, too, the
growing movement for sensitivity training
will bring new resources.

However all that may turn out, one truth
stands firm. The need for organized leader-
ship, always great, is going to increase. The
forms will change; the structure of staff
organization will change; the nature and ex-



tent of participation by teachers and others
will change. But the need for trained, dedi-
cated leaders will not changeexcept to
grow.

Too little has been made of this. The
best educational leaders have often been, by
the very nature of their sophistication in
leadership, self-effacing and low in visibility.
Just because of their sophistication, they are
often the least "sure" people in the whole
world of education. The quick, pat answer
may serve everybody else, but not them;
they know how little we know on the great
questions of learning and teaching. Conse-
quently, they are often hesitant and open to
many choices. In lesser minds their doubt
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and hesitancy can all too easily be seen as
weakness and lack of expertise. And their
services can be seen as expendable.

Yet the truth is that the whole forward
motion of education depends, to a fantastic
degree, upon this little band of "supervisors."
At best they are only a handful, these life-
long students of teaching and learning and
leading. They deserve to be cherished, and
ASCD cherishes them. We hope that the
next ten years will see their numbers grow
and their resources enriched. We hope that
in 1980 another collection of "the best of
Educational Leadership" will show that we
have moved far aheadeven though then,
too, the quest will still be only beginning.

FRED T. WILHELMS, Executive Secretary
Association for Supervision and

Curriculum Development, NEA
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Talent for Growth
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The Human Dimensions of Supervision

EARL S. JOHNSON

IN SPEAKING about "the human
dimensions of supervision," I perhaps we can
relieve the term "supervision" of its quite
formal and even formidable coloration by
speaking of a person who is a teacher-leader.
Let us refer to such a person much more
from the perspective of "acquaintance with"
than from the perspective of "knowledge
about." The difference between these two
perspectives is near to profound because
appreciation, which comes from "acquaint-
ance with," must precede understanding
which comes from "knowledge about." This
order is, for me, the first law of pedagogy
for I believe that we have little to under-
stand unless we appreciate or feel something.

For the human dimensions and the
obligations and risks of the role of teacher-
leader let us turn to Martin Buber, the great-
est living Jewish theologian. Following are
some lines from the section on "Education"
in his writings:

If education means to let a selection of
the world affect a person through the medium
of another person, then the one through whom
this takes place, rather, who makes it take place
through himself, is caught in a strange paradox.
What is otherwise found only as grace, inlaid
in the folds of lifethe influencing of the lives
of others with one's own lifebecomes here a

1This article is based on a paper read at the
10th Annual Spring Convention of the Wisconsin
Association for Supervision and Curriculum Devel-
opment, May 2, 1960, at Marinette, Wisconsin.

function and a law. But since the educator has
to such an extent replaced the master, the dan-
ger has arisen that the new phenomenon, the
will to educate, may degenerate into arbitrari-
ness, and that the educator may carry out his
selection and his influence from himself and his
idea of the pupil, not from the pupil's own
reality?

Let me now restate what I understand
to be Bubefs "strange paradox" as it is set
in the difficult role of teacher-leader. It is the
paradox of "authority and freedom," for the
questions which we must all resolve as
teacher-leader are these: "How much of
what kinds of authority shall we employ?"
and "How much of what kinds of freedom
shall we permit?"

My answer to these questions, if answer
it be, is that authority and freedom must
always be kept in balance. What that bal-
ance is, can be, or should be, I shall not
undertake to state in terms of any principles,
for these would have to rest on "knowledge
about." Let me, rather, share with you,
as my meager experience permits me, some-
thing in the nature of "acquaintance with"
such a balance.

Let me begin sharing with you my
feeling-knowing about the role of teacher-
leader by saying something about the con-
text in which that role is played. This context

2 Martin Buber. Between Man and Man. Bos-
ton: Beacon Press, 1955. pp. 99-100. (Reprinted
by permission of The Macmillan Company.)

Earl S. Johnson, Emeritus Professor of the Social Sciences, University of Chicago, and Visiting
Professor, Social and Philosophical Foundations, School of Education, University of Wisconsin-
Milwaukee

3
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is, of course, the context of human associa-
tiongroups of various sizes, engaged in a
variety of cooperative tasks, and made up of
individuals who, because they are individ-
uals, are different in talents, in interests, in
skills, and in knowledge. Being different in
these respects they are unequal in these re-
spects. But, being unequal, they are not
unworthy!

Subject to Each Other

For the purposes of our concern, the
most important feature of human associa-
tion is that the members of it, the partici-
pants, take each other into account. I do not
mean that they are simply polite to each
other, although that relation is not ruled
out. I mean, rather, that each is aware of the
other, identifies him in some wayas able,
friendly, confused, coarse, concerned, in-
formed, ignorant, sympathetic, or whatever;
makes some judgment or appraisal of him,
identifies the meaning of his action, tries to
find out what he has on his mind, tries to
figure out what he is doing, why he does
it, or what he intends to do. Note that each
does this to the other; thus flies the shuttle
which weaves a fabric of understanding, sub-
ject always to correction. Let me make it
clear: I speak not of the relation of object to
object, of subject to object, or of object to
subject. I speak of the relation of subject
to subject. Each is, if you will permit a
play on words, "subject to each other." Each
takes the other into account as the one
who is taking him into account. Both are
active; neither is passive. Both are influenc-
ing and being influenced. Their relations
are in the nature of a transaction except that
here each is buyer and each is seller.

In this account of human association
I mean to suggest a moving process in which
the participants note and gauge each other's
actions and attitudes. Each, likewise, or-
ganizes his actions and attitudes with regard

to the otherhe inhibits, exhibits, encour-
ages, guides, and directs himself, in short,
disciplines himself and builds up those pat-
terns of action and attitude which he believes
to be appropriate to the situation which is,
itself, constantly in change. That some are
more adept at these things than others are
does not gainsay that all engage in them.3

Such a process of organizing patterns of
action and attitudes is the group process,
par excellence. Each is a member of it to
the degree that he takes the attitudes of the
others and controls his conductovert and
covertin terms of their attitudes. This
does not mean, at all, that he agrees with
or capitulates to the attitude of others. The
fact is only that he is aware of them and,
in that awareness, structures for himself his
unique actions and attitudes.

Yet, this account requires an important
amendment. This is that here is enacted
the democratic group process in the measure
that participation is fully shared, to the de-
gree that compulsion is absent in each one's
coming to his own patterns of action and
attitudes, and to the degree to which these
patterns serve goodness and wisdom as de-
fined and understood in the democratic
image of collective and individual life.
Dewey's words to this effect are these: "Re-
garded as an idea, democracy is not an
alternative to other principles of associated
life. It is the idea of community itself."
Here, Dewey's statement about a fact is also
a statement about a value.

If this account presents something not
only quite complex but even mystical, such
is the nature of the process of human asso-
ciation which is the process of communica-
tionwhether or not it takes verbal form.
We may now better understand Dewey's ob-
servation that ". . . of all things communi-

See: Herbert Blumer. "Psychological Import
of the Human Group." In: M. Sherif and M. 0.
Wilson. Group Relations at the Crossroads. New
York: Harper and Brothers, 1953. p. 194.



cation is the most wonderful . .. that the
fruit of communication should be participa-
tion, sharing, is a wonder by the side of
which transubstantiation pales." 4

Traits of the Teacher-Leader

Within such a context the role and
status of teacher-leader emerge. This means
that I conceive this role and status to be a
thing earned, rather than assigned.

Let me state what I understand to be
the minimal conditions for the emergence
of the role and status of teacher-leader.
They are these:

1. A human association, democratic in
its self-image

2. A common task or call it, in the
somewhat heavy language of our craft, goal-
oriented activities which are good and wise

3. Democratically disposed individual
members with differing talents, skills, inter-
ests, and knowledge.

The teacher-leader is, then, the person
who comes to be set apart from the other
members of a human association by reason
of the superior influence which he exerts
upon the goal-setting and goal-achieving ac-
tivities of such an association. How far
such a person is from the one who is officially
designated as teacher-leader, I leave to your
own insight. I trust that the distinction be-
tween earned and assigned teacher-leader
role and status is thereby confirmed. It is
a real, not a titular designation. It is the
role and status of teacher-leader, not of
chairman or boss.

Such an interpretation of the teacher-
leader role and status reveals that it does
not reside alone in any personality trait
taken singly, or even in a constellation of

* John Dewey. Experience and Nature. 'La
Salle, Illinois: Open Court Publishing Company,
1926. p. 166.
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so-called teacher-leader traits. It reveals
itself as the function of a personality in a
situation. One cannot be teacher-leader in
a social vacuum. Furthermore, certain per-
sonality types interact better and more ef-
fectively within certain kinds of group situ-
ations than do other personality types. Thus
the role and status of teacher-leader is a rela-
tive rather than an absolute one. However,
this fact of relativity should not be taken
to mean that there is no similarity in the
attributes which make for effective teacher-
leader behavior in quite different group
situations.

What these constants in teacher-leader
traits or attributes are is difficult to state
with either precision or certainty. Neverthe-
less let us hazard a sampling of them. They
are such as these: respect for individual
differences; the ability to initiate and an
unwillingness to dominate; the skill and tact
neces lry to strike the "right" balance be-
tween effectiveness, which is the coopera-
tive accomplishment of intended group ob-
jectives, and efficiency, which is the feeling
by individual group members that they have
been rewarded; and the ability to feel what
the Quakers call "the sense of the meeting."
Yet even these assumed-to-be teacher-leader
attributes require the "right climate" of hu-
man association for their effective mani-
festation.

And now to these add the following:
the gift of listening with "the third ear"
the ear of deep and sympathetic insight;
one who is slow to anger and plenteous in
mercy; one who does not command, for com-
mandments anticipate only blind allegiance;
one who shows and teaches but does not ex-
hort; one who does not seek disciples, for
the teacher-leader does not require servitude
of one who, when the occasion arises, will
supersede him; one who is virtuous and, in
being so, knows that virtue is not an alterna-
tive to power but is, rather, the skillful and
decent use of it; ane one who understands
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the import of the paradox that "since I
am their leader I must follow them."

Each of these, whether far or near as
universal attributes of the teacher-leader, will
depend for its best expression on the type
of human association to which it is appro-
priate, because these traits in some degree
both arise in and are effective only in those
human associations in which they can arise
and function. The role and status of teacher-
leader are, thus, always a kind of "back-
inference" from demonstrated and proven
abilities in given situations.

Yet, even as I recite these little-better-
than hunches about the constants in the per-
son whom I have called teacher-leader, I
feel that one attribute has slipped through
my fingersperhaps one of the most sig-
nificant. I share it with you in Count
Tolstoi's delineation of the gray and aged
commander of the Russian troops at the
battle against Napoleon at Borodino. That
the setting was military rather than civil or
academic I believe is relatively unimportant:

He gave no orders, but only assented to
or dissented from what others suggested . . .
when he listened to the reports it seemed as
if he were not interested in the import of the
words spoken, but rather in something else
the expression of face and tone of voice of those
who were reporting . . . he knew that the result
of a battle is decided, not by the orders of one
commander-in-chief . . . but by that intangible
force called the spirit of the army, and he
watched this force and guided it as far as that
was in his power.

Let me give you another conception of
the role and status of teacher-leader: this
time from civil affairs. I share with you
the words of Edmund Burke:5 "For my part,
in what I have meditated upon the subject,
I cannot, indeed, take it upon myself to

Burke has been accused of opposing democ-
racy. He opposed only its Jacobin form and
manifestation which he saw, and correctly, as
producing a totalitarian mass state of despotism
rather than genuine democracy.

say that I have the honor to follow the sense
of the people. The truth is that I met it in
the way I was pursuing their interest accord-
ing to my own ideas."

From the attributes which have come
out of my perceptions of the role and status
of teacher-leader, to which are now added
two classic conceptions of leadership in
military and civil affairs, perhaps you may
be able to construct an image of the teacher-
leader most proper for the varying forms
of human association whose theatre is the
school.

I think of these varying forms lying
within two major categories of human asso-
ciations: those of teacher-and-students, and
supervisor-and-staff. I remind myself, and
you, that I have been trying to shed some
light on, the "right" balance between authority
and freedom.

Communicating an Idea

These observations bring me to com-
ment on what I believe to be the central
intellectual problem facing the teacher-
leaderthe communication of an idea. I
choose to present this problem through the
poetry of the Persian poet, Kahlil Gibran,
and the prose of the American educational
philosopher, John Dewey. Although each
refers to, or implies, only the role and status
of teacher, their wisdom is quite as apt to
the role and status of teacher-leader. Gibran
writes:

No man can reveal to you aught but that
which already lies half asleep in the dawning
of your own knowledge. . . .

If he is wise he does not bid you enter the
house of his wisdom, but rather leads you to
the threshold of your own mind.

The astronomer may speak to you of his
understanding of space, but he cannot give you
his understanding.

The musician may sing to you of the
rhythm which is in all space, but he cannot
give you the ear which arrests the rhythm nor
the voice which echoes it.



And he who is versed in the science of
numbers can tell of the region of weight and
measure, but he cannot conduct you thither.

For the vision of one man lends not its
wings to another man. . . .6

I hope that you will wish to add this
to your own collection of "the poetry of
pedagogy"the art to which we are all
devoted but wile se literature is so lamentably
blind to its artistic, and hence poetic, nature.

Now, John Dewey's view and language
on the same problemwhether ideas can be
taught, as ideas. I share with you some lines
from Democracy and Education:

. . . all thinking is original . . . no thought,
no idea, can possibly be conveyed as an idea
from one person to another. When it is told,
it is, to the one to whom it is told, another
given fact, not an idea. The communication
may stimulate the other person to realize the
question for himself and to think out a like
idea, or it may smother his intellectual interest
and suppress his dawning effort at thought . . .

Only by wrestling with the conditions of the
problem at first hand, seeking and finding his
own way out, does he think?

I cannot forbear remarking here on the
most redundant of redundancies, but one
heard often in teacher circles: "We must
teach them to think for themselves." The
truth is, of course, that they can think for
themselves only if they can think by them-
selves. The help we may give them is im-
plicit in Gibran's and Dewey's wisdom.

But I see the role and status of teacher-
leader in yet another contextthat of priest
and prophet. At the more elementary levels,
our task is perhaps exclusively that of
priestto communicate the truths of the
past, the culture's inheritance from past cul-

° Reprinted from: The Prophet by Kahlil
Gibran with permission of the publisher, Alfred A.
Knopf, Inc. Copyright 1923 by Kahlil Gibran;
renewal copyright 1951 by Administrators C.T.A.
of Kahlil Gibran Estate, and Mary G. Gibran.

7 John Dewey. Democracy and Education.
New York: The Macmillan Company, 1916. p.
188.
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tures. But, progressively, as these levels are
left behind, our role becomes increasingly
that also of prophetto examine the rele-
vance of the cultural inheritance for present
times.

In the priestly role we are, in the best
and most exacting sense of the term, sooth-
sayers, that is, truth-sayers. In our prophetic
role we are examiners, judgment-makers, and
critics. Severe injury to the idealism of our
students will certainly follow if we play the
prophetic role before an immature audience.
But, just as surely, our failure to play the
role of prophet at the proper stage of our
students' maturity will leave their critical
capacities undiscovered, unchallenged, and
undeveloped. Our obligation as teacher-
leader is to play the roles of priest and
prophet in helpful and proper balance. Both
are called for more often than we think.

Our Faith in Progress

In these roles we serve the beliefs of
our culture and reasoned insight into their
meaning and usefulness. The beliefs are
our convictions. These dictate the priestly
role. This is our debt to the Hebrews. Rea-
soned insight takes the form of criticism of
our convictions; this dictates the prophetic
role. This is our debt to the Greeks. Thus,
in these roles, we confirm the values on
which not only our craft but also the civili-
zation which it seeks to serve are founded.

May I now identify what is for me
the prime virtue of the teacher-leader? This
is the faith that we can bring every partici-
pant in the associations in which our profes-
sional life is cast to the top of his level of
achievement and this, not by outdoing some-
one else but by coming into his largest in-
tellectual and spiritual stature.

This is the faith that there is a yet
undiscovered and unachieved dignity and
worth in everyone. This is the grain of
mustard seed which is "indeed the least of
all seeds; but when it is grown is the greatest
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among herbs and becometh a tree, so that
the birds of the air come and rest in the
branches thereof."

Such a faith is a faith in knowing and
loving. Of the nature of knowledge we hear
and know much. It is the nature of love of
which we stand in great need of better un-
derstanding. I refer to love of self as well
as to love of others, for they are not alterna-
tives and they are not separable. When I
speak of "love of self" I speak not of self-
renunciation or selflessness. I speak in affir-
mation of the scriptural injunction to "Love
thy neighbor as thyself." If to love my
neighbor as a human being is a virtue, then
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it must be a virtue rather than a- vice to love
myself since I am a human being. Self-love
does not exclude, indeed it includes, self-
knowledge. How pathetic it would be if it
were said of us, as King Lear's daughter
said of her father, that "he hath ever but
slenderly known himself" which condition
was, I gather, cause of his inability to love
himself. We know, by reason of this lack,
what manner of man he was.

Thus the components of the democratic
character, developed in a democratic social
order, come to view. These are thinking
and loving. These are the human dimen-
sions of supervision.

The Critical Shortage of Educationists

FRED T. WILHELMS

WHAT does "educationist" mean?
For years it was an epithet hurled derisively
at something like the group Conant now calls
"the establishment." But that doesn't make
sense ifas thoughtful people from the Pres-
ident on down are daily proclaimingedu-
cation is Number One on America's agenda.
It is- nonsense to cry the need of physics for
physicists and of biology for biologists, and
then to deny that the foremost of all our
enterprises needs its own students and schol-
arsand that is what educationists are.

Why do we not make the title a proud
one by defining it with tough realism and
raising high the qualifications to earn it?
I propose three basic tests:

That one is a lifelong, career student
of the educating of human beings

That he looks at it whole, and is dedi-
cated to its entire improvement

That he is engaged in it, working ac-
tively with its realities.

This is an exclusive definition. It will
not admit to the title many of those be-
havioral scientists who make studies of learn-
ing, for example, or of group relations, but
do them in isolation from the general con-
text of education. Neither will it admit
most of those scholars from other learned
disciplines who labor so vigorously to im-
prove the content of some curricular field.

Fred T. Wilhelms, Executive Secretary, Association for Supervision and Curriculum Development,
NEA, Washington, D.C. In 1965, Associate Secretary, National Association of Secondary School
Principals



The contributions of both groups are great
and they are powerful allies; educationists
depend upon them, and should be lastingly
grateful for their work. But, as psychol-
ogists, anthropologists, historians, or lin-
guists, they are best identified by their own
proud titles.

Neither, regretfully, will the definition
admit to the title many of the practitioners
in educationclassroom teachers, admin-
istrators, supervisors, etc. Again, their con-
tributions are enormously valuable, and edu-
cationists depend upon them for steady,
responsible proficiency as well as for a wide
range of inventive innovations. But, under
the grinding pressures of their daily tasks,
all too few of them take that ultimate step
from educator to educationist which depends
upon the career-long, deep study of the edu-
cating of human beings.

Finally, the title is not to be bestowed
automatically upon all those professors who
teach in schools of education. Far too many
of them are making a career of mouthing a
few eternal generalizations which they
learned in graduate school; far too few are
genuinely engaged either in pushing out the
frontiers of theoretical insight or in the hard,
grimy business of solving the real problems
of real schools.

Who are left, then, to earn the name?
A small, tough-minded, hardily idealistic
band! They come from every source: Some
of them are classroom teachers, administra-
tors, and supervisors who somehowde-
spite the demands of their daily realistic
whirlkeep boring into the eternal inquiry,
combining scholarliness and public states-
manship with their practical skill. Some
are behavioral scientists and members of
other learned disciplines who, having per-
haps begun on a narrower base, become
identified with the whole enterprise. Some
are professors and researchists in the schools
of education who spend their lives expanding
and mobilizing what is known and thought,
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and getting the best of it applied to reality.
And some, one is tempted to add, come from
the ranks of the laymenin citizens' com-
missions, for example, and in the PTA
individuals so driven by their zeal and their
divine discontent that ultimately they make
themselves authentic experts.

It does not greatly matter whence they
comethere are all too few of them. We
are in a time when the general commitment
to education towers to unimaginable heights.
But the very excitement of fine, devoted men
leads to precipitate ventures, to shooting
from the hip, to near-reckless promotion of
pieces without regard to pattern, to answers
without questions. In terribly short supply
are educationists able to move from clearly
articulated questions and problems, through
the best that is known in theory and practice,
toward integrated solutions. It is as if one
suddenly had to staff an enormous enterprise
and there were plenty of people with the
know-how to do this or that partbut no
one who knew what the whole thing was
about. "The harvest truly is plenteous, but
the laborers are few."

If this seems overdrawn, put yourself
for a moment in the position of staffing the
great nascent movement for reform of the
social studies, with its many special projects
in geography, anthropology, history, and
other fields. Given the money, it may not
be too hard to find excellent specialists, field
by field. But where will you find sufficient
supply of those who can see even the social
studies wholelet alone their place in the
entire curriculumwhile at the same time
bringing to bear what is known from the be-
havioral sciences and from experience as to
learning and teaching and evaluation, as well
as the whole philosophical corpus of what
schools are for? To produce fragments is
easy if one is willing to settle for narrow
objectives; to produce a whole is something
else again.

It is no wonder that educationists are
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few, for the true educationist is a weird and
wonderful combination. He has to be a
gritty realist. He is the one who always has
to remember all the youngsters. Others can
go off for a few years' luxurious kick on
behalf of the giftedand then, just as
suddenly, become sob sisters for the dropout;
he was remembering both all the time.
Others can seize onto one simple, pat an-
swerthe phonetic method, team teaching,
nongraded schools, or whatnot. He always
has to go the hard, lonely way, living with
uncertainty, knowing that the evidence is all
too scantyand yet be willing to place his
bet on some way of moving in the meantime.

To assess even the evidence there is,
he has to cover an enormous amount of
ground, not only by study of theory and
research but also by alert awareness of pio-
neering practice. Haunted by the desperate
need for research, he lives in a world that
respects research in almost every field ex-
cept his own; tortured by his knowledge of
what is already securely possible, he lives
with a mass of mediocre performance in
schools stifled only partly for want of money;
zealous to live by the best findings of research
and practice, he has to subject himself to
the interminable politics of the catch phrase
and the sententious tradition.

And yet he is no good at all if he loses
his vision, if he cannot go on pressing after
each rebuff, if he cannot take his ideas
down into the marketplace of educational
politics and mobilize campaigns he may
never wholly win, wringing the sustenance of
his life out of some small inches of gain.

Miraculously, a few do manage the
combination. Scarred by many a conflict,
they are as idealistic as the day they came
out of college dewy-eyed and sure that they
were going to reform the world. Even if they
are practical schoolmen pushed by every
day's exigencies, they still carry on the great
inquiry and acquire a remarkable depth of
insight. Or, if they are specialists in inquiry,
they still retain a remarkable awareness of

what is going on in the front lines and reg-
ularly move out there to fight for real effect.

I submit that this handful of seasoned
students and campaignersthe real educa-
tionistsare a national resource unparal-
leled. It is time that they learned to speak
with a firmer voice. It is time that the
public learned to listen. It is time that we
moved to produce more of them with at
least the concern we show for producing
more medical experts. It is time that the
teachers collegesparticularly those with
great graduate schoolsbe seen for what
they are: the nerve centers and the genera-
tive dynamos of the best it will take to create
a worthy education.

It is time that every school system
partly by the planned release of time and
money, but even more by the creation of a
climatemake itself a comfortable home
for those educators who wish also to be edt: -
cationists, to study as well as to act. It is
time to end school reform by clich6 and
hunch and guess, and to put together a com-
bination of all the resources it will take to
develop sound inquiry and apply it to in-
tegrated action.

ASCD is not the only home of educa-
tionistslike gold, they are to be lound
where they are. Yet it is the outstanding
home. It has never been away from the
thick of action, but it has never wavered
in its respect for inquiry, and it has never
cravenly reefed its sails in the face of winds
of contrary opinion. Yielding very little to
any quest for popularity, it has persevered
in tacking its way into those winds as best
it could. The headway may be small at
times, great at others, but it keeps on going.
The typical ASCDr has joined its ranks
precisely because his intellectual honesty
drove him to love both inquiry into the
truth and vigor in applying it. And his posi-
tion tends to be one that gives him a better
than average chance to see education in the
large, to study it, and at the same time be
engaged in action.



One could read this in self-congratula-
tion, to say, "What a wonderful organiza-
tion ASCD is!" We had better read it in
the sobering thought, "What an awful re-
sponsibility ASCD bears!" We do not need
to think ourselves alone. We do not even
need to think invidiously of other organiza-
tions which serve their own groups and pur-
poses well.

And yet the fact remains: No other
organization has put together quite the
same combination of people, to push the
frontiers of educational thought and knowl-
edge and apply what is learned unflinchingly
to the whole of education. No other large
organization has developed quite the same
tradition of using all its membership and
staff resources democratically to work its
way through the toughest problems without
giving an inch because of timidity.

And if this be so, what do we do now
to use the brain and muscle we have grown?
Within our own ranks we are an excep-
tionally congenial group, good at even pain-
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fully honest intercommunication. Can we
consciously build on this resource to get our-
selves more adequate preparation for a role
so demanding that it is terrifying? (As I
wrote this I questioned increasingly whether
I met the qualifications; I wonder whether
you haven't had the same reaction.) Can
we consciously facilitate the mutual inter-
penetration of inquiry and practice, of spe-
cialization and wholeness?

Beyond our ranks, how can we best
give our nation the help it needs in these
days of high demand and short supply? Can
we, and should we, deliberately build up
the image of the educationist who is more
than practitioner, mole than abstract scholar,
a person with a unique contribution? Can

. we bring him to be sought for by the public
and by officials, so that he will be used
where he is most needed? And can we make
the unique role so attractive to the profes-
sion that more and more of the best young
educators will also aspire to meet the tests
of the educationist?

"Most of the Change"
(An Editorial)

ROBERT R. LEEPER

Most of the change we think we see in life
Is due to truths being in and out of favor.'

1 Robert Frost. "The Black Cottage." Com-
plete Poems of Robert Frost. New York: Holt,
Rinehart and Winston, Inc., 1958. p. 77. Copy-
right © 1930, 1939 by Holt, Rinehart and Winston,
Inc. Copyright () 1958 by Robert Frost. Copy-
right © 1967 by Lesley Frost Ballantine. Re-
printed by permission of Holt, Rinehart and
Winston, Inc.

THIS editorial focuses upon "the
introduction of something new" (which is
one definition of innovation) in education.
We will look at change and at some of the
effects of certain truths being in and others
being out of favor. We will also be con-
cerned with why the "something new" is
introduced, and with the results of its in-
troduction.

Robert R. Leeper, Editor, Educational Leadership, and Associate Secretary, Association for Super-
vision and Curriculum Development, NEA, Washington, D.C.
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Education is a deliberate relating of
people, usually younger or less experienced
with older or more experienced, in a setting
that is contrived to produce change. Here
we are concerned with the origin and the
content of the "something new," the innova-
tionwhether it be an idea, a fact, a method,
a system, a body of knowledge, an object,
or a technology. We are also concerned
with the conditions under which the "some-
thing new" is made available to persons in
the educational setting, and with the effects
and the direction of such relating.

In a sense, we are dealing with the
process by which the cultural invention is
introduced in the school, with the manner,
the content, and the effects of its introduc-
tion. Innovations will be sdf-defeating and
futile if their advocates fail to take into ac-
count the feelings, motivations, values, and
needs of the people concerned.

We have come to a time, in the evolve-
ment of our democratic, industrial, scientific,
and technological society, when we are be-
coming increasingly enriched by the creation
of new inventions, especially in the realm of
content, ideas, processes, products, and ma-
chines. We have for some time been in the
early stages of seeking to comprehend what
these new inventions are and what they mean
and to apply these to people in the setting
of the school. Many wise and well-informed
persons have been involved in attempts to
make this application in the school setting.
Not always, however, have the attempts
proved successful.

In several instances, the staffs of na-
tional projects, in updating the various con-
tent areas, have completed their massive
endeavors, breathed a sigh of relief and
leaned back, expecting the new materials,
content, and approaches to transform prac-
tice. When such transformation did not be-
gin at once to be apparent, staffs of these
projects looked again at their implementa-
tion procedures. In some instances, the
elements that needed most attention were

those surrounding the point at which the
innovative factor is brought into relation
to the teacher and the learner in the school
setting.

A Soil for Growth

Of prime importance in education are
the factors which control the act of relating,
the point at which teaching and learning
take place in the setting of the school. Our
society and culture have found it easier to
provide the things and the content with which
this educational setting is furnished than
to influence and to enhance the intangible
elements that surround this setting-for-
learning. Some of these "intangible" ele-
ments that are so crucial to the success of
education are psychological and social,
while others are aesthetic, political, and
value-based.

Perhaps it is easier to manage and to
manipulate the tangible elements in the
school setting than it is to provide a climate
in which the intangible elements of teaching
and learning will have a natural and respon-
sive soil for growth.

Individualswhether pupils, teachers,
supervisors, principals, superintendents
cannot be manipulated into insight, into
mastery, into wisdom, save at great cost,
both to the manipulator and to the manipu-
lated. And when such insight is achieved,
it is likely to be infused with bitterness, or
resentment, or other qualities so negative
that society's cost for such a manipulative
approach must be reckoned as too great.

One example of a very significant truth
has been in favor at brief moments in certain
schools in our nation and in other dem-
ocratic lands. This truth is that innovation,
the "introduction of something new," can
best be accomplished in the schools of a
democracy when the setting exemplifies the
finest and best of respect for the individual,
whether teacher or learner.

Not all innovation needs to derive from



the "great thinkers" or the status leaders or
the specialists or the executives of business
or industry or government. When a teacher
or principal or supervisor gains insight
and the confidence to introduce a change
that he believes to be for the enhancement
of the teaching-learning situation, this is
innovation at the point of greatest need and
significance. Such.innovation should be sup-
ported and encouraged.

In an atmosphere reasonably free of
threat, generally supportive, and confidently
democratic, innovation is a continuing and
expected process. In such a setting, innova-
tion is not "new and different," it is the
texture of each day's planning and working
together for learning and for growth.

TL innovative idea is not squelched
because it is new and differentand there-
fore disturbing to routine practice. Con-
sciously and selectively, the novel idea or
approach is noted, discussed, shaped, fash-
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ioned lovingly and insightfully so that it
will have a fair chance to be tried in a
supportive atmosphere.

Some of the approaches that have been
tried in innovation must be examined. Expe-
rienced educators must look at various as-
pects of theory and practice in innovation,
at desirable objectives, at policy matters
related to change, and at issues of public
understanding and support.

As we think about innovation, its pur-
pose and effect, let us not permit the glam-
our of the new and the novel and the
manipulatable to blind our vision to some of
the older truths that were dearly bought.
Such truths might conceivably lend an in-
vincible power to the "something new" that
is being related by human beings to other
human beings in an educational setting.

Above all, this setting must be con-
trived with, and be characterized by, in-
telligence and wisdom and love. 0

A More Wholesome Balance
(An Editorial)

STEPHEN M. COREY

IN COMMON, I suspect, with
a number of professors of education who
write and talk about supervision I have had
no personal, firsthand experience with it,
as does a school teacher, for a long time.
No "supervisor" has tried recently to get
me to do my work more effectively, nor
have I been thought of as a supervisor by
those of my colleagues whose work I have
tried to influence.

This being, in a sense, on the outside
of the whole complex apparatus of supervi-
sion, with its status differences and its group
identifications and its anxieties and resist-
ances, can probably be only in part com-
pensated for vicariously. One thing, though,
has impressed me from my work with super-
visors, my reading about what they do, and
especially my experience with people trying
to get me to do my work better and my

Stephen M. Corey, Emeritus Professor of Education, Teachers College, Columbia University,
New York, New York, and Professor of Education, University of Miami, Coral Gables, Florida.
In 1963, Professor of Education, Teachers College, Columbia University
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attempts to get some of my colleagues to
do better. This is that while modem super-
visors may function in many different ways,
and increasingly use a language of their
own, and work with more sophistication in
groups than they formerly did, the main pur-
pose of supervision has not changed much,
if at all, through the years. The primary
job of the supervisor is still to do whatever
he thinks will be successful to get someone
else to work more effectively, more produc-
tively.

What has changed in connection with
supervision, and this most members of
ASCD are aware of, is that more and more
people recognize that the method of getting
another person to do his work better that
had seemed so straightforward and reason-
able and has been in use for a long, long
time is not very effective. This time honored
method has defined a supervisor as one who
knows what ought to be done, and how,
by those people he is supervising, and is
able to get them to do what he thinks they
should. The assumption is made that after
hearing about and seeing what ought to be
done, or submitting to some training in the
new and better ways of working, the worker
will do what the supervisor thinks is best
even though this may seem to require more
effort. If he does not do what he should,
in this sense, he is stubborn or recalcitrant
Gr unprofessional or something else bad.

As I have suggested, many students
and practitioners of supervision doubt that
this way of bringing about improvement in
the work of another person can be very suc-
cessful no matter how tactfully or gracefully
it is attempted. In my experience, and I
am sure it is not unusual, one central reason
for this skepticism is not far to seek. When
someone in my organization has as one of
his main responsibilities getting me to do bet-
ter, whether or not he is called a supervisor,
this does something to our relationship. I
rarely consider him a member of the group
of my peers whose norms have much to do

with my productivity. I realize that his suc-
cess is judged differently from mine by the
people who render these important judg-
ments. His success comes, in large measure
at least, from his ability to see what it is that
I am not doing well, or getting me to see
this, and his skill in bringing about change,
presumably improvement, in my profes-
sional behavior. This is what his superiors
expect of him no matter what euphemisms
are used about our working together on the
same tasks. The person who is trying to
get me to do better will not like this per-
ception of him because he knows it inter-
poses a barrier between us. It makes his job
harder because I almost must resist him in
order to keep my self respect. He would
rather I regarded him as a friend and co-
worker and help giver. He could then be
more influential with less effort.

One reason for what is often a resistant
attitude toward many well intentioned super-
visors who try to tell other people what to
do is the built-in implication that they are
constantly judging other people. We all
make evaluative judgments about one an-
other more or less continuously, of course,
and this includes the way our associates do
their work.

Whenever we suspect we are judged
to be professionally inept, however, this
sets in motion many mechanisms we have
learned can protect somewhat our threat-
ened self respect.

This is especially marked in our rela-
tions with a supervisor because by trying to
improve us we know he thinks we are not
doing what we should. Our defense is to
believe that he, or any cane else judging
us unfavorably, is himself even more inept,
or he is prejudiced, or he overlooks the
favorable evidence, or he resents us per-
sonally. If we look closely we can usually
find some evidence to support each of these
accusations.

I am almost always surprised when
some experience tells me again how very



sensitive I am to criticisms of my own work,
explicit or implied. Often when I ask for
criticism I actually want commendation and
am disappointed if I do not get it. Like
most others I try to cover up this sensitivity
because it is generally considered to be a
weakness. The fact remains, though, that if
someone wants to help me do better, he
had better not let me know if he thinks I am
doing poorly. If he does think so, I am
almost certain to find out.

For another person to be very influen-
tial so far as my professional work is con-
cerned, he must realize I am now doing as
well as I can, all things considered, and
these things may be legion. This assumption
that workers, the teacher, you and I, actually
want to do as well as we can, in our own
view, and are constantly striving to live up
to these higher expectations in those areas
in which we seem not to be achieving as
well as we believe we should, is not senti-
mental, of course. It is one of the important
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realities supervisors often overlook. Even
when this is "known" to be true the convic-
tion is often insufficiently internalized to
make behavior consistent with it.

If I am in a mood to be helped by a
supervisor or anyone else, and no one can
do much with me along this line unless I
am, it is not necessary that the person want-
ing to help me also judge me. I have already
done that. What I need is a person who can
help me think more penetratingly about what
I am trying to do, the way Igo about it,
and the evidence I use to estimate my suc-
cess. This requires quite a different kind
of supervisor, it seems to me, from the one
who believes his task is to know what I
should do and then get me to do it. The
help I need most is with a process and I
regret that attention to processes has dimin-
ished in the recent emphasis on a product
that is usually in the form of knowledge. I
hope that ASCD can accelerate the return
to a more wholesome balance.

Poise Under Pressure

RICHARD L. FOSTER

THIS paper will present three vig-
nettes or backdrops. Some principles or
hypotheses will be developed in relationship
to these. These principles will then be
shown in operation.

Three Vignettes

The first backdrop comes from the work
of Chris .Argyris of Yale, an industrial psy-

chologist who has done most of his work
with industry. Argyris states that in the
typical business organization one finds at
the top a president, some vice-presidents,
and the directors. Next come the super-
visors,. and finally, the workers. In the
schools we have boards of trustees, super-
intendents, assistant superintendents and di-
rectors, supervisors, and teachers.

Argyris says that in these typical or-

Richard L. Foster, Superintendent, Berkeley Unified School District, Berkeley, California. In 1964,
District Superintendent, Jefferson Elementary School District, Daly City, California
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ganizations there are specific human prob-
lems at the lower level. As one gets down
the hierarchy, people at this lower level feel
they do not belong to the organization
they are just there. What happens to these
people? They leave! They get discouraged
with what is going on, they realize they are
not actually a part of the processand they
leave. Some of them stay but take sick
leave. Some of them do not leave, and
they do not take sick leavethey leave
psychologicallythey come to work every
day, but they are not there.

Argyris did an interesting follow-up
on this last group. He talked to some of
these people about their supervisorsmost
of the responses were pretty negative. Occa-
sionally Argyris ran into a worker who said
he liked his supervisor. Investigating this
response, he came upon an interesting phe-
nomenon. He found that the supervisors
who were liked were the ones who were
not seen very often!

While Argyris' study does not treat the
schools, his inclination is that schools have
the same problem as industry. Company
newspapers, company parties, higher sal-
ariesnone of these devices seems to
ameliorate the situation. According to Ar-
gyris, the only solution comes through com-
mitment in which there is inner personal
trust and confidence.

Backdrop number one then seems to
say: Something has to be done about the
organization of schools if people who work
in them are to develop a sense of commit-
ment.

Let us move on to vignette number
two. The Rockefeller report on The Pursuit
of Excellence' states that no educational
system will be any better than the quality
of its teachers. In the effort to bring about
improvements, schools can do all kinds of

1 Rockefeller Brothers Fund. The Pursuit of
Excellence. New York: Doubleday & Co., Inc.,
1958. 49 pp.

things with such administrative arrange-
ments as "ungraded schools" and "team
teaching" and bring in machines and any
new device availableexperience shows that
it will not make much difference unless
there is a change in the quality of the teach-
ers in the system. Moreover, this quality
has to embrace many types of diversity if
a rich kind of school system that most of
us would like to enjoy is to develop.

A brief history seems to fit in here.
A year or two ago I went to the opening
meeting of the teaching staff with whom I
work. One of our new teachers showed up
with a beard. The president of the Board
of Trustees, .,fter the meeting was over,
said to me, "What are you going to do about
that beard?" I said, "Ah, nothing. I'll just
wait and see what it means." In about three
weeks the principal of that school came to
me and said, "Would you like to know about
that beard?" I said, "Not particularly." He
said, "Well, let me tell you about it any-
how. This teacher is in a Shakespearean
play. He's one of the actors in the play,
and that's why he's got the beard." I said,
"Oh." A few weeks passed, the play was
over, and the teacher shaved his beard. I
saw the principal about a month later and he
said, "Hey, Dick, the guy's growing a beard
again. You know what? The kids liked
him better with the beard than they did with-
out it!"

Our conception of excellence is going
to have to include many kinds of people
who can do many kinds of things. Bruner re-
ports that Whitehead has said that education
should be "an exposure to greatness." It
seems to me the only real exposure of any
lasting depth that children get in the public
environment called the school is with teach-
ers. You can rig your school system with
a lot of individuals called counselors, super-
visors, principals, and superintendents, yet
it is a one-to-one relationship with the
teacher that makes the difference.



Harold Clark at Teachers College, Co-
lumbia University, conducted a broad re-
search project in his study of "quality edu-
cation." When he came to analyze the data,
he found an interesting fact. Whenever a
teacher was using any kind of reasonable
method, and was enthusiastic about that
method, pupils learned. Of course, some-
body is going to ask, aren't some methods
better than others? Probably; but not as
important as enthusiasm.

That is picture number two. Now let
us move to number three and discuss the
dynamics of change. There are many people
in school systems who believe that change
can be ordered by authority. Occasionally
a trustee says to me: "Couldn't you put out
an order on this item?" I point out that
I could, but that probably nothing would
happen. Teachers are very bright. They
know which of the notices that I send out
are important and which are trivial.

A system can develop a curriculum
guide which may or may not be opened
during the year. Guides per se do not de-
velop behavioral change. How then does
change take place if not by order, by cur-
riculum guides, or by a state adoption
although any of these may exert some in-
fluence? It seems to me that change takes
place when one has new experiences in a
creative environment in which there are
tremendous opportunities for perceptions
in an open society. People act on what
they perceive, and this is what makes the
difference.

Change is a very interesting thing.
Change means that one has to set new levels
of aspirationone must get a little bit anx-
ious again about what he is doing. Change
is a drain on energy. By the way, a certain
amount of resistance to change is a healthy
thing. If everybody changed on what every-
body else thought was good for them, we
would all be schizophrenic. So, in my dimen-
sion, change comes in an interesting, per-

Leadership: Talent for Growth 17

ceptive, aroused, creative environment in
which one gets goose pimples simply be-
cause he works there.

The questions raised in these first three
parts may be summarized by an additional
question: How do we create an educational
environment in which people are committed
to the task, are open to change, and in which
they are free enough to respond en-
thusiastically?

Leadership Style

Let me now introduce my concept of
leadership. I use one that Gross advocates.
He says that there is a leadership style in
which the only conversation is: "What can
I do to help?" I am in total agreement with
the Rockefeller report on the importance of
the teacher as the critical factor in how fine
a school system we have. I am also amused
at Herbert Thelen's comment in Education
and the Human Quest:

Teachers are of all sorts, too: they range
from nimble piccolos to thumping basses, from
mellow horns to clashing cymbals; from spar-
kling champagne to flat beer; from lovable
lizzies to champing Cadillacs.2

It seems to me that the most important
contribution to come from those in leader-
ship roles is the achievement of keen in-
sights in the selection of personnel for a
school district. In our district we have been
using, in our interviewing and hiring, the
three criteria recommended by David Ryans
in his research on characteristics of teach-
ers. According to Ryans, some of the cri-
teria seem to be more important in the
elementary school than in the high school.
In my judgment, however, these criteria are
as much needed in the high school as in the
elementary school.

Pattern X: Understanding, friendly,

'Herbert The len. Education and the Human
Quest. New York: Harper & Row, Publishers,
1960. p. 16.
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warm teachers vs. aloof, egocentric, re-
stricted teachers.

In interviewing an applicant, the first
thing I look for is to see if this is a warm,
loving human being. If it is a male, I look
to see if he is male-like; and if it is a female,
I want her to be female-like. One of the
questions I sometimes ask in an interview
is, "Do you see yourself as a real female
(or a real male)?" It is surprising how
many people are afraid of this question, al-
most as if they are afraid to reveal that they
are human beings.

Pattern Y: Responsible, businesslike
vs. evading, slipshod, unplanned behavior.

What is a good day in the fourth grade
and how would you plan for it? Is this a
person who plans in the broad sense? (This
does not mean lesson plans.)

Pattern Z: Stimulating imaginative,
surgent, enthusiastic people vs. dull, routine
sorts of human beings.

That word "surgent" is one that moves
for me. What do you get excited about?
Can you laugh? Can you cry? Can you
feel? Can you touch? Are you a real
human being? With the help of a college,
a person can be taught techniques and
methods and even the structure of knowl-
edge; but it is extremely difficult to make
human beings out of people who have
worked for 20 some years at being inhuman.

Using these criteria we can find the
warm, sensitive, enthusiastic young teachers.
However, some of them will only be around
for two or three years, because if they are
warm, enthusiastic, sensitive young girls,
they are soon going to become wives and
mothers. That is one of the risks one takes
when one works with human beings.

After we have found and employed
these wonderful, "human" persons, what do
we do about it? I have some hypotheses

that many people may not agree with, but
here they are.

Four Hypotheses

First, you have to operate within a
decentralized hypothesis. This can be ter-
ribly debilitating if you have been working
with a centralized concept of school organi-
zation. Learning takes place in the in-
dividual classroom in the individual school;
it does not take place in the central office.
This means that the individual school should
make the decisions on what its in-service
program is going to be and what it is going
to work on. The school has a right to hire
its own consultants without central office
consent and the school should make the
decisions on which consultants from the cen-
tral office, either city or county, it is going
to use. This means that various schools will
be moving at different paces on different
things.

The second hypothesis is that suppor-
tive personnel are not responsible for pro-
ducing change in others. As human beings
working with teachers we have only one
responsibilityto communicate openly what
our feelings are and to interchange in the
communication. We cannot be responsible
for other people. They are responsible for
themselves, to be their own self-actualizing
instrument. They have this prerogative, and
we have no right to deprive them of it.

The third hypothesis has to do with
consultation. In my judgment, consultation
is a unique professional relationship between
peers in which either of the two persons
involved has the right to terminate the con-
sultation at any time. It is a healthy envi-
ronment if a teacher, in consultation with his
supervisor, feels he can say, "I think I am
now ready to move by myself, with sup-
port." Supervisors do not rate, they do not
evaluate, they do not praise, they do not
reward, they do not punish. They interact



with. This is the only kind of support that
human beings should have.

My fourth hypothesis is one with which
many readers may be familiar: It is that
principals sometimes cast long shadows on
schools. The Ohio State University study
in regard to which characteristics in prin-
cipals make a difference is one that ought
to be considered in the selecting and hiring
of people. This study suggested that there
are three characteristics that make a dif-
ference.

One characteristic was comprehensive-
ness: The ability to see the educational
cosmos in a broad sense; having intellectual
and emotional stamina to stand the press
of the immediate; the ability to tolerate
theoretical considerations; the ability to see
that a day was good in its big sense, not
because the football team won a game, and
not because softie pupil did something spec-
tacular, but because of what is going on in
a big, comprehensive picture. When we are
near a principal like this, we get the feeling
that "something is happening here."

The second characteristic was pene-
tration: The ability to ask questions about
things which everyone else is taking for
granted; the willingness to penetrate into
a problem and ask, what really makes the
difference here? If we had done this, we
would not, for example, have so many
unused language laboratories around the
country at present. For a time, it almost
became a cultural symbol of accomplish-
ment to buy a language laboratory whether
it was usable or not.

The third characteristic was flexibility:
"Flexibility," in the study, was defined as ab-
sence of psychological rigidity, a tolerance
for tentativeness. Let me emphasize: A
tolerance for tentativenessso many people
want the answers right now, as though the
answers are always evident!

Recently a psychologist made a recom-
mendation in regard to the placement of a

Leadership: Talent for Growth 19

youngster in one of our hard-of-hearing
classes. After I listened to all the technical
presentations that went on about I.Q.'s and
scores and hearing and all the rest, I asked
him: "What is your clinical 'hunch' as to
what this youngster will do in the class-
room?" He answered, "I had a feeling you
were going to ask me that question, and I
don't know. After all this technical data,
I haven't formed my clinical 'hunch.' " I
said: "Why don't you take another day and
formulate a clinical 'hunch' and come back
and let's talk about it? You now know so
much about this child that you really don't
even see him. Get an idea as to what's
going on here in a tentative sort of way.
We don't care if you're wrong. We care
if you care enough to have a 'hunch' about
this youngster."

These four hypotheses then make up
the second part of this paper. Now let us
see how they work.

A Technique of Change

About three years ago, in a conference
with the consultants, we were discussing the
fact that our school district was getting
largeabout 9400 children. We were reach-
ing the point at which it was impossible for
consultants individually to contact all the
schools. The suggestion was made that per-
haps a more effective method of operation
could be arrived at. Maybe a consultant
could find some teachers and a principal
who were interested in a particular area,
and the consultant could then work with
them in depth.

Two or three of the people at this
meeting seized this idea enthusiastically.
One of these was our health consultant.
We have been using a magnificent health
series in the district. It is one of those
series in which we can teach nutrition from
the first to the sixth grade, and can guaran-
tee at the seventh grade, when the kids are
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turned loose, they will buy a coke and
candy bar for lunch! Our health consultant
decided that she would like to find a few
teachers and a principal who would be in-
terested in having youngsters at the fifth
and sixth grade level study about their
hearts and circulatory systems in depth.

She found two teachers who were in-
terested in such a study and a principal who
wanted to work with them; and with these
people she developed a program. Every day
she co-planned, she co-taught, she team-
taught, she did all of the things that one is
supposed to do in teaching. She worked
with small groups, she worked with large
groups, she worked with the teachers. One
of the things she found out, she said, was
that you have to think through what makes
a difference in knowledge before you can
help anybody gain knowledge.

What about the children involved in
this program? They were fifth and sixth
graders, not homogeneously grouped, from
middle-class environment, with average
I.Q.'sprobably about 105 or 106. Every
child in the group, by the time the work
with the program was over, could trace a
drop of blood through the entire circula-
tory system. They could tell you in tech-
nical terms, and they usually wanted to be
more technical than we wanted to be, the
anatomy of the heart. They could tell you
the difference between a normal and an
abnormal heart. They made all kinds of
charts and diagrams. They could tell you
what happens in a stroke and a thrombosis
and a coronary and how the system recovers
and what takes place in the capillaries and
why it takes place. They could talk with
you in depth about the importance of men-
tal health or the effects of alcohol, tobacco,
or stress.

More interesting was the fact that these
children wanted to do all this studying; they
were enthusiastically interested in learning
all they could about the heart. Parents re-

ported that the children were asking for
models of the heart for Christmas presents.
Children who had never before been really
excited about anything in school became so
enthusiastic that they were reading books all
the way up to college level in order to find
the information they needed. We have
done the same thing in other areas of the
curriculum.

When this heart program had pro-
gressed to the point at which it really made
sense to the two teachers, the principal, and
the consultant, we decided to put on a dem-
onstration. Other teachers in the district
were notified that we would hold an open
meeting and that anybody who wanted to
come was welcome. These teachers were
assured that they were not expected to do
anything about the fact that they were
therejust to come to see what other peo-
ple were doing.

As a result of this initial effort, at the
present time (three years later) approxi-
mately four-fifths of our teachers in the fifth
and sixth grades are voluntarily teaching a
depth unit dealing with the heart.

This technique of change works equally
well in many areas. In order to be able to
support these efforts on the part of our
teachers, we yearly hire five to ten more
teachers than are needed in the classroom.
We use them as substitutes, but we use
them primarily to release teachers who can
then go to see other people at work. It is
so simple, yet it brings results. Moreover,
working in this small kind of teacher-to-
teacher relationship allows us to cut down
considerably on the large group meetings
most districts find so necessary.

In our district we have about 75 stu-
dent teachers a year. When teachers come
to work for us, they are told that within
three years they are expected to be able to
handle student teachers. We try to work so
that teachers who have been with us for a
year or two get a chance to do one of the



demonstrations with somebody working with
them in depth. We try to rotate the number
of teachers who work with new teachers a
couple of weeks before school starts. We
recently put on a curriculum fair in which
we presented some 18 different demonstra-
tions for parents.

When every teacher has been a master
teacher for student teachers, has put on a
number of demonstrations for other teach-
ers, has worked with new teachers before
school startedthen a staff seems to emerge
that is motivated by excitement and com-
mitment.

The program I am suggesting in cur-
riculum change has a basic investment in
people. First, "I really believe that people
want to perform well if they are free enough
to perform well, and this performance is
not based on any kind of gimmick."

Second: "I have tremendous faith that
individual schools will make adequate and
dependable decisions on what they want to
do and that each school will become its own
broken front."
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Third: "I believe that an environment
that is dedicated to growth and to develop-
ment of people, in which everyone is free
to move, finds less resistance. When people
suddenly discover they are free, they do not
have to fight against things but can put their
energy to the things they want to do."

I must warn you that if, after thinking
these suggestions through, you should decide
to try them, you are going to come up against
new pressures. There are those who will want
you to issue directivesthey will want to
know when you are going to make the
district adoption, which means "When will
we fixate at a certain point so we do not
grow?" They will want you to emphasize
homework and A B C's and phonics. Hem-
ingway bad a definition of "courage" which
was: " 'Courage' is grace under pressure."
I have a definition which says, " 'Courage' is
poise under pressure." You are going to need
a lot of poise under pressure when you begin
to invest in human beings in an interesting,
creative, consultative way.

Leadership for Human Change
(An Editorial)

HAROLD D. DRUMMOND

AS THIS is written, the Ameri-
zan people are being bombarded through
our marvelous communication media with
myriad appeals made by candidates of our
two major parties. The political struggle
is being waged to determine which of the

parties shall provide leadership for the next
four years. Long before this is published
the political decision will have been made
in typical American fashion by each inter-
ested person voting his own convictions.
This experiment has worked well for us as

Herold D. Drummond, Professor of Elementary Education, University of New Mexico, Albu-
querque. in 1964, Chairman of the Department and President, ASCD
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a people and as a nation for 175 yearsnot
perfectly by any conceivable yardstickbut
well. Through the technique of the ballot
box and the voting machine we have chosen
our leaders. They have, in the main, pro-
vided leadership for human change.

Educational leadership even more than
political leadership must be oriented to
human change. The basic goal of educa-
tion is changehuman changein desir-
able directions. We welcome young chil-
dren, most of whom cannot read, or write,
or figure, into our elementary schools.
About twenty years later some of these same
individuals will have a hood, signifying
the doctorate, placed upon their shoul-
derssymbol of high academic achievement
and superior scholarship. What enormous
changes have taken place in these indi-
viduals between these two points in time!
The frightened, mother-oriented kindergart-
ners have become the poised, confident,
effective scholars. Not all of the credit for
the changes can be assumed by the schools
the scholars attended; but the schools are
the social agencies specifically charged in
our culture to accomplish such miracles.
That such changes do occur regularly in our
society is a tribute to parents, to teachers,
and to our political and cultural systems.

Unfortunately, undesirable changes also
frequently occur as young people move
through our system. Some youngsters never
seem to develop the aspirations, the drives,
and the skills needed to achieve at a level
near their potential. Some of them become
the well-advertised dropouts. A few will
undoubtedly repudiate authority and accept-
able norms of behavior to become the beat-
niks, the juvenile delinquents, the rapists,
and the gangsters of tomorrow. Not all of
the blame for such changes should be placed
upon the schools these individuals attend;
but, as the social agencies specifically
charged in our culture to accomplish other
changes, schools must accept considerable
responsibility for such failures.

Changing People

We must focus attention upon the school
as a change-agentand the specific focus is
on changing people. Quite generally, the
adults in this nation accept behavior change as
an important function of the schools. Not all
adults agree, however, on the specific be-
haviors desired. Clearly, one of the major
responsibilities of educational leaders in
such a situation is, therefore, to help build
sounder understandings of what constitutes
desirable behavior at every step in the edu-
cational process.

Certainly, we can all agree that be-
havior deemed acceptable for a five-year-
old is not acceptable for a high school
senior. A major problem is that well-
meaning parents and teachers sometimes
expect adult-like behavior from youngsters,
and build such pressures on them that un-
desirable behavior is almost sure to occur.
Contrast such leadership with that described
in the ASCD yearbook Perceiving, Behav-
ing, Becoming:

Perhaps the one over-all implication for
education drawn from the discussion of fully
functioning people by our four authors is
that education must value change. As peo-
ple are ever-moving and ever-becoming, educa-
tion needs to move into the future with them.
We need to de-emphasize tradition and the
past and devote more energy to the present and
the future. Schools should be places where
students can grow and change as total person-
alities. Most of the suggestions in the preceding
paragraphs call for changefor the valuing of
change. Educators can no longer afford to
deplore and resist change. Too many teachers
are still insisting that things must be done the
"right" way. In such an atmosphere, goodness
becomes synonymous with conformity. Messi-
ness, noise, confusion, and mistakes, out of
which may come originality, creativity, and
genius, are suppressed in favor of neatness,
quiet, order, and "being right," out of which
can come conservatism, cowardice, rigidity,
and smugness.

We have spoken of the importance of



teachers who value change. It is even more
important in supervisors and administrators.
If administrators desire courageous and cre-
ative teachers who are forward moving and
open to experience, they must welcome, value,
and encourage change. Experimentation must
be facilitated and even, sometimes, protected.
Differences in teachers must be appreciated and
encouraged, not just tolerated. To do this,
supervisors, administrators, and teachers will,
themselves, need to overcome their fear of
making mistakes. Change will only occur in an
atmosphere where change is valued, difference
is warmly appreciated, and mistakes, which are
the inevitable concomitant of trying, are ac-
cepted as a normal part of the price of growing.
Each person can only behave in terms of what
seems to him important. To induce values in
others, then, administrators and supervisors
need to be sure that they really hold the values
they say they do and that this message is
getting through to those they supervise.1

Effective leadership for desirable human
change comes from those persons who
themselves are open to life, growing, and
fully functioning. They see ahead limitless
possibilities for mana world of peace,

Arthur W. Combs, Chairman. Perceiving,
Behaving, Becoming. Washington, D.C.: Associ-
ation for Supervision and Curriculum Develop-
ment, 1962. p. 207.
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justice, harmony, plentyand they face that
future with hope, with joy, with commit-
ment. Leaders with such vision and com-
mitments provide settings within which
young people can grow in confidence and
competence; can learn to accept the hard
knocks of defeat and discouragement as
well as the thrilling experiences of success
and achievement; and can develop self con-
cepts which will enable them to face the
world as secure, free, creative, courageous
persons.

The basic and continuing task of lead-
ership for human change is to develop edu-
cational institutions which surround learners
with love, patience, support, understanding,
guidance toward responsible use of freedom,
opportunity to make mistakes without loss
of standing, and challenges commensurate
with their maturity and abilities. Within
such settings, commitment to basic human
values will continue to be developed in suc-
ceeding generations of young Americans.
Within such settings, human personality will
be treasured, differences will be accepted
and cherished, hard work will be willingly
undertaken because of goals clearly per-
ceived, and feelings of goodwill toward all
men will naturally grow.

Supervision: Loneliness and Rewards

ALICE L. MCMASTER

I would not exchange the sorrows of my
heart for the joys of the multitude. And I
would not have the tears that sadness makes to
flow from my every part turn into laughter. I
would that my life remain a tear and a smile.

KAHLIL GIBRAN (1

THERE are elements within the
framework of the role of the supervisor
which bring a rich return and there are ele-
ments that seem to make it a lonely quest.
On some occasions, it is difficult to distin-

Alice L. McMaster, Contra Costa County Department of Education, Pleasant Hill, California
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guish "east from west" and to know where
one set of elements begins and the other
leaves off. Feelings become mixed. At
other times, the reward or the loneliness
appears distinct and the feelings are clear-
cut. The supervisor's role is both "a tear
and a smile."

Although the school personnel who
share responsibilities for supervision have
much in common, the material contained
in this article relates specifically to the role
of a curriculum supervisor or consultant
working at a district level. The intent is not
to be theoretical or abstract, but to share
some personal thoughts about the nature of
the supervisor's role and how it relates to
feelings of reward and moments of loneliness.

Supervision:
A Shared Function

Much sincere, direct, and provocative
writing has been done on the topic of mod-
em supervision. Attention has been (Erected
to its definition, purpose, scope, and unique
values, as well as to its central problems
and issues.

The use of well defined terms assists in
counteracting the tendency to stereotype the
general term, "supervision." Such an effort
has been made in Supervisory Behavior in
Education, by Ben M. Harris (2), with
whom, some years back, the writer had
many happy and rewarding experiences in
the curriculum work of a local school
district.

The terms and their distinctions are
given as follows: "instructional supervision,"
conceptualizing supervision as a part of a
larger entity; "supervisory behavior," de-
scribing the tasks, skills, and processes in-
volved; "supervisory personnel," referring
to all personnel sharing responsibility for
leadership in supervisory activities regard-
less of position, title, status, or amount of
responsibility; and the term "supervisor,"
being reserved for those whose major re-

sponsibilities are for providing leadership in
supervisory activities.

According to Harris, many new terms
have been created to replace or substitute
for the word "supervisor" in order to reflect
more precisely the nature of the work and
the newer concepts of supervision. Among
the host of such terms are coordinator, in-
structional leader, and consultant.

Much of the professional literature
reveals that supervision is a shared func-
tion, that it should be viewed as a part of
the total operation of the educational sys-
tem, and that its primary purpose is for the
development and improvement of the total
teaching-learning process.

Modern supervision is positive, dynamic,
democratic action designed to improve class-
room instruction through the continual growth
of all concerned individualsthe child, the
teacher, the supervisor, the administrator, and
the parent or other lay person (3).

Nature of the
Supervisor's Role

For the most part, the supervisor's
feelings of reward or loneliness revolve
around some unique feature of the role.
The purpose here is to discuss some of these
features, not to define, describe, or defend
the position.

There are certain factors which are
basic to the effectiveness of the supervisor's
task. Among the most crucial are: (a) the
supervisor himselfhis personality for the
role, his feelings toward other people, his
background of experience, and his con-
victions concerning what the role has to
offer; (b) the belief in and the support given
to the position by the administration, the
school board, and the community; and
(c) the personal and working relationships
established among the personnel of the
school district, including a team approach
involving teachers, principals, parents, chil-



dren, and members of the supervisory
personnel.

The work of the supervisor involves the
lives and feelings of peoplewith different
backgrounds, experiences, and opinions.
"Principles of individual differences, accept-
ance, and self-understandingas well as the
results of other contributions to the study
of human beingsshould be applied to in-
structional leadership" (4). The work is on
a "feeling" level, and continuously calls for
sensitivity to situations, for intuitive re-
sponses, for patience with time, and for wis-
dom to know when to lead and when to
follow, when to speak and when best to
remain silent. It is a matter of having an
open mind, being an "open self" (5), seeing
the worth of others and having a good image
of self.

In the ASCD 1962 Yearbook titled,
Perceiving, Behaving, Becoming: A New
Focus for Education (6), Earl C. Kelley
says that the "fully functioning person" not
only thinks well of others, but thinks well
of himself"the oneness of the self-other
relationship." He goes on to say that "it is
doubtful that there can be a self except in
relation to others, and to accept one implies
the acceptance of the other."

These qualities of being able to see
through the eyes of the other person, to
place oneself in another's shoes, to exem-
plify warmth and mutual trust, and to reflect
a "we are in this together" feeling are often
the factors in supervision which determine
whether or not another person is willing to
take a second look or give something
another try. This way of working, although
not always easy to do, can provide the most
satisfaction for others and can, at the same
time, give the supervisor his greatest feeling
of reward.

If he is indeed wise he does not bid you
enter the house of his wisdom, but rather
leads you to the threshold of your own mind
(7).
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Decisions are often made on a moment-
to-moment basis. Certain occasions call for
extemporaneous thoughts. Intuition and a
good night's sleep may be the best prepara-
tion. Other contributions allow for more
time and for planning, not over-structured,
but thorough enough to present a relaxed
feeling of oneness with the group.

Situations may vary; roles become
blurred; changes are in order; one's sense
of timing cannot always be accurate. The
strength of the contribution may depend on
another's strength of leadership. The scope
of the work can be wide or narrow; the pur-
poses can be alike or different; distinctions
are often subtle. Some work can be held
in the handa guide or a handbook. Other
work can be held only in the hearta sug-
gestion made in a principal's office or a
smile from a teacher as she hands you some
children's stories.

In operation the supervisor's role often
loses its identity. The how's, what's, and
when's can be vague. The why's are usually
relative to the situation. What one does is
difficult to define. I was visiting a fifth grade
classroom not too long ago. A vivacious
youngster at the back of the room looked
at me and asked, "What do you do for a
living?" His attention was called to the
front of the room and I drew a deep breath.
As I walked down the hall, I wondered what
I would have said if time had allowed.

The results of the supervisor's work
are often measured in someone else's suc-
cess. Many times the best job a supervisor
can do is the job that helps someone else
to succeed. The better his work, the more
accurately another's performance may be
judged. The irony is that the very essence
of the role can lead to misunderstanding and
misconception, and perhaps negative evalu-
ation, as related to "the need for" or "the
help from" a curriculum supen.,sor. This
feature is abstract and subtle and must be
understood and accepted by the supervisor
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as an inherent and positive part of the role.
Acceptance of this paradox can bring re-
ward; lack of acceptance can cause frus-
tration and long moments of loneliness.

A Personal Note

It is a soul-searching experience to
think back over the happenings in one's
work which have given feelings of reward,
and about those which have brought loneli-
ness. Recently, as I have heard friends in
the field of supervision speak about their
experiences, and as I have recalled my own,
I have been reminded that the greatest satis-
faction for a supervisor comes from the
type of work that brings him in contact
with people.

Following are some kinds of oppor-
tunities and experiences which I feel bring
feelings of gratification. Although this
changing role has both joys and sorrows,
loneliness would come to me if circum-
stances did not afford these types of satis-
factions. The experiences listed have been
jotted down as I have thought "out loud"
about my work as a curriculum supervisor
in a school. district.

1. Being a part of a school district
where value is placed on the roles of the
supervisory personnel, where the "team ap-
proach" of working is established as vital
to the service, and where some balance is
maintained between the direct work in the
schools and the work on a district level

2. Working in a school where the prin-
cipal plans and makes the best use of a
supervisor's time

3. Assisting a teacher with methods,
materials, techniques, etc., which may help
to make her experiences and those of the
children more rewarding

4. Talking and working with the chil-
dren in a school

5. Helping with the planning and hold-
ing of in-service meetings around school or
district needs

6. Taking part in the development and
try-out of new approaches to the teaching-
learning process

7. Having such opportunities as: mak-
ing a visit to a classroom, reading and re-
viewing the new materials for teachers and
children, reading a set of original stories,
watching a group of children put on a pup-
pet play, etc.

8. Helping with the planning and de-
cision-making procedures as related to the
curriculum program within the district

9. Having opportunities to take part in
activities outside the school district which
provide means of gaining knowledge and
which, in turn, can be of assistance to the
district

10. Having a personal feeling from day
to day of being of help to someone in some
way.

In times of change, which can bring
depersonalization, pressures, and fragmen-
tation, there is need for ways of working
which bring people close together.

This can be a part of a supervisor's
contribution and at the same time can be
the source of his greatest reward. Howard
Thurman (8), educator and theologian, has
expressed his feelings in these words: "In
this atomic age, the only refuge a man has
is another man's heart."
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When Supervisor and Principal
Work Together

NICHOLAS J. VIGILANTE

LEADERSHIP problems, notably
resistance to change at the principal-super-
visor level, generally occur because the atti-
tude balance in the principal-supervisor
relationship has been disturbed. As educa-
tors, we frequently see disturbances as we
work with principals and supervisors.

In order to determine imbalances in
principal-supervisor relationships, we must
first closely define a balanced relationship.
The optimum balance is one of mutual re-
spect. A mutual respect balance exists when
each is respected and is encouraged to prac-
tice and pursue the satisfactions of his posi-
tion until that pursuit infringes on the right
of the other to do the same. Inherent in
this relationship are an awareness of role
definition, leadership skills, status, intellec-
tual honesty, communication skills, empathy,
and other personality dynamics.

Role Perception

As we strive toward mutual respect, a
close examination of the current views of
the perceived role of the principal and

supervisor as seen by the supervisor and
principal is a critical need in any analysis
of the working relationships of these two
related positions. To what degree does con-
gruence or incongruence exist? Research
and theory dealing with the nature of human
behavior in social settings illustrate that an
individual's personal philosophy, his way of
looking at the world and people around him,
determines his success as a change agent.
In effect, the quality of human relations de-
termines the productivity level of people
more than any other single factor.

Optimum relationships can be devel-
oped when one is as fully conscious of his
own basic commitments or assumptions as
he is of the basic commitments or assump-
tions held by others. 'The supervisor's and
the principal's perceived view can function
as a hidden source of disagreement and
friction or it can serve as a catalytic agent
which brings about change. Inaccurate sen-
sory data can greatly impair the effective-
ness of an entire staff while accurate sensory
data can accelerate positive human behavior.

Nicholas I. Vigilante, Associate Professor of Education, University of Florida, Gainesville
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There are many ways in which we
might approach the mutual respect philos-
ophy. Determining the leadership style
employed by both the supervisor and the
principal as they work together is but one
of the many possibilities. What part does
status, authority, personal philosophy, and
process vs. product orientations play in di-
recting the principal's behavior as he inter-
acts with the supervisor? The same question
can be asked of the supervisor as he inter-
acts with the principal.

Leadership Style

A study 1 conducted in one midwestern
state was concerned with the leadership style
of elementary principals and elementary su-
pervisors. Basically, this research was an
attempt to answer the question, how do
elementary principals and elementary super-
visors view their respective role and the
role of the other in four dimensions of inter-
personal relations. As defined by Seeman,2
these four dimensions of interpersonal rela-
tions leading to role conflict are deeply
rooted in American life and contribute much
to the complex leadership patterns found in
our democratic society.

The four dimensions of role behavior
are: (a) the status dimension (success ide-
ology vs. equality ideology), (b) the au-
thority dimension (dependence vs. inde-
pendence), (c) the personal dimension
(friendship obligation vs. institutional obli-
gation), and (d) the means-ends dimension
(product vs. process). The extremes of this
bipolar arrangement parallel the Getzels-

1 Nicholas J. Vigilante. "A Role Perception
Study of Elementary Principals and Elementary
Supervisors in the State of Ohio." Unpublished
Ph.D. dissertation. Columbus, Ohio: The Ohio
State University, 1964.

Melvin Seeman. Social Status and Leader-
ship. Bureau of Educational Research and Service.
Monograph No. 35. Columbus, Ohio: The Ohio
State University, 1960.

Guba Mode1,3 which provides an excellent
interpretation of distinct types of leadership
style: the "idiographic" style, which stresses
the personal needs and dispositions within
the individual, and the "nomothetic" style
which is characterized by a role and role-
expectations orientation. The "transac-
tional" style is characterized by behavior
which is neither idiographic nor nomothetic
but which rests on a continuum somewhere
between both extremes.

Leaders who report themselves as rela-
tively high in ambivalencethat is, who
sense the dual demands of their positionor
who are seen by others as transactional,
tend to be rated as more effective leaders.
With this viewpoint, it becomes obvious that
the role of the principal or supervisor is one
filled with moments of apprehension. Both
roles are very complex and therefore most
difficult in resolving the conflict of people
orientation vs. things orientation, person vs.
product, humanism vs. technocratic. While
each position demands that either nomo-
thetic or idiographic leadership is required
for the moment, there are situations in
which the transactional behavior is expected.

Supervisors as Seen
by Principals

As a result of the study, the role of the
elementary supervisor as perceived by the
principal for each dimension was character-
ized in the following manner:

1. For the status dimension, the ele-
mentary principal expects the elementary
supervisor to identify with his peers; identi-
fication with subordinates, the desire to "go
along" with the group, to be considered as
"just a member of the group," is reflected
rather than identification with authority or

33. W. Getzels and E. G. Guba. "Social Be-
havior and the Administrative Process." The
School Review 65: 423-41; Winter 1957.



increased status. The primary objective is to
keep the subordinates happy and contented
within a highly individualistic relationship.

Consider, for example, the supervisor's
position with regard to joint professional
staff meetings with principals. The principal
might view the supervisor as one who rotates
the job of chairmanship, and who solicits
ideas from the group membership when plan-
ning the agenda for the meeting rather than
the one who presides over the group after
his planning the agenda for the meeting.
The principal's view of the supervisor seems
to be decidedly equality rather than success
oriented.

2. For the authority dimension, the ele-
mentary principal expects the elementary
supervisor to display actions that he takes
on the authority of others and actions he
takes on his own authority. His behavior
stresses goal accomplishment. Yet also, he
is expected to make provisions for indi-
vidual need fulfillment.

A conspicuous example of this dimen-
sion is found in the degree of initiative taken
in improving the instruction. Principals ex-
pect supervisors to receive authority from a
superior prior to initiating any experimental
program as well as to instituting some ex-
perimental programs in various schools to
gather evidence in support of his ideas be-
fore presenting them to his superior. The
value of dependence and independence is
a source of considerable ambivalence. This
tendency appears more apparent in medium
size communities, with school populations
between 5 and 10 thousand pupils.

3. For the personal dimension, the ele-
mentary principal expects the elementary
supervisor to display behavior which ex-
presses a loyalty to the organizationliving
by the bookas well as behavior which is
the result of personal friendships and social
and personal contacts.
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A possible example between institu-
tional dedication and personal friendship
might be illustrated using the following situa-
tion. When a principal, whom the super-
visor likes and admires, has violated a board
policy, the elementary principal expects the
supervisor to follow the procedures that he
has used before in similar situations, re-
gardless of his personal feelings. At the
same time, the principal expects the super-
visor to ignore the situation as long as no
one makes a complaint. Such a conflict in
standards of judgment accentuates the diffi-
culty of either role.

4. For the means-end dimension, the
elementary principal expects the elemen-
tary supervisor to take actions which are
prompted by the requirements of immedi-
ate problems and the actions which are
prompted by the desire to improve the
future operations of the organization.

This dimension might be characterized
by the following example. In the process
of working on curriculum development,
principals expect supervisors to attend to
specific problems that affect the teachers as
well as to work on the development of a
scope and sequence program based upon
the trends of education. This dual focus is
an attempt to find a balance between the
emphasis on group process and group
product.

In summary, there is no doubt in my
mind that those of us who are working in
the field of human relationships and trying
to understand the basic orderliness of that
phenomenon are engaged in a most compli-
cated and crucial endeavor. This can best
be accelerated in an atmosphere where
mutual respect is in evidence. If we are
thoughtfully working to understand our rela-
tionships as co-workers, then we are work-
ing toward ends which will be more produc-
tive to the children who are involved in the



30 Supervision: Emerging Profession

programs which are developed as a result
of this relationship. It becomes clear that
we must not only be interested in what peo-
ple do, but the why of their behavior.

The principal and supervisor must seri-

EL 21(2): 75-79, 111; November 1963
0) 1963 ASCD

ously consider analyzing and revising their
own behavior according to the principles
they advocate for the other person. Each
must adopt the analysis of his behavior as
an object of exacting, continuous study.

Effecting Change
Through Leadership

LUVERN L. CUNNINGHAM

MANY American schools have
seen fit to build into organizational and
administrative structures a host of "helping"
or "facilitating" professional roles. Staff
members such as principals, consultants,
supervisors, special teachers, helping teach-
ers, psychologists, and the like, all eagerly
await their respective opportunities to help
teachers. Other school systems, the British,
for example, have not found it as important
to surround British teachers with coteries of
well trained, highly specialized "helping"
personnel. As a consequence, in some
school systems in the United States, we may
have contributed to a dependency relation-
ship of teacher on superior, as well as on
other staff personnel, that has had less than
a positive effect on teaching.

We seem to have created extensive
educational bureaucracies and there appears
to be little hope that we can shed the
mantle of bigness and complexity. Appar-
ently we find it difficult to conceive of the
teacher as a professional person capable of

comprehending the totality of the teaching
role. The complexity of the institution in
which many of our teachers are imbedded
seems to conflict with our larger purpose of
"improving instruction." All protestations
to the contrary, we do not place much con-
fidence seemingly in our teachers' capacities
to reflect upon their own teaching behavior,
to assess their own progress in teaching,
and to render modifications in their teaching
based on self and situational assessments.
Thus we increase the dependency on super-
visory and administrative leadership.

If these are accurate observations, the
problems of those who perform supervisory
functions in our school systems are increas-
ing in difficulty as dependencies and inter-
dependencies grow. Whereas supervision in
the past may have been directed at main-
taining levels of performance within schools,
now the supervisory function includes defin-
ing and redefining goals, clarifying person-
nel relationships, elevating levels of aspira-
tion of people in our schools, assessing the

Luvern L. Cunningham, Dean of the College of Education, The Ohio State University, Columbus.
In 1963, Profesor of Educational Administration, University of Minnesota, Minneapolis



performance of teachers and other staff
members, and, most important of all, estab-
lishing a climate for innovation and change.

The "leader" emphasis is pronounced
in supervisory behavior today. Concomi-
tantly the expectations for effecting change
are growing. Given these circumstances,
what notions are available to the supervisor
who is willing to lead and who wishes to
understand more clearly the dimensions of
his role? A description of concepts helpful
in creating change is the purpose here.

Supervisor as Change Agent

One useful way for a supervisor to con-
ceive of his leadership responsibility is to
define his role as that of "change agent."
Dissatisfaction with the status quo is given
in such a definition. The "change agent"
concept is not new, although it may not be
understood generally among supervisors in
schools. The notion was first described by
Kurt Lewin 1 and has been used exensively
since that time by many others.

As an agent of change, three additional
concepts are helpful. These are social sys-
tem, diagnosis, and intervention.2 Each of
these will be described briefly and then ap-
plied in one example.

The concept social system is a powerful
and valuable concept for the supervisor.
For our purposes a social system might be
defined as an interrelated, interdependent
assemblage of persons, objects, and ideas

1 Kurt Lewin. "Frontiers in Group Dynamics:
Concept, Method, and Reality in Social Science;
Social Equilibrium; and Social Change." Human
Relations 1: 5-41; June 1947.

'These concepts have been described by the
author in "Effecting Organizational Change," Re-
port of the 1962 Principals Leadership Course,
Department of Educational Administration, Uni-
versity of Alberta, Edmonton, Alberta, Canada,
1962; and in "Viewing Change in School Organi-
zation," Administrator's Notebook, Vol. 11, No. 1;
September 1962.
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that tend to function, operate, or move in
unison, often in obedience to forms of au-
thority or control .3 School systems are com-
plex social systems. The concept of social
system is a solid analytical tool because it
permits the supervisor to look at his work
environment in a dispassionate way.

Supposing a principal wants to think
about his school as a social system, how is
this of value to him? He may choose to
think of his school as a large, involved
social system made up of many subsystems.
Getzels and Thelen 4 have described class-
rooms as subsystems; familiarity with their
systems analysis of classrooms would pro-
vide insights into social systems in general.
In secondary schools, departments may be
considered as subsystems or the administra-
tor's cabinet can be thought as a different
order of social system, which ties together
or integrates other subsystems within the
school. In terms of the earlier definition,
one must keep in mind that social systems
and subsystems within broader systems are
interrelated, interdependent, and tend to
operate in response to various forms of
authority.

People with supervisory responsibilities
should be able to set themselves apart from
their schools, to get outside of their profes-
sional settings and look at the whole as well
as the parts of their enterprise. Schools are
in motion, dynamic; and in the everyday
conduct of school affairs the person with
supervisory responsibilities can be swept
along with the tide. The appeal here is for
the person to separate himself conceptually
from his work and think about his situation
and himself in new terms.

3 Ibid.

Jacob W. Getzels and Herbert A. Thelen.
"The Classroom Group as a Unique Social Sys-
tem." In: The Dynamics of Instructional Groups,
59th Yearbook, National Society for the Study of
Education. Chicago: University of Chicago Press,
1960. pp. 53-82.



32 Supervision: Emerging Profession

By combining the two terms change
agent and social system, we are ready then
to consider the two other notionsdiagnosis
and intervention.

Diagnosis and Intervention

Superintendents, principals, supervis-
ors, and all other personnel with supervisory
responsibilities are "internal" change agents.
That is, they are parts of the social system,
and subsystems, of the school. As internal
agents of change they are seeking to direct,
control, or modify a social environment of
which they are very much a part. Because
they are a part of the broad social system
that is the school, as well as many subsys-
tems within the school, they are not as
capable of seeing the "big picture" as would
an external change agent. A consultant, for
example, who might be invited in to view a
school, or a problem within a school, func-
tions as an external change agent. Lippitt
and his colleagues have studied at length the
impact of external change agents on various
kinds of organizations. For our purposes
we are interested in supervisors as internal
change agents essentially, although profes-
sional people who travel about a district,
working in many schools, can be conceived
of as external agents of change to particular
buildings, but internal to the total system.

Supervisory leadership requires con-
tinuing reflection upon the status or per-
formance of the organization for which the
leader is responsible. The concept of diag-
nosis, which has to do with the art of dis-
cerning the current state of affairs within an
organization at any given point in time, is
appropriate.

5Ronald Lippitt, Jeanne Watson, and Bruce
Westley. The Dynamics of Planned Change. New
York: Harcourt, Brace & Co., 1958. For further
help in understanding the change agent concept
see the volume: Warren G. Bennis, Kenneth D.
Benne, and Robert Chin. The Planning of Change.
New York: Holt, Rinehart & Winston, 1961. pp.
193-94.

Diagnosis calls for:

. . . skills in observation, listening, analy-
sis and assessment of forces and factors, and
the prediction, as best one can, of trends,
potentialities, and apparent, current directions.
It is not unlike what doctors engage in with
their patients, except that in the case of school
leaders, the tools for diagnosis are much more
primitive than those available to our doctors.
The concept "diagnosis" is an action concept;
it is something that change agents ought to do.°

An important part of situational diag-
nosis is self-diagnosis. Of value to most
leaders would be the thoughtful review of
three leadership styles described by Moser:

1. The nomothetic style is characterized
by behavior which stresses goal accomplish-
ment, rules and regulations, and centralized
authority at the expense of the individual.
Effectiveness is rated in terms of behavior
toward accomplishing the school's objectives.

2. The idiographic style is characterized
by behavior which stresses the individuality
of people, minimum rules and regulations,
decentralized authority, and highly individual-
istic relationships with subordinates. The pri-
mary objective is to keep subordinates happy
and contented.

3. The transactional style is characterized
by behavior which stresses goal accomplish-
ment, but which also makes provision for
individual need fulfillment. The transactional
leader balances nomothetic and idiographic be-
havior and he judiciously utilizes each style as
the occasion demands?

The terms nomothetic, idiographic, and
transactional may sound like some new kind
of gibberish designed to confuse rather than
clarify. This is far from the case. Leaders do
differ in terms of their behavior. Although

° Cunningham, "Effecting Organizational
Change," op. cit., p. 108.

7 Robert P. Moser. "The Leadership Patterns
of School Superintendents and School Principals."
Administrator's Notebook, Vol. 6, No. 1; Septem-
ber 1957.



space does not permit full dress review of
the three styles described here, it should be
emphasized that familiarity with these de-
scriptions and research thereon enhances a
leader's insight into his own leader behavior.
It would be unfair to say that one leadership
style is superior to another leadership style.
Under one set of circumstances one style
may work well; under other circumstances
another style may be needed.

On the basis of the diagnosis a change
agent makes of the social system in which he
is imbedded, and after he has deck'ed on
the nature of the change he wishes to effect
in his school system, he must decide "when,"
"where," and "how" he will intervene in the
ongoing processes of his organization to
achieve his objective. The systems and sub-
systems that make up his school are dy-
namic, not static. People are at work, or
should be at work. Patterns of behavior
have been established; roles have been de-
fined; formal and informal communication
systems have been formed; expectations for
performance have been developed. The in-
troduction of change introduces disequilib-
rium into the social system and may be
threatening to many persons who occupy
important roles in the school. The conse-
quences of intervention in an ongoing enter-
prise should be weighed carefully. The
"when," "where," and "how" of intervention
are crucial matters. The meager evidence
that exists relative to the introduction of
the notion of merit salary plans suggests
that intervening with the merit notion is
hazardous indeed but may be less so if
leaders diagnose their organizations properly
and consider carefully problems related to
intervention.

Applying the Concepts

Let us try to apply the concepts used
thus far. Some of the most perplexing prob-
lems facing America's schools are those
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found in our large school districts where
our bureaucratic structures frequently work
against the achievement of the schools' pur-
poses rather than in support of the schools'
objectives. School social systems behave in
ways identical to, or at least similar to, other
large social systems. Business and industrial
enterprises, hospitals, public agencies of
various kinds can become sick, even patho-
logical. Schools too can become sick or
pathological in terms of how persons be-
have in the social systems and subsystems
of the school. Morale can deteriorate; per-
formance levels can be reduced; personnel
turnover rates can increase; community dis-
satisfactions with the school can mushroom.

Deterioration of the effectiveness of any
organization can be organization wide, or
it can be limited to one unit within the
organization.8 School districts too can ex-
perience district wide deterioration or it may
*;_e confined to one or a few buildings within
a system. Suppose I have just been ap-
pointed supervising principal of a school
that is known to be deteriorating. What do
I as the person with supervisory responsi-
bility for this building do? Can the con-
cepts introduced in this article serve me in
any way?

I might begin by becoming familiar
with the notion of internal change agent.
To accept this notion I would have to accept
simultaneously the idea that if affairs in my
school are to be changed, I am going to have
to be the pivotal figurethis is my job in
fact.

As change agent I need to understand
the nature of complex social organizations;
and to expedite this understanding the con-
cept of social system and subsystems within
larger social systems will be useful to me.

' For a most insightful analysis of the prob-
lems of supervisory leadership in a "sick" organiza-
tion read: Robert H. Guest. Organizational Change:
The Effect of Successful Leadership. Homewood,
Illinois: Richard D. Irwin, 1962.
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Having clarified my understanding of
myself as change agent and my environment
as a complex social system, I am ready to
proceed with diagnosis. Before arriving on
the job I have probably been reflecting on
my situation and intuitively I have arrived
at some understandings of what has been
happening in the building. But intuition
may not be enough. If the organization is
deteriorating, it is apparent that something
has gone wrong. As indicated earlier, a
sound place to begin is for me to examine
myself. Although I may be reluctant to
admit it, I may become my organization's
biggest problem if I fail to include myself
in diagnosing the situation. If I were to
assess my leadership style, this might in
itself give me some valuable insights. And
for that purpose it would be beneficial to
study the Getzels-Guba model and some of
the research generated by the model"
Earlier reference was made to Moser's study
of three leadership styles derived from the
Getzels-Guba formulation.

Suppose my diagnosis of the state of
affairs in my building reveals that teachers
are dissatisfied with their working environ-
ment, parents are raising questions about
their youngsters' progress, the central office
is increasing its demands upon the leader,
and I have discerned that my leadership
style is highly nomothetic or goal oriented.
When, where, and how do I intervene in this
situation to change present conditions?

By understanding more clearly my own
supervisory behavior, I may have made a
beginning. Further, having diagnosed my
situation, I might have been able to estab-
lish some priority on the problems with
which I am faced. Priority for problem con-
sideration and the importance of problems
in the long range are not the same, so I need

' Jacob W. Getzels and Egon G. Guba. "Social
Behavior and the Administrative Process." The
School Review 65: 423.41; Winter 1957.

also to think through problems in terms of
their importance. With problems identified,
priorities established, and importance dis-
cerned, I am in position to face intervention.

It would seem obvious that I cannot
lick all of the problems by myself. I must
involve my faculty and staff. If I am accu-
rate in my self perceptions relative to my
leadership style, if I am nomothetic in my
orientation, I probably should continue to
direct energies toward attaining the schools'
goals. It is doubtful that anyone can shift
his leadership style dramatically. Therefore,
it would be incumbent upon me to capitalize
on my strengths in dealing with problems
facing my schools. Possibly one of the dan-
gers in the idiographic or personalistic style
is over-personalizing relationships with teach-
ers and failing to clarify expectations for
teachers. As a goal oriented leader, I am
capable of delegating and defining roles.
Intervention then may best be achieved with
the faculty and staff as a group in a setting
where I can make my position clear and
where I can share my objectives with my
colleagues. The question of "when" is- one
of timing; the question of "how" is partially
answered in the "where" response. After a
few weeks a special evening faculty meeting
following a dinner might be an appropriate
beginning. On such an occasion the admin-
istrator might share his concerns for the
school and invite faculty and staff participa-
tion and support in a program of self study
and improvement.

Recognition of a deplorable state of
affairs in a building will not come as a sur-
prise to the staff. A confident and vigorous
plan for solving some of the problems may
be a surprise. People as a rule are more
comfortable when their personal status is
clear.

A supervisor must realize that definitive
sets of rules do not exist to cover all of the
"hows," "whens," and "wheres" that arise



in effecting changes in schools. If the super-
visor approaches his problems intelligently,
thoughtfully, and persistently, drawing upon
the concepts described above, he should be
able to effect the changes he desires. The
brief example given here is not a suggested
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pattern; it may not even be a desirable one.
It is cited only as an example of the process
a supervising principal might follow as he
thinks through the problems of taking a new
position in what seems to be a deteriorating
school. 0

New Leadership and New Responsibilities
for Human Involvement

(An Editorial)

BEN M. HARRIS

THE "in" word nowadays in edu-
cation is new. Everything has to be new,
bright, different, innovative. A decade ago
the "in" word was leadership. A whole
series of leadership studies in government
and industry caught our fancy, and teachers,
counselors, principals, and supervisors all
lost their identity to become "leaders." A
decade earlier the "in" word was involve-
ment as a result of the group dynamics
movement. We sought many silly and super-
ficial ways to get people involved, even
though we were able to adopt some worth-
while ideas.

Properly enough, I plucked these three
"in" words from the several titles suggested
to me for this guest editorial. I wanted to
try to revive the big ideas represented by
these termsnew, leadership, and human
involvement. The fourth word of my title is
responsibility, and it has never been an "in"
word in supervision circles. My main thesis
is that it should be!

U.S. education is often described as
being in the throes of a revolution. We have
new curricula, new people, new money,
new forces, new agencies, new hardware,
new militancy, new challenges, and a new
breed of student all thrust upon the educa-
tional scene. A closed, tradition oriented,
locally dominated institution may be rapidly
becoming open, change oriented, and feder-
ally dominated. If so, it is indeed a revolu-
tion in the making!

Revolutions come in many forms.
Some are violent; others are peaceful. Some
relate directly to the changing needs of a
society; others are abortive. Some produce
only short periods of chaos and uncertainty;
others produce lingering wounds of hatred
and insecurity which seem never to heal.
What kind of revolution will this one in edu-
cation come to be? Who is responsible?
Who will lead? What will the new develop-
ments be? Will human needs be well served?

These questions are still clearly un-

Ben M. Harris, Professor, Department of Educational Administration, The University of Texas,
Austin
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answered in USA 1969. ASCD'ers can (and
I think should) help answer these questions
in ways that assure a productive revolution
with a minimum of undesirable side effects.

Responsibility for Leadership

The word leadership refers to showing
the way and guiding the organization in
definitive directions. New leadership is
needed in this sense of the word. Two kinds
are required:

1. Those in status positions must lead
out with new boldness and find better ways
of influencing the schools toward rationally
planned, timed change.

2. New leadership positions must be
created, staffed, and coordinated to facili-
tate the enormously complex job of leading
instructional change.

Where instructional change is con-
cerned, there is no substitute for super-
visors who know children, instruction, and
how to work with people. Nearly every in-
structional innovation that has experienced
any success has had supervisors closely con-
nected with its implementation.

This is not am argument for more of the
same. It is an argument for an experienced
core of instructional generalists in high status
positions with courage, authority, responsi-
bility, and freedom from concern for the
daily operation of the school. No combina-
tion of school principals, resource teachers,
assistant principals, department chairmen,
college professors, or curriculum commit-
tees will satisfactorily take their place.

The need for new leadership positions
in education has been growing increasingly
obvious with every passing year since Sput-
nik. Stimulating, creating, initiating, facili-
tating, controlling, and assessing revolution-
ary changes on many instructional fronts is
not a job for principal and supervisor alone.

Technical support of many kinds is

needed. Gradually we are seeing media, re-
search, psychiatric, and computer specialists
on the staffs of our schools. A nationwide
movement to create regional educational
service centers with staffs of instructional
specialists is well under way. The reor-
ganization of state departments of education
is beginning to provide supervisory support
to schools in master planning, curriculum
development, and program evaluation. Re-
search and development centers and regional
laboratories are coming to recognize that
supervision is their business in a real sense.

The big question in all of this concerns
coordination. As disparate individuals and
groups pursue worthy but uncoordinated
goals and objectives, they tend to produce
confusion; potentially significant develop-
ments fail to bloom. The general supervisor,
regardless of title, must provide the leader-
ship for unification of efforts on the part
of these many new leaders.

Responsibility for Newness

We often doubt that anything is really
new. But old or new, change has no in-
trinsic worth. Values and related criteria
must be applied to every change to provide
a basis for accepting, rejecting, or promot-
ing it. Who shall provide the leadership for
valuing proposed changes in instructional
practice? We cannot continue to rely on
trial and error approaches; the errors are
too numerous.

We cannot leave the valuing process
up to each individual teacher or school
with neither guidance nor relief; the changes
are too numerous and persistent. Surely we
cannot allow responsibility for valuing
changes to rest as it has in the past with
proponents, pressure groups, and commer-
cial interests!

The generalist in instruction must as-
sume responsibilities for initiating, guiding,
and coordinating rigorous evaluation pro-



cedures. This is not to suggest that super-
visors' values must prevail. Quite to the
contrary, the challenge to supervisors is to
accept responsibility for seeing to it that
every point of view is represented, that chil-
dren's interests remain central, that critical
questions are asked, that data are not only
gathered but analyzed and interpreted.

Every new development which has a
theoretically plausible base needs to be
guaranteed ample opportunity for develop-
ment and testing. Yet each must be sub-
jected to critical analysis and the test of
consistency of values must be applied. Only
those in key leadership positions with in-
terests vested in quality instruction and in
possession of broad-gauge supervisory com-
petencies can assume such responsibilities.

Responsibility for Involvement

Like newness, involvement is not an
end in itself, but a means to an end. As
opportunities for improving education pre-
sent themselves in increasingly complex
forms, the problem of implementation looms
large. Simple changes require little of those
affected. When the textbook is revised or a
new one is published, it matters little who
is involved in the selection process. Good
teachers rarely rely on textbooks, poor
teachers memorize them, and it won't help
or hurt the kids much either way. About
the same thing can be said for many changes
of the recent past.

Increasingly, however, we are flirting
with changes in instruction which would
profoundly affect teacher, child, parent, and
society. When we contemplate the individ-
ualizing of instruction in any genuine sense,
or providing for discovery learning, or con-
fronting pupils with the real social issues,
or cultivating antonomous, emotionally con-
gruent persons, a new set of requirements
for involvement emerges. When large, com-
plex instructional changes are introduced,
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teacher behavior, pupil behavior, and parent
behavior are all affected. These changes in
behavior produce counter-currents which
challenge and disrupt. Who is responsible
for the involvement of all those likely to be
affected by dramatic instructional change?

The kinds of changes mentioned here
will, if well implemented, produce reverber-
ations of great magnitude throughout the
system. How naive we will be if we assume
that revolutionary changes are greeted with
open arms when they are "good for kids"!
We are human beings and creatures of habit.
Changes in the system create new problems,
deny old satisfactions, demand new skills,
and introduce uncertainties.

Involvement in many aspects of the
change process can dampen such resistance.
Involvement needs to be functional, how-
ever, not just an intellectual exercise or a
form of tokenism. Involvement must cut
across the subsystems to teachers, students,
parents, and other people who are likely to
be affected.

Who can assume responsible leader-
ship for producing this more elaborate kind
of involvement? Can the general supervisor,
who specializes in working with people, who
knows the larger complex of the system,
who understands instruction and the be-
havioral consequences of major changes in
program, provide such leadership?

Leadership has meaning only when it
leads to desirable goals. Goal-seeking be-
havior implies change, seeking that which
is different from what is. In education, and
especially in instruction, goals are human
and means are human. Hence, involvement
of people as we lead is inescapable.

New leaders emerge to take up old and
new challenges. Supervisors have their
golden opportunities for productivity as the
group with a long tradition of concern for
instruction, change, and people. Let no
one suggest that the day of the generalist
is past!
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Role of the Supervisor

GORDON N. MACKENZIE

IN THIS age of unrest and revo-
lution, the school supervisor has not been
left undisturbed. Forces are at work which
are reshaping supervisory positions and
placing new demands on all instructional
leaders who would not be bypassed in the
rush of new educational developments. Be-
fore detailing the changed pressures and
demands, two key words will be defined.

Chronology of Ro!e
Influences

"Supervisor" is here used as a generic
term to include all whose unique or primary
concern is instructional leadership. Super-
visors may be called helping teachers, cur-
riculum consultants, curriculum directors, or
assistant superintendents in charge of in-
struction. The word "role" is used to indi-
cate what the holder of a position does.
While there are clear differences among the
holders of various instructional leadership
positions in respect to what they do, their
professional activities are certainly interre-
lated and it is the contention here that all
are being profoundly influenced by several
recent developments.

The influences operating to shape the
supervisor's role may be clarified, in part,
by a glance backward at the roles of the
supervisor during the past 50 years. During
the first two decades of the century, the
supervisor was primarily concerned with
quality control in respect to the teaching

process. Teacher preparation was at a mini-
mum and supervisors were charged with
visiting classes, observing and conferring
with teachers. Demonstration lessons and
institutes on the content and method of vari-
ous subject fields reflected the level of prepa-
ration of teachers as well as the introduction
of new areas to the curriculum. Individual
supervisors, in many instances, had a nar-
row range of responsibilities such as hand-
writing, music, art, or reading. Their ap-
pointment resulted from a new addition to
the curriculum or from a trouble spot in
previous offerings.

By the 1920's concern was developing
for the impact of the total educational pro-
gram and much attention was focused on
over-all objectives such as the Cardinal
Principles of Education. Course-of-study
development as a means of reorganizing the
curriculum was the usual approach. Super-
visors often became course-of-study writers,
first with the help of outside consultants,
and later with the assistance of committees
of teachers. The general supervisor gradu-
ally became increasingly common.

What had been viewed as a task of
clarification of purpose and realignment of
content in the 'twenties came to be seen by
the 'thirties and 'forties as a more complex
task of changing teaching and teachers. The
inadequacy of course-of-study revision alone
became apparent and new approaches of
numerous kinds were invented. Central to
many of these were the ideas of participation

Gordon N. Mackenzie, Professor of Education, Teachers College, Columbia University, New York
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and involvement of teachers in the process
of curriculum change. By force of circum-
stances the supervisor became a specialist
in group dynamics. American business and
industry, with help from the social psycholb-
gists, had done the pioneering, and in many
school systems group work supplanted close,
individual supervision, as well as course-of-
study writing, at least in the public and pop-
ular discussions among instructional leaders.
The changes toward increased preparation
of teachers as well as longer average periods
of professional service went almost unno-
ticed. "Curriculum change as social change"
or "curriculum change as change in people"
became the slogans. The hectic pressures
and deep fears of the depression 'thirties
were largely forgotten as professional edu-
cators turned inward upon themselves in
their preoccupation with "groupness," "con-
sensus," "belonging," "morale," and the
means of lifting oneself by one's bootstraps.
Educators were seeking to understand them-
selves and the social system within which
they operated, and significant progress was
made.

The outer world was not forgotten.
There was much concern for lay participa-
tion. The rights of parents and other citi-
zens to determine the purposes of public
education were loudly proclaimed, and much
attention was focused on the complexities
of doing this.

Second World War a Turning Point

But supervisors as well as those in
other walks of life lost contact with the sub-
stance of what was happening. The Second
World War and its attendant developments
had shocking consequences for all of us
which were not fully evident until we were
well into the 'fifties. The rise of automation,
of electronics, and of nuclear power during
the war years, along with the injection of
large private foundation funds into the edu-

cation stream, hastened new developments.
Following the Second World War, there

were many criticisms of education, some of
which were linked with the patriotism-
communism theme. Some were pointed at
the claimed failure of the school to focus
effectively on intellectual development or the
teaching of so-called fundamentals. Increas-
ingly supervisors became involved in inter-
pretations of the educational program to the
public.

As the problems of youth, especially in
our large cities, began to shock the public
and haunt the educators, and as the fear of
communism rose, the nature of the numer-
ous fundamental changes in our society be-
came more widely understood. The impor-
tance of education, as well as the difficulties
in providing it for ever larger segments of
our population, became abundantly clear.
The popular demand for more and better
education rose to new heights.

Concern with Politics
of Curriculum Change

The sources of curriculum change
largely shifted to the public and to the pro-
fessors in the academic disciplines. In some
instances, the supervisory staffs in school
systems were not even consulted as changes
of various kinds were introduced by boards
of education. It is probably safe to say that
thousands of supervisors felt bypassed.
Whereas they had regarded themselves as
forward-looking professionals, sometimes
impatient and weary in their efforts to bring
about curriculum change, they suddenly real-
ized that now they were being regarded as
reactionaries who were blocking "progress."

The specific nature of some of the in-
fluences was clear, although the precise
channels of influence were not always dis-
cernible. The vast sums set aside in foun-
dation grants to support specific proposals
for reform or to finance a careful study of



particular aspects of the curriculum were
obviously a new and powerful influence.
The federal government became a financially
generous party to changes at both the ele-
mentary and secondary levels. The revived
interest of the academicians in elementary
and secondary education lent new force and
prestige. American industry saw potentials
for the sale of products of modern tech-
nology to the schools.

For a time educators were literally
assaulted by a great host of proposals of

differing kinds. Some of these fostered
especially by one of the foundations struck
at the "things" of education. Organization
and method were manipulated in an effort
to reform the educational system. Varying
proposals for new means of staff utilization,
educational television, advanced placement,
teaching machines, and testing to identify
scholarship winners exemplified this ap-
proach. The precise influence on the cur-
riculum and on the learning products in
the schools of these organization, materials,
and methods emphases is difficult to deter-
mine.

Most of the claimed considerations
were not directly educational in nature. In-
stead they focused on the teacher shortage
or on such general claims as the need for
excellence. Clearly there has not been ade-
quate consideration of the curriculum im-
plications of this great concern with the
"things" of education.

Another category of proposals which
has had a greater variety of sources of sup-
port, including foundations, has focused on
a reexamination of the subject fields. The
rapid increase in knowledge has made urgent
a reconsideration of what should be taught
through the various disciplines as well as
how they should be taught. Significant de-
velopments within several disciplines in re-
spect to content, structure, and method have
resulted in great demands for extensive in-
service education of elementary and second-
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ary school teachers. Both types of changes,
those coming through the "things" and those
coming through changes in the disciplines,
appear to be moving public education toward
greater uniformity, toward national a..!, dis-
tinct from local initiative and determination.
The politics of curriculum change which
have emerged since the Second World War
make new demands on supervisors. Fresh
kinds of thinking as well as unfamiliar skills

are called for. Board of education and in-
ternal school system policies not previously
thought of are needed for dealing with the
influences operating on the curriculum today.
Skills are required for dealing with the rising
power sources as well as for coping with the
current in-service education demands. Sev-
eral kinds of specialization within the super-
visory group will certainly be required.

Reactions to New Role
Developments

While reactions among educators to the
present politics of educational change and
improvement have been varied, one signifi-
cant development is the widespread tendency
for professional groups to reexamine their
qualifications, their preparation, and their
responsibility for professional improvement.
The NEA's New Horizons Project has helped
to lay much of the groundwork for this
effort.' ASCD has established a Commission
on the Preparation of Instructional Leaders
and is actively coordinating its efforts with
those of the American Association of School
Administrators, the Department of Ele-
mentary School Principals, the National
Association of Secondary School Principals,

I Margaret Lindsey, editor. New Horizonsfor
the Teaching Profession. A report of the task
force on New Horizons in Teacher Education and
Professional Standards, 1961. National Commis-
sion on Teacher Education and Professional Stand-
ards, 1961. National Commission on Teacher
Education and Professional Standards, National
Education Association. Washington, D.C.: the
Association, 1961.
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and the University Council on School
Administration.

The ASCD Commission has in prepara-
tion a policy statement which will be dis-
cussed widely during the 1961-62 school
year. By July of 1962, the Commission
hopes to recommend a policy statement to
guide ASCD actions in the area of further
professionalization of supervisors during the
years immediately ahead. While it is too
early to predict the exact form of these
statements, it is possible to indicate what
may be the major areas of attention. The
Commission is of the opinion that action in
at least six areas is required at the present
time.

First, the qualities and abilities essen-
tial to effective operation as supervisors and
curriculum workers need reexamination and
redefinition. The functions, activities, and
areas of required competence of those whose
unique task is that of serving other staff
members on instructional matters require
clarification. This is no simple task in view
of the changing climate within which schools
are operating and the shifting requirements
of specific assignments of those holding such
widely varying positions as helping teacher,
consultant, supervisor, curriculum worker,
and assistant superintendent in charge of
instruction.

Nevertheless, an effort is being made
to define, in terms that will be help-
ful to supervisor-preparing institutions as

well as to school systems, the expectancies
held for those who serve in supervisory
and curriculum improvement positions.

Second, standards for the selection of
supervisors are an essential consideration
in assuring competent personnel. Selection
is viewed as a continuing process, starting
with those who as teachers serve in curric-
ulum improvement roles and continuing
through initial identification of individuals
who have the promise which is likely to be

enhanced by further preparation, selection
for specific kinds of preparation, tryout in
leadership positions through internships, and
selection for appropriate supervisory posi-
tions throughout a professional career.

Third, criteria for planning programs
for the preservice and in-service prepara-
tion of supervisors are greatly needed. Many
now enter supervisory positions without
specific preparation or after having met only
meager and inadequate certification require-
ments. At least a year and possibly two
years of preparation are needed to foster de-
velopment in the various areas of perform-
ance which are significant f -r today's super-
visor. This should include various kinds of
study and learning activities with careful
attention to substantial, well-supervised field
experiences.

Fourth, if programs of preparation are
to be fully effective, accreditation of higher
institutions that provide appropriate pro-
grams for the preparation of supervisors ap-
pears to be an important cornerstone in
professional advancement. Assurance that
supervisors will have satisfactorily demon-
strated their competence through approved
programs of preparation should be given
the American public. A national accrediting
agency, National Council for Accreditation
of Teacher Education, is now ready and
competent to implement this phase of the
professionalization program.

Fifth, procedures for licensing of super-
visors is in need of reexamination. Licens-
ing of professional personnel and of workers
of many kinds has long been a state func-
tion and several states have requirements for
supervisors. Licensing might well be based
primarily on the satisfactory completion of
an approved or accredited program of prep-
aration. Both the absence of requirements
and the prescribing of two or three courses,
the two most common practices, appear to
be quite inadequate.



Sixth, professional organizations them-
selves should take action through member-
ship policies and other programs to assure
quality performance of their members. Self-
policing by a professional group presents
complex problems.

There is little expenence within the
field of education to guide action in this
area. It appears wise, however, for ASCD
to recognize and identify those of its
members who have its stamp of approval
as being qualified members of the profession.

Recent developments relative to the
role of the supervisor stem from changes
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in education and its increased importance
in our rapidly shifting world order. Greater
demands will be made on education in the
years ahead and one of the most important
responses of supervisors is to be certain
that they are adequate to the task. To do
this is no simple undertaking, but supervisors
can do much to improve the quality of their
own group by taking responsibility for clari-
fying their role, improving selective admis-
sion, setting standards of preparation, and
developing requirements for licensing and for
quality performance. The challenge to ASCD
is clear. What will its response be?

In-Service Education of Supervisors

REBA M. BURNHAM

SUPERVISORS are challenged
today as never before to continue their study
on the job. The many demands for rapid
changes in the instructional program have
brought about this challenge. New insights
as to how learning occurs, new discoveries
in the content fields, developments in re-
search methodology, and numerous pro-
posals for curriculum change make such
adjustments mandatory. Supervisors, there-
fore, must seek opportunities to increase
their understandings and improve their skills
in providing leadership toward a more ef-
fective instructional program.

What are some ways in which super-
visors can improve their skills and under-
standings through in-service education? This
article contains some examples of opportu-

nities provided for the in-service education
of supervisors in Georgia.

Internship

The internship is one kind of learning
opportunity provided for supervisors in serv-
ice. During the period of the internship the
supervisor is employed as a full-time super-
visor in a school system. An advisor from
the state university is assigned to work with
each supervisor for the period of the intern-
ship. The advisor visits the supervisor at
least three times during the school year and
assists him in planning and evaluating his
supervisory activities.

The visits to the supervisor are co-
operatively planned, as to time and purpose,

Reba M. Burnham, Professor of Education, University of Georgia, Athens
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by the supervisor and the advisor. The ad-
visor gives help with the problems about
which the supervisor is concerned. The su-
pervisor participates in a program of indi-
vidual instruction based on the real problems
which he encounters.

During each visit to the supervisor, the
advisor spends some time in reading and
discussing the supervisor's diary or daily
log, and other materials prepared by the
supervisor, and discussing activities in which
the supervisor has participated or plans to
participate. The visits help the supervisor
to determine progress that he is making
toward improving his needed skills and un-
derstandings. Other activities are planned
for the supervisor in terms of his needs.
He may be advised to visit a supervisor in
a nearby system, visit schools in which
experimentation is being carried on, confer
with a particular person, or read certain
professional material. The visits enable the
supervisor to identify other learning oppor-
tunities he should seek following the in-
ternship.

Seminars in
Geographical Areas

For the past three years the University
of Georgia has offered seminars for experi-
enced supervisors in certain geographical
areas of the state. The supervisors requested
the seminars and assumed responsibility for
making the necessary arrangements regard-
ing place of meeting, time and length of each
session. Members of the seminar and a
staff member from the University met once
a month for a six-hour session.

The seminar was planned on the as-
sumption that members of the seminar have
familiarity with basic principles of supervi-
sion, of teaching and learning, and that
supervisors feel fairly "comfortable" in ap-
plying these principles. The specific purpose

of the seminar was to assist supervisors in
"raising their sights and undergirding their
understandings" regarding these basic prin-
ciples.

It was the belief of the staff members
in supervision that one way to help super-
visors "raise their sights and undergird their
understandings" was to help them gain bet-
ter understanding of themselves and the
people with whom they work. It was further
believed that as supervisors gain such under-
standings, their work as supervisors will
be affected positively.

In terms of these beliefs, the seminars
were organized to provide opportunities for
individual investigation of one or more spe-
cific personal problems and concentrated
group study of selected theories which would
assist with a better understanding of the
personal problem selected.

As a means of helping individuals in
the identification of personal problems, the
following questions were presented to the
members of the seminar:

1. What are some of the tensions or pres-
sures that come from your job? For example,
are you frustrated by lack of time, information,
know-how, or skill?

2. What are some of the tensions or pres-
sures that you place on yourself? For example,
do you want to be the kind of supervisor that
Mr. X is? Do you wish that you were different
in disposition, attitudes, values, and general
appearance?

3. What are some of the tensions or pres-
sures that others cause? For example, does the
superintendent or principal expect you to do
the "impossible"? Does your family make de-
mands that you can't meet? Does it bother you
when everyone is not enthusiastic about and
accepting of your ideas?

4. What are some of the tensions or pres-
sures that come from your relationships with
othersadministrators, teachers, parents, chil-
dren, other supervisors?



5. What are other pressures or tensions
that you have as a supervisor? or as a person?

Each member of the group identified
one or more specific pressures or tension
points relating to his own behavior which
he wished to "ease" during the year. Some
tensions identified were ones to be investi-
gated in an individual's private world. Some
tensions were presented to members of the
group for their help.

Sessions of the seminar were devoted
to a study of specific topics, such as the
nature and meaning of perception and learn-
ing, beliefs, values, needs, self-concept, ex-
perience, threat, and the implications of
these for education and, more specifically,
supervision. As each of the areas was
explored, members of the seminar investi-
gated readings in philosophy, psychology,
social psychology, anthropology, sociology,
as well as educational literature, and as-
sumed responsibility for sharing their read-
ings with members of the group. Other staff
members from the University, representing
various disciplines, met with the group fre-
quently to assist in the "raising of sights
and undergirding of understandings."

Each six-hour session consisted of
three blocks of time. The first block, ap-
proximately three hours, was referred to as
the theory session. During this block, the
major topic for study provided a basis for
discussion. The second block of time was
devoted to discussion of the personal prob-
lem. The remaining time was spent in test-
ing ideas for action programs in the par-
ticipant's back-home situation.

Weekend Seminars

A weekend seminar, consisting of five
weekend sessions, was offered during
1960-61 to supervisors at an advanced grad-
uate level at the University of Georgia.
Each session consisted of approximately 10
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hours of work. The sessions began on Fri-
day evening and ended on Saturday after-
noon. The purpose of this seminar was to
provide an opportunity for supervisors to
identify, describe, and investigate causes of
problems in supervision and to study re-
search related to problems identified. Each
member of the seminar kept a written ac-
count of his problem. Each account con-
tained a statement of the problem, descrip-
tion of significant events that demonstrated
the problem, and the supervisor's role in the
problem situationhis behavior, feelings,
relationships, and additional outside factors
affecting the problem. These descriptions
evolved into case studies in supervision which
were used for discussion in the seminar.

A second purpose of the seminar was
to provide an opportunity for supervisors to
increase their knowledge and skills in writing
for professional journal:, Each member of
the seminar prepared an article for a pro-
fessional journal. Time was spent in the
seminar for members to edit materials.
Many of these articles were submitted and
accepted for publication in state and na-
tional journals.

A second weekend seminar being of-
fered during 1961 -62 is the seminar in group
development. This seminar is planned for
persons interested in further training in
group leadership. Major emphasis is given
to helping individuals increase sensitivity,
awareness, and understanding of self and
others in groups; improve behavioral skills
in interpersonal relations, group leadership,
and membership roles; and to improve
methods used in planning and conducting
conferences and educational programs.

Special attention is given to helping
groups analyze and experiment with their
own group processes. Opportunities are pro-
vided for members to practice behaving skill-
fully in a variety of common and difficult
interpersonal and group situations.
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Institutes

A six-week Mathematics Institute for
supervisors was held at the University of
Georgia during the 1961 summer session.
The institute was cooperatively sponsored
by the University of Georgia and the State
Department of Education and staffed by
faculty members from the Mathematics De-
partment and the College of Education of
the University of Georgia. The purpose of
the institute was to help supervisors become
more literate in mathematics and to help
them provide leadership in the field of math-
ematics education. A second purpose of the
institute was to build readiness for a new
state guide in mathematics which will be
ready for trial this fall. As a follow-up of
the institute, each participant will conduct
a two-week workshop in mathematics during
1961-62, in his local system, and will give
leadership to a "pilot school" in the "try-
out" of the new state guide in mathematics.

A Curriculum Research Institute was
conducted during the 1961 summer session.
This institute was planned for experienced
supervisors at the advanced graduate level.
The purposes of the institute were to help
curriculum workers identify and examine
curriculum areas in need of study, analyze
various approaches to curriculum planning,
curriculum designs, and teaching proce-
dures. Enrollees in the institute developed
outlines for research projects to be carried
out during 1961-62. These students will
enroll in appropriate field courses and have
the assistance of members of the faculty of
the College of Education as plans are ex-
ecuted.

Additional supervisors enroll in regular
college courses to strengthen their profes-
sional competencies. They enroll in local
workshops with teachers to study problems
of the local system, and they carry on indi-
vidual research activities. These are only

a few of the ways in which the supervisor
can strengthen his own professional work
through participation in an in-service pro-
gram planned to meet his needs.

The illustrations given thus far are de-
scriptions of learning opportunities for su-
pervisors in service, for which college credit
is given. Supervisors avail themselves of
many other opportunities to continue their
professional growth for which college credit
is not earned. The following are examples
of such programs.

Continuing Education

Supervisors meet regularly in their dis-
trict to study problems of common concern.
Principals, superintendents, and teachers of-
ten meet with them to assist in the study
of selected problems.

Some of the most important opportu-
nities for the supervisor to grow profes-
sionally on the job are those that exist in
the local school system. Classroom teach-
ers, principals, superintendents, other school
personnel as well as lay persons have much
to contribute to the continuous education
of the supervisor. As these persons identify
their problems and plan cooperatively for
ways of working toward the solution of these
problems, the supervisor gives and receives
help.

Experimental programs at the local
level afford opportunities for in-service ed-
ucation of supervisors. During 1961-62
thirty-nine school systems in Georgia are
experimental centers for nongraded pro-
grams. In each of these systems the super-
visor is involved in helping a school faculty
to study and develop plans for initiating a
nongraded program.

Supervisors utilize opportunities to par-
ticipate in state and national conferences as
in-service education programs. Supervisors
are often involved in helping to develop



guides in the various curriculum areas. In
many cases, they may assume major lead-
ership responsibility for the project.

Finding time and maintaining a sched-
ule for professional reading and study are
highly essential for the supervisor's growth
on the job. Keeping informed of new devel-
opments through professional reading is a
must for the supervisor.

Certain conditions must exist for the
development of an effective in-service edu-
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cation program for supervisors. The first
and perhaps most important condition is
that the supervisor has a zest for knowledge
and seeks opportunities for learning on the
job.

Time must be provided for the super-
visor to participate in in-service education
programs. The local administration must
recognize the importance of the supervisor's
participation in these activities and willingly
release him for this purpose.

Preparing Educational Supervisors

JAMES R. OGLETREE
FRED EDMONDS

PAT W. WEAR

PROGRAMS of preparation for
educational supervisors exist to help stu-
dents acquire knowledge, understanding,
and skills for their work as instructional
leaders.

Such programs are based on certain
assumptions and subsequent operational de-
cisions. These are the: (a) end-product
image or purposes held for the program; (b)
selection and admission of students; (c) con-
tent deemed necessary to produce the de-
sired end-product; (d) institutional arrange-
ments for courses and/or experiences facili-
tating the development of the end-product;
(e) availability and utilization of materials
and resources contributing to the learning

of the desired content; and (f) staff be-
havior in the teacher-learner relationship
with students.

Changes in preparatory programs can
be achieved through modifications in any
one or all of these six aspects. This article
provides a brief summary of an experiment
aimed at assessing, clarifying, and relating
all of these variable aspects in an effort to
develop more effective preparatory programs
for supervisors.

A Cooperative Program

For four years, 1957-61, Berea College
and the University of Kentucky engaged in

lames R. Ogletree, Professor, and Fred Edmonds, Associate Professor, College of Education,
University of Kentucky, Lexington; and Pat W. Wear, Chairman, Department of Education, Berea
College, Berea, Kentucky
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a cooperative experimental program that
was partially financed through the Fund
for the Advancement of Education. This
program had as its primary objective the
development of improved processes and pro-
cedures for preparing educational supervi-
sors.1 Within this basic aim were several
operational objectives which served as guide-
lines throughout the project.

Foremost among these purposes was a
desire to utilize recent research findings in
the areas of learning and human behavior to
develop individualized programs for each
of the students. Such individualized pro-
grams required the student with staff to
obtain accurate and detailed information
concerning his needs, perceptions, and ca-
pabilities and to use this information to de-
velop appropriate learning experiences for
his preparation as a supervisor.

A second purpose was aimed toward
identifying the competencies normally de-
manded of a supervisor, and toward the ex-
amination and exploration of processes for
helping each student acquire these.

A third purpose was to utilize both on-
campus and on-the-job experiences to de-
termine how these activities couldbe aligned,
synchronized, and utilized productively in
the preparation of supervisors.

Another purpose, made even more
necessary because of the developmental na-
ture of the experimentation, concerned the
constant and thorough evaluation of both
the preparation program purposes and the
implementing activities related to these
purposes.

The experimentation was also commit-
ted to aiding the individual student: (a)
to develop a sound theory of education;

For a full report of this project see: "Pro-
gram of Experimentation in Preparing Educational
Supervisors." Bulletin of the Bureau of School
Service, Vol. 24, No. 4, June 1962, College of
Education, University of Kentucky, Lexington.

(b) to develop a concept of supervision
consistent with that theory; (c) to acquire
the skill and ability to apply supervisory
functions (instructional improvement) to su-
pervisory tasks; and (d) to develop per-
sonal attitudes, beliefs, and values for: (1)
continuing self-improvement, (2) increasing
self- direction, (3) developing self-confidence
in working things out for himself, (4) in-
creasing ability to solve problems, (5) in-
creasing ability to acquire and utilize knowl-
edge relevant to the solution of supervisory
problems, (6) increasing respect for the
worth of others, (7) increasing ability to
work for purposes which contribute to the
improvement of society, and (8) increasing
ability to work with others in the solution
of educational problems.

During the four-year project, thirty per-
sons completed two-year preparation pro-
grams. These persons participated as mem-
bers of one of three groups, with six students
in the first (1957-59), twelve in the second
(1958-60), and twelve in the third
(1959-61). Admission to the project was
contingent upon: (a) eligibility for provi-
sional licensing upon completion of the
initial summer; (b) employment as a full-
time supervisor in a local school district;
and (c) recommendation by the superin-
tendent of the employing school district.

While the two-year programs were ex-
tremely flexible in operation, each was or-
ganized in terms of four blocks of time.
As the student entered the project, he par-
ticipated in an all-day seminar with the other
members of his group for eight weeks.
During this phase, efforts were made to
develop a climate in which the student felt
accepted as a person of worth, capable of
directing his own program of growth and
development. The members of the group
(supervisor-interns) were encouraged to
work on questions and issues important and
relevant to them as supervisors.



The second phase of the program was
the first-year internship, an academic year,
in which the supervisor functioned on the
job with assistance from a project staff mem-
ber. This one-to-one relationship of staff to
student provided opportunity for the student
to assess his own level of development, rec-
ognize his own preparation needs, and de-
velop processes for improving himself as a
supervisor as he functioned in a specific
setting. Concurrently, he participated in all-
day, biweekly meetings with his group where
his supervisory problems were shared and
the help of the group was sought.

A third phase of the program was the
student's second summer on the Univer-
sity campus. During this time he was en-
gaged in college course work in areas related
to supervision and maintained continuing
contact with the members of his group. He
also worked closely with the staff of the
Program of Experimentation in Preparing
Educational Supervisors (PEPES) through
periodic group meetings and individual con-
ferences.

The final phase of the program was a
second-year internship, another academic
year, in which the supervisor and his staff
member were engaged in continuing the re-
lationship begun during the first year. Here
again an effort was made to use the task
of developing a local supervisory program
as a base for providing learning experiences
for the student.

As indicated here, the project was in
part integrated into the normal preparatory
programs of the University. For example,
each student was granted graduate credit
for his efforts. He could earn six to nine
semester hours of credit during the first
summer, six semester hours during the first
year internship, six to nine semester hours
during the second summer, and six semester
hours during the second year internship.
However, with the exception of the second
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summer's related classwork, the experimen-
tation was conducted within a unique frame-
work developed by the PEPES staff.

Behavioral Efforts

The traditional teaching method in
which the staff predetermined the content
and scope for student study was replaced
by six behavioral efforts in which the staff
sought: (a) to behave in a manner that
would focus upon the personal growth and
development of the individual student; (b)
to behave in a manner which would help the
students draw an analogy between the way
staff performed and the way supervisors
might perform with teachers; (c) to create
a climate conducive to optimum learning
for both students and staff; (d) to replace
the typical textbook-oriented classroom
teaching situation with a learning situation
in which the problems, concerns, and needs
of the students determined the content of
the program; (e) to use these problems,
needs, and questions as vehicles to move
more deeply into study areas which could
help the students gain a broader understand-
ing of human behavior as a base for effective
supervision; and (f) to involve them-
selves in appraising and assessing their
own behavior and modifying it in terms of
this assessment.

Evaluation

At the conclusion of the four-year pe-
riod of experimentation, many changes could
be identified as a total or partial consequence
of PEPES. For example, while some stu-
dents did not respond as adequately as
others, most of the students did exhibit beha-
vioral changes in keeping with the prepara-
tional purposes of the project. The program
was most effective with those students with
whom the staff was able to establish a warm,
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continuous relationship in which students
and staff were able cooperatively to identify
areas of need and to develop appropriate
experiences to meet them.

Each student was a fully employed
supervisor, with all the responsibilities and
opportunities which such a condition pro-
duces. Therefore the staff member, in effect,
became a partner-in-action with the super-
visor, maintained frequent and purposeful
contact with him, and provided assistance
as he sought to increase his effectiveness on
the job. However, the staff member at all
times had to focus his attention upon helping
the supervisor mature toward the stated
preparational purposes.

The internship also produced ample
evidence to support an assumption that a
local school district and its personnel have
an important function to perform in the
preparation of their own supervisory staff.
It showed that preparation programs, rather
than being confined to a college campus,
should be developed in terms of experiences
provided both on campus and on the job.
The campus experiences can be directed
toward bringing groups of supervisors-in-
preparation together to utilize institutional
resources and toward providing specifically
needed information, to share experiences, to
develop plans of action, and to work on com-
mon needs and problems. The local setting
provides a natural laboratory which supplies
real problems, real needs, and real learning
opportunities for supervisors in preparation.

Staff participation in this type of prep-
aration program demanded knowledge, un-
derstandings, and behaviors quite different
from those required in typical programs.
Because of participation in all phases of the
program, and because of the extended period
of contact with each student, the staff con-
stantly had to evaluate its own levels of de-
velopment, identify areas needing improve-

ment, function with students in a manner
consistent with the way they believed the
students should function as instructional
leaders, and develop experiences to provide
the competencies they themselves needed to
behave effectively as staff members.

PEPES demonstrated that two institu-
tions with uniquely different backgrounds
can cooperatively develop and implement
experimentation which results in improving
the quality of preparation programs for su-
pervisors within a state. As a result of the
experimentation, preparation programs for
all school leaders at the University were
modified to include certain aspects of the
extended internship concept. These pro-
grams also were modified to allow for dif-
ferent role projections on the part of staff
members who help prepare school leaders,
and were clarified in terms of preparative
purposes.

In brief, PEPES was a four-year experi-
mentation dedicated to the development of
more adequate procedures for preparing edu-
cational supervisors. As with all preparatory
programs, it began with a series of opera-
tional assumptions and decisions. It had a
set of educational purposes, a series of as-
sumptions about supervision, people, and
preparation, and a tentative plan of opera-
tion. PEPES, unlike most progranA held
these as tentative hypotheses to be tested
through their implementation.

As staff gained experience and as eval-
uative data became available, the opera-
tional plan and procedures were revised
and modified accordingly so that the experi-
mentation itself was developmental in nature.
This flexibility, this continuous evaluation
and modification of procedures, was a sig-
nificant characteristic of PEPES, a charac-
teristic which may have important implica-
tions for future experimentation aimed at
developing more adequate instructional lead-
ership programs.



Issues in Professionalization 53

EL 20 (3): 160-62, 209; December 1962
0 1962 ASCD

Preparation and Certification
of Supervisors1

MARGARET FLINTOM

RECENT efforts to improve the
schools of North Carolina have involved
cooperation by the State Board of Educa-
tion, the State Department of Public In-
struction, and several professional organi-
zations. This joint endeavor has resulted
in state-wide curricular studies, improved
learning situations, increased salaries, and a
plan aimed at producing better qualified pro-
fessional personnel.

Good administrators, supervisors, and
teachers are considered essential in all
schools. Attention, therefore, was directed
to ways of recruiting persons with desirable
qualities and of providing programs that
would enable them to become confident,
growing, creative people with adequate prep-
aration in general education, academic spe-
cialization or concentration, and professional
education. This goal naturally led to a study
and revision of certification requirements.

The task of bringing about changes in
certification became a responsibility of the
State Advisory Council on Teacher Educa-
tion and Professional Standards. This group
of 72 members included representatives from
private and public teacher preparatory in-
stitutions, persons from professional organi-
zations, and the lay public. The council
decided that certification should be based

upon the recommendation of teacher pre-
paratory institutions that meet definite stand-
ards and have approved programs that are
planned within the framework of designated
guidelines, rather than upon the completion
of stipulated numbers of hours of credit and
certain specified subjects.

The next step was to obtain the ap-
proval of the plan by the North Carolina
College Conference and the State Board of
Education. The College Conference is com-
posed of representatives from colleges in
the state, the State Department of Public
Instruction, and the State Board of Higher
Education. The State Board of Education
has the final authority in matters concerning
educational policies and is the legal State
agency for the certification of the profes-
sional school personnel.

After the North Carolina College Con-
ference and the State Board of Education
had adopted in principle the approved pro-
gram approach, subcommittees were ap-
pointed to set up guidelines and standards

I The statement which serves as the basis of
this article was prepared by a committee appointed
by the State Advisory Council on Teacher Educa-
tion. Members of this committee were the follow-
ing: Mrs. Carrie Abbott, Mrs. Eloise G. Eskridge,
Mrs. Mildred T. Miller, Miss Sarah Yoder, Miss
Margaret Flintom, chairman.

Margaret Flintom, formerly Elementary School Supervisor, Charlotte-Mecklenburg Schools,
Charlotte, North Carolina
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for the approval of institutions and pro-
grams of work leading to various types of
certificates. More than a thousand individ-
uals were involved in planning the program
which will go into effect September 1, 1964.

Although the committee appointed to
propose guidelines for the preparation of
supervisors consisted of supervisory staff
members, other people were invited to attend
and participate in committee meetings.
These included representatives from col-
leges, the State Department of Public In-
struction, and the North Carolina Education
Association. Karl Openshaw, Associate Sec-
retary of ASCD, served as a consultant.

All prospective supervisors will be en-
couraged to complete the sixth-year program.
However, until more people are available
to fill positions in the state, a certificate
based upon the master's degree will be is-
sued. Additional compensation is planned
for supervisors having the advanced prep-
aration.

Preparation Program

The complete text of the committee
report, "Criteria for Approved Program for
the Preparation of Supervisors," follows:

The program for each candidate should
be planned as a logically organized whole
in the light of his previous study and ex-
perience and of his performance on the
screening procedures of the institution. It
should be designed to assure that he be-
comes knowledgeable about the total school
program, but should permit concentration of
interest at the elementary or secondary levels
or in special subjects such as art, music,
and library science.

The program should be developed in
such manner that the master's degree and
the sixth-year programs together meet the
guidelines which follow. The master's de-

gree program should provide preparation
called for by each guideline and the sixth
year should be designed to develop both
breadth and depth in the same areas.

Guideline 1: The program should give
the prospective supervisor a thorough under-
standing of the nature of the learner and
the psychology of learning.

Preparation in this area should include
a thorough understanding of the learning
processes, individual differences, adjust-
ment, behavior, readiness, attitudes, ideas,
beliefs, motivation, and growth and devel-
opment; individual and group instruments
for individual appraisal (tests, inventories,
anecdotal records); case study techniques;
management of cumulative records; proce-
dures in securing, recording, interpreting,
and using pertinent information about the
individual.

Guideline 2: The program should pro-
vide the prospective supervisor a compre-
hensive study of the dynamics of human
behavior.

Preparation in this area should include
a careful study of the variety of ways in
which people work successfully. Emphasis
should be given to an analysis of both in-
dividual and group behavior in order that
the applicant might know how people may
be helped in their personal adjustments and
interpersonal relations. In addition, study
in this area should include knowledge of and
considerable practice in the use of group
processes and their specific applicability to
the work of the supervisor. The program
should provide experiences designed for fos-
tering and nurturing appreciation of individ-
uality and sensitivity to the feelings of others;
opportunities for trying out and evaluating
leadership skills; opportunities for self-
expression as a means of promoting crea-
tivity and initiative.



Guideline 3: The program should give
the prospective supervisor an understanding
of curriculum development, including the
bases for decision in curriculum changes.

Preparation in this area should include
a study of philosophy, sociology, anthro-
pology, and psychology as these disciplines
relate to curriculum development. It should
include a study of curriculum development
in both large and small school systems, in-
cluding an understanding of the role of the
supervisor, the role of other professional per-
sonnel, and the role of lay persons; should
give consideration to ways in which deci-
sions are made and implemented; should
provide a thorough understanding of the
purposes and objectives of the school, the
curriculum, and the relationships of the com-
munity to the program of the school.

Guideline 4: The program should in-
clude for the prospective supervisor a thor-
ough grounding in the techniques of su-
pervision.

Preparation in this area should include
careful study of the uses of various tech-
niques of supervision; orientation of teach-
ers; in-service programs for the growth of
teachers; classroom observation and indi-
vidual follow-up conferences with teachers.
Emphasis should be on ways in which teach-
ers can be helped in working with children
and youth, including grouping, provision for
individual differences, methods, and tech-
niques for teaching, selecting, constructing,
procuring, and using instructional materials.

Guideline 5: The program should ac-
quaint the prospective supervisor with the
various phases of organization and admin-
istration involved in the operation of a
school.

Work in this area should provide the
supervisor with a knowledge of the prin-
ciples of organization and administration;
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understanding of and respect for the roles
of all persons concerned with the educa-
tional process, including the responsibilities
and relationships of teachers, principals; and
other administrators, other supervisors, and
members of governing boards in the organi-
zation of the school system and in the pro-
fession. Preparation should include some
attention to general finance planning, budget
allocation, school plants and equipment,
school law, and personnel to enable the
supervisor to advise in these areas.

Guideline 6: The program should pro-
vide for the prospective supervisor oppor-
tunities for graduate work in related areas,
including work in his subject of speciali-
zation.

Preparation in this area should include
electives in academic subjects to meet the
needs and interests of the individual. There
should be preparation directed toward ex-
periences in such fields as speaking, writing,
and engaging in various forms of intercom-
munication with individuals and groups, in-
cluding practice in oral and written report-
ing, speaking to community groups, writing
press releases, and preparing supervisory
bulletins. Preparation should be required at
the graduate level in the area of specializa-
tion in which the supervisor expects to
devote the major portion of his time. At
the secondary level, the word "specializa-
tion" is intended to apply to a teaching field
or fields and, at the elementary level, to
refer to academic courses in teaching fields
which prepare for supervisory leadership
in the elementary area.

Guideline 7: The program for the pro-
spective supervisor should include an em-
phasis on research and appropriate statistics.

Work in this area should assist the
prospective supervisor in gaining greater in-
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sights and skills in the use of techniques of
action research, and in designing and carry-
ing out research projects. Included in the
program should be adequate opportunities
for experiences to provide knowledge of
significant educational research, its impli-
cations, and its use.

Completion of program: The fifth-year
program of preparation should entitle one
to the master's degree. When a sixth-year
program is involved, the institution should
grant appropriate recognition for completion
of program.

EL 23 (2):153 -55; November 1965
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Recommendation of institution: Each
candidate for a certificate must be recom-
mended by the appropriate college official.
The recommendation must certify that he
has completed the program for the prepara-
tion of supervisors (master's degree level
or sixth year level) and it must be accom-
panied by a transcript of credit.

Authorization of service: The super-
visor's certificate authorizes the holder to
be a supervisor of instruction in elementary
and secondary schools, but area of prepara-
tion should determine his field of work.

Professionalization of
Supervisors and Curriculum Workers

JAMES R. OGLETREE

AS NEVER before, American
education is "alive" with excitement, en-
thusiasm, and hope. Permeating the entire
spectrum of societal affairs is the recognition
and support of education as the generative
power for human progress. More specifi-
cally, the professional family itself is ex-
periencing something of a renaissance as to
its own worth as a critical force in social
preservation and advancement.

Included in this professional renais-
sance is an increasing sensitivity to educa-
tors' responsibility to improve the quality
and quantity of the services rendered to the
larger society. The National Education As-

sociation's Commission on Teacher Educa-
tion and Professional. Standards has made
substantial contributions which have resulted
in many states' increasing the standards of
qualification of teachers. The American As-
sociation of School Administrators for more
than fifteen years has actively sought to raise
the quality of preparatory programs for those
who become its members. This organiza-
tion has been extremely successful in regard
to the preparation and certification of school
superintendents. Similarly the Department
of Elementary School Principals has for ten
years expended its energies at an increasing
rate to raise the competence of elementary

James R. Ogletree, Professor of Education, University of Kentucky, Lexington



school principals. While not quite so ac-
tively, the National Association of Secondary
School Principals has also been seeking to
extend the professionalization of its mem-
bers.

In 1959, the Association for Supervi-
sion and Curriculum Development, by a
resolution adopted at its national meeting,
created a Commission on the Preparation
of Instructional Leaders. Early in its de-
liberations, the Commission outlined a re-
search and writing program from which
emerged a recognition that preparation of
instructional leaders could not be treated
intelligently in isolation from a number of
factors, all of which were integral parts of
a larger and more complex problem
namely, professionalization.

In response to the query of ASCD's
responsibility in the movement of super-
visors and curriculum workers toward self-
discipline and professional maturity, one of
the Commission's working papers " stated:

By its very nature, ASCD exists for the
purpose of assisting in the continued develop-
ment of instructional leaders. Such leaders are
considered to be any persons who are inter-
ested and involved in the improvement of
instructional programs. Membership in the
Association is open to all such persons. How-
ever, among the professional educators who
are members, only supervisors and curriculum
workers have no other organization through
which they can work or speak as a national
group on such matters as professional maturity
and self-discipline.

Other professional organizations and lay
groups look to ASCD as an organization for
leadership in the areas of supervision and cur-
riculum development. They listen with respect
when ASCD speaks for its members. There-
fore to offer supervisors and curriculum work-
ers an opportunity to develop plans for their

Mimeographed Working Paper of the. ASCD
Commission on the Preparation of hstructional
Leaders, 1960.
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own self-discipline and professional maturation
and to allow them to speak out through the
Association seems to be not only an important
function for ASCD, but, more significantly, a
primary responsibility.

A Significant Step

Upon the recommendation of this Com-
mission, the Executive Committee of ASCD
committed itself in 1961 to cooperating with
the American Association of School Admin-
istrators, the Department of Elementary
School Principals, and the National Associa-
tion of Secondary School Principals in es-
tablishing a Joint Committee on the Pro-
fessionalization of Administrators and Su-
pervisors. While this Joint Committee has
not yet been overly productive, its creation
was and is a major step forward in inter-
organizational cooperation in an area of
primary significance to each.

In 1963, a second significant step was
taken by ASCD's Executive Committee.
Upon the recommendation of its Commis-
sion, the Executive Committee designated
the National Council for the Accreditation
of Teacher Education as the agency for
accrediting preparing institutions. Subse-
quently a budgetary allotment was made for
NCATE to develop standards for use in its
accrediting procedures.

Similarly, in 1963, the Commission's
final report recommended that the Executive
Committee appoint a Standing Committee
on Professionalization of Supervisors and
Curriculum Workers. Subsequently this
Committee has extended the original work
of the former Commission.

The Committee's first year was spent in
gathering information about the professional
status of supervisors and curriculum work-
ers. Surprisingly such data proved almost
nonexistent at the national level. Conse-
quently, literary sources were searched, as-
sistance was sought from NEA's Research
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Division, from State Departments of Educa-
tion, and from Presidents of State ASCD
units. From these sources the earlier Com-
mission's manuscripts were updated in each
of the following areas: (a) Roles and Re-
sponsibilities of Supervisors and Curriculum
Workers, (b) Recruitment and Selection,
(c) Preparatory Programs, and (d) Certifi-
cation.

It was soon apparent that while work-
ing papers were important, no significant
progress could be made at the national level
in absence of comparable action within each
state. Consequently State Unit Presidents
were encouraged to create State Committees
on Professionalization of Supervisors and
Curriculum Workers.

Each state unit was invited to send
such committee co-chairmen (a field per-
son and a college person) to one of
six regional meetings sponsored by the
National Committee. Approximately 70
percent of the states responded, and repre-
sentative groups in five regional meetings dis-
cussed the Committee's working papers, to
check normative data collected by the Com-
mittee and to plan together on ways of work-
ing together during 1965-66.

From these regional meetings over 15
state units have specific operations under
way to determine the current status of
supervisors and curriculum workers, and
from such studies to project action pro-
grams to advance the quality and status
of such persons.

The Committee's experiences with the
state units indicate a widespread and deep-
seated interest in the problem of improving
the quality of services rendered and the
professional status enjoyed by supervisors
and curriculum workers. Consequently, this
year's work will include: (a) a continuation
of the regional meetings, (b) the prepara-
tion of a bulletin which will include the
working papers and a suggested survey guide
for state use, (c) an increased involvement

with the Joint Committee (ASCD, AASA,
DESP, and NASSP), (d) a closer working
relationship with NCATE to develop stand-
ards for accrediting preparatory programs,
and (e) the publication of a series of ar-
ticles, of which this is the first, on issues
faced by the Committee.

This brief introductory article will be
followed by others which deal in order with
the following descriptive working titles:
How One Profession Did It; What the
Literature Says About Supervisors' Roles;
Supervisors' and Curriculum Workers' Pre-
paratory Programs; Recruitment and Selec-
tion of Potential Members; Certification
Practices; How One State Does It; and
Where From Here?

In retrospect, this initial article has
sought to confirm the position that the
Association for Supervision and Curriculum
Development does provide a framework
within which its supervisors and curriculum
workers, as members, can exert concerted
effort at the national level. Second, it is
hoped that this article has communicated a
renewed faith that responsible action of
mature people can result in productive ef-
fort to produce improved services for the
youth we serve and that only as these serv-
ices are improved can supervisors and cur-
riculum workers move toward a higher level
of professional maturity.

Finally, it is hoped that each reader
leaves the article with many questions. How
can one such organization contribute to
such a professional group? How does a
group move toward professional maturity?
What controls can be exercised? What prob-
lems should be anticipated? What lessons
can we draw from other professions? The
next article in this series will attempt to
draw comparisons between the route fol-
lowed by the medical profession and those
routes open to supervisors and curriculum
workers. This article, too, will raise ques-
tions which deserve consideration.
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What Does the Flexner Report
Say to ASCD?

HAROLD T. SHAFER

OVER the past eight to ten years
the Association for Supervision and Curric-
ulum Development has been formally con-
cerned about the professionalization of su-
pervisors and curriculum workers. The past
work of the Commission on Professionaliza-
tion, the present purposes of the Committee
on Professionalization, and the ASCD 1965
Yearbook 1 all attest to this major interest.
Within the total family of educatorsteach-
ers, administrators, teacher trainees, and
specialists, the question of how we relate
to the definition of a profession has been a
historical issue as well as one of contention
with the lay public.

What are some of the major problems
in the upgrading of performance of all edu-
cators, especially of the group known as
supervisors and curriculum workers whose
ranks are growing each year?

Regardless of a general definition of a
profession, there are agreed-upon charac-
teristics, be it in the fields of medicine, law,
theology, architecture, dentistry, pharmacy,
or others. Some of these common factors
are: entrance requirements, preparatory
training, clinical or field experiences, accredi-
tation, licensure or certification standards
of performance, and ethical practice. Gen-

Robert R. Leeper, editor. Role of Supervisor
and Curriculum Director in a Climate of Change,
1965 Yearbook. Washington, D.C.: Association
for Supervision and Curriculum Development,
1965.

erally, all these component parts constituting
a profession are controlled and policed by
the membership.

As educators pursue the professionali-
zation of educational workers, they turn to
other professions for analysis as a base for
comparison, hoping that from such study we
may better understand the qualities that
illustrate desired standards common to all.
The medical profession is considered to be
the classic example with overtones of the
ideal as a pattern for emulation.

The history of the development of the
medical profession both in America and
Europe supports the "test tube approach,"
for the quality level of modem day medicine
is the result of much research and action
within its ranks. It is a colorful story, filled
with much soul-searching and self-criticism.
The use of its experience in total and direct
application to the educational profession is
not suggested or implied here, rather, it is
recommended that in describing the progress
of medical education, we achieve a perspec-
tive for our own.

Observer and Critic

Much credit for the professional up-
grading of the medical profession is given
to one man, Abraham Flexner, who at the
time of his death in 1959, at the age of 92,
was revered for his contribution to medical
education and to education in general. In

Harold T. Shafer, Superintendent of Schools, Wyckoff, New Jersey
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this fact there is a modern day parallel, in
that even as the educational profession has
its critics outside its ranks, so A. Flexner, a
prime observer and critic, was not a mem-
ber of the medical group. In reference
literature he is identified as an educator.

Mr. Flexner gained some national at-
tention in 1908 for a report entitled, "The
American College: A Criticism," which
brought him to the attention of the Carnegie
Foundation for the Advancement of Teach-
ing. At the invitation of the Carnegie Foun-
dation that he undertake such a project, he
published in 1910, after two years of visita-
tion and study, a report, "Medical Educa-
tion in the U.S. and Canada." This docu-
ment is known as the "Flexner Report."

The reading of his autobiography 2 is
interesting and of value to all educators, for
Flexner spent more than seventy years of
his life contributing to American education
and research.

In 1908, at the time Mr. Flexner
launched his study of medical schools, the
calibre of medical practice and the prepara-
tion of medical training attributed to the
medical schools in the U.S. and Canada were
being questioned. "The practice of medicine,
long a professional calling in Europe, was
then (1910) still a trade in America." 3 The
well known motive of the founders and op-
erators of medical schools was profit making.
Cutthroat competition for students was un-
bounded.

As Flexner approached his visitation
of operating schools, centered mainly on the
east coast and in the midwest, two factors
characterized his efforts. One, Flexner went
totally unprepared as to survey methods and
instruments. Two, his point of view was that
medical training was a form of education

2Abraham Flexner. Abraham Flexner, An
Autobiography. New York: Simon and Schuster,
1960.

'John Lear. "Who Should Govern Medicine?"
Saturday Review, June 5, 1965. p. 39.

and not a mysterious process of initiation
or professional apprenticeship.

He found that a lack of basic training
due to inadequate facilities and teaching
aids was universal. It was not uncommon
for Flexner to discover classrooms com-
pletely devoid of charts, apparatus, and
equipment.

Flexner thought it necessary that clini-
cal training be obtained through contact
with patients in local hospitals. He found
this need either not being provided for or
hospital facilities and staff for this purpose,
in his own words, "in wretched condition."

Working upon the assumption that a
medical school related to a college or uni-
versity should measure up to the institu-
tion's standards for training, he found these
standards only weakly integrated and cor-
related.

After a number of visits to medical
schools, Flexner began to approach his in-
spection in an organized manner and he
shortly formulated a set of criteria. In his
report, Flexner summed up what he called
the decisive points, which, when known, were
conclusive as to the quality and value of a
medical school.

First, the entrance requirements. What
were they? Were they enforced?

Second, the size and training of the
faculty.

Third, the sum available from endow-
ment and fees for the support of the institu-
tion, and what became of it.

Fourth, the quality and adequacy of the
laboratories provided for the instruction of the
first two years and the qualifications and train-
ing of the teachers and the so-called preclinical
branches.

Fifth and finally, the relations between
medical school and hospitals, including par-
ticularly freedom of access to beds and free-
dom in the appointment by the school of the



hospital physicians and surgeons who auto-
matically should become clinical teachers.4

Parallel in Education

With slight modifications of this list,
mainly by changing a few words and terms
such as "preclinical branches" and "rela-
tions with hospitals" to "research and dem-
onstration centers" and "field experiences,"
one can readily apply the decisive criteria
to any aspect of the training and practice
of teachers, administrators, or curriculum
workers.

The American Medical Association,
through its Council on Medical Education
and Hospitals and the American College
of Surgeons, is the influential watchdog of
medical training in medical schools and hos-
pitals.

Accreditation of these institutions is
crucial to their existence. Also, the number
of such schools is controlled through the
rigid standards set.

Through the professional organizations,
state standards for examination before a
board of examiners and the granting of a
license to practice all hinge upon meeting
the requirements set by the profession. Such
conditions also exist in other professions
mentioned earlier, i.e., law, pharmacy, den-
tistry.

In an earaer generation it was practi-
cally necessary for a physician to go to
Europe for postgraduate work. Today the
U.S., along with England and Scandinavia,
is outstanding in postgraduate studies and
medical research. The influence of the Flex-
ner Report can be credited also for this
development.

The study of the history of the medi-
cal professionalization and the career of
A. Flexner is exciting and informative. How-
ever, drawing direct implications from the
evolution of the medical field for a profes-

4 Flexner, op. cit., p. 79.
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sional group in education is fraught with
danger.

Nevertheless the history of fifty-plus
years of conscious analysis and improvement
of medical training does supply us with
clues as to major factors involved in profes-
sionalization of any group of workers.

As supervisors and curriculum work-
ers, we should give serious attention and
united effort in analyzing our own profes-
sional growth in the following areas:

1. We need a nationwide systematized
study of current conditions hindering profes-
sionalization.

2. We need to consider setting standards
for recruiting and selecting future supervisors
and curriculum workers.

3. We should work to strengthen pre-
service training specialization programs to in-
sure concreteness in the program which needs
both the theoretical classroom studies and
field work.

4. We should ask for and assume a def-
inite role in setting standards for certification
by working with certification agencies.

5. The association should take steps to
study taking direct responsibility for policing
the rank and file membership for violations
of acceptable practice.

6. We should develop a specific program
nationally, statewide, and locally to improve
the public image of supervision and curriculum
work.

7. We can note the fact that professional
preparation is an expensive venture in which
the amount of financial support and investment
in training is directly related to the quality
of such preparation.

To those who seek a fresh viewpoint
and one that is substantiated by experience,
especially as they probe the progress of in-
structional workers' self-evaluation and ef-
forts to professionalize themselves, we sug-
gest that the foregoing summary of medical
professionalization may offer a perspective
and a hopeful direction.
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Role and Function of Supervisors
and Curriculum Workers

ROWANNETTA S. ALLEN

THE current period of sweeping
changes in education is bringing about cor-
responding changes in the role of the super-
visor and curriculum worker. This role,
which at one time seemed clear-cut, is be-
coming more complex and could become
more significant. The role is more complex
because of the many persons at local, state,
and national levels who are actively dem-
onstrating an interest in public education; it
is potentially more significant because of the
state of flux which currently characterizes
curriculum development.

No longer is curriculum development a
simple matter; this, too, is becoming more
involved and often places the supervisor
and curriculum worker in the position of
cite; standing between the school system
and the general public or serving as the
agent of the school system to encourage pub-
lic involvement and support. Inherent in the
current situation is an urgent need for com-
petent, courageous, professional leadership.

In the face of this challenge to educa-
tors to contribute vital leadership, there is an
obvious lack of professional unity. In fact,
there is apparent confusion among super-
visors and curriculum workers, as well as
administrators, as to (a) the accepted pur-
pose of supervision; (b) who is qualified
to perform this function; and (c) how super-
vision shall be accomplished.

Need for Clarification

School _systems differ, it is true, but
with all of their differences, there is usually
a singleness of purpose, namely: to provide
the best possible education for children,
youth, and adults served by the system.
There is no single set of curriculum guides
that can be used to prescribe a dynamic,
changing program, nor can there be, if edu-
cation is to keep abreast of the times. The
urgent need of school systems throughout
the country, therefore, is for an adequate
number of professionally trained supervisors
and curriculum workers who are prepared
to assume leadership in continuing curric-
ulum revision.

Supervisors and curriculum workers
have been added to the administrative staffs
of school systems purportedly to facilitate
the development of and the implementation
of improved educational programs. For ex-
ample, as early as 1922-23, the State of
Maryland, by act of the legislature, author-
ized the local units to employ "supervising
teachers or helping teachers" 1 as profes-
sional appointees to the staff of the county
superintendent of schools to assist him with
the prescribed responsibilities of his office
as expressed in the law: "The county super-

' The Public School Laws of Maryland. Vol.
34, p. 137, January 1955.

Rowannetta S. Allen, Supervisor of Teacher Personnel, Prince George's County, Maryland. In
1966, Assistant Superintendent of Schools for Elementary Education, Prince George's County



intendent shall visit the schools, observe the
management and instruction and give sug-
gestions for the improvement of the same." 2

As public school systems recently have
been confronted with the problems of pro-
viding for rapid increases in enrollment and
adjusting to the mobility which has accom-
panied this growth, many new job titles have
appeared on the staff roster. Frequently
existing personnel have been asked to as-
sume new or additional responsibilities. In
assuming the various titles assigned to them,
and consequently performing the functions
associated with the titles, the role of the
supervisor and curriculum worker has often
become ambiguous.

In material recently prepared by Gor-
don N. Mackenzie on "Roles of Supervisors
and Curriculum Workers" there is confirma-
tion of this:

There is wide range in both the titles used
and in the assignment of responsibilities to
supervisors and curriculum workers. The di-
verse origins in the positions, some being in
administration and others being in teaching,
curriculum, and the improvement of instruction,
cause initial difficulty. A strong supervisory or
administrative lineage is apt to result in a stress
on such functions as quality control, the pro-
vision of needed information for administrators,
and the management and coordination of vari-
ous kinds of organizational activities. The teach-
ing, curricular, and instructional improvement
lineage suggests a possible emphasis on direct
assistance to teachers, curricular planning, and
in-service education. The local variations in
skills and interests of holders of various posi-
tions, and the differing patterns of organization
further cloud the picture as to what any spe-
cific individuals do and how the supervisory
and curriculum improvement functions are per-
formed. In fact, to diagnose the manner in
which supervisory and curriculum improve-
ment functions are performed, it may be neces-
sary in specific school systems to analyze the
functioning of such diverse but related per-

'Ibid., p. 135.
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formers as the chief school administrator for
instruction, directors, coordinators, general and
special subject supervisors, principals, building
curriculum coordinators, and department
heads.3

Compounding the problem of identify-
ing and clarifying the role of supervisors and
curriculum workers, according to Mackenzie,
are "the underdeveloped state of the theory of
the fields of supervision and of curriculum as
well as the low levels of preparation of
some supervisors and curriculum workers.
Certainly if there were well developed de-
scriptive theories as to the nature of cur-
riculum and of supervision, as areas of
knowledge, there would be more clarity and
understanding as to the functions which the
workers in these areas could perform to
maximize the output of the educational pro-
gram. However, the present absence of this
knowledge does not excuse the tendency on
the part of many to oversimplify the nature
of supervisory and curricular work and to
assume chat any good teacher or any good
administrator with sound professional in-
tentions can perform the implied functions
effectively." 4

A little over a decade ago the pur-
poses of supervision, as represented by a
review of the titles listed in Education Index
(June 1950-May 1955) and stated in gen-
eral terms, were counseling teachers, helping
beginning teachers, inspiring professional
growth, improving instruction, and providing
educational leadership. Ten years later the
titles listed seem to indicate more purposes,
more persons involved, more ways of getting
supervision done, and more inherent prob-
lems.

Emerging from the writings on super-

' Gordon N. Mackenzie. "Roles of Supervisors
and Curriculum Workers." Statement prepared by
Mackenzie as a former member of the ASCD
Committee on Professionalization of Supervisors
and Curriculum Workers for discussion by State
ASCD groups.

4 Ibid., p. 2.
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vision of this period are the questions:
Whose responsibility is the improvement of
instruction and the development of curric-
ulum? Does this responsibility rest with the
superintendent? the principal? the depart-
ment head? the generalist? or the specialist?

Analysis and Description

In the recent literature there is a recog-
nizable trend toward making curriculum de-
velopment a cooperative undertaking and
toward using a team approach to supervi-
sion. Each of these trends reinforces the
urgent need for trained professional leader-
ship to give direction and guidance to the
group effort.

Some of the problems reflected in the
titles appearing between 1950 and 1955
sound strangely familiar today. Mentioned
among them were such problems as resolving
conflicts in supervision, changing the at-
titude of teachers toward supervision, dis-
covering an effective approach to super-
vision, agreement on basic principles of
supervision, training for supervision, delinea-
tion of responsibilities, certification require-
ments, and group-centered supervision.

Newly stated, the concerns of a decade
ago are still with us. Among them are the
following: determining what techniques are
worth while, effecting a wholesome balance
in supervision, meeting the needs of experi-
enced teachers as well as those of beginning
teachers, up-dating the theory of supervision,
human relations in supervision, clarifying
the purpose of supervision and the roles
of persons involved, how supervision is
perceived, the "guese" of supervision, and
the need for cooperation in supervision.

From a cursory review of the titles of
articles on supervision, it is evident that
there is growing interest in the topic, that
supervision is being presented from many
differing points of view, that the volume of
writing on supervision is increasing, and

that most of the current writers are new to
the field.

Obviously the literature deals more
with an analysis and description of supervi-
sion as it exists rather than of supervision
as it ought to be. Constantly recurring is an
expression of the need for clarification of
role.

This is further substantiated by Roy
Wahle's review of titles of dissertations
listed in Research Studies in Education for
the period 1957 through 1962. While serv-
ing as a member of the ASCD Committee on
Professionalization of Supervisors and Cur-
riculum Workers, Wahle prepared a report
which reveals a total of eighty-four disserta-
tion titles dealing with varied aspects of
supervision and curriculum development. Of
this total nearly a third deal with role, status,
and duties of the different persons perform-
ing the supervisory function. These include
the principal, the general supervisor, the in-
structional vice-principal, the superintendent,
and, in the case of student teachers, the
supervising teacher. Nineteen titles relate
to techniques, activities, services, and prac-
tices of instructional supervisors. A third
major group of titles centers around studies
of supervisory relationships, perceptions,
and attitudes.

Implicit in these titles is the continuing
need for clarifying the role of the super-
visor and curriculum worker. The local
variations in assignment of supervisory func-
tions mentioned by Mackenzie are evident
here, and while not mentioned specifically as
problems, there is the recurrence of such key
words and phrases as attitudinal perceptions,
administrative organization, leadership, co-
operative programs, critical competencies,
principles and basic assumptions, personal
characteristics, competency patterns, and in-
service education.

Out of this situation what can and
should arise?

In a previous article in Educational



Leadership, Harold Shafer called the atten-
tion of supervisors and curriculum workers
to the Flexner report, suggesting that the
experience of the medical profession in
achieving professionalization may offer a
perspective to engage educators in active
pursuit of comparable standards as a profes-
sional group.

Professionalization implies the posses-
sion of a certain and particular know-how
which can be brought to bear on problems.
It implies concerted action to raise the level
of practice within the profession and tc
maintain a mutually acceptable level of
performance through policies enforced by
the professional group. It implies selective

EL 23 (5): 358-62; February 1966
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admissions, specialized training in duly ac-
credited institutions, and certification pro-
cedures approximating licensing.

As we realize the urgency of the need
for trained professional leadership in educa-
tion and as we become more keenly aware
of the unanswered problems which could be
resolved if we, as a profession, took action,
is it too much to hope that we may strengthen
our efforts in that direction now?

Succeeding articles by members of the
ASCD Committee on Professionalization of
Supervisors and Curriculum Workers will
alert readers to existing conditions and will
suggest some reasonable possibilities for con-
certed action.

Preparatory Programs for Supervisors

MAURICE J. EASH

WE LIVE in a time when the pro-
fessional ranks are more numerous than in
previous years. Yet most professions are
unequal to the demands from the public for
action or advice. Correspondingly the eleva-
tion in public status has made the position
of being a professional highly sought by
many groups, and a goodly portion of time
is devoted in annual conferences to trying to
establish the boundaries and requirements,
or to justify being called a profession.

The conference antics which the thrust
toward professionalism prompts offer con-
siderable latitude for jest, and usually the
group is trying to emulate the queens of
the professions, law or medicine. Under-

lying these surface activities, however, is a
serious response to a social demand, a de-
mand for broader competency, better ap-
plication of knowledge in every area of hu-
man affairs, and the belief that experimental
and theoretical knowledge is superior to
lay advice founded upon myth and/or
folklore.

It has been suggested that the profes-
sional trend is closely associated with the
bureaucratic. In a bureaucracy, further dif-
ferentiation of function encourages the build-
ing of specialization and amassing of the
esoteric, developing separateness in the or-
ganization, but also provides more elab-
orated specialties with new knowledge on

Maurice I. Eash, Associate Professor of Education, The City University of New York, Hunter
College, New York
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complex problems. Bureaucracy, which,
contrary to a widely circulated public opin-
ion, is not necessarily opprobrious, has char-
acterized the larger school systems and be-
come commonplace in public education.
Consequently separate specializations within
the field have instituted drives to upgrade
their areas of inquiry to professional status.

In the December issue of Educational
Leadership, Harold Shafer dealt with a di-
mension of the problem of professionaliza-
tion in his brief review of the major steps
involved in the rise of a recognized profes-
sion, that of medicine. It is the contention
of this paper that the roots of many of the
problems in preparatory programs reside in
the major issues involved in professionali-
zation. Since one of the dominant charac-
teristics of a profession is the possession of
a general and systematic knowledge not
readily available to the public, preparation
programs for the aspirants to the profession
have received much attention.

The detailing of programs, insofar as
selection of courses and their sequence is
concerned, has been a major preoccupation
in graduate programs of higher education.
Seldom has so much faith been invested in
so little empirical evidence. In a time when
scientific investigation has moved far past
the bits and pieces observation stage, the
formulation of programs of professional
preparation still resides in the realm of the
occult. To cushion the lack of knowledge,
an occasional euphemistic disguise is em-
ployed in pronouncements of programs,
"expert opinion," but such pronouncements
rarely define what constituent components
served as the basis of the opinions.

A Systems Approach

In the past education has progressed in
many areas through making applications
from related disciplines. I would suggest
that in the problem of building improved

1.

programs of preparation, we can gain sub-
itantially from similar application of theory
from theoretical computer designs used in
analyzing new problems.

At the present stage of development in
preparatory programs for supervisors and
curriculum workers, the programs can best
be defined as combinations of idiosyncratic
projections of staff and compromises gen-
erated by the exigencies of academic pol-
itics. The wide variation in programs bears
out the lack of systematic foundations. Some
curriculum and supervisory programs par-
allel almost exclusively the programs for
school administrators; others do not define
any specific program; some mandate specific
courses, others outline broad experiences, or
attempt to predicate programs on desired
behavioral outcomes. In short, systematic
approaches to investigating and defining
suitable programs have been lacking and
the landscape of preparatory programs
viewed as a whole reflects the resultant
chaos.

The lack of agreement on professional
role is reflected in preparatory programs as
they are mirrored in certification. Certifica-
tion for supervisors alone ranges from four-
teen states which have no certification to
four states with four separate certificates. If
added to these figures are certifications for
curriculum workers, the number of certifi-
cates is further multiplied. The chaos is
further compounded when the bases for
certificate preparation programs are exam-
ined in further detail. In some cases the
supervisory certificate is an ancillary licen-
sure to the administrative certificate, re-
quiring little or no preparation; in others
it is an extension of the classroom teachers
certificate.

Most commonly Ychen a special cer-
tificate is awarded for supervision or cur-
riculum it represents the taking of some
courses, usually limited in numbers, and as
an additive to some other program. At this



time the preparation does not appear to be
either specific to a function or specialized
in program. Consequently the licensure of
supervisors and curriculum workers, being
vague and supplementary to other licenses
and goals, frequently results in a serious
imbalance of number of preparing institu-
tions, and of number of licenses issued in
relation to market demand. As examples
underscoring this imbalance, one state has
issued over 7,000 licenses and counts only
a little over 260 positions; another state
has twenty-eight institutions offering pre-
paratory programs for supervisors, when in
all likelihood one would produce a sufficient
number. Even these normative figures do
not disclose what is believed to be the most
serious resultant, the quality of preparatory
programs.

At this stage of developme it, programs
of preparation present the black box prob-
lem which faces a systems researcher in be-
ginning stages of exploration of a system.1
In systems research terms, a black box is
a system wherein we can determine inputs
and outputs but are unable to describe effec-
tively or accurately the interactions which
transpire among the inputs to produce the
outputs.

The inputs, primarily students, faculty,
material resources, are global known; the
outputs, graduate students who assume re-
sponsibility in supervisory and curriculum

1 A system has been defined as "complexes of
elements in interaction to which certain system
laws can be applied." (L. Von Berlatanffy. "Prob-
lems of General Systems Theory." Human Biology
23: 307; 1951.)
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positions, are identifiable. The ineluctable
component of the system has been any ac-
curate analysis and measurement of the
interaction of the global variables in input,
and the resultant changes in the output. The
black box problem in programs of prepara-
tion may be diagrammed as in. Figure 1,-

Typically the building of a program
for preparation has proceeded from some
assumption of desired outputs. Output de-
scriptions have ranged from strictly norma-
tive job analysis of practitioners, to theoreti-
cal role formulation, and behavioral descrip-
tions stemming from a philosophical basis.
Output description, being a massive exer-
cise, displays inherent weakness as the means
(programs of preparation) are derived to
execute the ends (output). The connections
between inputs and outputs are exceedingly
tenuous at best and not exposed to any
sophisticated analysis which is a first step
in evaluation. Methodological myopia has
indeed been a major stumbling block in every
profession, even the ones held up as exem-
plars and models. Except for rare examples
the quality of product in practically all pro-
fessions has exhibited the infinite variety
of the human species.

Can progress be made in preparation
programs through the rise of a systems ap-
proach? I believe it can. We have in a
vague sense, without benefit of refinement or
formalization, instituted partial use of a sys-
tems approach, especially with the great
preoccupation with input variables. The past
experience of other professions would tend
to substantiate the worth of such efforts.

Students
InputsInputs Faculty

Material resources

(System)
Programs of
preparation

Supervisors
Outputs

Curriculum workers

Figure 1. A Systems Approach to Programs of Preparation
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For example, the medical profession has
utilized a heavy emphasis with input vari-
ables as the way to improvement. Banking
on highly intelligent students, rich material
resources, and a faculty tested through ex-
perience, medical practice has made giant
strides forward.

Attaining Identity

In suggesting that programs of prep-
aration move into the black box stage, I do
not wish to imply that we stay there. Al-
most every research begun under the gross
paradigm of the black box advances in
knowledge and discloses internal subsystems
which can indirectly yield more explicit data
on specific problems. The literature on the
study of the professions provides some in-
klings of subsystems within the total prep-
aration program that may exist within the
box.

One potential subsystem that has been
studied and reported on is identification
with an occupation? The scattered evidence
from this, and from other studies, would
suggest that the subsystem of graduate stu-
dent-graduate professor interaction is quite
crucial to attainment of professional identity
and the professional attributes which accom-
pany professional status. One example of a
professional attribute which might be devel-
oped through identification, and one which
is considered a characteristic of all profes-
sions, is the ability to think objectively and
inquiringly about matter which, for the lay-
man, may be subject to orthodoxy and senti-
ment. As an interesting aside on identifica-
tion, one can speculate about the necessity
for field experiences on the part of the grad-
uate professor as well as the student during
the program of preparation. This results
because the university setting of the graduate
program stands in rather sharp contrast to

"The Elements of Identification with an Oc-
cupation." Howard S. Becher and James Carper.
American Sociological Review 21 (3) : 341-48;
June 1956.

the field of practice of the student, assuming
he will enter the public school system.

Further division of the black box into
subsystems is a necessity. As suggested here,
some of the search in sociology on profes-
sions indicates that organized experiences
which place students in the position of work-
ing under conditions that correspond to the
functional environment of the practitioner
are crucial to professional development. Of
subsequent interest to programs of prepara-
tion is the finding that student identification
with a profession is influenced by wo - king
in a close relationship with a practitioner,
and in areas where the close relationship
does not exist identification is slow in devel-
oping, if at all.

An attendant problem in present pro-
grams of preparation organized around a
course or two in supervision and/or cur-
riculum is that few staff members are in-
volved full time in the concerns of the area.
Pursuing a divided recoonsibility is not con-
ducive to developme.... of the specialty or
identification of the graduate professor with
the area.

Utilizing the fragmentary clues from
allied research in the behavioral sciences,
the black box could with further research
become amenable to subsystem analysis.
Once this secondary stage is reached studies
probing the interaction of the global com-
ponents of faculty, student, and physical
materials could be designed. Through evalu-
ation of outcomes, subsystems could be
manipulated and tested.

This is only one of the major problems
in preparatory programs. Other types of
problems arise from the stresses which de-
velop in a serious push for program improve-
ment as new areas of knowledge essential
to a profession are researched, organized,
and taught. The stress between the theoreti-
cian or academician and the practitioner is
a very common concern. The former, pull-
ing and tugging, exercising a critical, analyti-
cal approach, utilizing and developing new



knowledge; and the latter, consumed with
the pressure of ever present duties, resenting
the constant urge for improvement and up-
grading of practice. Yet froiv such stress is
progress fashioned. Since these are natural
outcomes of the advancement to professional
status, the academician and practitioner
must channel the conflict productively, ex-
ercising care to avoid the enshrinement of
dogma and the punishment of the unor-
thodox.

Under the present state of knowl-
edge, a variety of patterns of programs
including knowledge from the allied beha-
vioral sciences would seem to be suggested
as helpful. Until the time when the com-
ponent variables can be more accurately
sorted and symbiotic influences carefully
traced, the evaluation and development of
programs will need to rely on assessments of

EL 23 (7): 587-93; April 1966
0 1966 ASCD
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major input variables and their organization.
Some sample questions for preparatory

programs might be: On standard measures,
what is the quality of the students being
admitted to the program? Are there periodic
evaluations of student progress and on what
basis? Are there follow-up studies on grad-
uates? What types of opportunities for ex-
perience are planned for the students:
courses? field work? Does the staff actively
participate in research, writing, and profes-
sional organizations? Do physical facilities
at the university and in adjacent public
schools exist for the program? How many
graduate students are assigned to a major
professor, and what is the work load? These
and other similar questions on input vari-
ables will have to serve as a guide until
resolution of the more fundamental questions
on professionalization is attained.

Identifying Potential Leaders
for Supervision and Curriculum Work

ROBERT S. THURMAN

ONE of the most serious problems
facing the education profession is that of
finding persons with leadership ability. Ry-
der predicts that although the general popu-
lation of the United States will increase by
one-third during the next two decades, the
age group from which leaders emerge will
remain constant.1 This means the competi-
tion for these leaders will become keener

1N. B. Ryder. "Demography and Education."
Phi Delta Kappan 41: 379; June 1960.

than it is at the present time. The demand
will be greater not only by different groups
within the education profession but by pri-
vate enterprise and by governmental agen-
cies.

A second serious problem is that of
finding people within the leadership pool
who have the personal attributes, intellec-
tual abilities, and professional commitment
to fulfill the roles of supervisors and cur-
riculum workers. The profession can no

Robert S. Thurman, Associate Professor of Education, Department of Curriculum and Instruction,
University of Tennessee, Knoxville
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longer afford the luxury of hoping that
enough persons with promise will decide to
prepare to be supervisors or curriculum
workers but must take decisive steps to
identify persons with the potential talent
and to encourage them to consider the op-
portunities in the field of supervision and
curriculum.

Selection Is Critical

The problem of selection is a trouble-
some one. At present there is no specific
criterion supported by research which can
be used to predict in advance whether or
not a person will be an effective supervisor.
William Bagley's statement is even more
appropriate today than in 1939 when he
said that "if three-fourths of the time, en-
ergy, and money spent . . . in carrying
through elaborate programs of curriculum-
revision had been spent in a determined
effort to raise the standards of selecting and
training teachers ..." education would have
been more effectively improved?

Although little has been written on the
problem of selecting qualified persons and
less research has been done in this area,
this is not to say that writers have failed to
describe the qualities they believe super-
visors should possess. Any text on supervi-
sion includes lists. And according to these
lists a supervisor should among other things
love children, be student-centered, group-
centered, have the courage to take a stand,
have teaching experience, listen to opinions
of others, and be guided at all times, not by
opinion, but by research findings. Any
person attempting to develop these, and the
many other characteristics listed by writers,
would soon be a paragon of virtue.

The reality of the matter is that little
has been done to determine the areas in

2 William C. Bagley. "An Essentialist Looks at
the Foreign Languages." Educational Administra-
tion and Supervision 25: 250; April 1939.

which a person must have knowledge, skills,
and insights in order to be an effective su-
pervisor or curriculum worker. Only until
these areas are thought through can steps
be taken to set up any kind of selective ad-
mission to programs of preparation.

As a result, it appears that currently
there are only two kinds of selection pro-
cedures being carried on in most of the pre-
paring institutions. One is self-selection.
The decision is left to the individual to de-
cide whether or not he has the background,
talent, or commitment to become a super-
visor or curriculum worker. If be decides
he does have such qualities, the second step
of the scre.eningt procedure is employed.
He needs only to meet the general require-
ments for admission to graduate study, which
are basically the same for English, super-
vision, or any other field.

Careful consideration should be given
to the roles supervisors and curriculum work-
ers must play and to the program of prep-
aration needed to carry out these roles.
Are there any personal characteristics which
would enable a person to be more effective
in his work? Are there academic and profes-
sional abilities the person should have?
What skills are needed? What professional
qualities and capabilities are necessary for
these positions? Which of these should a
person have prior to entering a program?
Which can be sharpened during preparation?
Which can be developed as a result of
preparation?

These are questions the profession, and
specifically the Association for Supervision
and Curriculum Development, should be con-
cerned with. These questions are not purely
academic. The quality of the educational,
program of the decades ahead will depend'
greatly on the answers given to them.

The responsibility for searching for the
answers does not lie only with preparing
institutions. Granted in the final analysis
these institutions must determine who will



enter and complete the programs. Never-
theless, people in local school systems have
an important stake in the quality of these
persons. These school people can contrib-
ute much to the selection process by working
with selection committees of colleges and
universities, by serving on graduate com-
mittees, by observing and evaluating the
prospective supervisors in field situations,
and by assisting in research projects designed
to study the characteristics of identified ef-
fective and noneffective supervisors.

Recruiting Potential Leaders

Related to the problim of selection is
that of recruitment. The establishment of
high standards does little good 4nless there
is a reservoir of talented prospects from
which to choose.

As already stated, the decision to pre-
pare to be a supervisor has been left largely
to the individual. Although little 3research
has been done in the area of why people
choose to become supervisors, it appears that
many drift into the position rather than
entering on purpose. A study of supervisors
in Kentucky reports that only 11 percent
of the participants entered a graduate pro-
gram for the purpose of specializing in
supervision.3 The writer surveyed a group
of male undergraduate prospective secondary
teachers, asking what they hoped to be doini,
in ten years if not teaching. Most of them
said they wanted to be a principal or a
superintendent. Upon further questioning, it
became evident they either were not aware
of opportunities in the areas of supervision

:;'and curriculum or they did not know what
xa person did in these jobs, thus were not
'interested.

Self-selection will doubtless continue to

' Ray Alexander and others. Educational Su-
pervision in Kentucky, 1961-62. Lexington: Bul-
letin of the Bureau of School Services, College of
Education, University of Kentucky. 35: 1; Sep-
tember 1962. p. 42.
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be an important means by which people will
decide to become supervisors or curriculum
workers. It cannot, however, be the only
means. There needs to be an organized pro-
gram designed to identify persons with
promise.

As in the selection process, both the
personnel in local school systems and those
in teacher-preparation institutions should
work together in identifying these persons.
Together they can establish machinery which
allows talented people to be identified. Such
prospective leaders may be in the preservice
program preparing to teach, they may be
teachers or administrators, or they may be
in related areas such as guidance. The im-
portant feature is that people consciously
will be looking for individuals who have
promise. They must also consider that group
that is so frequently overlookedwomen.

Identifying persons with promise is just
part of the task. They must be made aware
of the opportunities in supervision and cur-
riculum work. This calls for the develop-
ment of a wide variety of materials
brochures, pamphlets, films, filmstrips, and
perhaps advertisements for use in mass me-
dia. These should describe the functions
and responsibilities of supervisors and cur-
riculum workers, the nature of the prepara-
tion required, and the job possibilities.

Expense doubtless has been an impor-
tant factor in keeping some very promising
men and women from pursuing advanced
study in these two areas. Although the
individual may continue to bear a large share
of the financial cost involved, it seems clear
that more assistance will have to be pro-
vided from other sources. Currently, pre-
paring institutions are providing the bulk
of financial assistance to such students in
the form of scholarships, fellowships, and
assistantships. Other sources must be found,
however.

As in other aspects of selection and
recruitment, the local school system can
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play an important role. For example, the
system can provide leaves of absence with
partial pay for individuals who will move
into these leadership positions.

Providing Leadership

In such a quest for talent, the Associa-
tion for Supervision and Curriculum De-
velopment can provide much leadership at
the national level. Through the Committee
on Professionalization of Supervisors and
Curriculum Workers, it can continue to
work with state units. In addition, the Asso-
ciation can develop materials to be used for
recruitment which would :re too expensive
for a state unit to prepare. For example, it
might produce a film which presents the
many roles a supervisor plays. It can en-

EL 23 (8): 623-25; May 1966
0 1966 ASCD

courage and support studies which might
give some direction in the selection process.

An ASCD affiliated unit can also pro-
vide much leadership within the state. It
can make annual studies of the supply and
demand of supervisors and curriculum work-
ers; it can encourage preparing institutions
and school systems to cooperate in identify-
ing, recruiting, and screeningmen and women
for these positions; it can assist in the devel-
opment of materials which describe oppor-
tunities in these fields; and it can help de-
velop ways of providing financial assistance
to those who need it.

Now is a time to re-file the old saw
so that it goes: "Those who can, do. And
those who do with unusual ability and insight
become leaders in supervision and curric-
ulum work."

Certification Requirements
for General Supervisors and/or Curriculum Workers

TodayTomorrow
H. IRENE HALLBERG

RECENT articles in this journal
have explored the meaning of professionali-
zation as it relates specifically to supervisors
and curriculum workers. Harold T. Shafer's
article in December looked backward to the
Flexner.Report on education in the medical
profession to gain a better perspective of

preparation in our own field. In Rowan-
netta S. Allen's article in January it was
apparent to the reader that the unique role
of the supervisor needs clarifying. The ap-
proach of defining the supervisor's role by
functions seems to offer promise. Maurice J.
Eash in the February issue presented criti-

H. Irene Hallberg, Staff Member, United Methodist Group Ministry of the Rogue River Valley,Medford, Oregon. In 1966, General Consultant, State Department of Education, Olympia, Oregon



cal issues found in the preparatory programs
for supervisors. Robert S. Thurman's ar-
ticle in April highlighted the need for iden-
tifying and selecting potential supervisors
and curriculum workers.

Another necessary criterion for a pro-
fession is the establishment of quasi-legal
policies and regulations which establish
minimum requirements for the certification
of individuals. These certification require-
ments affirm the individual's competency
and serve to regulate the quantity as well
as the quality. A profession must also have
the means for enforcing the professional
ethics and standards through provisions for
revoking certification for cause.

Certification requirements for general
supervisors and/or curriculum workers must
be strengthened if professionalization of this
category of educators is to be attained. A
study of the certification requirements for
supervisors and/or curriculum workers com-
pleted in 1964 revealed wide discrepancies
in these standards among the 50 states.
There was a total of 71 certificates for super-
visors and/or curriculum workers available
in 36 of the 50 states. Some certificates
entitled the holder to supervise at either the
elementary or secondary level, or both, with
a few certificates undesignated. Twelve of
these 71 certificates were for supervision of
special subject matter areas and two entitled
the holder to supervise- both general and
special subject areas.

Suggested Principles

If stronger certification requirements
are the hallmark of a profession, then cer-
tain principles should be developed. The
following are suggested:

1. Certification requirements should
give recognition to the unique role of the
general supervisor and /or curriculum worker
needed for today's schools.
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At present supervisors are certified
under the administrator's certificate in eight
states, while in one state the teacher's certifi-
cate was the basis under which the supervisor
worked. In another state, which had a cer-
tificate for supervisors, a supervisor could
actually work under any certificateteach-
er's, principal's, or superintendent's.

2. Certification should be based on the
development of a planned program by the
training institution, approved by the licens-
ing agent, the State Department of Education.

This planned program should provide
for a balance among theory, observation,
field work, and practice ha fesearch skills.

At present the supervisory programs of
the education institutions were approved in
13 states. However, it was not clear, from
the stated requirements, what the approving
agency was. In one state an internship was
required while another state had a permis-
sive program for internship.

In only one certificate was the phrase
"planned program" found.

3. Certification should be granted auto-
matically upon recommendation of the train-
ing institution when the planned graduate
program has been successfully completed.

At present, certification is generally
based on completion of cacrse work and
specified experience. However, 16 of the 71
certificates issued in 1964 had no major
courses required. Fifty-one certificates re-
quired courses in supervision, 32 certificates
required curriculum courses, and 24 certifi-
cates required courses in administration.

Eleven of the 71 certificates had no
experience requirements listed.

Over half of the 71 certificates required
teaching experience ranging from 2 to 5
years, 7 certificates required supervisory ex-
perience, and 3 called for teaching or super-
visory experience. The remaining certifi-
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cates called for various types of adminis-
trative experience.

4. The number of training institutions
should be limited in order to bring a bal-
ance between supply and demand to assure
an adequate program.

Two states have as many as 27 insti-
tutions offering classes needed to meet cer-
tification requirements for supervisors' cer-
tification. In another state (Kentucky) in
which there are 8 institutions offering course
work for supervisory certification, the sup-
ply is far in excess of the state's needs.

5. Certification requirements should
provide for continuing professional growth
and be issued for specified lengths of time.

Life certificates are lie recommended
unless there is some provision to assure
continuing professional growth, use of cer-
tificate, and revocation.

Forty-four of the 71 certificates had no ,.
requirements stated for renewal of the cer-
tificate. There were 8 certificates granted
for life, while 15 certificates were issued for
specified lengths of time, the range being
3 to 10 years. Of the remaining 4 certifi-
cates, each had a different requirement for
renewal.

Some certificates were renewable if
a certain specified number of class hours
had been earned. A few certificates were
renewable on evidence of professional serv-
ice and growth. (Several states had a re-
quirement of supervisory services within a
specified length of time to keep the certifi-
cate valid.) Only one state indicated that
the certificate could be revoked.

6. It is desirable to have both provi-
sional and professional or standard certifi-
cates.

The provisional certificate should be
for the beginning supervisor, have less strin-
gent requirements, and be valid for a limited
period of time.

A professional or standard certificate
should represent continued professional
growth, contributions to the profession, and
effective and efficient performance and be
valid for a longer period of time. Provigon
should be made for renewal of the latter
certificate as long as the holder meets the
requirements for it. Means for revocation
of either type of certificate on moral, ethical,
or professional grounds should be clearly
stated.

Among the 36 states issuing certificates
for supervisors, 12 have two types of cer-
tification for general supervisors.

7. In a society characterized by a high
rate of mobility, it would be desirable to
have reciprocity for the supervisors' certifi-
cates among the states.

This principle calls for appraisal of the
programs of the preparing institutions by a
national accreditation organization. .

The 1964 study gives no indication
that there is any degree of reciprocity of this
kind among the states.

The incongruence between the princi-
ples as stated and the findings in the 1964
study of certification requirements for super-
visors and/or curriculum workers drama-
tizes the great need for a concerted attack
upon the matter of the certification require-
ments in the 50 states.

We suggest the following questions for
study and action:

1. To what degree do the certification
requirements for general supervisors in your
state meet the principles as stated above?

2. After pinpointing the strengths and
weaknesses in the certification requirements
for general supervisors, what plan of action
would you devise?

3. What organization and/or persons
could be enlisted to strengthen the certifica-
tion requirements for general supervisors in
your state?
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Selection and Recruitment of Supervisors

JOHNNYE V. COX

SELECTION for leadership posi-
tions is an established and accepted pro-
cedure in business, industry, government,
education, and the other professions. The
selection processes vary in quality and effec-
tiveness from one of these groups to.another
and within segments or-divisions of each
group. On a continuum extending from
"poor" practices or processes to "good"
practices or processes, these parent groups
and division groups would probably be
located from one extreme pole to the other.
However, on a continuum describing effort
and progress in improving practices we
would probably find each large and small
group a considerable distance from the
"low" pole.

This activity to improve selection prac-
tices appears to stem from, or certainly to
include, a concept that "leaders are both
born and made." Stated differently, this con-
cept involves finding persons who have
already demonstrated leadership ability and
helping them to develop further these com-
petencies through programs designed espe-
cially for preparation for a specific task.
There is no longer a question of whether
there should be selection for leadership but
of how it should be done and who should
do it.

It is the purpose of this report to de-
scribe policies and practices of recruitment
and selection for supervision in Georgia as
they were originally established and as they
have been adapted to meet changing condi-

tions. A brief historical statement about the
development of the total supervisory pro-
gram is presented as background information.

The late 'thirties saw many educational
developments in Georgia take shape and
flourish. One of these developments was a
cooperative approach to the task of improv-
ing teaching and learning in Georgia schools.
It was believed by forward-looking educa-
tors of that time that providing supervisory
assistance for teachers in service would be
an effective approach to the task. However,
'to provide supervisory assistance for teach-
ers almost meant starting from the begin-
ning. At this time there were fewer than
six persons employed as supervisors in
Georgia schools. There was no program of
preparation for supervisors at any institution
in the state.

The Georgia Teacher Education Coun-
cil, an agency created in the early 'forties,
assumed the sponsorship of a program for
preparing school supervisors. An advisory
committee of the Council gave leadership
and direction in developing policies of the
program. A three-pronged approach was
made. Simultaneous activity was directed
toward (a) recruiting and selecting person-
nel to prepare themselves for supervisory
positions, (b) developing a program of edu-
cation for the selected persons, and (c) pro-
viding for the employment of these persons
in supervisory positions.

Recruitment for positions that existed
mainly in hopes and dreams demanded con-

Johnnye V. Cox, Director, Georgia Programs for the Education of Supervisors, University of
Georgia, Athens
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siderable enthusiasm, effort, and time. The
advisory committee of the Council assumed
major responsibilities for this task. Criteria
for selection were established. The com-
mittee was guided by the concept that if a
good teacher already exhibited good lead-
ership qualities this person could be helped
to become an even better teacher and leader.

Procedures

The criteria were informally stated and
informally applied. There was more con-
cern that the items on the list "fitted to-
gether" in a person than that they could be
identified within a person. The criteria in-
cluded such items as evidence (a) of lead-
ership among children and adults, (b) of
"getting along with" students, fellow teach-
ers, administrators, and people of the com-
munity, (c) that he likes teaching and that
he demonstrates effective teaching, and
(d) that he is tolerant and respectful of per-
sons with whom he differs. Evidence of
intellectual ability, emotional stability, and
social adjustment was sought. Chronologi-
cal age was not considered to be too impor-
tant but "age in spirit" was important.

The next task was to find teachers who
seemed to meet the established criteria. The
advisory committee assumed this responsi-
bility. Contacts were made with adminis-
trators, teachers, and other school leaders
to secure names of teachers who might be-
come prospective supervisors. Applications
for study in supervision were sent to the
prospects.

As applications were received visits
were made to the teachers by one or more
members of the committee for observation
of classroom procedures and for confer-
ences with the teachers and their associates.
Letters of inquiry were sent to other persons
who knew the teachers. Questions relating
to the criteria for selection were asked of
the teachers and of persons who knew them.

The materials about each prospective
supervisor were carefully reviewed by a
small group of the advisory committee. This
selection committee made recommendations
for approval or nonapproval. Invitations were
extended to persons who were recommended.
Other applicants were advised of the com-
mittee's decisions.

Needless to say, making these contacts
for recruitment was a time-consuming proc-
ess on the part of several personsespecially
for the Executive Secretary of the Council
and the chairman of the advisory committee.
However, making contacts for recruitment
provided opportunities for giving informa-
tion about supervisory services to adminis-
trators and teachers, thus assisting with
creating supervisory positions and with
placement of supervisory personnel. These
close personal contacts in the early years of
the program also helped many people to
become familiar with criteria for selecting
prospective supervisors.

Patterns of Selection Change

In these early years, by now the mid
and late 'sorties, the committee worked
toward recruiting, training, and placing in
employment about twenty persons each year.
As a general pattern these persons came into
the education program without a commit-
ment for employment. Again the advisory
committee gave assistance in this phase of
the program by helping administrators and
prospective supervisors to arrange inter-
views and visitations with each other. These
contacts usually resulted in employment for
the supervisor.

By the early 'fifties administrators and
other school leaders had been approached
many times for names of prospective super-
visors and had been asked for recommenda-
tions concerning them. These leaders had
become familiar with the selection criteria



and their recommendations were usually
quite valid.

This acquired competency on the
part of school leaders relieved the ad-
visory committee of making as many contacts
as formerly with the prospective supervisors.

Another change of practice caused a
shift of responsibility for selection for study
in supervision. In the early years of the
program most administrators made nomina-
tions of persons "to work in school systems
other than ours." As time passed and as
the program of supervision was recognized
for its merit, administrators began to nomi-
nate persons "to come back to our own
system." Generally these nominations were
made by teachers and administrators select-
ing a person or persons from their own
system "because they know us and our
situation."

The practice of presenting these nomi-
nations to the selection committee is con-
tinued. However, the committee does not
collect as much information as it previously
required. Only seldom does the committee
find much to question about a candidate
who has "passed the test" of being nomi-
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nated by his peers to be a supervisor in
that system.

Has the selection process broken down
or become weaker? The persons connected
with the Georgia program do not believe it
has. The selection procedures have been
shifted in part from a state educational
agency and institution to the local school
staff and administrators. These persons are
perhaps more concerned that the super-
visory personnel meet accepted criteria than
even are the members of the advisory
committee.

This shift in "who does the selecting"
has almost eliminated the need for seeking
and creating positions for employment. It
is seldom that a person who enters the pro-
gram of preparation has not already been
selected for employment.

This report has discussed "selection for
supervision" from the standpoint of "selec-
tion for study in supervision." This is the
point at which selection is made in the
Georgia program. Selection for employment
presents no problem if selection is made at
entry of study or preparation for super-
vision.

Professionalization of
Supervisors and Curriculum Workers

BARBARA A. HARTSIG

WITH the recent increase in the
need for supervisors and curriculum workers,
superintendents and personnel officers in
many school districts have been asking such
questions as, "Where can we find persons

for these positions? What qualifications
should we look for? What preparation can
we expect them to have?" Naturally, the
Association for Supervision and Curriculum
Development, the only organization for all

Barbara A. Hartsig, Professor of Education, California State College at Fullerton



78 Supervision: Emerging Profession

supervisors and curriculum workers, is ex-
pected to provide answers to these inquiries,
to give assistance in the search for qualified
supervisors and curriculum workers, whether
for positions in general areas or in special
and subject fields. Supervisors and curricu-
lum workers too are interested in the prob-
lem of professionalization in order to im-
prove the quality of their services.

To help supervisors and curriculum
workers focus on the problem and decide
on a course of action the ASCD Committee
on Professionalization of Supervisors and
Curriculum Workers has studied the situa-
tion.

During the past year members of this
Conimittee have presented seven articles in
Educational Leadership under the heading
of "Issues in Prof essionalization." In four
of these articles the point was made that if
supervisors and curriculum workers are to
improve the quality and quantity of their
services they must work toward defining
their roles and functions, developing pro-
cedures for selection and recruitment, estab-
lishing preparatory programs based on re-
search findings and best available knowl-
edge, and securing appropriate certification
requirements.

In other articles, ways by which the
medical profession proceeded to -profes-
sionalize itself were described, steps taken
by the Georgia Teacher Education Coun-
cil to professionalize supervisors in that
state were presented, and the work that
ASCD has done in the area of profession-
alization of supervisors and curriculum
workers was reviewed.

What must all supervisors and curricu-
lum workers do if the goal of their profes-
sionalization is to be achieved? This con-
cluding article in the series attempts to
summarize the preceding articles and work-
ing papers of the Committee and to point
a direction for the profession.

Characteristics of a Profession

Shafer I set forth the following factors
as characteristics of a profession: specific
entrance requirements, preparatory training,
field experiences, certification standards, and
ethical practices all of which are controlled
and policed by the membership. A brief
examination of the ways the profession of
supervisors and curriculum workers meets
these criteria and some suggestions of steps
to be taken are given below.

Entrance Requirements. At the present
time there appear to be no specific require-
ments for admission to the profession, but
rather "there are only two kinds of selec-
tion procedures being carried on in most of
the preparing institutions. One is self selec-
tion . . . [The other is] to meet the general
requirements for admission to graduate
study." 2 Such procedures certainly are in-
adequate and inappropriate for a profession.

Identification of prospective supervisors
and curriculum workers should be the re-
sponsibility of individuals in school systems
and in preparing institutions. Preparing in-
stitutions, in cooperation with school dis-
tricts, should develop a plan for selective
admission and retention of persons of pro-
fessional promise. Standards for selection
and in preparing institutions. Preparing in-
vious academic and professional preparation,
commitment to professional goals, and in-
tellectual ability. Only those who are ad-
mitted to the program should be permitted
to study in the program.

Preparatory Training and Field Experi-
ences. Currently preparatory programs for
supervisors and curriculum workers are ex-

1Harold T. Shafer. "What Does the Flexner
Report Say to ASCD?" Educational 'Leadership
23 (3): 235; December 1965. 1.

2Robert S. Thurman. "Identifying Potential
Leaders for Supervision and Curriculum Work."
Educational Leadership 23 (7): 589; April 1966.



tremely varied and appear to reflect the lack
of agreement on professional role. "Some
curriculum and supervisory programs paral-
lel almost exclusively the programs for
school administrators; others do not define
any specific program; some mandate spe-
cific courses, others outline broad experi-
ences, or attempt to predict programs on
desired behavioral outcomes."3

Even though extensive research is
needed to determine the nature of effective
preparatory programs for supervisors and
curriculum workers, there are some guide-
lines which are recommended at the present
time. In preparatory programs sufficient
opportunities should be provided to develop
a broad orientation to educational and social
theory, learning theory, personality theory,
and research design. Preparatory programs
also should provide a background of knowl-
edge in the related areas of educational ad-
ministration, guidance, pupil personnel, and
measurement and evaluation.

In addition, a student preparing for
supervision or curriculum work in a special
or subject area should have advanced work
in that area. The professional sequence
should demand a minimum of two years of
study beyond the bachelor's degree and
should combine formal academic classwork
with supervised field experience, a combina-
tion which bears a rather direct relationship
to demands that all supervisors or curricu-
lum workers will face. It is highly recom-
mended that the number of preparatory
institutions be limited in order to bring a
balance between supply and demand and to
assure adequate programs.

Certification Standards. Through certi-
fication a profession sets about to eliminate
the incompetent from its ranks and to in

Maurice J. Eash. "Preparatory Programs for
Supervisors." Educational Leadership 23 (5): 359;
February 1966.
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crease the competency of those admitted to
the profession. Certification requirements
are extremely varied from state to state.
A 1964 survey revealed that in 36 of the 50
states there were 71 certificates for super-
visors and curriculum workers and that, of
the 71 certificates, twelve "were for super-
vision of special subject matter areas and
two entitled the holder to supervise both
general and special subject areas."4 With
not quite three-fourths of the states requir-
ing some kind of certification for super-
visors and curriculum workers, there is
much to be done if professionalization is to
come about. Of course, certification in
itself is not enough. The requirements for
the certificate must be evaluated too.

Certification must reflect the role and
function of supervisors and curriculum work-
ers and should be based on a preparatory
program developed by a college or univer-
sity in cooperation with school districts and
approved by the state department of edu-
cation. In the article already mentioned,
Hallberg enumerates seven principles to
consider in establishing and revising certi-
fication requirements.

Ethical Practice. In the establishment
of certification requirements, provision must
be made for the profession to enforce pro-
fessional ethics and standards. Provisions
should exist to revoke a certificate when
the profession has determined that an indi-
vidual does not meet established criteria.
Reasons for revocation would include: in-
ability to perform competently, personal
behavior detrimental to the profession,
and/or professional behavior in conflict with
an established code of ethics.

From its study of the professionaliza-
tion of supervisors and curriculum workers,

411. Irene Hallberg. "Certification Require-
ments for General Supervisors and/or Curriculum
Workers TodayTomorrow." Educational Leader-
ship 23 (8): 623-24; May 1966.
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the Committee found that some criteria for
a profession seem to be met in part but not
enough to assure qualified and competent
supervisors and curriculum workers. This
certainly means that the profession has much
work to do.

Concern of the Profession

In establishing entrance requirements,
preparatory programs, and certification
standards, reference is frequently made to
the nature of the work of supervisors and
curriculum workers, and to the tasks that
they perform. The roles and functions of
supervisors and curriculum workers deter-
mine to a large extent who enters the pre-
paratory program, the nature of that pro-
gram, and the license to be received. It
follows then that a study of the roles and
functions is imperative. It is an essential
first step. Allen points out, though, that
these roles and functions keep changing, that
during the decade from 1955 to 1965 there
appeared to be "more persons involved [in
supervision], more ways of getting supervi-
sion done, and more inherent problems" than
during the previous ten years.5

This would make it impossible to out-
line once and for all the duties of super-
visors and curriculum workers. Rather, it is
necessary that roles and functions be exam-
ined periodically and systematically in order
to modify and change selective procedures,
preparatory programs, certification stand-
ards, and in-service programs to be sure
that supervisors and curriculum workers can
carry out the tasks facing them and can
function in new roles as these emerge. This
is no small task, but it is an important one,
one which all supervisors and curriculum
workers, whether field persons or college
persons, whether generalists or specialists,
must face.

5 Rowannetta S. Allen. "Role and Function
of Supervisors and Curriculum Workers." Educa-
tional Leadership 23 (4): 332; January 1966.

The Committee on Professionalization
of Supervisors and Curriculum Workers will
attempt to give leadership in the matter of
professionalization through (a) publication
of a booklet dealing with major areas of
concern in professionalization; (b) prepara-
tion of a list of recommendations in the
areas of role, selection, preparation, accredi-
tation, and certification; (c) development of
a working kit for use by state units; and
(d) regional conferences for chairmen of
state professionalization committees. Upon
the request of unit presidents or chairmen of
state committees on professionalization of
supervisors and curriculum workers, mem-
bers of the ASCD Committee will be willing
to assist affiliated units in an attempt to
bring about professionalization of super-
visors and curriculum workers in their states.
Names of ASCD Committee members are
listed at the conclusion of this article.

If complete professionalization really
is to come about, however, each affiliated
unit and each member of ASCD will need
to assist. Only through a united and con-
certed effort of all can the professionaliza-
tion of supervisors and curriculum workers
be accomplished.

ASCD Committee on Professionalization
of Supervisors and Curriculum Workers

Harold T. Shafer, Wyckoff Township
Public Schools, Wyckoff, New Jersey, Chair-
man; Marion Beckwith, Montgomery County
Schools, Silver Spring, Maryland; Leo Black,
Colorado State Department of Education,
Denver; Ben Harris, University of Texas,
Austin; Barbara Hartsig, California State
College at Fullerton, Fullerton; Fred Ed-
monds, University of Kentucky, Lexington;
Bernard Kinsella, Pittsford Central School,
Pittsford, New York; John Prater, Maywood
Public Schools, Maywood, Illinois; J. T.
Sandefur, Kansas State Teachers College,
Emporia; Robert Thurman, University of
Tennessee, Knoxville; Roy Wahle, Bellevue
Public Schools, Bellevue, Washington. 0
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How Is Supervision Perceived?

CAROLYN Guss

WHAT should be the function of
supervision? What duties performed by
supervisors are being noted? Of these,
which are the most important and which
are the least important? How can the effec-
tiveness of supervision be improved?

These questions, among others, have
been and are of great interest to supervisors
themselves. They are likewise of concern
to college and university faculties respon-
sible for educating future supervisors and,
in some degree, to the persons who are
affected by the process of supervision
namely, teachers, pupils, parents, and other
members of the community. Answers have
been sought by various methods. These
answers should prove helpful in clarifying
the role of supervision and contributing to
its improvement. A need for answers to
these questions was one of the reasons why
the Indiana ASCD undertook a three-year
study of perceptions of supervision.

Psychological research and theory have
indicated that an individual's behavior is
determined largely by the individual's per-
ception of himself and his role and that the
expectations of others create, in part, this
self-image which directs behavior. It seemed
reasonable, therefore, that answers to these
questions would lie, in part, in perceptions
held by supervisors themselves and by others
of the role of supervision.

The Research Committee of the Indi-
ana Association for Supervision and Cur-
riculum Development, therefore, decided to

derive whatever answers it could to the fore-
going questions from replies received from
six groups of persons. Members of these
groups were considered influential in cre-
ating the expectancy level for school super-
visionschool administrators, principals,
university faculty members in schools of
education, parents, supervisors, and teachers.

A Perception Study

The idea of a perception study of
supervision was approved by IASCD. Mem-
bers were given a questionnaire asking them
to suggest areas of knowledge or areas of
function which might be determiners of
how supervision was being perceived.

An opinionnaire was constructed on
the basis of suggestions received from the
IASCD membership. Also considered were
the findings of six doctoral researchers,2 a
Ball State Teachers College committee, a
previous IASCD research committee, and
several school city committees that had in-
vestigated various facets of the subject
within the preceding five years. The instru-

1 Carolyn Guss served as Chairman of the In-
diana ASCD Research Committee which conducted
the study reported in this article. Members of the
committee included Daisy Jones, Director of
Elementary Education, Richmond Public Schools;
Joseph C. Payne, Surervisor of Educational Re-
search, Indianapolis Public Schools; and Doris
Young, Associate Professor of Elementary Educa-
tion, Purdue University.

'These researchers were: Lucy Bachman, R.
Burdett Burk, Agnes Dodds, Joe Lowe, James
Mitchell, and Wayne Palmer.

Carolyn Guss, Professor of Education, Indiana University, Bloomington
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ment was deliberately developed as an open-
ended, very broadly conceived, short and
succinct device in order not to prestructure
the replies. It was tried out experimentally.
On the basis of the report on the pilot study,
the committee was instructed to proceed.

Copies of the opinionnaire were sent
to a random-stratified sample of 50 persons
in each of six groups in Indianaadminis-
trators, principals, faculty members teaching
elementary and secondary education courses,
parents, supervisors, and teachers. Over
50 percent of the administrators and super-
visors returned completed opinionnaires.
Only 16 percent of the parents responded
with replies that were sufficiently complete
to be included. Twice as many replied but
dict not attempt to answer the questions,
indicating that they did not feel qualified
to do so. Replies from the other three
groupsprincipals, faculty members, and
teacherstotaled 28, 21, and 14 respec-
tively. Thus 139 completed replies were
received in response to the 300 requests.

Analyzing results was no small task.
As indicated earlier, the instrument was un-
structured. The committee members found
themselves with a vast array of replies vari-
ously worded and ranging from very broad,
all-inclusive comments to very specific, nar-
rowly structured responses. Decisions had
to be made. Insofar as possible, grouping
of replies was based upon careful judgments
and not on arbitrary decisions. It must be
admitted, however, that the lines of de-
marcation and shades of meaning were not
always clear. Whether the differences were
a matter of semantics or of meaning con-
stantly plagued the committee.

Findings

The following findings represent an
effort at objectively and accurately analyzing
and summarizing the thousands of individual

replies in the raw data. Statements reported
as being held by the group were made by
more than 40 percent of the respondents.
Those reported as representing a minority
point of view were held by less than 10 per-
cent of the respondents.

Functions of Supervision. The ques-
tion of what should be the functions of super-
vision was designed to elicit philosophical
speculation from the six groups. Functions
mentioned by a majority of respondents
were:

Develop curriculum to meet the needs of
the community

Help teachers achieve the most effective
learning environment

Improve instruction

Inspire teachers

Render expert advice concerning methods
and materials

Serve as consultant or coordinator.

Duties Being Performed by Supervisors.
The second question was intended to find
out what the six groups of respondents per-
ceived as the duties that were being per-
formed by supervisors. Whether or not
supervisors in Indiana are actually doing
these things is speculative. The study, how-
ever, shows that a representative sampling
of professional and lay persons concerned
with supervision believe they are perform-
ing these duties:

Compiling library and audio-visual ma-
terials

Giving professional advice and assistance
to teachers

Improving the curriculum

Taking care of paper work

Testing and evaluating.

Most Important Contributions of the
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Supervisor. Here again a wide range of
value judgments was expressed. The con-
tributions of supervisors considered most
important were :

Help teachers, especially new ones, im-
prove classroom instruction

Hold individual conferences with teachers

Provide teacher guidance and improve
morale

Serve as leader in curriculum develop-
ment.

Least Important Contributions of the
Supervisor. It should be noted that 40 per-
cent of the parents replying to the question-
naire did not answer this question. Several
wrote, in effect, that they considered every-
thing supervisors do as important. The fol-
lowing contributions were considered least
important:

Creating an unnatural situation in the
classroom

Doing the teacher's work

Evaluating teachers (checking up, in-
specting)

Performing clerical jobs (ordering, count-
ing, delivering)

Writing reports and keeping records.

Recommended Improvement in Super-
vision. This question received more indi-
vidual replies than any other. Perhaps it is
human nature to seize an opportunity to tell
others how to do their jobs more effectively.
It may be, however, that improvement is
needed. Suggestions for improvement in-
cluded:

Create a better understanding between
teachers and supervisors

Define goals of supervision more clearly

increase clerical assistance to supervisors

Increase number of supervisors; i.e., de-
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crease number of teachers and classrooms per
supervisor

Describe more specifically the role of
supervisor

Raise training and salary standards.

Supervision Defined. Some may be-
lieve that the sixth question should have
been first. The committee held that re-
spondents should give their definitions of
supervision last. On the basis of having
answered the first five questions, respond-
ents had done some critical thinking about
supervision before giving their definitions of
supervision as a process of:

Observing, evaluating, and implementing
the educational process

Improving instruction by working with
teachers

Directing the curriculum

Cooperating in providing a wholesome
learning environment for children

Critically evaluating and directing edu-
cation

Overseeing, checking, comparing, and
helping.

Functions of
Supervision

A single study, of course, can answer
only a few of the questions asked. We be-
lieve, though, that this study has served to
give supervisors an insight into how their
work is perceived by a number of groups
which affect or are affected by the work of
the supervisor. Wherever this perception
agrees with the picture supervisors hold as
their ideal, supervisors may feel safe in con-
tinuing the same principles of supervision.
Wherever these perceptions vary from the
ideas expressed, supervisors may wish to
consider how to function so that their work
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will be perceived more nearly in terms of
their objectives. Following are brief sum-
maries of the replies by the six groups of
respondents:

Administrators: The function of super-
vision is that of improvement of instruction.
The most important contribution is curricu-
lum development. Goals of supervision
should be more clearly defined so that super-
visory effectiveness can be improved.

Principals: The function of supervision
is that of helping the teacher achieve the
most effective learning situation. The least
important contribution is that of doing the
teacher's work, and the effectiveness of
supervision would improve if there were a
oetter understanding between teachers and
supervisors.

University Faculty: The function of
supervision is to facilitate the work of teach-
ers and help improve the learning situation;
emphasis should be placed on curriculum
development, mechanical routine activities
must be de-emphasized or completely
dropped. Supervisors should be mightily
concerned with the human relations role
they play and the human powers they wield.
They should be trained and inclined to help
teachers reach their highest potentials.

Parents: In replies from parents, four
functions of the supervisor received equal
emphasispassing on new materials and
methods to teachers, visiting classrooms,
supervising teachers, and developing a cur-
riculum to meet the needs of the community.
Teacher guidance and assistance is their
most important contribution. Generally
there were no suggestions for improvement
and the more common definition of super-
vision was to oversee, check, compare, and
help.

Supervisors: The function of supervi-

sion is helping teachers to improve instruc-
tion. The individual conference with the
teacher is very valuable, while clerical jobs
are least important. Suggestions for im-
provement include more clerical help, more
supervisors, and closer relationship between
supervisors and principals.

Teachers: They tended to want to avoid
being the object of supervision. Some of
them considered supervision as an attack
on them personally. Others thought of
supervision as a program dealing with mate-
rials, ideas, and schedules rather than with
the teaching-learning situation as it affects
personal relationships.

To inspire teachers and to improve
morale were given as functions and contri-
butions of supervision. This aspect of super-
vision, however, was not recognized by
respondents as being performed. In the
opinion of the committee, herein lies one
of the most significant implications for pos-
sible behavioral changes on the part of
supervisors.

Just as the role of the classroom teacher
is changing, because of such factors as mod-
em technology being applied in the class-
room, various sized groups and types of
groupin- being used throughout the school
day, an increasing amount of information to
be conveyed to an increasing number of
students, so the role of the supervisor is
changing. Recurring references to improve-
ment of the curriculum, community needs,
evaluation, creating a better understanding,
and raising standards suggest a very impor-
tant implication of the studysupervisors
cannot perpetuate the status quo, they must
be sensitive to changes, and must be pre-
pared to help teachers adjust to change.
They must instill in teachers a desire and
a zeal to dig deeper, to extend their hori-
zons, and to advance the frontiers of
knowledge. 0
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EL 19 (2): 131-38; November 1961
© 1961 ASCD

The Supervisor at Work

JOHNNYE V. COX

MOST studies of supervision de-
scribe this work as it is perceived by an
observer. There is a trend, however, in re-
cent studies for the supervisor himself to be
one of the observers of the supervisor's
behavior. Moreover, as supervisors research
the role of the supervisor they are involving
more and more people in the process of
cooperative research. This research is di-
rected toward action for clarifying and im-
proving the services of the supervisor. Such
trends are evident in the studies described
here. Implications of these studies for the
supervisor are also evident. However, in
each study reviewed some of these implica-
tions are made explicit.

The Supervisor's Role

The role of the supervisor, as perceived
by the supervisor and the principals and
teachers with whom the supervisor works,
was described and examined in a recent
study by Cox and Lott (1). A 0-Sort of
100 behaviors of the supervisor was used
to make the descriptions. An analysis was
made of these descriptions in terms of the
"most liked" and "least liked" behaviors of
the ideal supervisor.

Each group of respondents ranked
highest those behaviors which relate to be-
lief in people, acceptance of contributions
of each child and teacher, and respect for
individual differences of teachers. There was,
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however, a lack of agreement about some of
the behaviors ranked high by the different
groups. Supervisors indicated with a high
rank that cooperative efforts of a group are
more effective than efforts of individual
members. Principals regarded this behavior
as of much less importance, while elemen-
tary teachers ranked it even lower. Second-
ary teachers did not place this behavior
among the "most liked" behaviors.

Principals and elementary and second-
ary teachers placed considerable significance
upon the supervisor's "having the know-
how and giving it to teachers." The super-
visors placed this behavior very high in the
"least liked" behaviors. Supervisors con-
sidered cooperative formulation of policies
and plans as a very significant behavior and
the other respondents gave it no place among
the "most liked" behaviors.

The behaviors ranked lowest by each
group of respondents were stated as follows:
"Discusses freely teachers' problems with
outsiders"; "points out specific teacher's de-
ficiencies to help another teacher"; "feels
that he is fully capable of doing a good job
independently of help from others"; "makes
the decisions and tells the staff what to
do"; and "questions the authority of the
principal."

Supervisors placed "having know-how
and giving it to teachers" and "saving time
by telling the group the right answers" quite
high in the "least liked" behaviors. Other

Johnnye V. Cox, Director, Georgia Program for the Education of Supervisors, University of
Georgia, Athens
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respondents gave these behaviors no place
among the "least liked" behaviors. Re-
spondents ranked quite high in "least liked"
behaviors the supervisor who always agrees
and who feels that he is rejected by the
group. The supervisors gave these behaviors
no place in the "least liked" behaviors.

The areas of agreement in "most liked"
and "least liked" behaviors indicate there is
much common ground and much overlap-
ping of basic human values among the
groups. With these human values in com-
mon, other differences tend to be minimized.
The differences in opinion revealed in this
study were, for the most part, in terms of
specific ways of working. An awareness of
the areas of agreement and lack of agree-
ment should be helpful to supervisors in all
endeavors of curriculum planning, develop-
ment, and research.

Services Rendered by Supervisors

To make a study of the services ren-
dered by supervisors to teachers, principals,
and superintendents, Manley involved a rep-
resentative number of persons from each of
these four groups (2).

A two-part questionnaire was devel-
oped to secure information from the re-
spondents. Part I consisted of 26 statements
describing services performed by supervisors.
Although not so designated in the question-
naire, the items were selected to represent
four categories of supervisory services:
(a) Improving teaching methods and tech-
niques; (b) providing leadership services;
(c) providing for in-service growth; and
(d) fostering good human relationships.

Respondents indicated, on a three-point
scale, the extent to which each service had
been rendered by the supervisor. In an-
other column the respondents indicated,
also on a three-point scale, the benefit de-
rived from the service.

Part II of the questionnaire consisted
of two questions: "What services, not in-

eluded in Part I of the questionnaire, do
you think supervisors perform?" "What
additional services would you like super-
visors to perform?"

The services which supervisors ren-
dered most often, as seen by teachers, prin-
cipals, and superintendents, fell into two of
the four categories of service included in
the questionnaireservices which relate to
providing for in-service growth and services
which foster good human relationships.
Each of the three groups gave highest rank
to "attending meetings of professional or-
ganizations." Each group gave second, third,
or fourth place to these items: "Demon-
strating a personal interest in the welfare
and happiness of all teachers"; "recogniz-
ing progress, commending and encouraging
teachers"; and "working on committees in
professional organizations."

The supervisors placed in the four
highest positions items relating to their con-
cern for and work with teachers. The items
were: "Recognizing progress, commending
and encouraging teachers"; "demonstrating
a personal interest in the welfare and happi-
ness of all teachers"; "listening to the com-
ments, opinions, and suggestions of all co-
workers"; and "working with teachers in
evaluation and selection of instructional ma-
terials." Supervisors ranked sixth the service
ranked first by teachers, principals, and
superintendents.

The four responding groups were in
agreement that the most beneficial services
rendered by the supervisors were in the
area of human relations. They identified
these most beneficial services as "recogniz-
ing progress, commending and encouraging
teachers"; and "demonstrating a personal
interest in the welfare and happiness of all
teachers." It is significant that although
teachers, principals, and superintendents
"saw" the supervisor most frequently as at-
tending professional meetings they did not
rank this service as very beneficial.

Responses to Part II of the question-
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naire supported the services listed in Part I.
The respondents wanted more supervisors
with more time to do more of the services
which they already do. There are implica-
tions for the supervisor in that two major
categories of supervisory service were not
included in services rendered most often
and that services in only one area were de-
scribed as highly beneficial to teachers, prin-
cipals, and superintendents.

Major Problems of Supervisors

To determine major problems of super-
visors and the causes of these problems,
Turpin (3) asked 96 supervisors to respond
to the following two-part directive: Part I:
"List as rapidly as they occur to you all the
things that bother you about doing your job
as a supervisor. Do not evaluate these items,
do not try to determine if they are 'accept-
able' things to list. Just list them as they
come." Part II: "Set aside a time in which to
examine the problems that you have listed.
Try to reason out why these problems or
situations' bother you. Write out your rea-
sons or hunches about each problem."

Turpin classified the problems stated
in Part I into 21 categories. For purposes
of this report some of the categories are
combined. This regrouping indicates that
supervisors' problems may be classified as
follows (the number in parentheses refers to
frequency of response expressed in percent):

Insufficient time to render all supervisory
services in a satisfactory manner (20% ); un-
favorable attitudes of teachers and princi-
pals toward change (16% ); insufficient money
for travel, study, and materials (15 %) ; inse-
curity due to lack of role clarification and scope
of the job (14% ); inability of the supervisor
to organize himself and others for most effec-
tive work (9% ); inadequate clerical assistance
and work space in office (9% ); communica-
tion difficulties with general public, the State
University, State Department of Education and
the local board of education (8% ); miscel-
laneous (9%).
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It might appear from the statement in
Part I of Turpin's directive that respondents
would include problems of little significance
in their lists. However, the responses of
Part II of the directive did not support this
hunch. In general the supervisors were very
deliberate in their own hunches about the
problems.

Supervisors state that the causes of
their problems are interrelated. The super-
visor's role is not clear to himself or to those
with whom he works. The scope of the job
is large, the responsibilities are numerous,
and there is insufficient time to accomplish
all tasks involved in the job. Funds for
clerical assistance are limited and super-
visors must take time from professional tasks
to perform clerical tasks. Frustration and
feelings of guilt occur when supervisors are
unable to provide as much help to individual
teachers or school faculties as they desire.
These conditions present a picture which is
a vicious circle and demands the attention
and study of administrators and ethers in
local and state programs of administration
and supervision.

Self-Evaluation of the Supervisor

The procedures and activities which a
beginning supervisor used to record and
evaluate her own experiences have been
adapted and developed into an instrument
for the use of beginning supervisors (4).

During her first year as a supervisor,
Brannen kept a diary of each day's activi-
ties. She recorded the activities engaged in,
described her feelings about these activities,
and summarized and evaluated these activi-
ties by recording the time spent in each
major supervisory function. She used a re-
port form entitled, "How I Spend My Time,"
for the daily summary. She attached to the
diary copies of all communications to prin-
cipals, consultants, and others which related
to her work as supervisor. She kept com-
munications and proceedings of committee

1
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meetings, grade meetings, and local, district,
and state conferences.

Once each quarter she prepared de-
scriptive and evaluative materials for study
at a conference with other beginning super-
visors. At the end of the year she made a
self-evaluation of her competencies in super-
vision. As a basis for this evaluation she
used an instrument entitled, "Guide for De-
termining Status of the Supervisor."

A final evaluative activity was the
preparation of a summary of the year's ac-
tivities. The summary was made available
to all teachers, principals, and other school
personnel. Accompanying the report was
a questionnaire for evaluating the work of
the supervisor.

The "Instrument for the Use of the
Beginning Supervisor" is actually a guide-
book. It includes excerpts from the diary,
descriptions of the many activities in which
the supervisor engaged, and a comprehen-
sive evaluation of the supervisory proce-
dures. The instrument or guidebook could
be used as resource material by any super-
visor or curriculum worker for descriptions
of supervisory procedures that have been
tested and found to be effective.

EL 20 (3): 211-17; December 1962
1962 ASCD
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Instructional Improvement:
Considerations for Supervision

WILLIAM H. Luck)

IN THE past few years many of
the current forces affecting schooling have
been described or defined in numerous pub-
lications (2, 4, 12, 15). Those persons

accountable for instructional improvement
are actively aware of the new and powerful
ideas and forces requiring their attention.
Increasingly, it is evident that the kind and
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quality of instructional improvement will de-
pend in large measure upon the extent to
which these new ideas are grasped and put
to use, hypotheses tested, and results evalu-
ated in schools Throughout the country
(1:5-24; 7:17).

Presently the focus appears to be on:
(a) examination of the nature and structure
of knowledge in the disciplines (3, 5, 9, 16,

17, 18); (b) better operational definitions
of the objectives of learning and teaching
and proposals for more precise ways of eval-
uating outcomesboth stemming, in part,
from research in programmed learning and
automated teaching (6, 11, 14, 21); (c) a
redefining of the essential tasks of schooling
(3, 13, 15, 17); and (d) new strategies any'.
tactics for effecting instructional change
proposals growing out of the studies of or-
ganizational behavior (10, 13, 20).

A brief analysis of the development of
modem supervision may help to place pres-
ent practices in perspective and pinpoint
some requirements for supervisory action
(13). Since the turn of the century various
patterns of thought have characterized gen-
eral supervisory practices in instructional
improvement. These practices have not
always been effective in achieving the objec-
tives of the school. Shaftel (19) has noted
the long-existent hiatus between the school's
stated objectives and its practices, attributing
the gap, in part, to the lack of a systematic
theory of action.

In the first quarter of the century a
classical view of man and institutions domi-
nated school supervision. Generally teachers
were closely directed and required to carry
out practices determined by administrative
personnel. Though "technical specialists"
began to appear, as new subjects were
added to the curriculum, supervisory respon-
sibility for instructional improvement con-
tinued to be viewed as an arm of adminis-
tration primarily concerned with holding
teachers to certain standards of perform-
ance. Later, influenced in part by the scien-

tific management movement, "scientific su-
pervision" developed, and emphasis was
placed on measurement, testing, and the
setting of standards to be attained by pupils
and teachers. The task of supervisors in this
view was to discover "laws" of teaching and
learning .and require teachers to apply these
laws under direction.

Starting with the 1930's, attention was
given to human relations or group process
techniques as a way of influencing personnel
toward instructional change. Manipulative
techniques were more often emphasized
than theoretical constructs in working with
groups and individuals. Supervisors found
themselves depending upon personalized ap-
proaches, using various techniques, prescrip-
tions, and maxims to persuade, influence, or
direct others toward the school's goals.
While the use of human relations techniques
in working with groups and individuals did
take into account the feelings and motives
of teachers and supervisors and was prob-
ably appropriate to some areas of action, not
enough attention was given to individuals'
properties as reasoning human beings and the
application of rational thought to problems
requiring intellectual attack (10:50; 13).

Further, because the supervisory proc-
ess was not always well-defined, many super-
visors engaged in tasks primarily the respon-
sibility of other organizational agents. As
Skinner (21:377) has noted, solutions to
problems revolving around questions of bet-
ter salaries, improved physical plant, up-
dating textbooks and teaching materials, and
ability grouping may often be accomplished
without much knowledge about teaching or
learning. "In short there is a general neglect
of educatiOnal method" (21:378 ). Super-
visors served more as technicians minister-
ing to the equilibrium of an organization
than as leaders with vision and ability to
predict and test the consequences of their
proposals (13 :vi)

A current view would hold that the
main task of supervision is to answer the
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question of who shall make decisions de-
termining the kind of knowledge, skills,
and attitudes to be fostered in schools
(13:11-12). Supervisory action requires a
more inclusive or supplementary approach,
recognizing the importance of both mecha-
nism and morale, yet taking into account the
importance of cognition and the application
of rational and practical intelligence in
effecting improvement in schools (13). New
analyses and interpretations of the structure
of knowledge and contributions from learn-
ing theory (5, 16, 17, 18, 22) require that
instructional efforts be directed toward new
ends. Supervisors and teachers will need to
develop the intellectual content of their tasks
and to acquire the necessary theories with
which to relate particular consequences to
the conditions which produce these conse-
quences (5, 13). Instructional improvement
is a global endeavor requiring all persons
responsible for change to make rational
choices. Supervision can thus be considered
a dimension of behavior in many positions
and involves: (a) "the determination of ends
to be sought, (b) the design of procedures for
effecting the ends, and (c) the assessment
of results" (13:46). Supervisory roles
at any level require: "a clear perspective of
the school's goals, awareness of its resources
and qualities, and the ability to help others
contribute to this vision and to perceive and
act in accordance with it" (13:46).

Contemporary theories of organization
indicate that individual members of organi-
zations have limits placed on their knowl-
edge and capacities to analyze and solve
problems, since no one individual can en-
vision all the consequences of any particular
task. "To the extent that these limits are
removed, the administrative organization
approaches its goal of high efficiency. . . .

administrative theory must be interested in
the factors that will determine with what
skills, values, and knowledge the organiza-
tion member undertakes his work" (20:39).

It is incumbent upon those accountable for
instructional improvement to develop "the
ability to see the enterprise as a whole"
(8:68) and provide the kind of direction
which helps teachers toward behavior re-
flecting and implementing the mission of the
school.

Supervisory techniques for making
teacher behavior more rational, that is, more
consistent with the schools' goals, have been
proposed (13:15) :

1. Divide essential work among teachers,
thus focusing their efforts on immediate tasks.

2. Establish standardized practices which
relieve the teacher of having to make minor
choices remote from or indirectly related to
instructional goals.

3. Provide expert help from many
sources, yet center the decision-making function
in one person when conflicts must be resolved.

4. Utilize "influence systems" such as in-
service education programs, seminars, or study
groups for developing teachers' commitments
to the objectives of the school. Place emphasis
on dedication to the overall mission of the
school rather than to a teacher's subject field
or to a particular service. Communicate exactly
how the instructional objectives of the school
relate and contribute to each teacher's own
professional goals.

5. Recognize that changes are more read-
ily accepted when programs are altered gradu-
ally and systematically, thus enabling individu-
als to see more clearly their own roles in
innovation.

6. Make school objectives so explicit,
definite, and operational that exact assessments
of their attainment are possible.

This last proposition deserves some
amplification. More precise ways of speci-
fying behavioral objectives for learning are
growing out of the research on programmed
learning (6, 14). Viable techniques for de-
scribing intended outcomes of learning, sys-
tematically ordering learning opportunities,

r
i
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programming the explicit and sequential be-
haviors required, and assessing the degree of
terminal behavior are now available for ap-
plication to instructional problems (6). Be-
cause research in programmed learning pro-
vides the theories and techniques to examine
what is to be taught, how it will be taught,
and to assess predicted effects, instruction
should benefit.

The persistent questions regarding the
value of one instructional practice or process
over another may be answered better by
testing hypotheses developed from systematic
theories than by dependence upon blind
faith in a particular r ctice. "No enter-
prise can improve itself very effectively with-
out examining its basic processes" (21:378).
Widespread experimentation in the labora-
tory of the school to test theories, proposi-
tions, and techniques should focus attention
on, and provide better answers for, the
generic problems of instruction. Skinner, in
discussing the study of teaching machines,
indicated the importance of applying the
findings of basic science to instructional
problems:

. . . more than half a century of the self-
conscious examination of instructional proc-
esses had worked only moderate changes in
educational practices. The laboratory study
of learning provided the confidence, if not
all the knowledge needed for a successful in-
strumental attack on the status quo. Tradi-
tional views may not have been actually wrong,
but they were vague and were not entertained
with sufficient commitment to work substantial
technological changes (21: 398).

The responsible roles for persons en-
gaged in the improvement of instruction
have been competently examined in the 1960
ASCD Yearbook. A quotation from this
source may serve as a conclusion:

. . . if teachers, principals, supervisors,
curriculum workers, and other educational
leaders are not, at least in some phases of
their operations, out in front testing ideas,

discovering new relati ,nships, and (.,xploring
the unknown, how can new practical or theo-
retical knowledge in education emerge?

. . . educational leadership is responsible
for discovering ways to help people feel se-
cure and accepted in their being different,
in their individual :earchings for ideas and
ways of behaving, in their efforts to fulfill
their potentialities (1:22). 0
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Personalities, Teachers,
and Curriculum Change

RONALD URICK
JACK R. FRYMIER

THE prospect of the 1960s is one
of great significance for American education.
Psychological research into the cognitive
processes is beginning to bear fruit in broad-
ening and deepening our understanding of
the learning process. A resurgence of public
awareness of education and insistence on
improvement in its quality is bringing about
a reexamination of the organization and
content of the school curriculum. In recent

years national committees of eminent scien-
tists have developed high school science and
mathematics programs which have been
widely adopted in the schools. More re-
cently, national committees in the social
sciences and humanities have begun work
of a similar nature.

On the "firing line" in the public
schools, teachers and administrators are
faced with the problem of conserving the
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best of the "old" while adopting the best
of the "new" within the context of increas-
ing public pressure for "excellence." While
it is desirable that outstanding scholars in the
various disciplines play an important part in
the development of instructional materials
for the secondary schools, such programs
will not in and of themselves bring im-
proved instruction. An ineffective teacher
will not suddenly become effective with the
adoption of new curricular materials. If
instruction is to be improved, it must be
through developments within each school
district, in each building, and within each
classroom.

Evidence of the crucial nature of local
influence on curriculum changes was re-
ported in a recent study by the NEA.1 Ele-
mentary and secondary principals listed local
school officials and faculty members as the
two most important groups in bringing
changes in instructional practices. There is
evidence, however, that it is among these
same groups that the major barriers to
change are found? Noda indicates that the
most important "blocks" to curriculum
change arise out of the attitudes of teachers
as well as out of the nature of their rela-
tionships with administrators, supervisors,
and students.3 In another study, Coon found
that teachers were more likely to resist sig-
nificant curriculum change than either ad-
ministrators, students, or parents.4

The Principals Look at the Schools: A Status
Study of Selected Instructional Practices. Wash-
ington, D.C.: National Education Association
Project on Instruction, 1962. pp. 28-29.

Harold B. Alberty and Elsie J. Alberty. Re-
organizing the High School Curriculum. New
York: The Macmillan Company, 1962. pp. 18-19.
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Curriculum Reorganintion." Unpublished doc-
toral dissertation, The Ohio State University, 1951.
pp. 298, 305.

Resistance to Change

The question immediately arises: How
can one account for this apparently wide-
spread resistance to change which is found
among teachers in our schools? Several fac-
tors should be taken into consideration in
any attempt to answer this question.

First, the formal institutional patterns
and organizational arrangements of the
school may exert a negative influence on
teachers' attitudes with regard to change.
Administrative failure to initiate opportunity
or provide organizational structure for the
consideration of change may create a cli-
mate in which change itself is actually con-
sidered to be inappropriate.

Second, the existence of ill-defined re-
lationships among teachers, administrators,
and supervisors and of conflicting percep-
tions of the role each sees himself and
others playing may combine to inhibit the
consideration of change, and may, there-
fore, have a negative effect on teachers' at-
titudes. If teachers see the principal as the
leader in bringing about changes while the
principal sees the stimulus for change as
needing to originate among the faculty, there
will likely be a "built-in" resistance to
change.

Finally, inasmuch as a teacher's atti-
tudes are a part of his total personality,
there may be certain configurations of per-
sonality structures of individual teachers
which lead them to be receptive or resistant
to a consideration of change. Combs and
Snygg describe the "adequate personality" as
one who sees himself in essentially positive
ways, is capable of acceptance of self and
others, and sees himself as closely iden-
tified with other persons .3 The "inadequate
personality" is characterized by the reverse
of these characteristics. Thus a teacher who

Arthur W. Combs and Donald Snygg. Indi-
vidual Behavior: A Perceptual Approach to Be-
havior. New York: Harper and Brothers, 1959.
p. 248.
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sees himself in a basically negative manner
and who has difficulty in relating to those
around him is likely to react in a highly
defensive and resistant way to any sugges-
tions for the consideration of curriculum
changes.

Personality Structure

The crucial nature of personality struc-
ture in fostering or hindering social change
has been discussed by Hagen in another
context. In searching for an explanation for
the inconsistency of technological progress
among different underdeveloped nations, all
of which possessed the economic, technologi-
cal, and educational prerequisites, Hagen
concluded that the significant element in
those countries undergoing rapid change
was the existence of a large number of
individuals exhibiting what he calls the "in-
novational personality." 6 On the other hand,
in those countries characterized by a re-
markable lack of change, the preponderant
personality characteristics were those which
Hagen classified as "authoritarian." Briefly,
among the qualities which characterize the
innovational personality are an openness to
experience, a confidence in one's own evalu-
ations, a satisfaction in facing and resolving
confusion or ambiguity, and a feeling that
the world is orderly, and that the phenom-
enon of life can be understood and ex-
plained.7 Conversely, the authoritarian is
characterized by a fear of using his initia-
tive, an uncertainty concerning the quality
of his own judgment, a tendency to avoid
frustration and anxiety, an uneasiness in
facing unresolved situations, and a tendency
to see the world as arbitrary and capricious.°

Moreover, personality structure or 'per-
ceptual organization" is apparently a deter-

° Everett E. Hagen. On the Theory of Social
Change. Homewood, Illinois: The Dorsey Press,
Inc., 1962.

1 Ibid., pp. 88-89.
' Ibid., pp. 97-98.

mining factor in the effectiveness of coun-
selors. According to Combs and Soper, it
is possible to distinguish effective counselors
from ineffective ones on the basis of how
they view themselves, their tasks, their
clients, and their clients' purposes.° The
perceptual organization of effective coun-
selors, as classified by these researchers, fol-
lows closely the personality types outlined
previously as "innovational" or "adequate."

Finally, Myers and Torrance studied
the personality characteristics of teachers
who were resistant to change.1° Among the
characteristics which they identified were au-
thoritarianism, defensiveness, insensitivity to
pupil needs, preoccupation with informa-
tion-giving functions, intellectual inertness,
disinterest in promoting initiative in pupils,
and preoccupation with discipline.

Within the context of this discussion,
the following questions might be raised:
To what extent can the rigidity of public
schools with regard to curriculum change
be attributed to teachers with authoritarian
or inadequate personalities? Is it possible
that persons who possess personality char-
acteristics which lead to resistance to change
are attracted to careers in education, or is
it possible that such characteristics may arise
out of the experiences which the teachers
encounter in the profession? Can teachers
who are willing to consider curriculum
changes be distinguished from those who are
unwilling to do so in any reliable way prior
to actual involvement in curriculum de-
velopment?

A study conducted by a graduate class
at Ohio State University was concerned with
the relationship of teachers' personality
structures to their willingness or unwilling-

' Arthur W. Combs and Daniel W. Soper.
"Perceptual Organization of Effective Counselors."
Unpublished report of a study conducted during
the 1961-1962 academic year at the University of
Florida. pp. 1, 8.

"R. E. Myers and E. Paul Torrance. "Can
Teachers Encourage Creative Thinking?" Educa-
tional Leadership 19 (3): 156-59; December 1961.
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ness to consider curriculum change. Fifty-
four small city and suburban school districts
in Ohio which were si lilar in size, tax val-
uation, and expenditure per pupil were
identified.

The principal of each high school was
asked to select the two teachers on his
staff whom he considered to be the most
willing to consider curriculum change and
the two teachers whom he considered to
be the least willing to consider change. He
was provided with a series of 11 paired cri-
teria to use as a basis for his selections. For
example, included among the criteria for
the identification of teachers most willing to
consider change were the use of a variety of
teaching materials, experimentation in the
classroom, the ability for realistic self-
evaluation, the viewing of others as capable
of making contributions, and the toleration
of uncertainty until knowledgeable judgment
can be made. On the other hand, criteria
for the identification of teachers least willing
to consider change included the use of a
narrow range of teaching materials, the fol-
lowing of routine procedures in the class-
room, defensive self-evaluation, the viewing
of others' contributions on the basis of
status, and the making of quick judgments
to avoid uncertainty.

Each teacher selected was supplied a
packet of materials including a personal
data sheet and a 100 item questionnaire
composed of items from the Dogmatism
Scale, the F-Scale, the Junior Index of Mo-
tivation, and the GNC Educational Philos-
ophy Scale. An indirect approach was used
in that each teacher was asked to respond
to each item as he thought an "ideal teacher"
would respond.

Of the original group of 216 question-
naires mailed (four to each of the fifty-four
selected schools), 137 were returned: 70
from teachers identified as most willing to
consider curriculum change and 67 from
those identified as least willing. The personal
data (sex, marital status, teaching area, edu-

cational preparation, etc.) from the returned
questionnaires were analyzed and the scores
for the Junior Index of Motivation and
Dogmatism scales were determined. Further,
an item analysis was carried out on the
questionnaire, in each case comparing those
teachers who were classified as most willing
to consider curriculum change with those
who were classified as least willing to do so.

With respect to the personal data, there
were two factors which discriminated sig-
nificantly between the two groups of teachers
beyond the .05 level of confidence. First,
56 percent of the teachers in the group
identified as most willing to consider cur-
riculum change held master's degrees as
compared with 40 percent of those in the
least willing group. Second, among the mar-
ried teachers, there were more in the group
least willing to consider curriculum change
with no children (21 percent) than there
were in the most willing group (7 percent).

When the motivation scores and the
dogmatism scores for the two groups were
compared, no significant differences were
found.

The item analysis uncovered four items
in the questionnaire which discriminated be-
tween the two groups beyond the .05 level
of confidence. Considering the fact that
100 items were included in the question-
naire, at least five would have been expected
to differentiate between the two groups
strictly by chance, so no significance can
be attributed to these four items.

For all practical purposes, no signifi-
cant differences were observed in the way
these two groups responded to these various
items. Indeed, the general pattern of re-
sponses for the two groups was in fact
quite similar. With minor exceptions, teach-
ers who were identified by their principals as
most willing and least willing to consider
curriculum change agreed on the way they
thought an "ideal" teacher would respond to
most of the 1C0 items included in this study.

This observation raises certain basic
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questions. Are teachers learning, in their
college preparation or in-service education
programs, what they "ought to do" or what
they "ought to say"? If we can assume that
principals were fairly accurate in identifying
those teachers whose behaviors were dis-
tinctly different, does the fact that these
divergent groups say the same thing on pen-
cil and paper tests mean that what teachers
say and what they do are entirely different?
If this is true, attempting to assess teachers'
attitudes or effectiveness or philosophical
outlooks by means of conventional instru-
ments may be completely unrealistic. If
teachers have learned to "say the right
things" to the point that even they are not
aware of the discrepancies between their
stated sensations and their actual behaviors,
the problems involved in helping teachers
see where they are in relationship to where
they want to go are formidable indeed. This
problem should be explored much more
deeply and with more elaborate design and
procedures in future studies.

In this study the data were collected
from teachers in communities which were
selected according to certain criteria and
which, therefore, were quite similar in some
respects. It may be that such communities
attract teachers with similar attitudes to-
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ward curriculum change. Or, it may be that
the communities mold teachers' attitudes to
such an extent that significant differences
(of the sort examined in this study) cannot
be isolated. The relationship between teach-
ers' attitudes toward curriculum change and
the type of community in which they are
teaching would appear to be a fruitful area
for examination.

There may also be a real question
whether or not principals can identify teach-
ers as most willing or least willing to con-
sider curriculum change on the basis of the
criteria employed in this study. On the other
hand, it may be that some principals are
actually much more accurate than others in
classifying teachers according to these
criteria.

This study was singularly unsuccessful
in its attempt to isolate some differences
between teachers who are willing to con-
sider curriculum change and those who are
unwilling to do so. It is hoped that this lack
of success will not discourage others from
studies in what may be a very fruitful area.
It may very well be that the dynamics of
curriculum development can only be under-
stood by probing deeply into the personal
factors involved in acceptance of or resist-
ance to the notion of change.

Need for Research on Instructional Supervision
BEN M. HARRIS

RESEARCH on instructional su-
pervision has been undertaken in greater
or lesser amounts in recent years depending
upon the way one defines the term "super-

vision." Teaching methods have been fairly
extensively, and occasionally e- en rather in-
tensively, researched. Organizational ar-
rangements for instructionungraded pri-
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mary, ability grouping, core curriculum,
team teaching, etc.have all consumed
enough time and energy of researchers to
provide some guidelines for educational
practice.

When we consider supervision at its
central core as the tasks and processes of
instructional improvement, we find, however,
that little research of high quality has been
undertaken. Most of what is currently
known about instructional supervision from
this point of view is based upon "folk wis-
dom" or ideas borrowed from other disci-
plines (2, 6, 13). This is not to say that
practices warranted by and borrowed from
these sources are not reasonably useful
for instructional supervision. Each sub-
profession borrows from others, relies on
"folk wisdom" where research is lacking,
and extracts the relevant findings from re-
search in related fields. Yet each profession
which grows to maturity as an applied sci-
ence does so partly because of the efforts
of the members of that group to promote
and employ researches which are directly
related to the unique problems and circum-
stances of that sub-profession.

Instructional supervision is practiced as
one of the oldzst sub-professions in edu-
cation. Its attainment of maturity through
research is, for the most part, yet to be
realized! The effectiveness of various su-
pervisory activities and programs applied to
influence persons and situations toward bet-
ter instruction needs to be thoroughly re-
searched. The personal characteristics of
instructional supervisors and the relation-
ships between these characteristics and edu-
cational change need a great deal of study.
The rigorous study of forces making for
and resisting educational change needs anal-
ysis beyond research undertakings to date.
A few notes on specific research studies
of these kinds which are most needed are
offered in the following paragraphs. Some
of these studies can and should be under-
taken as action research by practitioners.

Other studies will need more elaborate de-
signs.

Several decades of organized, special-
ized, supervisory practice in school situations
have produced an array of supervisory ac-
tivities. Such activities as classroom observa-
tion, teacher-supervisor interviews, demon-
stration teaching, lecturing, and group dis-
cussions are all well known and widely used.
The usefulness of these activities is not se-
riously questioned, yet little is known about
the effectiveness of these and other activities
in different situations, with different prob-
lems, and different personalities involved.
Rogers (16) is among those who have sug-
gested, through research, the value of non-
directive interview techniques for therapeutic
counseling purposes. There is good reason
to believe that this same approach is valuable
in supervisory interviewing, but validating
evidence is needed. Hughes (11) and Ry-
ans (17) are only two of several who have
recently provided new information on ap-
proaches to classroom observations. Their
studies relate, however, to the problem of
describing teacher behavior; they are not
helpful in answering questions about the
use of observation activities for improving
teacher behavior.

The study by Hill (10) has emphasized
some unique values in both lectures and
group discussions in voluntary, adult educa-
tion study groups. Whether these same re-
sults apply to not-so-voluntary adult teacher
in-service groups is an open question! Fur-
thermore, Hill's study compared the results
from skilled lecturing with unskilled discus-
sion leading. This leaves many unanswered
questions about the effectiveness of discus-
sion activities under the leadership of pro-
fessionals (4).

One of the most important steps to-
ward improving supervisory practice and
placing it en a truly professional level could
come from a large-scale program of research
on activity effectiveness. The known super-
visory activities need to be precisely tested
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for relative effectiveness in a series of situa-
tions, directed toward various problems,
with diverse personalities involved. This
is a large order, one worthy of being spon-
sored by an organization like ASCD, pro-
vided financial support might be secured
from agencies or foundations also interested
in excellence in education.

Research on Program
Effectiveness

Exacting studies of supervision pro-
grams as distinguished from specific ac-
tivities or isolated supervisory endeavors are
almost nonexistent Programs of curriculum
development often lack sufficient specificity
of purpose to permit adequate evaluation of
outcemes. Yet even carefully designed pro-
grams, such as 1VIPATI, the Texas Media
project, and the Catskill and Rocky Moun-
tain small school prnjects tend, because of
their initial construction, to contribute little
to our knowledge of supervision program
design. The reasons are various.

1. Programs worthy of study in depth
are often large, complex undertakings which
make related research difficult.

2. A problem is found in lack of re-
sources. Research on action programs is
much more demanding of staff, funds, and
time than is old-fashioned, campus-centered
educational research.

3. Sponsoring agencies tend to want
to advertise the success of a supervisory
program before the data are in. This dis-
courages the kind of follow-up studies that
are often essential in researching programs
or projects.

4. Program research tends to focus at-
tention upon outcomes rather than processes.

Underlying these difficulties hampering
program research is a basic problem. To
date we lack conceptual models to guide
supervisors in designing supervision pro-

grams. Theories of learning have not gen-
erally been applied to the design of in-
service programs for teachers. Concepts of
the dynamics of planned change (13) are
now emerging with sufficient clarity to serve
in designing curriculum development pro-
grams. Models for conceptualizing institu-
tional dynamics might well apply to projects,
schools, and districts. As these theories and
models are used in designing programs of
supervision, it will become feasible to re-
search such programs so as to gain new
insights into the impact upon people and
situations, and the dynamics involved.

Characteristics of Supervisory
Personnel

Characteristics of the school principal
and the superintendent of schools have been
much more fully researched than those of
supervisors. We know relatively little about
people in such positions as assistant super-
intendent, curriculum director, general su-
pervisor, coordinator, or consultant. Lead-
ership studies (18) have provided some
new insights into the nature of effective lead-
ership for people in administrative positions,
but these findings may not apply to super-
visory leadership. Ryans' (17) study of
teacher characteristics may provide a point
of departure for assessing the character-
istics of supervisors. The distinguishing
"patterns" of teacher behavior which were
determined in this classic study were suf-
ficiently fundamental as to offer promise
as a framework for studying supervisory
behavior.

It is curious indeed that we have little
reliable evidence even on the fundamental
nature of the work of "supervision." Job
analyses have rarely been undertaken. Like
the teacher, the supervisor often works alone
and only fragments of his behavior are
readily observable. Unlike the teacher, or
the principal, the supervisor usually has no
single location in which he or she works,
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hence, analysis of the job is made still more
difficult.

Despite these difficulties, simple de-
scriptions of supervisory behavior and so-
phisticated analyses of these descriptive data
for a variety of persons, positions, and situa-
tions could be most illuminating to the pro-
fession. Such descriptive studies need to
be undertaken before more precise research
designs are forthcoming.

The preceding paragraphs have em-
phasized the supervisor as an individual.
This tends to ignore another important as-
pect of supervision which is worthy of re-
search. Most supervisory endeavors which
seem to be productive are team undertak-
ings; a variety of people are involved in sev-
eral supervisory positions. Herein lies the
need for study of supervisory staffs and
their working relationships. We need to
know more about functional relationships
betweeen principals, supervisors, and other
staff members.

Communication patterns within a staff
and the barriers to effective communication
have been fruitfully researched in other in-
stitutional settings. Role conflicts between
principals and supervisors are a reality which
needs to be better understood via research
(8). How value, interest, and personality
structures of supervisory personnel influence
their behavior patterns may well provide an
important key to help solve the mystery
of modern educationwhy schools don't
change much! Equally important in this re-
spect may be the findings from studies of
the power structure of the social milieu
of the school as it influences the curriculum
and instructional processes (3).

Problem of Research Publication

No discussion of needs for research
in instructional supervision would be in
proper perspective without some com-
ment on the problem of dissemination. Just
as well tested teaching practices find great

difficulty in being disseminated, so research
in supervisionlimited as it isis often
not available to those who might use it.
Educational Leadership is rare among na-
tionally circulated periodicals in being de-
voted primarily to supervision and curric-
ulum development. Yet even this journal
publishes few articles on supervision per
se and few in supervision research. Other
journals do, of course, publish manuscripts
on supervision topics, but they are limited
and research articles are rare. Listings in
Education Index for the past ten years num-
ber only 36 per year on the average under
the heading, "Supervision and Supervisors."
In none of these years was more than a single
article listed as supervision research. Re-
search in the field of supervision is going
on, if only in the form of doctoral disserta-
tions. Phi Delta Kappa reported 20 dis-
sertations on supervision completed in 1961
in over 100 colleges. Thirty-seven such dis-
sertations were reported under way or com-
pleted in 1962.

One of the needs relating to research
in supervision is the publication of studies.
The journal Educational Administration and
Supervision used to meet this need. It is
no longer being published and an old prob-
lem is made worse. A plain fact that must
be faced is thisone important stimulant
to research production is research consump-
tion. Supervision research tends not to be
consumed because its findings are not pub-
lished. This is a vicious spiral which might
be broken by the establishment of a single
journal of supervision research. Perhaps this
would be an important step toward more
and better research which in turn would
mark the emergence of supervision as a
genuine profession!
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Supervision and Action Research

MARY COLUMBRO RODGERS

EDUCATIONAL organization
with its rigidity, its complexity of duty, its
monotony of routine, and its tradition of
conformity can easily stifle the creative spirit
of the dedicated teacher. When this occurs

tragedy results, for, since true education
is fundamentally a creative process, the
teacher who cannot function creatively can-
not teach effectively.

There are two resources in the educa-
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tional set-up which, if used properly, safe-
guard and develop that individual creative tal-
ent which is the essence of effective teaching.
Supervision and action research are the two
indispensable guardians of teacher growth.

Teacher Attitudes Toward
Personal Growth

The supervisor's efforts to help teachers
grow is not as difficult as it might seem,
for all men are self-oriented. This fact gives
sound psychological support to the whole
teacher improvement program. To be true
to himself a teacher needs and welcomes
motivation that is fundamentally intrinsic
to personality growth. If a man's yen for
self-realization has died, it is foolish to
believe that he can effect any growth in
others.' The teacher then is more apt to
respond to supervisory suggestions that es-
pouse his own development than those
which point to some general educational
objective.

Teachers frequently resist in-service
education programs because these programs
often ignore personal needs for growth and
emphasize subtly but coldly the teacher's
value as a useful unit in the accomplishment
of the school's aims. Denied recognition of
their intrinsic worth, teachers naturally feel
inclined to sabotage organized group effort.2
Teachers, like children, tend to be and
become themselves sooner and more con-
sistently than they tend to interact with
others.3 Unless individual needs are recog-
nized it is useless to talk about group effort.

Certainly the supervisor should not limit
himself exclusively to a concern for the
teacher's individual needs. Paradoxically

1 Arthur T. Jersild. When Teachers Face
Themselves. New York: Bureau of Publications.
Teachers College, Columbia University, 1955.
pp. 130-31.

' Ibid., p. 115.
3 Lorrene Love Ort. A Matter of Fences.

Washington, D.C.: Association for Supervision and
Curriculum Development, 1963. p. 22.

enough, one of our basic human needs is
the need to interact with others. The chal-
lenge of maintaining harmonious interper-
sonal relationships fosters positive personal
development. Conversation is itself a highly
creative act. The teacher, then, if he is to
be truly helped to grow, must be given op-
portunities to deal with others in significant
relationships. Burnham and King make a
realistic summary of the importance of
people in school organization:

Schools consist primarily of people, and
the goals of the school are accomplished
through the efforts of people, singly and in
groups. The activity of individuals involved
does not occur in isolation, but in relation to
the actions of all the others engaged in the
process of education. The behavior of each
person is influenced, stimulated, supported,
hindered, blocked, extended, approved, ignored,
disapproved by others with whom he is inter-
acting in the organization.4

Part of the supervisor's job, then, is
to help teachers grow through more mean-
ingful group interaction. This experience,
in addition to exercise in personal self-
competency, will provide a wholesome pro-
gram of teacher growth. As the supervisor
assesses his concept of a well-organized
program, he might ask himself if he has
understood and communicated his under-
standing of the following points:

1. Being and becoming oneself is the
great aim of education, and indeed of life
itself.

2. Teachers are entitled to grow through
their work.

3. Self-improvement is creative action.
4. Teachers who are conscious of self-

growth stimulate similar creativity in their
students.

5. Teaching cannot improve unless teach-
ers improve.

4 Reba M. Burnham and Martha L. King.
Supervision in Action. Washington, D.C.: Associ-
ation for Supervision and Curriculum Development,
1961. p. 38.
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6. Creativity is the criterion of quality
teaching.

7. "Creative teaching is the end goal of
modern supervision."

8. Supervisory action must include pro-
vision for both individual and group growth
projects.

9. Uniqueness of teachers is a prior and
more fundamental value than social com-
petency.

10. "Valuing the uniqueness of each per-
son is basic to a release of creativity." 6

If these understandings are functional
parts of the supervisor's conceptual theory,
he is well-equipped to act as an instrumental
cause of teacher growth.

The Supervisor and
Action Research

The role of the supervisor in making
action research an integral part of the
teacher growth effort resolves itself into a
number of specific tasks.

Preproject Tasks

The best way to involve teachers in the
satisfying process of action research is to
demonstrate that this is a means of personal
growth. Supervisors who have themselves
participated in a variety of projects should
use this information in numerous anecdotal
ways to communicate both the process and
the values of action research.

Professional literature on action re-
search is another means of informing teach-
ers about the method. The following mate-
rials, for example, discuss a whole program
of individualizing reading and teachers

5 Muriel Crosby. Supervision as Co-operative
Action. New York: Appleton-Century-Crofts,
1957. p. 118.

5 Association for Supervision and Curriculum
Development. Perceiving, Behaving, Becoming.
Washington, D.C.: the Association, 1962. p. 151.

should be supplied with personal copies if
they are expected to launch a similar study:

Walter B. Barbe. Educator's Guide to
Personalized Reading Instruction. New Jersey:
Prentice-Hall, Inc., 1961.

Marcella K. Draper and Louise H.
Schwietert. A Practical Guide to Individualized
Reading. Bureau of Educational Research,
City of New York, 1960.

Alice Miel, editor. Individualizing Read-
ing Practices. New York: Bureau of Publica-
tions, Teachers College, Columbia University,
1958.

As these materials are read and then
discussed in informal ways for a long period
of time, the supervisor should continually
point up the personal meaning in experi-
ment and research. Unless teachers under-
stand that the results will change their
day-to-day behavior in the classroom, the
challenge of personal improvement has been
lost. Stephen Corey makes this point:

The study must be undertaken by those
who may have to change the way they do
things as a result of the studies. Singly and in
groups they must use their imagination crea-
tively and constructively to identify the prac-
tices that must be changed, courageously try
out those practices that give better promise,
and methodically and systematically gather evi-
dence to test their worth.''

In "selling" action research to the un-
initiated, the supervisor must emphasize the
fact that the teacher is the actor and hence,
research has expanded its historical intent of
simply adding to knowledge. Action re-
search is a new and integrated approach to
knowledge, an approach that recognizes the
objective scientific process of research and

7 Stephen Corey. Action Research To Improve
School Practices. New York: Bureau of Publica-
tions, Teachers College, Columbia University,
1953. p. 8.
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the subjective inner experiences of the re-
searcher.8

We want a way of holding assumptions
about research which makes it possible to
integrate the pursuit of science and research
with the acceptance and fruitful development
of one's self.°

If the supervisor can demonstrate the
personal values of action research, he has
already facilitated his next task, that of
creating a climate conducive to open-ended
thinking and experimentation. The threat
implicit in all untried enterprise can be
removed if the supervisor stresses process
rather than product, method rather than
result. Negative results as well as positive
ones should be cherished as important out-
comes of a project. So, too, individual proj-
ects should receive proportionately as much
attention as group efforts. Ronald Doll sug-
gests trying to build a feeling that it is all
right to have problems.1° A final injunction
might be for the supervisor to create a cli-
mate of unhurried professional effort, one
in which teachers are not pressured for
results.

Problems that are genuinely valuable
to teachers are usually deep-seated, and it is
realistic to think they will take time to solve.
The supervisor should not "legislate" re-
search investigations; rather he should assist
in assessing teachers' suggestions and in help-
ing them find a problem that matches the re-

' Abraham Shumsky. "Learning About Learn-
ing from Action Research." Learning and the
Teacher. Washington, D.C.: Association for Super-
vision and Curriculum Development, 1959. p. 187.

Ross L. Mooney. "The Researcher Himself."
Research for Curriculum Improvement. Washing-
ton, D.C.: Association for Supervision and Cur-
riculum Development, 1957. p. 166.

" Ronald C. Doll. "Freedom for Research."
Research for Curriculum Improvement. Wash-
ington, D.C.: Association for Supervision and
Curriculum Development, 1957. p. 260.

searcher's insight, the needs of the situation,
and the amount of time available.

Post-research Tasks

The best thing a supervisor can do in
terms of evaluating action research is to
evaluate himself. The following checklist
is suggestive rather than comprehensive:

1. Have I continually supplied materials
essential to the success of this project?

2. Have I supplied reliable moral sup-
port throughout its development?

3. Have I been available for consultation
on problems that arose during this study?

4. Did I take enough time to interpret
results and to discuss ways in which this new
information can be implemented in everyday
teaching?

5. Did I provide opportunities for the
individual or the group to be recognized for
worthwhile action?

6. Did I provide opportunities for the
results of the action research project to be
shared by other members of the profession?

7. Have I myself recognized how this
information will modify present curriculum
guides in the school, and have I taken positive
steps toward the necessary revision? .

8. Have I helped to make teachers aware
of personal growth through this action research?

9. Have I continually stressed values of
the process rather than the product?

10. Have I used the present success to
stimulate new research enterprise?

The supervisor's use of action research
is thus seen to be a challenging and con-
tinuous activity. In the final analysis it is
the teacher who adjusts the school cur-
riculum to the de facto needs of his students.
If teachers are not taught and assisted in
doing action research, there is danger, for
example, that the guides and syllabi remain
sterile compendia of objectives never trans-

t
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lated into those specific teaching points that
make learning meaningful to both teacher
and student.

If supervisors can help teachers to ac-
quire the breadth of viewpoint inherent in
intellectual inquiry, they themselves will be-
come instrumental in initiating change. As
Stephen Corey states, "Most of the study
of what should be kept in the schools, what
should go, and what should be added must
be done in hundreds and thousands of class-
rooms in thousands of American commu-
nities." 11

Hilda Taba, curriculum and evaluation
specialist, calls for curriculum development
through practical action research over and
above general educational research:

Principles derived from general research
need to be reexamined in the light of their
application in a particular practical situation
to be of real value to solve curriculum prob-
lems and to make changes in curriculum. For
example, while a good deal is known about the
general nature of developmental tasks and their
bearing on learning, little is known about the
variation of these tasks by socioeconomic class
culture, by ethnic or racial backgrounds or by
variations in social learning introduced by
family styles. Hence, if this concept is to bear
fruit in curriculum and teaching, its application
needs to be studied in many different practical
situations.12

Teachers, then, are at the heart of the
educational setup. Their growth is vital to
the improvement of the entire enterprise.
When supervisors can promote action re-
.search and self-development as one integra-
tive action, they make an outstanding per-
sonal contribution to the improvement of
education. When supervisors free teachers
to be themselves and to function creatively
in school circumstances they are, at the

" Stephen Corey, op. cit., p. 8.
12 Hilda Taba. "Problem Identification." Re-

search for Curriculum improvement. Washington,
D.C.: Association for Supervision and Curriculum
Development, 1957. p. 42.

same time, liberating the creative potential
of the students. Jane Franseth makes the
self-realization of students largely dependent
on the dynamic growth of teachers:

Freeing children to create and to become
their best is in large measure dependent on the
extent to which the adults closest to children
are themselves free to make the best of their
own potentia1.13

The supervisor who dedicates himself
to teacher growth and to action research as
an instrument of self-actualization for teach-
ers brings genu:ne meaning into education.
His is the laurel of creative achievement for
having made the business of education and
the business of living one coherent en-
terprise.
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Emergence of Technical Supervision

BEN M. HARRIS

SUPERVISION, the oldest of the
non-teaching specializations in American ed-
ucation, began as simple inspection of teach-
ing. It was oriented toward stability and
conformity. The approach was to inspect,
to see whether teachers were doing what
was expected of them or not, to promote
conformity, and to avoid deviations. The era
of the progressive education movement in
the United States thoroughly destroyed in-
spection as the basic image of supervision.
The concept of inspection for conformity is
no longer an acceptable one, and it has not
been for many years. On the other hand,
during the past years since World War II
the supervisory profession has been develop-
ing new directions and new definitions of its
function. A new professional image is begin-
ning to emerge.

Supervision is developing as a distinc-
tive function of the school operation. Su-
pervisors are increasingly finding it possible
to earn recognition for themselves as mem-
bers of a sub-profession with specialized
competencies, with unique responsibilities,
and identifiable programs. Specialized com-

petencies are required for a sub-profession.
Although they are not the unique property
of supervisors, certain specialized competen-
cies in supervision have been developed that
are uniquely valuable in the school opera-
tion. Unique responsibilities of the super-
visor are gradually beginning to be defined
in such a way as to delineate the supervisor's
work from that of the principal, the teacher,
the superintendent, and others. Identifiable
programs of supervision are being developed
so that the supervisor emerges as a person
who gives direct leadership to distinctive
programs replacing the more rigidly service-
oriented operation of the supervisor of the
past.

A Point of Focus

How does this new image of supervision
come into focus as we move toward the
development of supervisory programs? Let
us start with the teacher and other in-
structional personnel as the central concern
of supervision. Let us assume that condi-
tions are appropriate for change in a par-

Ben M. Harris, Professor, Department of Educational Administration, The University of Texas,
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ticular direction. With focus upon people,
our purposes are essentially those of the
in-service education task. We are concerned
about changes in behavior in people so that
instruction might be improved and pupils
might better learn.

We approach the question of the use
of supervisory activities from the point of
view of strategies for change and program
development. This is somewhat different
from the approaches which have sometimes
been used, in that a strategic approach in-
volves three basic considerations as follows:

1. Diagnosing problems and factors
that are involved in a problem area. This
process of diagnosis of problems is an im-
portant part of the procedures leading to a
strategy to be selected in supervisory pro-
gram planning.

2. Designing a supervisory program.
Once the problem has been clearly diag-
nosed, a strategy can be selected which
permits the designing of a program involving
careful selection of purposes and appro-
priate activities.

3. Implementing a supervisory pro-
gram. This involves strong leadership,
technical competence, the development of
appropriate resources, and cooperative ef-
fort.

In a sense, we are referring to a prob-
lem-solving process; moving from the diag-
nosis of the problem, to designing approaches
to that problem, to implementing and evalu-
ating. Let us look separately at each of these
three aspects of the supervision process.

Diagnosis in Supervision

Systematic classroom observation is
essential to diagnosis of teaching. This is
only one way to find out about the problems

that exist at the classroom level. Yet with-
out systematic, rigorous, skilled observation,
we have very little basis for dealing with
teachers' problems.

Diagnostic use of standardized test data
has also aided in the identification of teach-
ing and program problems. Diagnostic and
standardized test results have been used for
a variety of purposes. All too often, such
results have been ignored in the process of
identifying teaching problems. There are
some hazards, of course, in using test data
in this way, but if these hazards are appro-
priately avoided, their use can be effective.

The exacting use of evaluative criteria
focuses upon problems beyond the scope
of tests for individual classroom situations.
By this I mean the use of evaluative criteria
for diagnostic purposes in contrast with
more superficial uses sometimes made of
these criteria for accreditation purposes.
Several very useful evaluative criteria-type
instruments have been developed that might
well serve for the diagnosis of school-wide
or system-wide problems, if the instruments
are used with this intent.

The opinions, feelings, and observa-
tions of pupils can provide very valuable
clues to problem areas in the school. There
is a natural reluctance to use information
from pupils for evaluation purposes. None-
theless, there is no one in our schools who
knows what goes on in the classroom bet-
ter than the learner himself. We must grad-
ually learn, with due caution, of course,
how to make use of these opinions, feelings,
and observations of pupils to understand
better the problem areas in our instructional
programs.

The behavior of our graduates and non-
graduates alike as they live in a larger so-
ciety is most significant in discerning the
fundamental problems in our program. Fol-
low-up studies can help to provide genuine
insight into the strengths and weaknesses of
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our program as these characteristics are
reflected in the kinds of lives our students
live.

Finally, teachers themselves can be a
source of diagnostic information to guide
supervisory program planning. Teacher
opinions about problems they face have been
widely used and sometimes misused in super-
visory planning. More systematic opinion
and attitude studies could serve well. For-
mal Izsting programs might prove worth
while if we had the courage to try these.

Designing a Program

As we diagnose teaching-learning prob-
lems, we identify large goals upon which
supervision programs must concentrate.
These large goals, if truly significant, are
too large to deal with in toto. It is necessary
for such goals to be specified in terms of
more limited realizable purposes. Objec-
tives for supervisory programs should be
specified in behavioral terms. We need to
be able to indicate clearly what behaviors
should be promoted; what skills, under-
standings, knowledges, and attitudes we want
to develop as they relate to a diagnosed
problem area.

Having specified our purposes, it is
possible to select appropriate activities in
terms of these purposes. The context of
the larger problem should be maintained to
enhance the transfer from the supervisory
program to the operational situation. Or-
ganizational arrangements for implementing
activities must be given careful considera-
tion as they involve schedules, assignments,
and sequences of events.

There is, finally, a question of resources to
consider, both in the implementing and in the
planning stages. It is necessary that we seri-
ously consider the time, the material, the staff
resources, the facilities, and money that will
be required to implement a supervisory pro-

gram. One of the most serious mistakes
we tend to make is to launch upon a pro-
gram which is highly desirable but imprac-
tical in the sense that we cannot muster the
necessary resources for implementing it.

Implementation

Many factors, of course, influence the
successful implementation of the program.
We must give serious consideration to the
flow of events. A supervisory program needs
coordination in its implementation phases.
Distractions need to be avoided. Unpredict-
able events need to be considered as they
arise and influence the planned program.
Side effects need to be dissipated.

It is highly unrealistic to expect all

things to function smoothly as planned when
we are undertaking a supervisory program
of significance that really has an impact
on people. Side effects and reactions will be
real and considerable. They must be antici-
pated. They must be dealt with in con-
structive ways.

Of course morale must be maintained
throughout the implementation of the pro-
gram. Supervision programs cannot be pro-
grammed for automation. This may be pos-
sible in the distant future, but to date,
effective implementation involves constant
attention to ongoing activities. High-level
leadership responsibilities must be exercised
for stimulation, coordination, allocation of
resources, and dealing with turbulences that
arise.

A final point that needs to be consid-
ered is the relationship between interest,
ieadership, and progress toward designated
purposes as we move through the phases
of a program. As we move into a program
in the early stages, participant interest is
high, leadership is high, but progress is
low. As participants run into problems,
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leadership may be withdrawn and interest
may decline before progress can be attained.
At this point there is serious danger of the
whole program's collapsing. When problems
emerge, if leadership personnel will invest
renewed energy, the problems can be over-
come, progress will result, and interest will
remain high.

EL 23 (2) :161.63; November 1965
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It is important to remember that a
supervisory program is something that grows
out of a ,careful ,set 9f diagnostic procedures
which : identify .problem areas. A super-
vision program can be designed with care-
ful attention to the kinds of supervisory
activities required to accomplish specified
purposes.

Knowledge About Supervision:
Rationalization or Rationale?

JAMES B. MACDONALD

WOULD schools be as effective
without formal supervision? In what way
or ways does supervision contribute to the
total educational structure? What are the
most effective procedures in supervision?
These questions (and many others) are un-
answered, at least in terms of research find-
ings today. What do we know about super-
vision? Where is the research that provides
knowledge about the supervision process?

This year the ASCD Research Insti-
tutes are focused upon this concernRe-
search and Development in Supervision. As
noble as this theme appears to an organi-
zation with a major commitment to supervi-
sion, the truth of the matter is disturbing.
The institute planners were hard pressed
to find research in supervision.

The ASCD 1965 Yearbook, Role of
Supervisor and Curriculum Director in a
Climate of Change, was a special disappoint-

ment in this search. One would assume that
a yearbook devoted to this topic would
refer to and/or note the research on super-
vision. Little mention was made of research
studies or research efforts in the area. This
is not to say that the yearbook failed in its
specific intent, but rather it indicates dra-
matically the essential folklore, personal
experience, philosophical, and/or psycholog-
ical derivation of most supervisory practices.
The conclusion seems warranted that in
comparison with other aspects of educational
concern (e.g., teaching and administering)
supervision has less basis in fact.

Common sense tells us that teachers
need and can use help and/or guidance,
perhaps even direction. Research tells al-
most nothing about how to implement these
aims. We are left with the still unanswered
question of whether supervision has any
value at all.

James B. Macdonald, Professor of Education, Department of Social Foundations, School of Edu-
cation, University of Wisconsin-Milwaukee
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Evidence of Chaage

From a rational viewpoint one would
expect supervisory efforts to result in de-
sired changes in teacher behavior. What
evidence is there that these changes take
place? Certainly, supervisory or even teacher
testimonials, well intended and honest to
be sure, do not pro vide a solid base of
evidence.

There is, in fact, little sound evidence
that teachers change at all, to say nothing
about eitanging in relation to supervisory
efforts. Flanders (2, 3), and Bowers and
Soar (1), for example, have reported
studies which demonstrate changes in teach-
ers. Still the change was minimal, it was
not clearly predictable; and the procedures
for promoting change were not the usual
types of supervisory activity.

A few short years ago the Wisconsin
ASCD Research Committee attempted to
develop a study on supervision in the state.
The committee hoped to examine the effects
of supervision in groups of teachers versus
supervision on an individual instruction basis
for beginning teachers. The study never was
begun, primarily because of the inability to
get subjects (supervisors). As one super-
visor put it, "We already know that indi-
vidual classroom visitation is far superior."
. . . The evidence? "Anyont: who has super-
vised for a long time knows that."

Wings of Wax

It was the writer's definite impression
that many supervisors and central adminis-
trative personnel were not anxious to re-
search supervisory practices. This is un-
derstandable in the sense that supervisors
are busy people and overloaded in terms
of present day concepts of function. Yet
the truth of the matter was that many super-
visors did not appear very anxious to find
out about their activities.

. _ .

Supervisors seem to be soaring on ideo-
logical wings stuck together with wax, and
they may be getting too close to the sun. In
many ways the supervisory credo is open
to the same criticism that some psycholo-
gists make concerning psychoanalysis. Hard-
headed psychologists are prone to remark
that 1/2's of the patients improve with psy-
choanalysis and 35's without.

Further, one finds little discussion of
failure in supervisory literature. It is not
even clear whether one actually knows when
one has failed in the supervisory process.
There appear to be no rationales for ex-
plaining why goals are not achieved, but
primarily after-the-fact explanations of suc-
cess. Surely there is something to be learned
by the error of our ways.

Supervisors, as have many function-
aries in education, have moved firmly toward
the mental health myth as a rationalization
of their practices. This phenomenon should
be a clear warning signal.

This is not to say that supervisory per-
sonnel should be unconcerned with the
mental health of teachers, but is to say that
they are not trained to do this and are in
danger of sliding over into a comfortable
rationale which justifies the lack of specifi-
able results.

There can be little doubt that there is
an "art" of human relationships. Some per-
sons are more capable than others in this
respect.

It further makes good sense to have
supervisors who are able and comfort-
able in their human relationships. What
is not at all clear is what difference it makes
in terms of some clearly defined goals of
teacher behavior change.

Why has not anyone brought all the
supervisors into a central office for a year
or two (and put them to work on curricu-
lum tasks), while they test to see what dif-
ference it makes?
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There is some partial evidence that
automated and/or audio-visual feedback via
television, tape recorder, etc., can be a use-
ful agent for teacher change. Why have
these procedures not been tested against in-
terpersonal supervisory practices, or in addi-
tion to live practices?

What does a supervisor need to know
about teachers in order to work effectively?
Is observation of teaching the most impor-
tant source of information for constructive
supervisory function?

If teachers may become obsolete in the
next fifty years, at least in terms of present
conceptions of their function, then perhaps
traditionally conceived supervisory activities
may also become anachronistic.

Status and Role

How do status and role in the school
system affect the achievement of supervisory
goals? Are principals with line authority
(when they supervise) more effective or
less effective than supervisors with staff
authority?

Should supervisors be chosen "r elected
by teachers? Should the role of supervisor
be rotational and earned as a symbol of
staff acceptance and reward? Would this
make any difference in supervisory out-
comes? How much is enough supervision?
How much is too little? What rre the criti-
cal incidents in supervisory activity?

Lest there be misunderstanding, let us
hurry to add that our research knowledge
of most aspects of education is open to
considerable improvement. Yet supervision
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Supervision:
Focus on Thinking

May LOu USERY WHITE
MURIEL RADTKE

LOUISE M. BERMAN

The rational powers of the human mind
. . . are central to individual dignity, human
progress, and national survival (6).

FUNDAMENTAL to man's hu-
manness and effectiveness is the develop-
ment of his rational powers. Traditionally
the school, as an agent of society, has
accepted the development of these powers
as one of its key functions. To supervisors
has fallen the task of mediating between
teachers and society's goals.

Conscientious supervisors are aware of
current trends in thinking. At the present
time, however, resources to assist super-
visors in working with teachers in develop-
ing rational processes are somewhat scant.
With this dearth of resources in mind, the
intent of the writers of this article is to assist
the supervisor who wishes to work in more
detail on developing the cognitive skills.

One basic assumption permeates this
article. A relationship is suggested between
a teacher's awareness and awakening of his
own thought processes and the compara-
tive attention he gives to the development
of such processes in students.

Building upon this assumption the
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writers have attempted to do the following:
(a) to describe briefly thought processes as
commonly discussed in the literature, and
(b) to sketch a program for supervisors
desiring to help teachers improve their
thinking skills.

One Conception of Thinking

Thinking 1 has been described as a
process that has a beginning point and an
end product. What comes between these
points is speculative. Bartlett states, "The
process moves from the start to its finish
with a kind of necessity" (2). Russell says,
"Thinking is a process rather than a fixed
state. It involves a sequence of ideas mov-
ing from some beginning, through some sort
of pattern of relationships, to some goal or
conclusion" ( 10) .

In discussing what transpires when a
person thinks, psychologists and educators
agree that thinking can take many forms.
Following are nine thinking processes and
brief descriptions of each.

1 In this article the terms thought processes,
thinking skills, thinking behaviors, rational powers,
and related words are used interchangeably.

Mary Lou Usery White, Assistant Professor of Education, University of Maine, Orono. In 1963,
Mrs. White was Doctoral Intern, College of Education, The Ohio State University, Columbus;
Muriel Radtke, Assistant Professor, Newark State College, Union, New Jersey; and Louise M.
Berman, Professor of Education, University of Maryland, College Park. In 1965, Dr. Berman was
Associate Secretary, ASCD
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Perceiving is the act of noticing or select-
ing stimuli from the individual's total envi-
ronment. The process may operate at different
levels moving from seeing only the obvious to
seeing the unusual as well as the obvious.

Imagining involves the ability to invent
new or original ideas. These ideas may not
necessarily be new to the outside world but are
new to the individual and are characterized by
freshness and newness.

Analyzing is concerned with taking apart
the elements of a situation and studying the
singular parts.

Patterning is the process of putting to-
gether elements of a situation that have some
relation to each other. The process may operate
at different levels, moving from simple classi-
fication of items into categories to a totally new
complex of ideas at a foundational level.

Redefining involves the finding of new or
uncommon uses for a given idea or object. Flex-
ibility is inherent in the process.

Predicting involves projecting ideas. The
process can move in a logical pattern from
known facts to probable outcomes, or it can
involve a creative leap beyond known facts.

Judging is the process of weighing evi-
dence and forming opinions. Depending upon
the nature of what is to be evaluated, the indi-
vidual bases his judgments on a collection of
data, intuitive insights, or a combination of
both.

Developing fluency involves the ability
to express many ideas in rapid succession
without immediate consideration of the worth
of each idea. This process is associated with
freedom, looseness, and flow of thought.

Elaborating involves embroidering or re-
stating the old. Newness is not as essential
here as refinement, clarification, and extension
of a previously formulated concept.

Improving Thinking Skills

One means by which a supervisor might
work with teachers both individually and in
groups is through a workshop designed to

help teachers develop their thinking proc-
esses during their planning for teaching.
Planning involves the pre-thinking prior to
what transpires in the classroom. What
actually happens during the lesson is a com-
bination of the pre-thinking plus the on-
the-spot thinking that the teacher does. For
this workshop we are concerned only with
the pre-thinking. Elements concerning the
organization of a workshop such as timing,
items related to credit or non-credit, mem-
bership, and facilities are not central to this
article and, therefore, are not included in
the discussion.

The crux of the workshop is the awak-
ening of the teacher's awareness of his
ability (a) to develop his thinking behaviors
and (b) to expand his thought processes
used in planning. The supervisor assists the
teacher in the introductory stage of the
workshop through the use of a planned
interview designed to make an impact on
the teacher concerning the status of his own
thinking behavior. Prior to the interview
the teacher plans a lesson that will be used
as the focal point during the interview. A
tape recording is made of the entire inter-
view so that future use can be made of the
teacher's responses.

The questions in the Interview Guide
are used in order to elicit responses about
the nine thinking processes that were de-
scribed earlier.

Interview Guide

Perceiving
What observations prompted you to

plan this lesson?
Describe vividly several characteristics

of your classroom.

Imagining
What exciting ideas for new materials,

methods, or resources did you consider while
planning this lesson?

What was the most important idea new
to you in this lesson?
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Analyzing
What did you consider that might in-

fluence the direction of the lesson?
What factors made a difference in this

lesson? .

Patterning
What means did you use to bring about

an understanding of the relationship between
the various parts of the lesson?

How did you plan to relate this lesson
to previous and future lessons?

Redefining
What alternatives did you consider for

use if the plans were unsuccessful?
What materials, methods, or resources

did you use in a new or different way?

Predicting
What did you plan as possible outcomes

of this lesson?

Judging
How did you decide what changes could

be brought about through this lesson?
What criteria did you use to determine

that your plan was complete and that your
purposes could be accomplished?

Developing Fluency
What sources would you suggest for a

teacher to get help in planning a lesson?
How many alternative ways can you list

for developing the lesson?

Elaborating
If you had the time, how would you

further develop this lesson?
If you taught a similar lesson before,

how does this plan differ?

Individual Focus
on Thinking

After the teacher responds to the items
on the Interview Guide, the teacher and
supervisor listen to the recording in order to
become aware of various modes of thinking
used by the teacher. To assist in sharpened
listening, the Inventory of Thinking Be-
haviors has been developed. The behaviors
listed in this instrument parallel the thinking

processes discussed earlier. A workable
plan is to place check marks beside the be-
haviors listed in the instrument when re-
sponses from the interview refer to the
behaviors. Key phrases from the responses
might be jotted down on the instrument as
a reminder of the behaviors.

After the listening experience, the su-
pervisor might find the following instrument
helpful in analyzing the conversation:

Inventory of Thinking Behaviors

Perceiving
Describes the degree of rapport he has

achieved with his students.
States the academic, social, and emo-

tional needs of his students.

Imagining
Shows originality and curiosity in the

use of materials, methods, and resources be-
yond those found in the classroom.

Brings freshness and originality to the
lesson plan.

Analyzing
Looks at assignments individually in

order to personalize the lesson.
Shows evidence of having studied his

students' total background to find areas that
are manageable, important, and most open to
change.

Patterning
Regards this lesson as one part of his

students' total learning experiences.
Provides opportunities for students to

translate subject matter into meaningful pat-
terns.

Prizes a lack of planned order when
the concept of order is unnecessary.

Redefining
Displays willingness to shift focus of

the lesson at pupil suggestion.
Finds new and original uses for ma-

terials, methods, and resources.

Predicting
Projects possible outcomes from the

lesson plan.
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Considers possibilities for future lesson
development from this plan.

Predicts changed behavior as a result
of planning for change.

Judging
Verbalizes criteria for selection of ma-

terials, methods, and resources.
Compares and contras:: outcomes of

the lesson with groups and individuals.
Uses information from more than one

source.

Developing Fluency
Gives many responses to open-ended

questions.
Produces a variety of ideas for initiat-

ing and developing the lesson.

Elaborating
Provides for refining ideas so that they

are easily managed by pupils.
Establishes techniques for clarifying

concepts that are difficult to understand.

Group Focus
on Thinking

Both parties are now ready to move
into a small group stage of the workshop.
A few activities are suggested from which
the supervisor can select those most appro-
priate to the members of his group. Activi-
ties can be centered around

Readings and discussions

Techniques and devices

Adaptations of instruments originally
designed for studying the verbal behavior of
teachers

Group analysis of planning processes

Preparation of cycles of goal-setting,
experimentation, and analysis of outcomes

Extensions and modifications of the
Inventory of Thinking Behaviors.

Elaboration on a few of these activities
might suggest usable ideas for the reader.

Readings and Discussions

Selected readings by writers such as
Bloom (3), Ennis (7), and Russell (10) in
the area of critical thinking and those of
Bruner (4), Getzels and Jackson (9), and
Torrance (12) in the area of creative think-
ing are easily available and provide ideas
that could generate discussions.

Techniques and Devices

A variety of techniques and devices
can be used throughout the workshop to
develop thinking skills. Some of these activi-
ties can be carried on throughout the work-
shop and others can serve a particular need
at certain points. Supervisors may want to
adapt some of the following suggestions.

Perceiving might be pointed up by the
use of motion pictures. Films can be pro-
jected without sound, or films produced espe-
cially for developing perceptual skills (5) can
be used. Both might be followed by discussions
of what was perceived. To help teachers per-
ceive more richly, they can be invited to observe
a street corner scene and jot down all the un-
common sights and sounds.

Analyzing can be further developed by
the use of advertising techniques. Over a period
of time, teachers' attention can be directed to
advertising techniques employed on billboards,
television, radio, magazines, and newspapers.
Teachers can study copy for examples of
slanted statements, poor logic, and belf-truths.

Patterning can be encouraged by using
games such as Wft 'N Proof (1) in which the
play of the game depends on following prede-
termined patterns. More open-ended types of
patterning can be stimulated through the use of
activities involving free association. In one
such activity each teacher is given four to six
unrelated words on a slip of paper and asked to
synthesize the words in any way he sees fit. Out-
comes might include poems, drawings, stories,
musical numbers, etc.

Predicting might be stimulated by the
display of a sealed box of unknown contents.
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Teachers are informed of items in the room in
which the box was packed; the box is weighed,
and teachers are asked to guess the box's con-
tents.

Other techniques can be adapted from
games such as "Password" (word associa-
tion) and mathematical puzzles, such as the
"Magic Number Square," from creative uses
of objects such as kaleidoscopes and photo-
graphs of cloud shapes, and from activities
such as brainstorming.

Adaptations of Instruments

Instruments originally developed for
describing the verbal behavior of teachers
might be adapted for use in noting change
in thinking behaviors. For example, adap-
tations might be made of Flanders' frame-
work, which describes classroom interaction
(8), and the "Stanford Teacher Competence
Appraisal Guide" (11), which is designed
to assess and improve levels of competence
in teaching.

Group Analysis of Planning Processes

Members of the group can analyze in
two ways procedures used in planning:
(a) the procedures used by an individual in
planning a lesson can be analyzed by the
group; (b) processes used by the total group
in planning a sample lesson can be analyzed.

Preparation of Planning Cycles

Group members can set up short-term
cycles on planning during which they work
on hunches about developing thinking be-
haviorssetting goals, experimenting with
ideas, and analyzing the outcomes of the
total experience. The cycles can be estab-
lished by individuals or by the group.

Extensions of the Inventory

The Inventory of Thinking Behaviors
was developed with the intent that it would
be further refined and extended. Persons
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may elect to take a portion of the instru-
ment, develop it further, test it out, and
report any modifications or clarifications to
the group. The instrument can also be used
for a group analysis of one teacher's inter-
view. With the teacher's agreement, the
entire group can listen to the tape recording
to note thinking behaviors. Information
gleaned from the use of the instrument can
be used to raise questions and stimulate
discussion.

The workshop can be arranged so that
comprehensive study is given to thinking in
general. Another way of organizing might
be to study in detail two or three dimen-
sions of thinking.

Continuous evaluation of group and
individual progress might be an insightful
way of viewing personal growth. As teach-
ers gain fuller understanding of the thinking
processes and greater awareness of their own
thinking behaviors, they may wish to ex-
tend their efforts by developing these proc-
esses through more personalized supervision.
Teachers might consider ways in which they
can assist pupils in developing their thinking
behaviors. This theme and others might
provide topics for future workshops that
focus on education's role in developing
man's rational processes.

The supervisor is in a key position to
provide stimulation and setting for the teach-
er's self-improvement of his cognitive pro-
cesses. In this way the supervisor also con-
tributes indirectly to the enhancement of
children's thinking. Teachers who are aware
of and prize the development of rational
powers within themselves are more apt to
foster the thinking skills in children because
what a person prizes and cherishes is often
what he covets for others. Several sugges-
tions have been made as to ways the super-
visor can help teachers to use their thought
processes more intelligently, particularly in
planning for instruction.
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The strength of this proposal resides
not ;n assurance of a methodology which
will elicit certain thinking skills in teachers.
Rather the dynamics of the proposal re-
side in:

The questions it raises about how to
teach teachers to utilize fully their thought
processes;

The challenge it presents to the task of
the supervisor; and

The concern for the relationship of
man's rational powers to other peculiarly
human functions that the thoughtful reader
will seek to understand. . ..
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Supervision: An Attempt
To Modify Behavior

JOHN J. KORAN, JR.

SUPERVISION has as its goal
the modification of behavior. Few elemen-
tary or secondary school administrators or
college professors of teacher education, how-
ever, think of supervision in this way, or at

John J. Koran, Jr., Assistant Professor of Curric
University of Texas, Austin

least wish to admit it if they do. Neverthe-
less, as a result of supervision the pre- or
in-service trainee is expected to do or say
something differently than he did prior to
supervision.

ulum and Instruction, Science Education Center,
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A common problem with this expecta-
tion in practice is the failure of public school
and university supervisors to identify specific
behaviors to be influenced and then to at-
tempt to influence these behaviors in ways
which are suggested by contemporary re-
search. This article will describe a theo-
retical orientation and research results which
have substantial implications for the super-
vision of teachers for behavior change.

A General Theory

The use of modeling procedures as a
means of influencing human behavior has
been well documented.1.2 This research sug-
gests that new social responses may be ac-
quired or characteristics of existing responses
changed as a function of observing the be-
havior of others and the consequences of
their responses, without the observer himself
performing any responses or receiving any
direct reinforcement during the acquisition.
A study by Bandura and McDonald 3 indi-
cated that imitation, under certain circum-
stances, was more more effective than operant
conditioning procedures and that the provi-
sion of a model alone was as effective as the
combination of modeling and reinforcement
for initial learning. Bandura, Ross, and Ross 4
have also gathered evidence that indicates that
film-mediated models are as effective in pro-
ducing behavior change as are live models.

A recent group of studies conducted

Albert Bandura and R. Walters. Social
Learning and Personality Development. Chicago:
Holt, Rinehart & Winston, Inc., 1963.

' Albert Bandura. "Social Learning Through
Imitation." In: M. R. Jones, editor. Nebraska
Symposium on Motivation. Lincoln: University of
Nebraska Press, 1962. pp. 11-269.

Albert Bandura and F. J. McDonald. "The
Influence of Social Reinforcement and the Behavior
of Models in Shaping Children's Moral Judgments."
Journal of Abnormal and Social Psychology 67:
274-81; 1963.

A. Bandura, D. Ross, and S. Ross. "Imitation
of Film-Mediated Aggressive Models." Journal of
Abnormal and Social Psychology 6: 3-11; 1963.
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with both secondary teachers 5 and elemen-
tary science teachers s tend to support the
use of imitation in teacher training. The first
of these studies sought to train teachers to
ask analytical questions of the type sug-
gested by the Bloom's Taxonomy 7 categories
of analysis. Trainees were exposed to a
video-tape model of the behavior to be ac-
quired, a written description of the desired
behavior, or a placebo. The treatment
groups viewing the film-mediated model or
reading the written model produced signifi-
cantly higher frequency and quality of
questions asked than did the control group.
The latter study attempted to teach prospec-
tive elementary science teachers to ask ob-
servation and classification questions of the
type suggested by Gagn6 8 in the AAAS
curriculum ScienceA Process Approach.
The treatment group viewing a video-tape
model asking the desired types of questions
generated a significantly greater frequency of
these questions than did a control group.

Feedback is an equally well-documented
means of influencing beliavior. McDonald
and Allen,9 in a series of studies done with
secondary teacher trainees, have found that
reinforcement and discrimination training

5 Mary Lou Koran. "The Effects of Individual
Differences on Observational Learning in the
Acquisition of a Teaching Skill." A paper pre-
sented to the American Educational Research As-
sociation, Los Angeles, February 1969.

' John J. Koran, Jr. "The Relative Effects of
Classroom Instruction and Subsequent Observa-
tional Learning on the Acquisition of Questioning
Behavior by Preservice Elementary Science Teach-
ers." Summary of Research #1, Mimeographed
Paper, The Science Education Center, University
of Texas at Austin, 1968.

Benjamin S. Bloom. Taxonomy of Educa-
tional Objectives; Handbook I, Cognitive Domain.
New York: Longmans, Green & Co., Inc., 1956.

' Robert M. Gagne. "The Psychological Basis
of ScienceA Process Approach." Washington,
D.C.: American Association for the Advancement
of Science, 1965.

F. J. McDonald and D. W. Allen. "Training
Effects of Feedback and Modeling Procedures on
Teacher Performance." USOE, 6-10-078. Stanford
University: School of Education, 1967.
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administered by the experimenter were effec-
tive methods of producing behavior changes
in teachers (video-tape playbacks of teach-
ers' performance were used while reinforc-
ing). A similar study by Claus1° with ele-
mentary teachers tended to confirm the
McDonald-Allen results but with a different
type of sample (elementary teachers instead
of secondary) and a different dependent vari-
able (questioning behavior instead of verbal
and nonverbal reinforcers).

Informal results of supervisor attempts
to influence teacher behavior during the
microteaching clinic at Stanford University
(Summer 1968) by using video-tape models,
feedback, and reinforcement as a part of the
supervisor's strategies have also appeared to
produce change in teacher behavior. These
studies contribute to a sizable body of litera-
ture which suggests specific strategies that
may be of practical value to both the school
supervisor and the professor or supervisor
in teacher education.

A Practical Application

The implication of the above line of
research, and of the methods which were
used, for supervision in the schools is great.
First, it is essential that a supervisor have
clearly in mind the behavior he wishes to
influence so that his feedback can be specific
and so that the supervisee will know what or
how to change as a result of supervision.
The component parts of the behavior must
be clearly communicated to the supervisee.
This can be done by showing the supervisee
a video tape which highlights the desired
behavior in the context of a lesson or by
presenting a written description of the be-
havior to the trainee.

Both the video-tape model and the
written description of a behavior have been
found to be effective in producing initial

" Karen Claus. "The Effects of Cueing During
Modeling Procedures on the Learning of a Teach-
ing Skill." Stanford: Stanford Center for Research
and Development in Teaching, 1968.

acquisition of certain behaviors. Once the
trainee has been exposed to the behavior by
one of the above methods and has had time
to acquire the behavior, an opportunity to
use the behavior in the classroom should be
provided.

In university teacher education situations
"microteaching" provides an excellent con-
text in which the trainee can practice. After a
microteaching session, the supervisor can
provide specific feedback regarding the ex-
tent to which the skill has been acquired as
well as reinforcement for correct responses.
Suppose that the skill to be acquired by ele-
mentary teachers is that of asking observa-
tion and classification questions. The super-
visor would first have to specify clearly the
components of the behavior:

ASKING OBSERVATION-CLASSIFICATION

QUESTIONS

Definition of Observation Questions:
Questions which elicit from students observa-
tions when one or more physical character-
istics of the objects observed vary as detect-
able by sight, touch, taste, hearing, or smell.

Teacher asks the following types of
questions :

1. Questions requiring students to iden-
tify objects according to color

2. Questions requiring students to iden-
tify objects according to shape

3. Questions requiring students to iden-
tify objects according to size

4. Questions requiring students to iden-
tify objects according to texture

5. Questions requiring students to iden-
tify objects according to taste

6. Questions requiring students to iden-
tify objects according to smell.

Definition of Classification Questions:
Questions which elicit from students categor-
ization behavior of objects by single or mul-
tiple dimensions such as color, shape, size,
texture, taste, similarities, or differences.
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Teacher asks the following types of
questions:

1. Questions requiring students to place
objects into student-devised groups or cate-
gories

2. Questions requiring students to iden-
tify whether objects are the same or different

3. Questions requiring students to place
objects into teacher-stated categories.

The supervisory sequence which would
employ the preceding performance specifi-
cation in a microteaching situation is shown
in Figure 1.

In the schools an administrator might
release beginning teachers for short periods
of time to observe a veteran teacher who
does or says a specific thing well. If this is
done, it is vital that the "model" be told
what behavior to perform and how to per-
form it, and the observer be told what to
look for. Again, the specification of the
behavior is critical and the provision of a
written or video-tape model for the live
model to imitate is essential.

Once the supervisee is aware of the
behaviors to be acquired and has observed
these behaviors on video tape or in person,

a practice session should occur. This can
take place in the classroom and might be
thought of as being equivalent to "micro-
teaching." At the end of a practice session
the trainee would receive specific feedback
and reinforcement contingent on the approxi-
mation of the skills in the performance speci-
fication.

The model for this sequence would
be similar to that previously described except
that the "microteaching" would be "macro-
teaching" in the classroom, and the model
could very well be a colleague "live" in the
schools, or a video-tape or written model of
this colleague.

Either of the approaches described can
be recorded on video or audio tape to help
in recalling specific situations about which
to provide the teacher with feedback. Re-
gardless of the setting and technology, the
supervisor's job is to use feedback and rein-
forcement to shape the trainee's behaviors
to approximate a specific performance stand-
ard. During supervisory sessions of this
type, a useful approach is to focus on one or
two behaviors, at the most, and to provide
specific information (feedback) to the trainee
about these.

Supervisor
Microteaching Supervisory

Context Trainee

1. Introduction of the skill

2. Observation of performance

3. Provision of feedback,
reinforcement dicrim-
ination training

4. Help in planning,
observation of performance

5. Provision of feedback,
reinforcement discrim-
ination training

Introduction of behavior
by video-tape model or
written model

Microteaching I

Supervision I

Microteaching II

Supervision II

1. Acquisition

2. Practice

3. Receive feedback,
reinforcement

4. Replan, practice

5. Receive feedback,
reinforcement

Figure 1. Supervisory Sequence in a Microteaching Situation
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When supervising in the schools, fre-
quent visits of short duration by the super-
visor rather than long visits spaced some
distance apart seem to be satisfactory. In
this regard the supervisor may observe in
school for 10-15 minutes at a time or have
the trainee video-. or audiotape a specific per-
formance for short supervisory sessions after
school.

Once a behavior has been acquired and
demonstrated by the supervisee to an accept-
able level of proficiency, it is time to intro-
duce another behavior. The same procedure
may be used over again depending on the
facilities and equipment available. As the
trainee's behavior repertoire begins to show
signs of expanding, supervisory strategies
should be used, and conditions arranged so
that the supervisee begins to see that certain
behaviors can be arranged in chains in order
to facilitate retention of older behaviors and
a flexibility of the response repertoire in
actual instructional situations.

In conclusion, the success of the super-
visor can only be measured directly by the
magnitude of change, in clearly specified be-
haviors, that he produces in the supervisee.
Indirect measures of supervisory effective-
ness are the extent to which the students of
a supervisee do or say things differently, in
a desirable direction, as a result of the teach-
er's acquiring and using specific skills.

Contemporary research shows that
teacher behavior can indeed be influenced
under both laboratory and school condi-
tions. Supervisors must clearly define what
they want teachers to do or say differently
in order to know what to provide feedback
on, and reinforcement for, during a super-
visory session.

The instructional design which the su-
pervisor employs utilizes social learning the-
ory in the form of video- or audio-taped,
written, or live modeling procedures to in-
troduce behaviors to the trainee for acquisi-
tion; and operant conditioning techniques,
feedback, and reinforcement to secure per-
formance of the behaviors. Finally, the use of
performance specifications of the type de-
scribed permit the supervisor to do a pre- and
post-type of analysis of a teacher's perform-
ance to provide information about his own
supervisory behavior and, of course, informa-
tion about the teacher's growth.

The methods discussed and the litera-
ture described suggest ways and means of
going about supervisionion for behavior change
and also a theoretical foundation for these
supervisory strategies. These proposals
should be considered hypotheses rather than
solutions and should be tested under a
variety of conditions and with a multitude
of skills and trainee populations, with the
final hope that they will contribute to the
emergence of a theory ofsupervision.



PA
R

T

IV

T
he

Su
pe

rv
is

or

at W
or

k



EL 19 (2): 111-14; November 1961
1961 ASCD

Coordinating a Supervisory Program

MURIEL CROSBY

WHEN we speak of organizing a
complete supervisory program we must ask
ourselves first, "What are we organizing
for?" Then we must ask, "What is a com-
plete supervisory program?"

It is asserted that the chief function of
supervision is to make it possible to help

teachers help themselves become more
skilled in the processes of fostering chil-
dren's learning. To achieve this goal, teach-
ers need to look at children with new and
fresh vision, to become like the poet Eliza-
beth Barrett Browning defines in her lines:

The poet has the child's sight in his breast
And sees all new
What oftenest he has viewed,
He views with the first glory.

To the extent that this goal is achieved,
a school or school system may determine the
"completeness" of its supervisory program.

In helping teachers help themselves,
supervisors seek ways and means to make
it possible for teachers to discover for them-
selves what "works" for them, ways that
successfully interpret their knowledge of
children and the learning process in creating
a climate in school which encourages chil-
dren's self-discovery, experimentation, inter-
pretation of experience, and realization that
learning in school can be dynamic and ex-
citing because it has use value in living.

When we begin to plan to coordinate
the work of the staff toward the achievement
of a complete supervisory program, we are

reaching toward certain goals. Our objec-
tive is to try to help each staff member to
discover the challenge of continuously seek-
ing ways of improving the quality of learn-
ing, and of finding and using the oppor-
tunities available for stimulating children's
motivation to learn.

All staff members who have a re-
sponsibility for teaching and learning have
equally significant roles to play. Teach-
ers, administrators, supervisors, and other
service personnel are peers in the ful-
fillment of the learning process. A break-
down in the functioning of any member of
the team presents blocks and frustrations
which inhibit the full fruition of the exciting
adventure of teaching and learning.

Signs of the Times

Today, more than ever, the schools
are challenged by children's out-of-school
learning. A single illustration may serve to
emphasize this challenge. During a recent
airflight, the writer had a four-hour stopover
at a large modern airport in the South. The
comfortable waiting room was filled with
travelers waiting out a sudden storm. Most
were deeply buried in newspapers or paper-
backs.

In a far corner of the waiting room
three boys, approximately twelve, ten, and
"going on seven," were quietly seated. On
the wall, over their heads, was a "home-
made" sign:

Muriel Crosby, Consultant on Urban Education, Wilmington, Delaware. In 1961, Associate Super-
intendent of Educational Programs, Wilmington Public Schools, Wilmington, Delaware
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SHOE SHIN
STAND

.15¢ .150

After a brief huddle the youngest boy was
sent around the room to recruit customers.
All he approached refused the service, many
with warm smiles but a few "growlingly."

Here was a prime learning situation.
What were the boys learning?

1. They apparently had learned ap-
propriate behavior for a waiting room situa-
tionorderliness, respect for the comfort of
others, no "horseplay."

2. They were learning the psychology
of "selling." No potential customers would
be hardy enough to take a pair of newly
shined shoes on an airfield that had turned
into a stormy lake.

3. They were learning what makes
people tick and how they responded differ-
ently on a face to face basis. All potential
customers refused the service. The boys
were learning variety in rejection, however.
Most rejections were of the idea, not of the
boys. But some rejections were of both.
Human relations are learned and these boys
were learning.

What of the schools these boys attend,
the schools that can only share in the edu-
cation of boys who already feel at home in
the dynamic environment of a modern air-
port?

1. Were these boys of whom teachers
sometimes say, "They are not interested in
anything"; "My boys have no motivation to
learn"?

2. Were these boys who all too often
must accept the conforming, restrictive quiet
of too many classrooms in place of the ex-
citing world of reality?

3. Did these boys attend schools in
which teachers are told by administrators
and supervisors that they must use pre-
scribed texts; they must cover a certain

amount of content in each subject; they
must use common methods of teaching?

4. Did these boys have teachers who
refused to accept the freedom to teach in
unique ways, to draw upon many resources
for learning, to create curricula with children
which are appropriate for them, because the
plodding of well-established, known paths
is less demanding?

Today, more than ever, the conception
of supervision as a service function demands
administrators who fulfill their role of lead-
ership by working with the staff, not for the
staff. It demands superviiors and other
service personnel who render service of
leadership, provide spurs to teachers' self-
direction, and share in the solution of prob-
lems in learning. It demands teachers whose
conception of themselves is that of profes-
sional peers who find the fruition of their
capabilities through working cooperatively
with other staff members in the most excit-
ing adventure of learning.

Where this conception of supervision,
and of the functions of various staff mem-
bers in implementing it, prevails, adminis-
tration as the coordinating medium becomes
a potent force. Some examples of adminis-
tration at work in its function of coordi-
nating supervision may be helpful.

An Administrator Reports

Two problems face central administra-
tors whose pressure of duties often blocks
close contacts with the staff. One of these
problems centers in communication and the
other in establishing between the staff and
the central administration a base for profes-
sional relationships. Such a base must foster
recognition of professional peer status among
members of a staff carrying different pri-
mary responsibilities, teaching, adminis-
tration, supervision, or other functions of
education.

In one school system in a city of some
100,000 population, the director of elemen-



tary education was concerned with these
problems. Previous experiences had con-
vinced the director that teachers want to
be informed, that they need to know factors
underlying administrative decisions, that
they want to have a part in decision making
and that cooperative decision making de-
mands knowledge of pertinent facts.

One year the director initiated a series
of monthly "Reports to the Staff," a two or
three page mimeographed bulletin, a copy of
which was distributed to each staff member.
There was no attempt to "pattern" these
reports either in content or form. The pri-
mary focus was on establishing an informal
style in reporting events or giving informa-
tion similar to that found in correspondence
between professional friends.

The first of these reports contained
interesting information related to the open-
ing of school, why some classes were so
large and what was being done about it.
It commented on current pressures on kin-
dergarten teachers for formalizing kinder-
garten education and suggested several cur-
rent magazine articles to fortify kindergarten
teachers and principals in resisting unwise
demands. It reprinted a choice "story" pro-
vided by a local kindergarten teacher in win-
ning the support of a questioning parent.
And, finally, it informed the staff of the
recognition won by some of the curriculum
bulletins produced by the staff.

Subsequent reports dealt with similar
current interests of the staff. Often they
carried items of encouragement, particularly
during times of the school year when the
going was rough. The first tangible bit of
evidence that the reports were being read
and were of value came one cold February
day when the director and a beginning
teacher happened to meet. The teacher's first
impulsive words were, "How did you know
that I was so discouraged? It helped a lot
to know I was not alone."

But one, or even a dozen, positive re-
actions do not make a base for a generaliza-
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Lion. And so the director solicited anony-
mous evaluations of the "Reports to the
Staff." Forty-five percent of the staff replied
and the responses were enthusiastic. This
group made 52 suggestions for the content
of future reports, with priorities being given
to items of "current news in education, spe-
cific information about local schools, help
for evaluating children's growth and devel-
opment, for self-evaluation by teachers, and
community developments having implica-
tions for the schools."

Other Coordinating Activities

The thumbnail sketches that follow
may reveal myriad opportunities for admin-
istrators and supervisors who are committed
to a supervisory program rooted in coopera-
tive action:

1. When teachers expressed concern
about the availability of needed books for
use in a project on human relations educa-
tion, the director, the supervisor of libraries,
and the general supervisors joined forces to
produce monthly bulletins on "Growing Up
with Books." These bulletins provided an-
notated references related to human rela-
tions concepts which were obtainable from
the schools' well stocked children's libraries.
One issue was contributed by the elemen-
tary librarians and another by one elemen-
tary librarian who had become interested
enough to explore his school's library more
comprehensively than had been done in the
initial bulletins.

2. Each spring, the teachers of one
school system elect faculty representatives
from each school to meet with the director
and supervisors as a planning committee for
a Fall Workshop. Representatives discuss
posorble themes, activities, consultants, and
participants with individual faculties. They
then come to the first committee meeting
fully prepared to present the needs and
recommendations of the faculties. This is
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an important matter to faculties, for each
year the central, city-wide Fall Workshop
establishes the base for further exploration
by individual school workshops under the
leadership of principals during the week
prior to the official opening of schools. After
all recommendations are considered by the
planning committee, possible action is agreed
upon and the representatives report to their
faculties, seeking consensus and additional
suggestions and assistance in developing the
workshop. By the close of school or shortly
thereafter, principals inform their staffs of
the final program developed for the city-
wide workshop and plan with faculty com-
mittees for the building workshops which
follow. There are no surprises and no guess-
work. Faculties are ready to roll from the
moment a new school year starts.

3. The director of elementary educa-
tion in one city school system believes there
is no more justification for central adminis-
tration to hide behind the demands of busi-
ness management than there is for a prin-
cipal to retire to the office with busy work
which keeps him from fulfilling his job as
professional leader in creating educational
programs of merit.

EL 19 (2): 107-10; November 1961
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When circumstances reveal a demand
for professional help which the director is
capable of giving, he frequently provides
this through bulletins distributed to the staff.
Among the bulletins was a series on prob-
lems in the teaching of reading. The staff
rated this series the single most valuable
supervisory service rendered during the year.
This reaction was obtained through an
anonymous survey of teachers' opinions re-
garding problems in the teaching of reading
and recommended ways of meeting the
problems.

In planning for a complete supervisory
program, there is no more critical issue than
the role of the central administrator. in an
entirely different context, Benjamin Spock
has expressed a hazard that administrators
may take to heart, when he says that creep-
ing behind a technique or professional atti-
tude may lead to the danger of trying to
keep people away from us in order to man-
age them in a more arms-length kind of way.

Blocks and dodges in relationships
among administrators, supervisors, and teach-
ers have no place in good supervision. Only
a team, working together, can develop a
supervisory program. 0

The Supervisor Reports

H. LEROY SELMEIER

LEADERSHIP is an ability which
every supervisor must possess in some de-
gree that is satisfying to the school organiza-
tion with which he is affiliated. The com-
municating of information and a sense of

direction is an essential characteristic of his
job. Without talent in communication his
opportunities for service will recede rapidly.

Clyde Hill once described a leader as
one who is so close to the crowd that they

H. Leroy Selmeier, Administrative Assistant, The Christian Science Publishing Society, Boston,
Massachusetts. In 1961, Assistant Superintendent for Instruction, Grosse Pointe Public School
System, Grosse Pointe, Michigan



are forever seeming to step on his heels, yet
never so far ahead that they will appear to
be throwing rocks at him. A good super-
visor is thus the communicator who main-
tains a close relationship with both his pro-
fessional associates and the citizen interests
of his community. His talents must be di-
rected to the development and expansion of
their understandings of the curriculum.

The personal status of the good super-
visor is never a matter of primary concern.
His bulletins, publications, and public ap-
pearances are only aspects of his work as
a communicator. He is concerned that his
reporting not only relates the facts accu-
rately, but also interprets the trends. More-
over he perceives that the full responsibilities
of his role involve a reporting to the general
public of his school area even as it does to
his immediate professional associates.

Most school systems have an adminis-
trative council or staff meeting at which the
director of instruction may regularly report
on curricular changes which have occurred.
Such meetings frequently involve a personal
type of reporting that is often lacking in the
larger communities that must necessarily
rely on bulletins of notes and special items.

In many school systems in which a cur-
riculum council is still expanding its area of
usefulness, the annual reports of a director
of instruction or supervision in some special
area may become one of the major vehicles
for passing along information. The inter-
change of these reports among other mem-
bers of the staff is often one of the most
neglected opportunities for informed com-
munication. Smaller communities wherein
there is less of a formal organization have
often given a specific period of time in their
preschool and post-school workshops to the
reporting on curricular developments under
way in that community. It is now the super-
visor's responsibility to provide the time
and the occasion for the exchange of infor-
mation lest those at home be among the
last to learn what is so widely appreciated.

The Supervisor at Work 129

Reporting

Effective reporting requires interpreta-
tion rather than a mere relating of the assem-
bled facts. Moreover frank discussion is
often necessary before firm and final con-
clusions are possible. An excellent practice
has developed in the Dearborn schools in
what has been called the Citizens Advisory
Committee. Meeting informally with the
superintendent and his staff approximately
once each month, the group provides ready
reactions to programs as they are develop-.
ing. In this way a unified arts program and
also a continual progress plan were evolved
satisfactorily on the basis of understandings
developed through the reports and interpre-
tations given by the supervisory staff.

Such developments only come as a su-
pervisor maintains himself as a leader
among his peers. Appropriate interaction
then comes most often through indirect
rather than direct supervisory activity. Citi-
zen committees and neighborhood discus-
sion groups for the public, and administra-
tive or teacher group meetings for staff
discussions, become not so much the telling
off of some lesser person but rather the
occasion for a proper reception and fertili-
zation of the instructional leader's ideas.

However great they may be, these ideas
will seem impoverished unless they are
assimilated by the supervisor's professional
associates and the general public. Even as
good teachers, the effective director of in-
struction must recognize how people learn
and so apply these principles to the learning
situation which he is directing.

For example, teachers place great im-
portance on the matter of readiness. Where
readiness is seemingly absent, the profes-
sional educator either waits for the necessary
maturity or he strives to build a satisfactory
readiness. The instructional leader can and
should use this readiness in working with
his special groups. Certainly the remarks
made to parents at kindergarten round-ups
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are made with a view to the readiness which
these parents and their offspring have for the
forthcoming educational experience. More-
over such meetings, as well as those confer-
ences of parents and teachers which are
spreading as a more acceptable form of ex-
changing information on pupil progress, can
be used to develop a citizen interest and
readiness for new curricular patterns.

Discovery

Consistent also with the knowledge of
the learning process which as a good teacher
he would use in the classroom, the super-
visor ought to use the discovery principle
in unrolling curriculum developments with
his associates. The excitement of which
Jerome S. Bruner speaks in The Process of
Education' is something for all of us as
teachers even as it is for our boys and girls
in science, mathematics, and history. The
supervisor's role ought no more to be con-
fined to telling than that of the classroom
teacher is limited to listening. As an in-
instructional leader he may help his asso-
ciates to learn best by his guidance and direc-
tion in which the discovery and the decision
making are actually functions of the staff.

Local curriculum developments may
thus come to a school system through dis-
cussion and analysis rather than by adminis-
trative blueprint and edict. Jefferson County
(Kentucky) schools thus evolved their own
concept of an ungraded school. This grew
out of staff discussions of various problems
and concerns that led to an investigation of
various primary or nongraded schemes. This
was a reversal of the operation by adminis-
trative decree or the traditional approach of
imitating the curriculum developments of
others simply because they are new and
different.

'Jerome Seymour Bruner. The Process of Edu-
cation. Cambridge: Harvard University Press,
1960. pp. 20-22.

Moreover coming to a practice because
they have discovered its value seems to cause
many people to become most ardent mis-
sionaries for this practice. Some of the most
devoted advocates of the self-contained
classroom are those who feel that they dis-
covered the practice and adopted it because
they believed they recognized merit in it.

Another phase of the learning process
which the supervisor should recognize in
his reporting is the degree to which we all
learn from differences. While one may like
similarities for the security they bring, one
seldom learns more by simply repeating
what he has already discovered.

Thus a good supervisor will report de-
velopments that have many similarities to
practices that are already being followed yet
in which the differences will challenge one to
evaluate his own thinking and time-honored
decision.

Many good educators utilize this learn-
ing principle when talking with the parents
of a special grade or classroom about the
curricular practices in that area of common
interest. Whether the major objective be
the initiation of a new approach or the ex-
planation to the parents of a well-accepted
practice which they have misjudged from
the limits of a memory as to what was one
time considered best, similarities can estab-
lish only a favorable climate in which the
real learning will come as new differences
are apparent.

Audio-Visual Means

Again the supervisor needs to recog-
nize that audio-visual devices can improve
the speed and clarity of the reporting. A
filmstrip or even a set of kodachrome slides,
accompanied by a tape recording or by a
human interpreter, can help the parent of
a prospective kindergartner to have a keener
appreciation of the forthcoming experience
which his child is to have.



In Grosse Pointe a concern for improv-
ing the use of classroom bulletin boards saw
little progress result from the proposals of
a committee of administrators. However,
when an audio-visual specialist started mak-
ing a collection of the pictures of the bulletin
boards that were better than average, many
teachers began to be interested. Then, when
the art consultant recorded on tape an ex-
planation of the principles that made some
bulletin boards seem better than others,
almost all teachers became enthusiastic over
a period of time for the improvement of
bulletin hoards. The newer audio-visual
techniques had made converts where staff
meetings and mimeographed bulletins had
had no effect.

Television and radio are also good
means for reporting developments both to
the staff and to the community. Admittedly
the public has come to expect such usage
as being for the purpose of winning an elec-
tion or a bond issue. Yet these means can
also be effective in highlighting curricular
developments.

Both South Redford and Dearborn
have had experience in producing a tele-
vision program and then using the kinescope
thereof for PTA meetings or discussion
groups among the professional staff. For
example, a "trine" on how teachers can
cooperate and work together has greatly in-
terested the parents of the Stout Junior High
and has also been effective with sectional
meetings of the staff throughout the com-
munity.

However, no principle or device for
learning is more important than the involve-
ment of the learner himself. Being consulted
about projected practices, knowing that he
is a participant in the evolution of a decision,
and having some practical sharing in any
curricular decision are all procedures which
the supervisor should encourage among his
co-workers. They make for a receptive part-
nership in the reporting to his associates.
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A story has been told about a nation-
ally known superintendent in an extremely
fortunate Midwestern community of several
decades ago. A successive series of test
results showed his pupils to be decidedly
below national norms in spelling. While
other evidence indicated that a somewhat
more optimum learning situation existed in
almost all other respects, the superintendent,
nevertheless, decided to do something about
the situation. He was a reputable scholar
and writer. Therefore, he reasoned, if he
only worked out a good spelling program
and reported it to the staff, better spelling
proficiency ought to follow.

So he studied and wrote. He then re-
ported his findings to the staff. Appreciating
his worth as a supervisor, the staff tried to
follow his outlines. Yet when spelling was
again tested, the results were distinctly below
the expectations. Then the teachers asked
permission to work out their own approaches
on the spelling problem. Realizing that
almost any possibility might bring some im-
provement over the previous situation, the
superintendent granted permission. To his
amazement, the test results of the next year
showed, for the first time in several seasons,
the community above the national norm.

Certainly it was not that the teachers
had more know-how than did this super-
vising superintendent. The failure was rather
due to the lack of understanding and aware-
ness in a program that was not their own.
As they felt a personal involvement in the
creation of the lesson design, their percep-
tion of learning needs so improved that the
evidence of pupil learning climbed to a more
satisfactory level.

Similarly, many supervisors have learned
that the instructional leader cannot expect
that his units will have the same effect on
the staff as do those involving representa-
tive staff members. Yet such involvement
does not absolve the supervisor of the re-
sponsibilities of leadership. Creating a sense
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of direction, involving personnel who are
ready to evaluate new ideas, interpreting
issues and locating satisfactory assisting per-
sonnel are all a part of the supervisor's role.
Only when some of those who were formerly
critical now turn to praise the new develop..
ments can the director of instruction realize
how much progress has been made.

The supervisor's role as a reporter of
curricular developments is one in which he
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must think and act with imagination and
creativity as opposed to routine and assign-
ment. He needs to utilize the leamings of
others rather than anticipate that he may
know-it-all himself. As a reporter of cur-
ricular developments he views his role as a
service to his professional associates, to the
citizens of his community, and, above all
else, to the boys and girls enrolled in the
local schools.

Improving the Skills of Teaching

JOHN PRATER

TEACHING can be improved by
an efficient program of supervision. Because
they are increasingly aware of this, boards
of education and superintendents are ap-
pointing directors, special subject super-
visors, and consultants to new positions in
their school systems. Principals are being
encouraged more and more to make improve-
ment of instruction their first responsibility.

The position of this article is that effec-
tive supervision is the result of a wise com-
bination of four factors. These factors are:

1. The kind of person who serves as the
supervisor

2. The school environment relating to
supervision

3. The technical know-how of the su-
pervisor

4. The quality of planning carried on
for effective supervision.

The Kind of Person

The most important of these factors is
the first. There are at least four character-
istics which a good supervisor possesses, and
there may be others. Unless the supervisor
has a warmth of personality that wins teach-
ers, he will find it difficult to establish the
rapport that breaks down status barriers and
enables the teacher and supervisor to attack
instructional problems cooperatively. The
good supervisor possesses ability to commu-
nicate professionally with individual teachers
and groups of teachers. He has an interest
in research and engages in "action type"
research activities within his school system
and in cooperation with other systems.
Finally, the supervisor who leads teachers
in the task of improving their own skills
must have the know-how that includes prin-
ciples of curriculum development, familiarity

John Prater, Superintendent, Public Schools of District 89, Maywood, Illinois



with supervisory techniques, devices and
instruments, and a knowledge of what con-
stitutes good teaching.

The School Environment

The responsibility for creating a posi-
tive environment for supervision lies mainly
with the administrative leaders of the school
system. They set the stage where the play
takes place. They must be in accord with
the play itself and indicate to the staff their
support of it.

Many supervisors accept new positions
wondering how strong and sincere the ad-
ministrative support of the supervisory pro-
gram will be. It does not take long to find
this out. However, if administrators and
supervisors work together to develop pur-
poses and plans, there should be no misun-
derstanding of the role that each group must
play to implement them.

The supervisor soon discovers what the
teaching staff thinks of supervision. The
good supervisor hopes that teachers have
been encouraged to accept the attack upon
instructional problems as a joint enterprise
by the whole educational family. If this
attitude exists, supervision becomes some-
thing done with teachers and not to them.

Teachers and supervisors do not always
agree that certain services are the most valu-
able for improving instruction. A recent
survey among hundreds of teachers and
supervisors by the Illinois ASCD indicates
that this is so. There were marked differ-
ences of opinion, too, between teachers of
different grade levels. This suggests that
there is a need for teachers and supervisors
to discuss frankly what services are needed
and how these can be provided.

The school environment ought to favor
the problem solving approach to the study
of instructional problems by groups and in-
dividual teachers. Are groups allowed to do
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research which leads to decisions about in-
structional changes? Are individual teachers
encouraged to experiment with different
techniques of teaching to test the advantage
of one over another?

The professional climate that exists in
a school or school system determines how
well a good supervisor can serve teachers.
The interplay of teachers, supervisors, and
administrators is a key condition of a good
supervisory program.

The time comes when the supervisor
must work with teachers and choose wisely
those devices which he believes will help
teachers to improve instruction. The super-
visor must use his knowledge about each
teacher and his understanding of teachers
as professional people if he is to be effective.
What are some of the means for helping
teachers?

Classroom Visits

Classroom visits by the supervisor are
not universally popular with teachers. They
are necessary, however, as a supervisory
technique, and no supervisor can avoid them.

When he visits a classroom, the super-
visor observes learning as it happens. He
sees the teacher as an active participant in
the learning process. By careful analysis of
what is happening, he gathers ideas for work-
ing with the teacher to improve instruction.

The supervisor should be free to visit
a teacher at any time when school is in
session. The argument that supervisors
should be either on a "call" basis or a
scheduled program should not be allowed.
If the proper rapport exists, no strain is felt
by the teacher or the supervisor whenever
a visit is made.

Teachers, however, should never be
in doubt as to the purpose of a visit. A
conference before the visit can pave the way
for the observation. A follow-up conference
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gives the opportunity to discuss what hap-
pened, to analyze reasons for pupil reactions
and behavior, and to plan for changes in the
techniques of instruction.

Frequent classroom visits to teachers
new to the school system or new to the pro-
fession help the teachers get off to a good
start, which is a real boost toward success.
Knowing that the supervisor is willing and
ready to help eases the new teacher's natural
concern about failure. A teacher wants to
know what is expected of him, and he has
a right to know how well others think he is
doing. Being aware that others care about
his service may make the difference between
a good teacher and a mediocre one.

Teaching Demonstration

The teaching demonstration is another
device that lacks the universal support of
teachers. Good teachers often resist giving
demonstrations because they fear the criti-
cism of their co-workers. They resent the
accusation that they are showing off.

Yet, the teaching demonstration is an
excellent device to illustrate specific teach-
ing skills. It can focus attention upon only
one skill by excluding other extraneous fea-
tures of the classroom program.

Suppose the supervisor observes that
poetry is not well taught in the literature pro-
gram of the upper grades. An excellent
teacher can demonstrate several valuable
ideas and techniques for other teachers.
These take-home suggestions soon become
the practice in many classrooms.

Teaching demonstrations are more
meaningful if they are preceded by briefing
sessions with the observers. The purposes
of the presentation should be clear. When
the demonstration is over, the observers
should exchange views with the teacher and
the supervisor. Again, the cooperative ap-
proach toward seeking improved teaching
skills becomes invaluable.

The planned observation of a teacher
in action by another is an effective device
for helping a person with a specific teaching
problem. It is a type of demonstration that
is tailored for one teacher.

Suppose the intermediate grade teacher
has difficulty with the management of com-
mittees in a social studies project. After a
discussion with the teacher about the make-
up, organization, and purpose of committee
work, the supervisor may arrange a visit
with another teacher in the school system.

The demonstrating teacher must know
what he is to illustrate, and the visiting
teacher must know what to look for.

After the lesson has been taught, there
should be a careful follow-up. The follow-
up may be a discussion between the two
teachers, a discussion between the super-
visor and the teacher, and a try-out of the
techniques with the visiting teacher's own
class. The latter should be done under the
watchful eye of the supervisor.

The advantage of this technique is that
each skill can be more or less pin-pointed
for a teacher. The demonstration in a class-
room during a regular session proves to him
that the techniques or skills in question do
work.

The intervisit requires the release of
the teacher from his classroom during the
time of the observation. Many schools con-
sider the cost of a substitute a wise invest-
ment in good instruction. In some cases
other teachers in a building care for a class
while the teacher is away.

Conference

Conferences are often held in conjunc-
tion with other supervisory services. They
enable the supervisor to discuss classroom
visits, to evaluate a teaching project, to plan
a unit, to explain school routine, and to sug-
gest resources for teaching.

Since the conference usually involves



only the supervisor and the teacher, this is
the best time to discuss matters that are con-
fidential. There should be a mutual under-
standing that neither will discuss the confer-
ences with another person. Both the super-
visor and the teacher must feel free to talk
frankly with each other.

Because personal views are exchanged
in the conferences, the teacher can be male
to feel that his own integrity as a profes-
sional worker is not in jeopardy. He may
be reassured of his own personal worth to
the school system. The conference is a
means of inspiring the teacher to continue
his professional growth and to reach for
continued improvement of teaching skills.

Group Meetings

Although group meetings are not always
popular with teachers, they are essential to
the democratic process of administration
and supervision. Through group meetings
teachers are involved in decision making
preceded by discussion, investigation, and
research. Teachers should have a share of
the responsibility for building philosophy,
outlining curriculum objectives, and setting
up instructional programs. Actually, the
group meeting is a potential morale builder.

In general, group meetings are more
meaningful when they are preceded by a
bulletin. This bulletin should give an agenda
and define the limits of the discussion.

The meeting itself should allow free-
dom for expression of ideas. The discussion
must not stray from the agenda. If new
problems are raised, they should be referred
to another meeting. No meeting should
close without nailing down the decisions or
agreements reached by the group.

The workshop technique enables the
supervisor to focus attention on problems
of interest and concern to teachers. It may
be a combination of group meetings and
sessions which feature speakers.
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Usually, the participants in a workshop
meet together for making improvements in
the instructional program. Teachers share
ideas, examine teaching materials, set goals,
and plan units of instruction. A group in
one school system developed a unit for
teaching about the United Nations. Another
explored ways of developing international
understandings.

Related to the workshop is a study pro-
gram often called a "seminar." The theme
of the seminar is usually one of the accepted
problems or interests of the faculty.

A seminar held in one community dealt
with the study of programs for fast-learning
children. Time was used for reading, discus-
sion of readings, listening to reports of par-
ticipants, and listening to outside speakers.
The seminar group prepared a short publi-
cation which was presented to all teachers
and was used as the basis for discussions of
the same topic at faculty meetings, work-
shops, and group meetings.

Participants in the seminar were given
credit toward meeting the requirements of
an in-service training credit program.

Bulletins

Bulletins serve many purposes. LI,nce

they often become substitutes for other
supervisory devices in an attempt to save
time, they are frequently misused. Like all
other supervisory devices, when bulletins
are overused they lose their effectiveness.

Many supervisors prepare bulletins to
announce and lay the groundwork for group
meetings, to summarize the discussion by a
group, and to foster an exchange of ideas.
They also use the bulletin to suggest refer-
ences and resources for projects.

One of the most effective uses, how-
ever, is that of one supervisor who planned
a series of professional bulletins on each
of the following themes: "Using Manipula-
tive Materials in Arithmetic"; "Developing
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Committee Skills in the Social Studies";
"Strengthening Handwriting Skills in the In-
termediate Grades."

Each bulletin was only two pages long
and was illustrated. Concrete examples of
ideas which teachers might use in their class-
rooms were given and a notebook was
provided for filing bulletins for reference.

The Quality of Planning

At the beginning of this article four
factors were enumerated which combine to
make good supervision. The last of these
must be dealt with briefly.

A strong supervisory program uses the
over-all educational objectives of the school
system to give direction and assurance to
everything the supervisors do for teachers.
A program that feels its way day by day,
determining from one teacher to another
what changes in instruction are needed, is a
weak one.

A supervisor must decide each year
what he believes he can accomplish and
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then determine how the job is to be done.
His plan should be put into writing for
constant reference and an evaluation at the
end of the year. It should be formulated
with the administrative heads of the school
system.

Supervision Strengthens
the Teacher

In summary, supervision strengthens
the teacher. It has no other reason for exist-
ing. Whatever is done to improve super-
visory services ought also to improve in-
struction for boys and girls.

It becomes imperative, therefore, that
the choice of supervisory personnel must be
carefully made. Supervisors should be pro-
fessional persons with characteristics and
skills that will enable them to weld teachers
into working groups for solving problems.
The school staff itself must understand and
accept the significant role of the supervisors
in the constant struggle to attain the educa-
tional objectives of the school system.

The New Teacher
and a New Kind of Supervision?

ALEXANDER FRAZIER

DOUBTLESS there are many
ways in which we might approach the prob-
lem of understanding the new status of
teachers and what this may mean for us.
Yet if we are to come to a satisfying

redefinition of our roles as supervisors and
curriculum directors, then perhaps we need
to imagine: (a) what the behavior of the
teacher as a fully professional person ought
to be; (b) what our concept of the curric-

Alexander Frazier, Professor of Education, The Ohio State University, Columbus, and President,
ASCD. In 1963, Director, Center for School Experimentation, College of Education, The Ohio
State University, Columbus



ulum should be to enable a teacher to func-
tion professionally; and (c) what our own
program of activities, whatever we may
come to call it, ought to encompass to sup-
port the development of the kind of curric-
lum that is enabling to the teacher and also
will meet new public expectations.

How do we define a really professional
teacher? We can easily enough reject as
naive and anachronistic the popular notion
that rarity is his chief characteristic.

Indeed, we know that the number of
able teachers has greatly increased. Better
methods of selection for teacher education
programs, better programs of teacher educa-
tion, more years of education prior to entry
into service, more careful selection proce-
dures for initial employment, more super-
visory attention in the early years of
service, extended programs of in-service edu-
cation and more consultant help for experi-
enced teachers at work, more opportunities
for advanced training and better salary
schedulesall have combined to increase
the supply of able teachers. Yet if we were
to argue with the lay concept of the "master
teacher," we would be missing the point that
is to be gained from studying its signifi-
cance. What it may project is a new level
of independence for the teacher. The pro-
fessional teacher, like any other professional
person, is one who is free to test out new
knowledge on his own terms and is sup-
ported in adding to this as he can. The
question we may need to ask is whether we
are operating in such way as to make it
possible for the teacher to behave as a pro-
fessional person.

The Professional Teacher

Before turning to this question, how-
ever, we may find it useful to spell out
what the teacher as a professional person
looks like. We may do this by describing
the new teacher and for the sake of clearer
definition contrasting this picture with the
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older but still surviving image of the teacher
as something less than professional.

The professional teacher, then, is one
who has worked through to his own satis-
faction the purposes of education and in
terms of his convictions has developed a
thorough grasp of the understandings, skills,
and attitudes that need to be learned by his
students. Or, to use a more modem vocab-
ulary, he has well in mind the frameworks
or structures of concepts and generalizations
that need to be mastered.

With such guidelines in mind, he is free
to plan with and for learners from a great
range of possible activities and resources.
He is emancipated, so to speak, from de-
pendence on any set sequence of learning
opportunities or materials, being so well
versed in aims that he can follow a great
many roads to reach the same ends. He
knows that the greatest importance attaches
to "the relationship between the teacher, the
subject, and the individual student at a given
moment." 1

Thus, he is truly a curriculum expert.
The familiar definition of the curriculum
that used to be parroted in the early 'fifties,
that this was what transpired between
teacher and pupils when the door into the
classroom had been closed, becomes literally
true for the fully professional teacher. His
freedom to make choices is limited only by
the presence of such agreements as are
necessary to ensure order in a school system,
the availability of resources, and the exer-
cise of his own imagination.

When we contrast with this the older
image of the teacher, we are helped to see
how important it may be for us to come clean
in our thinking. Just what are we now really
willing to accept and support as appropriate
behavior for the professional teacher?

In the past, the teacher was too often
thought of as generally inadequate. He was

1 Labels and Fingerprints. Washington, D.C.:
Association for Supervision and Curriculum De-
velopment and others. n.d.; unpaged.
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perceived as being possibly none too sharp
to start with, poorly or at least incompletely
trained, and likely to remain in need of
continuous official attention. With such an
outlook, leadership sometimes saw its task as
being not only that of close supervision but
the administrative provision of whatever
might protect the learner from the teacher.
We have had tremendous energies expended
on designing perfect classrooms; room size
and shape, lighting sources, and the kind of
floor covering can become critical matters
when the right answers are thought of as
compensating for poor teachers. Prodigious
efforts have also 'goneand indeed are still
goinginto thinking up ingenious grouping
and scheduling schemes that hopefully would
make it possible for pupils to learn regard-
less of who their teacher might be. It is for
such an anonymous incompetent that an un-
easy superintendent may be led to exalt
the textbook and the curriculum guide as
freeing the teacher from "the unsuitable
responsibility" of deciding what should be
taught? How much of our own time has
been devoted to pursuit of the same end!

Our task, of course, is to bring our
conception of the teacher into line with the
facts of advancing education and comper
tence. Then, again, we need to ask whether
we ourselves are behaving in such way as to
be enabling to the professional teacher.
Dare we continue to spend our time chiefly
in the induction and orientation of new
teachers, the preparation of so-called curric-
ulum guides, and the selection of instruc-
tional materials? Indeed, may not some of
our present activities actually interfere with
the fully professional functioning of teach-
ers? Equally important, can we think
through with our teacher colleagues the
kind of roles and functions we ought to

'Carl F. Hansen. The Amidon Elementary
School. Englewood Cliffs, New Jersey: Prentice-
Hall, Inc., 1962; p. 159.

fulfill that will enable more of them to
become independent in the ways we are
defining? 3

Concept of Curriculum

A second task closely allied to clarify-
ing our thoughts on the professional teacher
is to think through a modem concept of the
curriculum. If the teacher is expected to
behave as a professional person, what kind
of curriculum does this take? Again, per-
haps we can answer this question by con-
trasting a modern-with an older picture.

Today we would probably choose to
think of the organizing principles of the
instructional program as being derived from
larger wholes, from frameworks or struc-
tures of concepts and generalizations in rela-
tionship. The bases for such structures are
several. Sometimes the framework will be
derived from a discipline, as in current think-
ing about mathematics' Sometimes it may
come from seeking consistency or order of
some kind in a skills area; thus, we speak of
a framework of skill development in reading.
Or it may come from an area such as social
studies and be comprised of those common
themes or concerns that would seem to pro-
vide a satisfactory way of bringing ideas
from several fields into a manageable frame-
work for use in the selection of content, ac-
tivities, and resources.

In our concept of curriculum, we see
this process of selection as mainly a task for
the teacher. Many choices could be made
that would lead to the desired outcome.

3 See Reba M. Burnham and Martha L. King.
Supervision in Action. Washington, D.C.: Asso-
ciation fdr Supervision and Curriculum Develop-
ment, 1961, pp. 33-64, for list of trends in super-
vision that would indicate a responsiveness to the
new situation.

Jerome S. Bruner. The Process of Educa-
tion. Cambridge, Mass.: Belknap Press, Harvard
University Press, 1960.



The teacher is supported in making the
relevant curriculum and teaching decisions.

With such a concept of curriculum,
learning is thought of as a search. The
learner is supported in his discovery of what
he has not learned yet, what he needs to
learn as we see it and what he wants to
learn as he sees it, and of course what he
can learn. The emphasis is on the individ-
ual's search for sense, satisfaction, and sig-
nificance, with the expectation that learners
will emerge with common understandings
but also with each knowing much more than
everybody has to learn. A central purpose
of education is to support the development
of the power to think through learning by
discovery!'

The growth of learning under such a
concept of curriculum is seen as spiral as
well as sequential. Many returns will be
made to basic concepts and generalizations
and the relationships among them as the
learner matures. Children's questions are
answered now, but mastery comes only
with time and perhaps then is never fully
achieved.

For contrast, we may recall the older
concept of curriculum. Constructing the
curriculum was thought of essentially as
the careful grading of preselected items.
Once so ordered, content was to be incor-
porated in perfected teaching materials that
ideally would be practically self-teaching.
Learning was conceived of as mastery of
whatever was laid out to be learned. This
was never very much, when thought of by
the year, but was felt to be enough and
was offered as identical for all. Pace was the
only dimension of individual differences that
really was built into learning.

3See Educational Policies Commission. The
Central Purpose of Education. Washington, D.C.:
National Education Association, 1961; also, Jerome
S. Bruner. On Knowing. Cambridge, Mass.: Belk-
nap Press, Harvard University Press, 1962, espe-
cially "The Act of Discovery," pp. 81-96.
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Learning was aimed at mastery of the
specified content. The practice was to take
all learners through the same sequence of
items or skills to be mastered with the ap-
parent assumption that if we were successful
teachers, everybody would finally come out
in the end with the same knowledge of
what had been taught. Of course, they
never did; when we thought of it, we would
concede that they did not all start in even
and were widely different in need to know,
will to learn, and capacity.

Our Own Program

Perhaps it is not necessary at this point
to indicate that the older position on the
nature of the curriculum does not fit with
the picture of the professional teacher as it
is developingand that we may need to
think most earnestly about whether we have
kept not only our image of the teacher up
to date but also our idea of the instructional
program. Through our activities, are we
working to make a modem curriculum that
supports the teacher as a professional person,
or are we living at least part of the time
in an older world?

Thus our third task really can only be
undertaken as we find that we have a
consistent and defensible picture of the
professional teacher and a concept of the
curriculum that fits with the behavior of this
new teacher. How we shall behave depends
on what we see as needed for the support
and further realization of the teacher in the
suitably enriched teaching situation.

Rather than review once again the pres-
ent uses of our time and whether they fit the
current needs, it may be more helpful to
project several possibly profitable lines for
us to think more about.

One of these is certainly the extent and
nature of the agreements we are going to
need to maintain institutional unity. It is all
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very well, we may wish to say, to talk of
the independence of the new teacher and
the freedom he should and indeed must have
to perform professionally. But we do live
in an institution. We have many teachers
in each grade or subject area. Families
move from one part of town to another and
in and out of the district. Moreover, we have
local needs and wants for our students.
And, of course, we must feel a continued
responsibility for making sure somehow that
what we feel needs to be learned has been
taught.

Perhaps this last sentence contains the
best clue to further study of the agreements
we should work to reach. Too often perhaps
we have begun with resources for teaching,
textbooks, and the like, and then moved
back to the kinds of activities we thought
likely to be most successful and then further
back yet to the kinds of learnings we were
afterand finally, if not exhausted, we may
have pushed back all the way to what our
purposes were for learning certain concepts
and generalizations through selected activi-
ties that would require use of the specified
materials. What we may need to do is to
spend more time reaching agreement on
purposes and on content relevant to pur-
poses and less on activities and materials .°

Such a possibility may lead us properly
to a second area of activity. This is the
whole field of keeping professional knowl-
edge of content up to date. The subsidized
studies are giving us examples of various
ways to approach this question. However
these differ, all of them put our own past
in-service education efforts to shame in terms
of time and resources invested in the reedu-
cation of teachers.

' See Gordon Mackenzie for a useful discus-
sion of "determinants" of the curriculum, "Sources
and Process in Curriculum Development," espe-
cially pp. 78-80, in What Are the Sources of the
Curriculum? Washington, D.C.: Association for
Supervision and Curriculum Development, 1962.

A major problem we face as we attempt
to make use of national major curriculum
studies is to figure out ways of learning
enough about the new programs so that we
can evaluate them. This evaluation must be
not merely from the standpoint that these
studies may be in competition. More funda-
mentally we must be enabled to choose from
various studies the content that we believe
will be valuable if added to what we pres-
ently hold as being suitable for realizing our
local purposes. We have many questions to
ask in the reworking of our in-service educa-
tion programs to bring them up to date.

A third area in which we may need
to think through our activities can be re-
lated to the problem of learning new con-
tent. Many of us lived through the action
research movement when we were, perhaps
somewhat prematurely, being urged to en-
gage in cooperative research projects aimed
at thinking up and trying out new ideas.
Now we are caught in the midst of tre-
mendous activity of all kinds that demands
some sort of testing out.

The professional does test out new
knowledge, not all of it, of course, but what-
ever promises to help him perform better.
We need to exercise our best judgment in
choosing the most promising new proposals
for testing.

Yet we need also to remember that the
professional adds to knowledge as well as
he can. The hope for the profession is that
more of us will find ways of working with
our teacher colleagues on ventures into the
unknown that will result in new knowledge
of a kind that can genuinely make a differ-
ence in the quality of the opportunities we
provide for children and youth. These are
times when we are confronted and perhaps
plagued by many proposals that are plainly
nonprofessional and some that are possibly
injurious. Unless we can turn some of
our own best energies to the search for



better answers,7 we may find ourselves
forced by the pressure for improvement into
changes that we know ahead of time will be
worthless.

The sense of urgency about improve-
ment in instruction comes to us from a
broad public context of concern for making
more of our capacity in every aspect of
national life. As we have tried to respond
to the new expectations, we have undergone
significant shifts in leadership roles and
functions.

The attempt here has been to examine
the resulting new status of teachers as it
may affect the behavior of supervisors and
curriculum workers. It has been contended
that the teacher needs to be perceived as
newly independent; that the curriculum must
be conceived of as open to as much choice-
making among specific activities and mate-
rials as is possible in light of the institutional
nature of the school; and that we must our-
selves learn a good many new things if we
are to support the teacher in such a setting.

The question may remain as to whether
we really need to make the effort to refor-
mulate our roles and functions. Perhaps if
we just bide our time, teachers will fade
out of the curriculum limelight and superin-
tendents will return to building programs
and budgets. It is possible, of course, that
a relaxation in public expectations may come
about, yet this seems unlikely.

What we might better anticipate is
that since curriculum leadership is newly
identified with the administrator and cur-
riculum expertness with the teacher, lay
forces may begin to wonder at the need for
specialized supervisory and curricular serv-
ices. Indeed, this kind of doubt has already
been aroused in several communities and
more than one state.

Alexander Frazier. "Our Search for Better
Answers." Educational Leadership 20: 453.58;
April 1963.
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Yet more worrisome to us may be that
our ineffectiveness may cause the sources
of outside curriculum leadership to gain
greater influence than they now have. We
must learn to relate internally so that we
have an adequate local apparatus for assess-
ment and adaptation of proposals from out-
side and hopefully for development of crea-
tive programs inside. Otherwise, we may
find that the functions pertaining to cur-
riculum construction and in-service educa-
tion have been altogether assumed by others.
One thoughtful surveyor of present practice
concedes that "Properly led, a group of able
teachers may design a new type of instruc-
tional program even while they operate the
old one." However, as he further remarks,
"the question is not whether it can happen"
but "whether we should depend upon it 8

His doubt leads Bricked to propose a state
program of instructional innovation that
would seem to most of us to promise inter-
ference with our proper functioning.

Perhaps even more challenging to us
should be our own professional response to
the pressures recently defined by the Asso-
ciation for Childhood Education Interna-
tional. Can we somehow reinstitute a concern
for basic human values as integral to learn-
ing at every level and for every purposer'

This would seem to be the ultimate
challenge to our professional insight and
ingenuity. The perspective we represent and
our expertness in defining purpose and clari-
fying process are essential to the support of
of the professional teacher in a soundly
based, modern program of instruction. We
must maintain both perspective and expert-
ness. Can we do this? The only answer is
that we must. 0

'Henry M. Brickell. Organizing New York
State for Educational Change. Albany: State Edu-
cation Department, 1961. p. 65.

Basic Human Values for Childhood Educa-
tion. Washington, D.C.: Association for Child-
hood Education International, 1963.
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Strategies for Instructional Leaders

FRANK GERHARDT

"STRATEGY" is a term that may
be applied to a broad general approach de-
signed to suggest specific techniques for ex-
panding three basic areas: (a) involvement;
(b) decision-making processes; and (c) po-
litical sophistication on the part of profes-
sional and lay communities.

"Instructional" is an elusive term ap-
plied broadly to the application of the find-
ings of the social and behavioral sciences to
changing behavior. Instruction of whom,
why, and when suggests situational contexts
for all who are involved. The contexts may
be formal or informal.

"Leadership" is applied to the using of
techniques in supporting a broad strategy.
This strategy relates to purposeful involve-
ment, to expanding a process whereby lead-
ership is freed to be multi-dimensional as
situational needs help determine, and to the
bringing to a cognitive level of the political
processes involved in who gets what, when,
and where. In short, instructional leader-
ship is simply a directed attempt to facilitate
the broad strategya strategy which we
feel to be basic to a cooperative community.

You will notice that neither the strategy
nor the instructional leadership is confined
to a formal classroom context; they are
broadened to include the total system. The
basic premise is that we must practice what
we teach and this includes uncovering prob-
lems, encountering conflict, honoring the
problems that promote dissent, and most of

all, practicing the skills of inquiry, creativity,
and human interaction within task-oriented
activities. This is not easy.

The broad strategy for instructional
leadership does not seem too startling. If
we read the reports from public administra-
tion, business, and the social and behavioral
sciences, we are attempting little more than
to apply the common sense of a practitioner.

What is startling (at least for me) is
the frequency with which acquaintances from
neighboring communities offer unsolicited
sympathy about the headlines our system
receives in the urban newspapers: "You
must be having all kinds of trouble, Frank.
Too bad!" or "It's a shame when an edu-
cator has to spend his time in crisis man-
agement."

I find myself making rejoinders that
attempt to reverse the flow of condolence.
I sometimes suggest that they might be wise
to look for "trouble" or some impending
"crisis" in their own community.

A quick reference to some of our head-
lines might help:

NINTH-GRADE COURSES CAUSE HEIGHTS
STIR

BREAK IS SEEN IN HEIGHTS SCHOOL CUR-
RICULUM

HUMAN RELATIONS MEETINGS END IN
SHOUT DOWN

Two HUNDRED ATTEND DEBATE ON
SCHOOL CURRICULUM

Frank Gerhardt, Superintendent, Cleveland Heights-University Heights Public Schools, Cleveland,
Ohio



TEACHERS AND PARENTS HELP SELECT
SCHOOL ADMINISTRATORS

TEACHERS TAKE "PROFESSIONAL STUDY
DAY"--INSUFFICIENT LEVY

STUDENTS HELP IN ORIENTATION OF NEW
TEACHERS

TEACHERS RECRUIT TEACHERS

FORTY-FOUR CURRICULUM TASK FORCE
COMMITTEES FORMED BY TEACHERS

The headlines seem isolated from one
another. Yet, as one local reporter percep-
tively wrote: "A quiet revolution is taking
place in the Cleveland Heights-University
Heights System." We would like to think
that this quiet revolution is designed to move
from a verbal allegiance to democratic proc-
esses to the practice of such processes in a
public institution.

A Practical Revolution

The revolution is not one of ideas. Just
practices. It is simply an attempt function-
ally to relate philosophy, policy, and prac-
ticesomething which the school people say
they have been trying for centuries to do in
the classroom.

We have been verbally admonishing
people (especially our students) to practice
democracy. We urge such practice by in-
sisting upon various kinds of incantations.
Yet, when have we honestly encouraged
teachers, parents, administrators, citizens,
and students to get involved in influencing
many of the decisions that affect their daily
lives? For all our democratic ritual and
rites, in most cases the public school has
remained a bastion of autocratic practice.

It is not surprising that we have found
that it is easier to preach than to practice.
Not everyone is willing to make the transi-
tion. Not everyone is willing to relinquish
a corporative posture for a cooperative one.

We have been fortunate in having at
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least a precedence for initiating this transi-
tion. Former Superintendent 0. E. Hill re-
ceived national recognition over a decade ago
for establishing lay committees to study areas
of school and community concerns and to
make recommendations to the board of edu-
cation. During the past few years lay com-
mittees have been influential in helping the
school personnel address such things as:
Data Processing, Outdoor Education, Edu-
cational TV, Foreign Language Teaching in
Elementary Schools, Philosophy of Educa-
tion, Public and Nonpublic School Rela-
tions, Technology Education, Buildings and
Grounds, and Human Relations.

In a real sense, a lay committee is a
study group. The group is comprised of citi-
zens, teachers, students, and administrators.
The citizens may or may not be "experts" in
a particular area. The important aspect of
these committees is not only the study and
report made to the board of education. It is
also an awareness of the complexities of
working with publics and the interacting
variables at work in board and administra-
tive decisions. This awareness brings to com-
mittee members a greater sophistication as
to what it means to be involved.

Reorganizing Leadership

Three years ago our staff raised some
serious questions about the organization pat-
terns used to bring about curriculum change.
At this time the system had subject matter
specialists (K-12) who assumed the respon-
sibility for "leading" in curriculum devel-
opment. Recognizing a greater extent of
teacher competency than is commonly be-
lieved, the staff discussed type, kind, and
direction of leadership.

How could the system organize in order
to allow leadership to emerge from the teach-
ers? How could the system organize in a
way which honored the classroom teachers'
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responsibility and ability for instructional
improvement? These questions were thrown
open to the total faculty and from this came
a staff-planned Instructional Leadership Pro-
gram which brought focus to the processes
of change rather than to set ends.

The teachers have been involved. Com-
paring the two instructional programs we
find:

Under the Coordinator Program, the
system had 12 steering committees involving
130 teachersmost of whom were appointed
by the administration.

Under the Instructional Leadership
Program, we had over 400 staff members
volunteering to work on 44 Task Forces.
The Task Force addresses a problem area
defined by the staff.

We are not so naive as to assume that
quantity implies quality. Yet, Task Force
recommendations to the superintendent have
indicated more depth and more positive
alternatives than have previous attempts at
change.

The community is involved through lay
committees. The staff is involved through
the Instructional Leadership Plan. What
mechanics are provided for student involve-
ment? At this point in our development we
are still shaping an organization to include
such activity. Last year we established a
special committee of secondary students, ad-
ministrators, parents, and teachers to explore
this topic in depth. This exploration is not
easy. As administrators and supervisors we
know the suspicion by members of the teach-
ing staff; the student's suspicion is even more
intense.

After the third meeting of the com-
mittee, a ninth-grader asserted that his peers
had warned him that the superintendent was
"up to no good. . . . after all, superintendents
are not interested in kids." After the fifth

meeting, I was told that students had no
need to meet with the superintendent peri-
odically to influence decisions; but, if I had
a need to meet with them, "they would be
happy to come." Students serve on our
Curriculum Advisory Council, several lay
committees, and in the past supported a
staff Philosophy of Guidance Committee.

Role of the Board

Many elements must be present to make
a transition from a traditional school organi-
zation climate to one in which all persons
associated with the school have opportuni-
ties to influence its goals and activities.

An enlightened board of education is
essential. The board members must recog-
nize that the democratic experiment and the
experiment called "public education" require
a sophistication about the processes involved.
Board members, along with staff and the
public, need to be reminded that, as a public
institution becomes responsive to local de-
sires and to the larger social issues, they, as
public servants, can, and should, expect a
number of complex and difficult issues to
emerge for shared consideration by all- groups
concerned. Each member of these groups
is tested as he creates his own views through
confronting honest differences in an open
and responsible way.

The board, through its superintendent,
must assure the appointment of leaders com-
fortable in the use of the democratic pro-
cesses. These individuals must be content
to see their successes and accomplishments
reflected in the successes of teachers and
students.

This attitude requires a new breed
of supervisor or administrator who does not
strike a win-or-lose position when he serves
as a learning facilitator for all groups in the
school community. He must be willing to
risk, to confront, and to trust.



In our district, a special training pro-
gram has developed from isolated efforts we
have made in social inquiry, creative be-
havior, and human interaction. The effort
we made for our youngsters had significant
implications for determining the strategy and
techniques for encouraging and refining in-
structional leadership.

The implications became formalized
within ar auult training program called
"Process Training."

Process Training assumes that leader-
ship involves the interaction of: (a) the
rational processes of inquiry; (b) the diver-
gence and convergence of creative behavior;
and (c) the host of human factors at work
in any task-oriented group effort. With in-
tensive, small-group sessions designed to
bring to the cognitive level the skills and
feelings involved in human effortindivid-
ual and collectivea greater sophistication
is reached.

This greater sophistication is needed if
the broad strategy is to become more effec-
tive. It is also needed if the system is con-
sciously to strive toward creating a climate
conducive to effective extensions of involve-
ment in all types of decision making.

In recent years new curriculum pro-
grams and individuals associated with them
(particularly administrators) have been at-
tacked publicly by individual citizens. Such
attacks, when combined with positive ex-
amples by individuals and groups in educa-
tion, often are perceived as a form of "inter-
ference" with "professional" decisions.

Politics of Education

There have been times when super-
visors, administrators, and teachers have de-
manded a professional "shield" from the
board of education and from community
groupsa shield which denies the need to
share in the public arena. This demand
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sometimes takes the form of a bifurcation
between that which is "political" and that
which is "educational."

A substantial part of our broad strategy
is to break down the myth that public educa-
tion is apolitical. This is perhaps one of the
most difficult problems we face. Political
processes are often perceived as negative
patterns of human behavior and the term
"political" carries negative connotations.

Combine this denial of the politics of
education with the mystical missionary zeal
which some educators assume in a "win-
lose" position in supporting the "rightness"
of their cause and one can readily see the
difficulties inherent in trying to evolve a
democratic strategy that can prove effective.

Perhaps one of the most difficult tasks
for the superintendent is to encourage his
staff to "keep the faith" in our effort. There
is far less insecurity when position and power
are welded into an authoritative structure.
A good number of personal needs are met
through being an "expert." There is far less
ambiguity, far less need to be willing to risk.
The lack of political sophisticationon all
of our partscan be disheartening.

Yet, we must (and do) constantly ask
ourselves: What is the alternative? As yet
we have not found one that allows personal
integrity, social ethics, and democratic pro-
cesses to function in a public school. So, as
Dewey suggested, we "do not shoot because
targets exist, but set up targets in order
that throwing and shooting may be more
effective."

Ends and means constantly modify each
other. As we sharpen our ways of address-
ing and hitting the targets, we may find the
need for different kinds, types, and place-
ments of targets.

Our strategy should allow for both ends
and means in a process of change. If it does
not, we are still hung up at the verbal level.
And this is not enough. . . .
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Supervisory Visits Locate
Teachers' Needs

GEORGE C. KYTE

THE supervisory visit requires
more time than does any other technique of
supervision. This is a finding of many re-
search studies regarding the various super-
visory functions and the proportion of time
devoted to each one. How this type of
supervisory visit is conducted has been well
treated in the educational literature. With
few exceptions, however, the purposes in
using the technique have been based pri-
marily on problems reported by teachers
and other personnel. Consequently, symp-
toms and causes have been intermingled so
that the actual needs of teachers usually
have not been determined. Only carefully
planned and conducted supervisory visits
permit the discovery, analysis, and diag-
nosis of specific classroom problems and
needs of teachers and pupils.

One of several research studies was
designed to reveal detailed information re-
garding actual needs located through super-
visory observations. Hence the data indi-
cate conditions to be treated by supervisory
officers through individual conferences,
teachers' meetings, supervisory bulletins,
and demonstration lessons planned to im-
prove teaching and learning.

The investigation is based on (a) 30
pairs of tape-recorded classroom sessions by
30 teachers respectively, (b) the tape-
recorded supervisory conference between
each teacher and the supervisor, the ob-

server of the first lesson in the pair, (c) the
latter's own analysis of the help given the
teacher, and (d) the critical comparisons of
the two classroom sessions in each pair,
made by at least ten other trained super-
visors. The latter specialists made their
evaluations independently of each other,
using accurately reproduced transcripts of
the two performances. These supervisors
were not informed which lesson occurred
first. The sets were stapled so that at least
five supervisors read the first lesson first and
at least five read the second lesson first, in
order to control the effect of order of
exposure.

In the records are evident excellent
teaching, good but improvable teaching, and
serious weaknesses. The present investiga-
tion is delimited primarily to the various dis-
cerned weaknesses requiring supervisory at-
tention. The items included here are not
characteristic of all teachers but occur so
commonly or so detrimentally that they are
noteworthy.

Planning

Inadequate planning by some teachers
affected adversely the classroom perform-
ances. Evidence of inadequate preplanning
included hazy purposes not grasped by chil-
dren, insufficient preparation of the physical
environment, incomplete provision for all

George C. Kyte, Professor of Education Emeritus, University of California, Berkeley



essential learning activities, and teacher's
lack of fundamental knowledge needed in
the teaching-learning activities. The other
aspects of weaknesses in planning are pre-
sented under other headings because of the
obviously direct reference to certain instruc-
tional defects.

Grouping

Undesirable conditions in the grouping
of pupils occurred in arithmetic, reading,
spelling, dramatic play, and social studies.
The analyses of children's performances dis-
closed that individual abilities, needs, and
interests were not being met efficiently. The
range in some groups was too extensive;
bright children were wasting time and weaker
ones were obtaining too little help. Some
classes were divided into groups which were
so much alike that they might have been
combined in one group to economize effec-
tive instruction.

Lack of needed flexibility in group-
ing also occurred. Sometimes the effect
of grouping was seriously minimized by
avoidable distractions caused by faulty
seating arrangements and interruptions. In-
adequate planning was evident in many
weaknesses in grouping.

Audio-Visual Aids

Weaknesses involving audio-vistal aids
in areas of learning resulted from some
teachers' insufficient preplanning or failure
to ,utilize available aids. Opportunities were
overlooked to strengthen learning by the use
of the blackboard in teaching the Three R's
especially. Reading and arithmetic charts
were not obtained or prepared, were poorly
designed or ineffectually used. Instructional
aids included in textbooks or suggested in
teachers' guides were either not used or mis-
used.

Illustrations of these weaknesses are:
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failure to use pictures in readers, omission
of essential steps in teaching arithmetic
meaningfully, and omission of the use of
available maps, globes, and other concrete
materials. These weaknesses handicapped
pupils' clarification of concepts and relation-
ships. Some visual aids were incorrectly
prepared or poorly arranged in the class-
room for effective instructional use.

Children's Learning Activities

Both teacher planning and teacher guid-
ance included weaknesses that affected ad-
versely the pupils' learning activities. One
quite common omission was that of differ-
entiated activities necessary to meet the spe-
cific needs of certain types of children. The
most marked kind was the failure to provide
for the abilities and interests of bright pupils.
Another weakness was the unsatisfactory
conduct of class or group discussions. They
failed to arouse children's interest or were
not pursued until they fixed the desired
learning.

Two specific mistakes of some teachers
were evident in the discussions. The cor-
rect answer given by one child was accepted
as being the answer all or most of the pupils
would give. Conversely, the answer made
by the group was accepted as the answer
each child in it had given. These two weak-
nesses were especially noticeable in the
teaching of reading, speech, and arithmetic,
and occurred primarily with respect to items
requiring individual mastery.

Integrative types of activities were
overlooked or unskillfully used. Learning
situations requiring dramatization or dra-
matic play were not included or were con-
ducted ineffectually. Too commonly omitted
were field trips which would have provided
rich concrete experiences needed by chil-
dren. Normal and natural units of work
were not included or were only partially
developed. For example, opportunities to
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correlate reading and social studies were
overlooked, especially in the primary grades.
The considerable reading materials and pic-
tures on home and family in the readers
were studied in relation to reading but with-
out relating the content to social studies
activities. Essential follow-up activities in
the unit of work were not planned with the
pupils or were inadequately planned.

Readily available out-of-school experi-
ences for the children were not used or
were misused. Common experiences in the
home and community were not directly re-
lated to the vocabulary and concepts in-
cluded in the children's learning activities.
The failure to utilize extensively the pupils'
meaningful experiences in arithmetic affected
their learning. At times, also, the selection
of arithmetical experiences involved inclu-
sion of concepts and efforts at generaliza-
tions too advanced for the children's level
of development. Analogous conditions were
observed in the reading activities.

Teachers' ineffective questioning affected
adversely children's learning. Questions im-
provised offhand were not thought-provoking
or they served to evoke unnecessary recall
of facts. Some teachers' questions interfered
with the desired spontaneity of the pupils.
One form of this weakness was questioning
by the teacher which should have been done
by the children. The natural flow of con-
versation was impeded or prevented.

Teachers' English Usage

The records of classroom performances
disclosed some teachers' oral English requir-
ing superviscry attention. Serious time-
consuming and ineffectual speech habits were
the most common ones. They included fre-
quent repetitions or poor formulations of
questions, directions, and answers. Many
teachers also overworked certain words,
phrases, or clauses so that the instructional
value of these elements was minimized.
Some teachers wasted considerable time by

repeating habitually the pupils' answers,
questions, and oral reading. These various
weaknesses will be presented in detail in
another article 1 and therefore are only men-
tioned in the present study.

A second research study includes a
number of grammatical errors made by the
teachers. Most common were incomplete
sentence elements, repetition of words, in-
correct omissions, lack of agreement be-
tween noun and verb or object, and the use
of nouns and pronouns so that the intended
reference was difficult to determine or was
not discernible.

There are other detracting or poor
usages in the English of some teachers
requiring self-correction but often needing
supervisory attention. The tape record-
ings disclosed prominently mispronunciations
such as "cause" for "because," "gonna,"
"wanna," "gotta," and "sorts." Similarly
detected were misuses of certain modifiers,
as in "awfully good," "pretty good," "ter-
rific answer," "how come," "got time," and
the not interpretive "sort of" and "or
anything."

Slang terms were used by some teach-
ers, the most commonly noted expressions
being "uh huh," "huh?" and "0. K." One
teacher, for example, frequently used "uh
huh" in answering her pupils' questions or
approving their answers: "John, 'They have
white tails.' Teacher, `1.1h huh.' Jane, 'They
are mostly brown.' Teacher, Th hub.
Tommy?' Tommy, 'Aren't they lighter brown
underneath?' Teacher, 'Yes, uh huh' . . .

Mary, 'But some have big black spots'
Teacher, `1.1 huh. Yes, uh huh. Those are
all right answers." It was not surprising to
hear her pupils using "uh huh" later in the
lesson. Another teacher used the extrane-
ous "0. K." 20 times in a ten-minute period
with the result that the children were also
saying it frequently.

1 George C. Kyte. "Supervisory Visits to Class-
rooms Disclose Teachers' Incorrect Speech Hab-
its." The Educational Forum, Vol. 25.



Some teachers formed the habit of in-
terjecting "er," "ah," or "uh" very often in
their questions, directions, and answers. The
interjection was poor classroom practice into
which the teachers fell while thinking during
a conversational period. Following are illus-
trations of this fault. "Er, why would that be
a good subject?" "The knights had, er,
armor made out of iron." "I want someone
to, ah, take this strip of paper, ah, I've cut
out." "I'll bring it over here, ah, so that
you can show the class, ah, how it looks."
"When you got to the, uh, store, you said,
uh, uh, 'I haven't anything from the dairy.'
How did that, uh, happen?" "You, uh, also
should read to, er, find out what Dick
said."

Class Control

In some cases of beginning teachers,
inadequately trained teachers, or weak ones,
the recordings uncovered causes and condi-
tions of unsatisfactory class control and the
nature of poor disciplinary measures used.
The correction or elimination of various
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other observed conditions discussed here
should contribute to improved class control.
Some situations, however, were serious ones
requiring specifically planned supervisory
observations in order to determine the nature
of assistance needed by the teacher. One
teacher who used, "shush," frequently was
an instance.

Teachers who were ambivalent in
discipline and class control were in seri-
ous difficulties. The teacher who resorted
consciously or unconsciously to severe dis-
ciplining of individuals before the rest of
the class needed helpful consultation in order
to avoid this harmful practice.

Having determined through supervisory
visits to the classroom the specific strengths
and weaknesses of teachers, the supervisor
is able to plan insightfully the kind of help
to be given. Some needs can be met in
teachers' meetings, others in individual con-
ferences, and still others through the demon-
stration of better procedures. Related to
any one technique may be carefully selected
pertinent professional reading recommended
to the teacher.

To Improve Instruction,
Supervision, and Evaluation . . .

THOMAS A. PETRIE

RECENT years have witnessed
much effort directed at changing educa-
tionchanges in teaching, changes in or-
ganizational patterns, changes in curricula,
changes in media. Hopefully, the changes

are not in name only but will result in im-
proved instruction. That some fail surprises
no one; that some succeed and even surpass
expectations is exciting and encouraging.
An in-service program of the Educational

Thomas A. Petrie, Research Coordinator, Educational Development Cooperative, Homewood,
Illinois
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Development Cooperative 1 is one such ex-
citing and encouraging plan for change. The
goal is nothing less than improvement of
instruction, supervision, and evaluation.

This program seeking simultaneous im-
provement of instruction, supervision, and
evaluation assumes: (a) having explicit
goals allows the integration of teaching and
supervisory roles; (b) supervising requires
ability to describe exactly the competencies
needed for teaching; (c) skills can best be
acquired as needed; and (d) the evaluation
cycle provides a means for ordering the
process of supervisory and instructional im-
provement.

In the paragraphs that follow, the
EDC program will be described step by
step as it unfolds in an actual in-service
training situation.

Development of Skill List

The training program begins when an
EDC staff member meets with a district
superintendent, assistant superintendent of
instruction, and principals to identify goals,
objectives, and skills which they believe are
important. By doing this the behavior neces-
sary for success in that district can be de-
duced and described. For example, one
district valued and rated teachers on "in-
structional skill"; but "instructional skill"
was undefined. Teachers could not know
exactly what teaching skills were valued.
Therefore, the group worked to identify
what was meant and an aspect of instruc-
tional skill was specified: "a lesson plan
shall include an explicit objective, teacher-
student activities, and desired performance."
So a list of specific and desired teacher skills
or competencies is formulated.

1 EDC is an interdistrict organization com-
posed of 62 elementary and secondary school dis-
tricts in south Cook and north Will Counties,
Illinois. It is funded locally and by a Title III
ESEA grant.

Workshop Orientation

Then the workshop composed of six to
eight teachers plus the teachers' principals
and immediate supervisors begins. The list
of behaviors necessary for instructional suc-
cess is reviewed by the group. It is presented
as a list of competencies (or behaviors)
which teachers in that district must acquire
to be considered successful. It specifies
skills or ways of managing students, subject
matter, time, space, and equipment needed
in the repertoire of the teacher, supervisor,
or principal. Teachers may, and do, add to
the list. When the list is complete, it is ap-
parent that teaching actual lessons, incor-
porating the described behaviors, is to be-
come the focus of the workshop.

Orientation continuesthe steps re-
quired for planning a specific lesson to be
taught the next day to a regular class are
reviewed. As the teacher, supervisor, and
principal create the lesson plan, the super-
visor and principal will share experiences
and make recommendations so that the plan
specifies behavioral objectives, teacher ac-
tivities designed to achieve objectives, com-
plementary student activities, the informa-
tion necessary to describe the class before,
during, and after the lesson, and desired
standards.

As the orientation session ends, dis-
cussion centers around the nature of super-
vision and instruction, teachers as decision
makers, and the change process.

Planning Cycle

At this point, a teacher, supervisor, and
principal actually plan a lesson. The super-
visor and principal share their experiences
and make recommendations with regard to
the lesson, but the teacher decides what to
incorporate. Clear understanding of the in-
structional objectives and of ways to achieve
them is sought by the three co-workers.



With clear understandings regarding objec-
tives and teacher-student activities, the sorts
of information (feedback) needed to de-
scribe what occurs during the teaching of
the lesson can be decided. "Feedback" is
anticipated; indeed, it is planned for.

As the lesson is planned, the comple-
mentary nature of teaching and supervision
becomes evident. The planning process re-
quires that the teacher and supervisor ex-
change ideas, solve problems, and secure
mutual understandings about objectives,
activities necessary to achieve them, infor-
mation necessary to describe the class before,
during, and after instruction, desired stan-
dards, and the relevance of the list of district
instructional competencies to the particular
lesson.

Teaching and Taping

The next day the teacher teaches the
lesson as planned; the supervisor arranges
for recording the class on video tape and
collecting any other information according
to agreement. A critique follows during
which the supervisor relays his observations
to the teacher. Together they view part or
all of the video tape. Then reactions of the
workshop group are sought; this in turn
leads naturally into planning another lesson
and recycling the process.

As a result of the critique, skills need-
ing improvement have been noted by the
teacher and supervisor. Usually these are
the same desired skills or behaviors listed
during the orientation stage of the work-
shop. Acquiring these is paramount; there-
fore, use of desired behaviors is planned in
subsequent lessons. After planning, teaching,
taping, and critiquing, the cycle can be short-
ened. Planning occurs again but taping and
feedback focus on the appropriate five or ten
minutes when the selected skill is needed
and used in the classroom. In this manner
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the training program concentrates on in-
creasing instructional competencies one at a
time.

The in-service program thus far de-
scribed concentrates on classroom teaching
activities. However, supervisory activities
usually require attention, too. To date,
supervisors have found that they must learn
to gather information skillfully in order to
provide the needed feedback to teachers.
Sessions to help supervisors accomplish this
are incorporated into the workshop.

Is This Evaluation?

Essentially, a process of evaluation has
been described. Mutual development of ob-
jectives (what we are trying to accomplish),
teacher-student activities (treatment, or how
it is to be done), data collection (what in-
formation we need to collect to describe the
state of affairs), instrumentation (how it
shall be measured), and standards (is it
significant) provide the basis of evaluation.
When the cycle is experienced and re-
experienced, evaluation occurs and reoccurs.
Hopefully, by participating and, in fact,
working at it there will be increased under-
standing of the process of evaluation.
Though not simply accomplished, a reason-
able process has been described engaging
principals, supervisors, and teachers.

Figure 1 exemplifies a lesson plan and
the mutual agreements of a teacher, princi-
pal, and supervisor. The plan in Figure 1
was developed by the teacher, depart-
ment chairman, and principal in approx-
imately 30 minutes. The teacher understood
and approved the plan. Perhaps the ob-
jectives could have been more operational,
activities more explicit, and recommenda-
tions extended. But to smother the teacher
would have been, in essence, to impose
upon her the supervisor's plana pitfall
to avoid.
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Supervisors agreed that to meet their
responsibilities, as outlined, they had to in-
crease their competencies in interaction
analysis. Sessions were planned to acquaint
them with "The CVC System" of behavior

classification? Further, it was necessary to
decide what noninvolved behavior actually

2The CVC System, July 1968, Cooperative
Educational Research Laboratory, Inc., Northfield,
Illinois.

Objectives
1. To understand eight selected vocabulary words in the story
2. To comprehend the theme in The Call of the Wild.

Activities

Teacher Activities Student Activities

1. Review the story to date. 1. Teacher-student discussion.
2. Introduce the eight story vocabulary words 2. Students define them.

in text.
3. Instruct the students to write them in their 3. Students write them down.

notebooks.
4. Call attention to the unique spellings in dia- 4. Discuss and relate them to their home orlect passages. peer talk.
5. Call for student volunteer to read. 5. Student reads.
6. Every two paragraphs, discuss the progress 6. Discuss.

and student reactions to the story.
7. Call attention to vocabulary words. Secure 7. Students define them in their own words

student interpretations of words, synonyms, and relate to story context.and antonyms.

Teacher's Concerns
1. Tenor of class
2. Involvement of class in the activities.

Recommendations Teacher Accepted
In a discussion, press dialogue with a specific child; state questions in a manner requiring

more than a single word response. Elaborate on response.
Agreements Regarding Supervisor's Responsibilities

1. Videotape the class
2. Record incidents of noninvolvement in activities
3. Record classroom responses on CERLI Matrix.* (Particularly concerned about Teacher

Seek Thinking and Student Inform Thinking.)
Standards

1. 90 percent involvement of the class in the discussion
2. Teacher questions of 50 percent seek thinking
3. Student responses of 50 percent inform thinking
4. 90 percent student accuracy in interpreting vocabulary words in their context.

* A 4x4 grid used to tally verbal content of students or teachers regarding thinking, recall, manage-ment, and feeling according to who informs, seeks, accepts, or rejects.

Figure 1. A Lesson Plan for Ninth Grade English



is. After categories of noninvolved behavior
were established, it was agreed that incidents
of noninvolvement were to be recorded by
the supervisor.

As the teacher taught her ninth grade
class, each person attended to the task of
observing, teaching, or recording. The
supervisor observed the class and recorded
the involvement of the children. The prin-
cipal arranged to have the class videotaped
and later reviewed the tape in order to
classify classroom interaction.

During the subsequent "feedback" ses-
sion, the workshop leader reviewed objec-
tives, activities, teacher concerns, informa7
tion required, and standards. The teacher
described her instruction according to her
own perceptions. The principal reported the
inforination regarding involvement and vo-
cabulary interpretation. Each piece of in-
formation was related to the appropriate
objective and activity, and differences re-
garding other interpretations were listed.
Finally, segments of the video-tape record-
ing were reviewed for resolving differences
regarding interpretations. The focus was
on the plan as presented.

EL 24 (2): 147-50; November 1966
0 1966 ASCD
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Apparently supervisors and principals
can develop sufficient skills to sustain the
training program described. The program
may be modified to minimize observation
time and demands for information collection
and analysis.

Desired skills or behaviors serve as
objectives of the program, and the eval-
uation process provides the vehicle for
improving teaching skills one at a time in
the classroom setting.

Other considerations could be raised
with respect to instruction, supervision, and
evaluation. Underlying the program is the
rationale that organizations consist of com-
plementary roles and functions. In an edu-
cational organization every role has to some
degree administrative, supervisory, instruc-
tional, and evaluative functions. These com-
plementary roles and functions need to be
understood and experienced as they con-
tribute to institutional goals and individual
achievement. In this respect the previously
mentioned program attempts to be straight-
forward regarding the potential that evalua-
tion holds for the improvement of instruc-
tion and supervision. 0

The Supervisor's Part in
Educating the New Teacher

ROY A. EDELFELT

THERE is an old assumption that
new teachers know how to teach, that they
know how to create and use teaching mate-
rials, and that they may even know a little

more than experienced teachers about new
methods, new subject matter, new psychol-
ogy and sociology.

As a result, we expect the beginners

Roy A. Ede lfelt, Executive Secretary, National Commission on Teacher Education and Professional
Standards, NEA, Washington, D.C.
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to assume the full responsibilities of teach-
ing, treat each as if he could succeed in
almost any assignment, expect them to be
our equal, and treat them all as if they will
stay in teaching for a full career. The new
teacher is treated almost the same as the
experienced teacherexcept for salary and
tenure.

We need to take a new look at this old
idea. The new teacher today is not the
same as his experienced colleague, nor is
he one of 200,000 copies of the same model.
And he should not be treated as such. All
kinds of teachers are in the new crop each
year. And despite differences they are simi-
lar in only one respectall are beginners.

Help for the
New Teacher

Should the new teacher be expected to
start at full steam? I say emphatically no.
He should not assume the full responsibili-
ties of a regular teacher in his first year, and
maybe not even in his second or third, not
until he has demonstrated the necessary
competence.

I am not recommending less work.
Although the new teacher should not have
a full teaching load immediately, he needs
extensive time to plan, analyze, and evaluate
his teaching, to study children and subject
matter, to investigate teaching materials
all with the help of highly competent super-
visors.

The cost to society for what we are
presently doing with and to new teachers
is too high. Only about half the teachers
who began teaching last fall will be in the
classroom three years from now. Supervisors
are fatigued and frustrated by the constant
orientation and induction of new teachers,
but some of this work could be cut if the
dropout rate in teaching could be reduced.
Many new teachers are too slow in reaching

their potential as experts because they are
told or they sense that the system is set, the
boat cannot be rocked.

Supervisors Can Help

Job No. 1, then, is to find ways to orga-
nize a teaching force so that no new teacher
assumes a full teaching load immediately.

Job No. 2 is to find effective ways and
competent people to help the new teacher
learn to teach.

Few new teachers want to assume full
responsibility on a job, and most will admit
they are not ready to.

This leads me to an attack on the myth
about the equality of new teachers and ex-
perienced teachers. Equals in what? If re-
garding a new teacher as an equal means
treating him as if he were as competent as
an experienced teacher, then either we are
kidding ourselves or we have some pretty
inadequate experienced teachers.

If, however, equality means regarding
the new teacher as a colleague, as a person
of integrity and responsibility, as a person
entitled to protection against capricious at-
tack or dismissal, as another professional
who should be guaranteed academic free-
dom, then we have a defensible concept of
equality, and incidentally one which is not
adequately championed by people in educa-
cation.

What the new teacher wants most,
perhaps, is not to be treated like a student.
The best solution to the degruction of the
myth about equality may be to use more pre-
cise terms, to make clear what is meant by
a colleague relationship and be honest about
what a neophyte-senior teacher relationship
-might be.

Job No. 3, then, is to be sure that the
status of the beginning professional is clear.
He is not the equal of his seasoned mentor,



the experienced teacher, but he is his col-
league and he has certain rights and respon-
sibilities which should be recognized.

If the pretenure transition period lasts
three or four years, if it involves intensive
analyses and evaluation of teaching, inde-
pendent and group study, graduate work,
and activities designed to achieve some clear
goals for a "career teacher," it may be that
all new teachers will not choose to take this
route because it would mean seven or eight
years of study (including the undergraduate
years) to become a career teacher. The
transient teacher might choose not to follow
such a plan. Some other teachers might
choose less than career status. For such
teachers, other aproaches to orientation and
induction might be followed.

A career teacher should have a speci-
fied level of competence in teaching and
more responsibility in the school than a reg-
ular or beginning teacher. He should be
rewarded on a basis comparable to that of
the principal.1

Job No. 4. Within existing circum-
stances, make the pretenure period a screen-
ing time. Make clear the desired compe-
tencies of teachers who stay, and be sure the
school climate supports these expectations.

Job No. 5. Set up some pilot projects
to try the idea of career teacher status.
Experimentation would provide a chance to
involve both teachers and laymen in devel-
oping the idea and to test its validity.

A teacher is not clearly a success or a
failure because he "makes it" or "flubs it"
in one school or one classroom. We treat
new teachers as if they can succeed in almost
any assignment. Their assignment is often

'To explore the concept further, see National
Education Association, National Commission on
Teacher Education and Professional Standards.
Remaking the World of the Career Teacher. Report
of the 1965-66 Regional TEPS Conferences. Wash-
ington, D.C.: the Commission, 1966.
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a matter of placing a person in a classroom
on the basis of preparation for a specified
subject at a particular level. If the neophyte
fails in that particular assignment, too often
we tend to brand him a failure.

We know that teaching styles differ,
that different experiential backgrounds and
attitudes influence success or failure in a
particular situation. We know, too, that
when a teacher obviously cannot succeed
in his first assignment despite a supervisor's
efforts to help, there should be other alter-
natives than admitting failure.

Transfer to a new assignment, even in
the middle of a semester, should be pos-
sible. Temporary relief from a teaching
post should also be possible. And both
without loss of face.

Job No. 6, then, is to be much more
careful and deliberate about the initial as-
signment of teachers and to build more
flexibility into the way teacher assignments
can be shifted during the school year.

The neophyte in most professions has
something to look forward to, there is a
visible career pattern. We have this in teach-
ing if the teacher moves into administration,
college teaching, or government employ-
ment.

Yet the classroom teacher begins about
where he ends at retirement, in status,
responsibility, and privilege. To keep good
teachers in the classroom, to make it pos-
sible for them to afford to stay in the class-
room, beginners must see opportunity and
rewards ahead that can be earned. These
might include:

a. Reduced teaching loads for career
teachers, who will have other responsibili-
tiesworking with student teachers, teacher
aides, interns, and beginning teachers; de-
veloping ideas for improvement in content
and instruction; serving on district, state,
and national committees; traveling, study-
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ing, and thinking (the sabbatical leave);
working on curriculum committees; con-
sultant work in other buildings; teaching
in-service education courses; writing (e.g.,
grant proposals).

b. Recognition within the districta
status similar to the full professorship in
college, being consulted on important dis-
trict decisions.

c. Added privilege and rewardex-
penses and salary while attending confer-
ences, secretarial and teacher-aide help, pay
on a basis comparable to or above that of
principals.

As important is the fact that the roles
of teachers are changing and expanding.
Teachers are beginning to zssume a variety
of roles, depending on competence, experi-
ence, and training. As differentiated roles
are developed there will be even more flexi-
bility in possible career patterns and assign-
ments for those who choose to stay with
teaching.

These ideas are illustrative. Perhaps
the most important idea is that status should
be based on demonstrated competence. But
we must believe that competence is impor-
tant. This means we must know what com-
petence is and be able to recognize it when
we see it, which is not the case now.

An Action Program

I wish the Association for Supervision
and Curriculum Development and other
groupsat state and national levelswould
take action on some of these points. It
would be feasible to:

1. Communicate what is being done
to help beginning teachers, short one-page
vignettes describing effective programs.

2. Find school systems which are not

doing anything much with new teachers
where there might be some interest and
willingness to experiment.

3. Establish contact with Research
and Development Centers and Regional
Laboratories (sponsored under Title IV,
P. L. 89-10), to discover what these cen-
ters are doing about the beginning teacher
and try to influence what they do.

4. Develop some practical suggestions
for working with the beginning teacher
which will help people deal with situations
as they existwhere sweeping changes are
not yet appropriate.

5. Develop programs for the retrain-
ing of supervisors to establish specialists for
dealing with problems of the new teacher,
such programs to include new developments
of various systems for analysis of the teach-
ing act.

6. Specify some of the unique prob-
lems of the beginning teacher, such as get-
ting to know materials, applying child study
procedures, study and application of strate-
gies of teaching, and use of evaluative tech-
niques for student growth.

7. Develop a theoretical and philo-
sophical basis for dealing with the begin-
ning teacherthe learning-to-teach phase of
career development

Schools will never be any better than
the teachers who man them. One of the
ways to get better teachers is to make sure
the new crop each year get sufficient time,
help, and encouragement so that each new
teacher has a chance to develop his own
teaching style to a high level of perfection.
This goal is a primary professional obliga-
tion for teachers and supervisors. It de-
serves more attention than it is getting
presently.
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Supervision and Continuing Education
for Teachers of English

ROBERT F. HOGAN
JAMES R. SQUIRE

NO JOB is less likely to be done
than the one which is "everybody's job."
Any nation operating on the assumption
that "peace is everybody's business" would
do well to arm itself. Prior to Social Security
legislation and organized social welfare agen-
cies, care fJr the aged, which was then every-
body's responsibility, was deplorable. Sim-
ilarly, in no period of American education
did instruction in English and the language
arts suffer more than in the 1940's and early
1950's when every teacher, presumably,
was a teacher of English. Unless a job is
divided into components, assigned to and
accepted by someone, no one does it.

During those "every teacher" decades,
English in some schools lost virtually all
identity as a discipline. School personnel
officers, furthermore, interpreted the slogan
to mean that anyone could teach English.
As a consequence, despite subsequent ef-
forts to raise certification standards, state-
wide studies such as those in Pennsylvania
(1) and California (2) and two nationwide
surveys by the National Council of Teachers
of English (3, 4) reveal that half the teach-
ers now teaching English in secondary
schools across the nation still lack a major
in this subject. In fact, nearly a third have
neither a major nor a minor in English.

In elementary schools the time devoted
to direct instruction in English and the
language arts, apart from incidental instruc-
tion in the teaching of other subjects, ranges
from 40 to 50 percent of the total instruc-
tional time (5). Yet after full certification
and nine years of in-service requirements,
the typical elementary teacher has given
eight percent of his total academic and pro-
fessional education, preservice and in-service,
to the content and the teaching of the lan-
guage arts (4). Elementary teachers de-
voted eight percent of their preparation to
approximately 50 percent of their task.

The argument with the slogan, "Every
teacher is a teacher of English," is not with
the principle, but with the result. To be
sure, marking any piece of student prose
is an occasion fc teaching English, or re-
inforcing it, or ignoring it. Except for for-
eign language teachers who may rely com-
pletely on the direct method, any teacher
who speaks before a class sets a standard
of English expression, good or bad, for his
students to emulate. Yet to someone must
fall the principal responsibility for initial
and sequential instruction in the skills and
the arts of language, for teaching the prin-
ciples of composition, for organizing access
to our literary heritage. At least half of

Robert F. Hogan, Executive Secretary, National Council of Teachers of English, Champaign, Illi-
nois; and James R. Squire, Senior Vice President and Editor-in-Chief, Ginn and Company, Boston,
Massachusetts. In 1964, Dr. Squire was Executive Secretary, National Council of Teachers of
English, and Professor of English, University of Illinois, Urbana
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those to whom it falls in secondary schools
and many of those to whom it falls in ele-
mentary schools are not even minimally
prepared to meet this responsibility (3, 4).
If the "specialists" themselves have not been
adequately trained, on how firm a footing
is the program if it simply rests with "every-
one"?

Improvement in the long run depends
on teachers who insist on better prepara-
tion, school systems which both demand it
and reward it, colleges which offer it, and
a national program of institutes to make
additional training available to those now
in service. Large-scale improvement in Eng-
lish instruction cannot be realized unless
all these individuals and agencies meet their
responsibilities. Yet each must meet his own
responsibilities; this cannot all be "every-
body's job."

Essential Needs in Teaching
of English

In May 1964 the National Council of
Teachers of English published The Na-
tional Interest and the Continuing Education
of Teachers of English, a national survey of
the responses of 3,000 elementary teachers
and nearly 7,500 secondary teachers of Eng-
lish, dealing with in-service education, both
with graduate and professional courses
available in colleges and universities and
with programs sponsored by school systems.
This study pinpoints certain essential needs
which will go unmet unless those respon-
sible for supervision and curriculum devel-
opment take appropriate action. (In the
following pages all data not otherwise cred-
ited come from this report.)

Refine patterns of requirements for in-
service growth. Recommendations of the
profession and common sense notwithstand-
ing, fully half those now teaching English
in secondary schools have not majored in
English. Moreover, only 55 percent of sec-
ondary school teachers of English and 45

percent of elementary teachers are employed
in schools which have formal requirements
for continuing education. That is to say,
approximately half of the teachers work in
schools which do not have such require-
ments. These are likely to be the schools
accepting substandard preparation in the
first place.

Where they exist, blanket requirements
for a given number of credits in a specified
period of time do virtually nothing to close
the gap between preparation and profes-
sional responsibility. If a high school Eng-
lish teacher has not taken a course in
composition or rhetoric during preservice
education, even when it is available, this is
the last course he will take to satisfy general
requirements for in-service growth. Simi-
larly, the elementary teacher, in a program
calling for instruction in grammar and usage
from the third grade on, will usually avoid
courses in modern English grammar.

The Education of Teachers of English
for American Schools and Colleges (7), as
well as the earlier report entitled The Na-
tional Interest and the Teaching of English
(3), specifies indispensable areas of prepara-
tion. Those in charge of in-service educa-
tion should be familiar with such recom-
mendations and make certain that teachers
who offer additional credits in satisfaction
of requirements make an effort to compen-
sate for gaps in their preservice education.

Encourage experimentation and the
study of research. It is one thing to accept
change cautiously. It is another to go on
in utter innocence of new developments.
Despite all the current discussion about
team teaching, ungraded curricula, inter-
age grouping, and lay readers, fewer than
10 percent of secondary teachers of English
are in schools that have even begun to ex-
periment with such programs. Their coun-
terparts in the elementary schools have not
done much better. Curriculum consultants
can do much for in-service growth by en-

1

i



couraging experimentation and study. Local
research projects make teachers more intel-
ligent consumers of other research reports.
Moreover, they place teaches in the clear
position of needing additional information.
With the strategic use of invited consultants
and additions to the professional library,
teachers participating in the study would
on their own initiative not only seek to
help to shed light on a real problem, but also
to fill in gaps in their academic and profes-
sional preparation.

Develop professional libraries. In no
other profession is the gap as great between
what is known and what is practiced as it
is in the teaching profession. And in few
academic subjects is this gap greater than
it is in English. Time and again research
has demonstrated, for example, that under
certain conditions the teaching of formal
grammar not only fails to produce improve-
ment in writing but actually inhibits it (8).
No doubt the lag between professional
awareness and professional practice explains
to a considerable degree why leaders like
Ruth Strickland can assert that no major
recent change in the language arts curric-
ulum has resulted from research (9).

One reason for the negligible impact
of research is that reports of research are
so inaccessible. Approximately 50 percent
of teachers work in schools or systems with-
out access to a professional library. The
other half do not always find accessibility
easy. The supervisor or curriculum director
who wants to establish and maintain an
up-to-date professional library will find help
in the minimum professional libraries for
elementary and secondary schools in Eng-
lish and language arts listed in the appendix
to The National Interest and the Continuing
Education of Teachers of English.

Reevaluate the function of the teachers
institute. Despite occasional moves to sub-
stitute other activities for it, the teachers
institute remains strongly entrenched. Over
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70 percent of secondary school teachers of
English and over 80 percent of elementary
teachers are employed in schools or districts
which hold such institutes regularly, usually
once each year. For a majority of teachers,
attendance is "expected" or mandatory.

To what extent are such programs
aimed at closing one or more of the gaps
between preservice education and profes-
sional responsibilities? With the scope of
their task, the institute for elementary teach-
ers cannot give a preponderant amount of
time .exclusively to the English language
arts. But 56 percent of elementary teachers
regularly attend institutes that give less than
25 percent of the time to it. In fact, nearly
50 percent of the secondary school teachers
of English attend institutes with equally little
concern for their subject.

All teachers should have interests and
knowledge outside a particular academic
specialty. Yet an elementary teacher with
no work in literature for children or a sec-
ondary teacher of English whose last com-
position course was in his senior year in
high school has specific and urgent needs
that will never be satisfied by the kind of
speaker engaged more often than any other
for the annual institutes, a speaker from
the field of general curriculum.

Few districts can afford to engage an-
nually an outstanding speaker in every sub-
ject field. Yet a succession of such speakers
over a few years' time would be better than
an "all-purpose" speaker each year. Most
schools, moreover, have on their teaching
and supervisory staff more subject matter
strength than they ever utilize sufficiently.
The curriculum director responsible for
institute plannifig can use district as well as
outside specialists to ensure that teachers
have the chance to improve their under-
standing and teaching of the English lan-
guage arts.

Encourage participation in the activi-
ties of subject matter organizations. The



160 Supervision: Emerging Profession

National Council of Teachers of English
holds its annual meeting each fall, bringing
to one city for a series of programs several
hundred of the national leaders in English
and the teaching of English. It sponsors
many other conferences, institutes, and work-
shops each year. The International Read-
ing Association, the other national organiza-
tion entirely devoted to issues of special
interest to teachers of the language arts,
holds an annual meeting in the spring. Both
organizations have hundreds of local, re-
gional, and state affiliates with their own
programs and activities. Both, too, have
comprehensive publications programs, in-
cluding regular periodicals, occasional bul-
letins, and a variety of books.

Here is an inexhaustible reservoir of
in-service growth. To what extent do schools
encourage teachers to tap this reservoir?
Approximately one third of the teachers of
English in secondary schools hold mem-
bership in the Secondary Section of NCTE.
But for elementary teachers, total mem-
berships in NCTE and IRA constitute less
than six percent of the total number of
teachers. Despite the fact that for the past
several years NCTE has followed a policy
of placing its convention within 1000 miles
of every teacher at least every fourth year, 82
percent of the secondary teachers of English
and 92 percent of the elementary teachers
have never attended. NCTE affiliates spon-
sor each year at least 200 local or regional
programs, but 68 percent of the elementary
teachers across the country have never at-
tended one.

Many of these meetings are held on
weekends or on holidays. With how little
effort and at how little expense could schools
put teachers into contact with outstanding
scholars in English and the teaching of
English! Some schools have found that all
that is needed is an announcement, some
encouragement, an occasional token. reim-
bursement of expenses. By joining such

associations, staying informed of their pro-
grams, and making it possible for teachers
to attend, an alert supervisor or curric-
ulum consultant, for little more than the
cost of mileage, can do at least as much
for the local English program as he could
with several hundred dollars spent to bring
speakers into his community.

Know and capitalize on the strengths
of present staff members. If half the sec-
ondary school teachers of English across the
country lack a major in English, an approx-
imately equal number have such a major.
Seven percent began their teaching with a
master's degree; another 27 percent have
earned this degree since beginning teaching.
Sixteen percent of elementary teachers have
an undergraduate major in English or lan-
guage arts. An additional one fifth have
group or field majors which included Eng-
lish with one or more other subjects.

Although the general picture of teacher
preparation in English is grim, across the
country are outstanding teachers with aca-
demic and professional preparation unparal-
leled in the history of the profession. Of
seven different in-service activities, elemen-
tary teachers ranked meeting with other
teachers first; secondary teachers ranked
meeting with other teachers second only
to additional college courses. Yet barely
one third of the secondary teachers and one
fourth of elementary teachers have frequent
opportunities for such meetings. In fact,
more than 10 percent of both groups never
have such an opportunity.

Working with department chairmen,
grade level chairmen, or steering commit-
tees, the supervisor can set up a sequence
of meetings on topics selected by the teach-
ers. In one secondary school, for example,
at the invitation of the English teachers,
the county consultant in elementary reading
led a series of seminars on the teaching
of reading. Particularly needed is leadership



to bring together elementary teachers and
junior and senior high school teachers of
English. Again and again teachers identify
this need to break down the "professional
isolation" of the individual teacher. Yet to
whom does the initiative belong?

By studying personnel records and by
observing classes, the curriculum specialist
can identify teachers with special training
and competencies, teachers who might other-
wise escape his notice. By similar study and
observation, he can identify needed strengths
that are nowhere represented on the teach-
ing staff. If no one in a high school English
department, for example, has taken advanced
work in rhetoric or studied modem English
grammar, then the next vacancy reported to
the personnel office should so stipulate. By
keeping abreast of needs as well as present
strengths, supervisors who have responsibil-
ities for interviewing candidates will be in
a unique position to make strategic recom-
mendations.

Reevaluate the need for strengthened
supervisory resources. In recent years the
whole concept of supervision has changed.
Dropping a policing function and adopting
new procedures and often a new title, the
supervisor in recent years has done much
to enhance rapport with teachers and to
create a climate more conducive to improv-
ing instruction. Yet as the supervisor has
relied less on classroom observation and
more on group process, as his assignment
has been based more on geography or on
school level, he has had to become a gen-
eralist. This is particularly true at the ele-
mentary level. There 80 percent of the
teachers have at least some opportunity
to meet with a general supervisor, but over
40 percent have never had an opportunity
to meet with a supervisor trained in English
or the language arts. This unavailability
of direct supervision, as well as the remote-
ness of generalized consultant help, no doubt
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accounts for the low evaluation which teach-
ers in many districts place on supervision.
Secondary teachers, for example, rate confer-
ences with supervisors of less help than any
other in-service activity except reading re-
search reports. The NCTE report indicates
that new approaches to supervision are hardly
more effective than the old in promoting
curriculum change. Approaches are needed
to relate supervision to active classroom
instruction.

More recently the trend has been to
include subject matter specialization within
the larger framework of supervision. Yet
in English, as contrasted with other aca-
demic subjects, the swing has been slight.
In 1963, for example, 15 states provided
full or part time supervision in English
while 33 states provided 221 supervisors
in science, mathematics, and foreign lan-
guages. While one cannot reasonably expect
every district, large or small, to engage a
full time supervisor in English, half the
school districts in cities of more than 200,000
did not offer specialized supervision in Eng-
lish, although the supervisory staffs have
been substantial.

One indication of the growing impor-
tance of specialized supervision in English
was a national conference of some 50 Eng-
lish supervisors called in February 1964 by
the U.S. Office of Education to develop
guidelines for supervision in English. Lead-
ers of NCTE, ASCD, NASSP, and The
Modern Language Association participated
in this conference. Similarly, in October
and November 1964, the National Study
of High School English Programs is calling
two conferences on the supervisory respon-
sibilities of high school English chairmen.1

The issue here is not entirely fiscal. To

1 Director of this project was James R. Squire.
A report of both conferences was published: High
School Departments of English: Their Organiza-
tion, Administration, and Supervision. Champaign,
Illinois: National Council of Teachers of English,
1965.
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be sure, federal funds supported supervision
in science, mathematics, and foreign lan-
guages. Yet awareness of advances in these
subjects has led to specialized supervision
even without outside help. In English, much
of the problem grows from a failure to
recognize that here, too, are new scholarship
and new techniques. The profession has
given up the idea that anyone can teach
English; in many areas, however, any super-
visor can supervise the teaching of English.

The demands for strengthened supervi-
sion are clearly implied in ASCD's "The
Role of the Curriculum Supervisor" (10).
This working paper underscores the rapid
expansion of knowledge and the need to
recognize that "teacher education is a life-
long process. . . . In-service education by
local school districts is essential if the teach-
ing corps is to keep abreast with advances
in knowledge. . . ." The paper, furthermore,
highlights the central responsibility of curric-
ulum specialists in this process. They "must
play major roles in a school district's in-
service education program. Both the gener-
alist and the subject-area specialist have
important parts to play. . . ."

The need for subject specialization im-
plied in the discussion of changes in the edu-
cational scene is reiterated in subsequent
discussions of basic assumptions. "It is es-
sential that the supervisor be regarded . . .
as a helping teacher, a consultant, or a co-
teacher.. . ." Finally, it is spelled out in the
section dealing with staff organization, which
distinguishes between the contributions of
general supervisors, who "are primarily con-
cerned with looking at any curriculum
proposal or instructional problem in its re-
lation to the students' total educational ex-
perience," and the subject matter supervisors,
who "are the specialists in the content,
methods, and materials of a particular dis-
cipline.. . ."

Competing with traditional school gram-
mar are three distinct grammars of English,
any one of which improves on the tradi-

tional in describing accurately the struc-
ture of English. With respect to language
learning, Charles Ferguson, Director of the
Center for Applied Linguistics, has said
that more information has become available
in the past five years than in the previous
one hundred. Joint efforts of linguists,
psychologists, and reading specialists promise
to reorganize if not to revolutionize funda-
mental principles of reading instruction.
These are but a few of the changes. Keep-
ing up with the new scholarship and dis-
criminating among suggested changes in pro-
cedure and techniques demand full time
commitment.

Apart from any steps taken to improve
the in-service and continuing education of
teachers of English, the implications for
the supervisory staff are clear. In the ab-
sence of a supervisor trained in the English
language arts, schools can and probably
should rely more on their best prepared
teachers for instructional leadership.

Generalists in supervision can do much
to create a climate that releases the energy
these teachers can bring to the problem.
Yet in the long run if supervisors are to be
leaders, as they must be, the continuing
education of supervisors themselves and the
selection of replacements or additions to the
supervisory staff should command at least
as much attention as the continuing educa-
tion and recruitment of teachers of Eng-
lish.
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Supervisory Techniques
with Beginning Mathematics Teachers

SANDRA NOEL SMITH

APPARENTLY many variations
exist in the procedures used by supervisors
of teachers, especially of beginning teachers,
in the field of mathematics. A survey was
conducted to determine to what extent the
variations in supervisory techniques did exist.

This survey was designed to evaluate
the degree of variability of attitudes toward
supervisory techniques among beginning
teachers of mathematics in the public sec-
ondary schools of the Middle Atlantic States.
This investigation is an analytical appraisal
of the various attitudes as determined from
beginning teachers of mathematics with five
years or less experience.

Data for this study were obtained

through a questionnaire directed to teachers
in selected secondary schools accredited
by the Middle States Association in the
states of Pennsylvania, New York, New
Jersey, Maryland, and Delaware. Distribu-
tion of the 300 responses to the question-
naire was as follows: Pennsylvania 121;
New York 60; New Jersey 82; Maryland
31; and Delaware 6.

The techniques investigated and evalu-
ated by the teachers were: Orientation of
New Teachers, Classroom Visitation, In-
dividual Conference, Faculty Meeting, De-
partmental Meeting, The Workshop, Small
Group Activity and Teacher Committees
Within the School, Curriculum Development

Sandra Noel Smith, Assistant Professor, Department of Education, Howard University, Washing-
ton, D.C.
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and Implementation, Demonstration Teach-
ing, In-Service Education and Professional
Growth, Instruction in the Use of Audio-
Visual Aids, Evaluation, and Research and
Experimentation. Each of these 13 cate-
gories was subdivided into 74 aspects which
were scaled in terms of frequency and value
by the responding teachers.

This study has conveyed a brief his-
tory of supervision and the attitudes and
opinions of the experts in the field of super-
vision in general, and in mathematics in
particular, as they relate to the 13 categories
of supervisory techniques as surveyed by the
author. An evaluation of the experts' opin-
ions as to the relative worth of these tech-
niques seems to indicate that their main
thoughts lie in the theoretical application of
these techniques rather than in their practical
application, which is desired by a majority
of the classroom teachers. These experts
did not place a numerical value on the
technique, but rather leaned toward the
techniques in light of their previous experi-
ences and their proximity to the mathe-
matical supervisory officials.

Throughout the study of the most effec-
tive supervisory techniques used with begin-
ing teachers of mathematics, a pattern of
similarity existed in the frequency and value
of the 13 techniques as utilized and valued
with the beginning teachers of mathematics.
Therefore, the analysis of the 300 responses
is also a true representation of the 5 states
on an individual basis.

In each state and in the composite sum-
mary, the value of each technique was
greater than the frequency of the said
technique. In the states of New Jersey,
Maryland, Delaware, and in the composite
picture of the five states, there were 7
techniques of supervision which had a per-
centage of value which was greater than
or equal to the percentage of frequency of
all of the techniques. In Pennsylvania, this
number of techniques was 8 and in the state
of New York, the number was only 2 tech-

niques. There was little variation in the
ranking of the techniques according to fre-
quency and, throughout the states, the tech-
niques of Research and Experimentation,
Orientation of New Teachers, Evaluation,
Workshop, and Demonstration were among
the least utilized techniques.

Mathematical computations were used
to reach the recommendations derived from
this survey. The author was able to secure
a graphic and accurate evaluation of the
usage of these techniques by employing the
proper statistical procedures commonly used
by statisticians in gaining meaningful and
useful information from responses such as
those received in this survey.

In a final analysis of these data, the
author found that there were some areas
that were suspect and could be strengthened.
These areas have been suggested by teachers
whose hopes are that the implementation of
methods to improve these weaknesses would
be initiated as soon as possible. These rec-
ommendations are based on the factual ex-
pression by the teachers of the desire for
activities which were highly valued by the
beginning teachers but not frequently utilized
by the supervisory officials.

Recommendations

Consequently, in light of these opinions
and statistical results, the author makes the
following recommendations that could
strengthen the practices of mathematics su-
pervisors and thus improve the quality of
instruction in the classroom. Such enhance-
ment would be of great value not only to
the students concerned, but to the school
system as well.

We will not present here all of the
recommendations derived from the evalu-
ation of the responses of the teachers. Only
those recommendations of most significance
and that promise the most far-reaching ef-
fects in changing and improving supervisory
techniques in the area of mathematics are



listed. These recommendations are as
follows:

1. Teachers should receive helpful sug-
gestions on the economic use of time and effort,
on useful materials, and on effective ways of
grouping pupils.

2. Assistance should be given, within the
regular curriculum, in providing for individual
differences, special interests, and creativity.

3. Teachers should be visited in their
classrooms for purposes of evaluating the
teaching-learning situation rather than for in-
spection or rating.

4. The mathematics supervisor should do
continuous research on the new developments
in mathematics education and should interpret
the new ideas to the teachers.

5. There should be a continuous devel-
opment of in-service education opportunities
that will improve teaching.

6. Guidance in the effective use of avail-
able aids in the various units of work should
be given to the teacher.

7. Methods and techniques used by the
supervisor during the classroom visitation
should be adapted to the experience, degree of
mastery of subject matter, and personality of
the teachers.

EL 25 (2): 158-65; November 1967
1967 ASCD
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8. In-service programs should fulfill the
needs of teachers of children of all abilities.

9. Suggestions should be offered by the
supervisor relative to initiating or carrying
through a unit of study

10. Adequate time should be scheduled
for discussion and evaluation of the procedure
observed in a demonstration lesson.

The author has been notified by several
of the schools which participated in this
survey that steps have been taken to in-
corporate some of these recommendations
in the guidelines being prepared by their
supervisory personnel. Consequently, the
implementation of these recommendations
( those listed and others not listed in this
article) would improve the effectiveness of
the teacher and of the supervisors. The
full usage of these recommendations could
strengthen the lines of communication be-
tween the teacher and supervisor and might
erase some of the fears and dislikes that
some teachers have toward some supervisors.
However, the major accomplishment is that
the student's instruction would be greatly
strengthened in this aspect of education, on
which greater stress is placed than upon any
other disciplinemathematics.

Supervision and Team Teaching

WARD SYBOUTS

THERE are indications that many
educators are still asking, "What are the
advantages of team teaching?" This is ap-
parent when we realize most schools have
not adopted the newer techniques of staff

utilization.' More effective use of skilled
teachers for the improvement of instruction

1 Judson T. Shaplin and Henry F. Olds. Team
Teaching. New York: Harper & Row, Publishers,
Inc., 1964. pp. 323-26.

Ward Sybouts, Professor and Chairman, Department of Secondary Education, Teachers College,
University of Nebraska, Lincoln
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has been recognized among the several ob-
jectives of team teaching. However, Ivins
has reported that many principals in schools
in which team teaching was being used were
overlooking the potential for staff growth
and development.2 Supervision is one of
the areas in which team teaching extends an
opportunity for improving the quality of
education.

Supervision has been defined in many
ways. Simply stated, supervision should en-
compass a major portion of the efforts of
the principal and staff to improve instruc-
tion. Supervision is not limited to specific
acts of visitation, evaluation, or in-service
training. Supervision is an educational and
social process of high professional charac-
ter which is essential to the accomplishment
of the aims of an educational program.

Historically, supervision has progressed
from the level of inspection to the involve-
ment of democratic leadership which focuses
attention on the acts of the teacher. Super-
visory techniques typically reported in the
literature include: (a) in-service training;
(b) class visitations; (c) teacher confer-
ences; (d) staff meetings; (e) demonstration
classes; (f) intervisitations; (g) supervisory
bulletins; (h) professional readings; and
(i) summer school attendance.3, 4 By their
very nature, most supervisory techniques do
not tend to involve the teacher as a partici-
pant, but the teacher becomes primarily a re-
cipient. Supervision has typically consisted
of a one-directional flow of information.

Professional school administrators have
promulgated the hypothesis that supervision is

'Wilson Ivins. "Team Teaching in Southwest-
ern Secondary Schools." Bulletin of the National
Association of Secondary School Principals 48: 25-
30; March 1964. p. 27.

3 Paul B. Jacobson, W. C. Reavis, and J. D.
Logsdon. The Effective School Principal. Second
Edition. Englewood Cliffs, New Jersey: Prentice-
Hall, Inc., 1963. pp. 97-108.

`Stanley W. Williams. Educational Adminis-
tration in Secondary Schools. New York: Holt,
Rinehart & Winston, Inc., 1964. pp. 136-40.

necessary to the effective functioning of a pub-
lic school staff. Some, who envision teaching
as a profession, find existing supervisory philos-
ophy contradictory to their hypothesis that the
professional teacher, within the framework of
a profession responsible for the competence of
its members, is most effective when granted
professional autonomy.5

Much of the supervisory behavior of
administrators has not given adequate con-
sideration to professional changes which have
taken place among teachers during recent
years. The failure to realize that teachers
are in fact changing has been the cause of
concern among some educators who focus
their attention, and perhaps justly so, upon
questions of authority and control. There
are those who warn that as democratic ad-
ministration moves forward teachers will
demand an increasing voice in decision mak-
ing.° As educators become more knowledge-
ablemore professionalthere should be
a growing respect for demonstrated profes-
sional judgment and less concern for the bal-
ance of power between administration and
staff.

Team teaching extends to educators
many opportunities to improve instruction
by advancing the level of supervision be-
yond the limits of communication patterns
designed primarily to send information in
only one direction. Through the interrela-
tionships afforded by team teaching there
is an opportunity for the professional au-
tonomy of teachers to be recognized and
harnessed to provide a better quality of edu-
cation.

Productive Supervision

The various ramifications of team
teaching for supervision are too numerous
to attempt a complete listing. A few illus-

5 John Wilcox. "Another Look at Supervision."
Bulletin of the National Association of Secondary
School Principals 47: 82-94; February 1963. p. 83.

° W. A. Wildman. "Implications of Teacher
Bargaining for School Administration." Phi Delta
Kappan 46 (4): 152-58; December 1964.



trations of how the supervisory relationship
can be more productive between administra-
tion and teacher in a team teaching setting

are these: (a) promoting cooperative plan-
ning; (b) reducing teacher isolation; (c)
providing new teachers with more constant
assistance and guidance; (d) promoting peer
evaluation of teaching; and (e) relating super-
vision to staff-identified needs and interests.

Cooperative Planning

Adequate planning is basic to good
teaching. Master teachers have consistently
facilitated learning through well-planned and
well-organized lessons. In contrast, many
teachers who fail to reach their potential
have limited themselves through poor plan-
ning. The administrator, or supervisor, has
a golden opportunity to help staff members
grow if he can direct some of his supervisory
efforts to the planning phase of teaching.

When teachers are working in a team,
planning takes on new dimensions. In utiliz-
ing the collective abilities, knowledge, and
background of staff members, planning is
brought out into the open where the judg-
ment and contributions of all team members
can be applied. The team can discuss,
evaluate, and critique as they work together.
Within the procedure of team planning the
supervisor has many opportunities to exer-
cise a high level of leadership.

Reduction of Teacher Isolation

The reduction of teacher isolation,
which is in part reflected in cooperative team
planning, constitutes an important ingredient
in the supervisory process. The elimination
of teacher isolation initially establishes a
new and different working climate? "The
teacher, accustomed to the professional iso-
lation of normal classwork, finds he must
learn new skills, polish old ones, work for
honest harmony with colleagues, assess his

Medill Blair and Richard G. Woodward.
Team Teaching in Action. Boston: Houghton Mif-
flin Company, 1964. p. 61.
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own performance, and expect to be judged
by his colleagues. . . . " 8 Growth of staff
can result from teachers' observing and being
observed by their colleagues.

The exchange of ideas among teachers

can be a more fruitful experience than tra-
ditional "supervisory visits" made by the
principal. This is not to imply the principal
quits, or even reduces supervisory activities.
It does mean he will be involved as one of
several observerg and be a contributor and
resource person with those who are on the
team. Supervision of team teachers, to be
most effective, requires of the administrator
new approaches, such as greater recogni-
tion of the professional qualities of his
staff, more dynamic leadership, and less

commandership.

Supervision of New Teachers

A reduction of isolation can help new
teachers overcome their reluctance to ask for

help. All teachers, experienced or inex-
perienced, need to grow in the recognition
that one's colleagues are valuable resource
persons and there need not be a threat in-
volved in asking for help.

The new teacher, who in the typical
school has often received too little assist-
ance, will be able to work with experienced
teachers in planning and observing the vari-
ous phases of teaching. For many years in-
dustry has taken the attitude that once the
young college graduate comes to an or-
ganization he is ready to be trained. A
young graduate in business administration
may spend a year and a half in a training
program. Education must assume a posture
which recognizes that a college graduate
entering teaching is, like the graduate in
business administration, in need of further
training. Working with experienced staff
members as a team member enables the

8 Glenn F. Varner. "Team Teaching in John-
son High School, St. Paul, Minnesota." Bulletin of
the National Association of Secondary School Prin-
cipals 46: 161-66; January 1962. p. 164.
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beginning teacher to receive adequate on-
the-job training and supervision.

Development of Peer Evaluation

One of the advantages of team members
working together is the change that can oc-
cur in the "evaluation" aspect of supervision.
In many ways, supervision has been deterred
by the inseparable quality of supervision
and evaluation of teachers. When team
members work with each other to improve
instruction, there is little or no threat in-
volved. When team membus evaluate what
they have done, there is more emphasis
placed on improving teaching and less em-
phasis placed upon evaluation or rating of
the teacher.

Relating Supervision to Staff Needs

In a traditional setting the topics dealt
with in the supervisory process are usually
identified by the supervisor. At the end of
a visitation the supervisor lists the strengths
and weaknesses, discusses these with the
teacher, files the report form, and goes on to
other pressing administrative chores.

EL 25 (3): 249-55; December 1967
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Team members and a supervisor are
able to arrive at a decision about the areas
which are satisfactory or which are in need
of change or improvement. The areas need-
ing change or improvement can then receive
the mutual attention of the members of the
team and the supervisor.

The best, in terms of supervision, will
not be realized if the principal does not pro-
vide adequate leadership. The principal
needs to demonstrate more leadership and
less commandership as a means of work-
ing with people in place of having people
work for him. As the principal works with
teachers, there must be evidence of the
fact that he recognizes the worth and profes-
sional qualities of each staff member. Chang-
ing patterns of instruction and supervision
continue to place new demands upon the
secondary school principal.

As the principal and his staff develop
an understanding of team teaching and see
the new supervisory relationship in opera-
tion, there will be a growing awareness of the
opportunities for supervision through team
teaching.

The Supervisor's Role
in Personnel Administration

JAMES E. RUTROUGH

PUBLIC school supervision gen-
erally is viewed as a staff function. The
role of the public school supervisor has been
defined in various ways. During the 1920's
his role was much like that of the super-
visor in industry. He was viewed as an

autocratic superior who was charged with
seeing that teachers would "stay in line."
Concepts of the role of the educational
supervisor have changed over the years as
new educational practices have been intro-
duced into the schools.

James E. Rutrough, Associate Professor of Education, Vire.tia Polytechnic Institute, Blacksburg



Perhaps the basic factor that has af-
fected the emerging role of the public school
supervisor has been the rising level of pro-
fessional preparation of teachers. Today,
the supervisor is viewed as being a friend,
a co-worker, a consultant, and advisor to
teachers. He works with teachers as a team
member in providing the best possible pro-
gram of education for boys and girls.

If the educational program is the focal
point of school personnel administration, the
superintendent of schools must assume defi-
nite responsibility for supplying a certain
degree of leadership himself as well as mak-
ing staff provisions in terms of supplementary
leadership for more penetrative development
in this particular area.' This specialized
leadership may be provided through certain
administrative and supervisory personnel
attached to the staff of the superintendent
of schools.

Although the personnel activity may be
the major responsibility of the director of
personnel, the supervisor and other school
employees have important roles to play in
this area of school administration. The su-
pervisor is in a key position to make valu-
able contributions in enhancing the success
of personnel administration for the following
reasons:

1. He is a professionally trained em-
ployee of the local school board.

2. He is a professional charged with de-
veloping promising professional relationships
with the teachers with whom he works.

3. He is in a position to influence directly
the self-confidence, morale, and effectiveness
of teachers.

4. In the modern sense, his role is seen
as that of being a consultant, a helper, a friend
and mutual confidant of the teacher.

5. He is in the position of contributing to
the objective that all school employees have the
competencies needed for their respective jobs.

2 James A. Van Zwoll. School Personnel Ad-
ministration. New York: Appleton-Century-
Crofts, 1964. Chapter I.
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6. His work involves providing instruc-
tional leadership to enhance quality education
in the school system.

The supervisor appears to be in a posi-
tion to contribute to many of the functions
of school personnel administration.

Emerging Role
of the Supervisor

Personnel administration is a relatively
new development in the field of school ad-
ministration. As school districts become
larger and more complex, this phase of
school administration becomes more im-
portant and more specialized. In recent
years personnel administration, which was
once the exclusive job of the superintendent
of schools, has become a partnership ar-
rangement. The assistance of supervisors,
principals, committees of teachers, and
others is needed to cope with the personnel
activity in the modem school complex.

The literature pertaining directly to the
role of the supervisor in personnel admin-
istration is extremely limited. Apparently,
few studies have been completed pertain-
ing to the supervisor's role in this area.
It seems evident, from a review of recent
literature pertaining to the role of the super-
visor in the modern school organization,
that many opportunities exist for the su-
pervisor to make worthwhile contributions
to the personnel administration field. It
appears that many of the functions of per-
sonnel administration may be more appro-
priately carried out with the supervisor as
a cooperating team member. The very na-
ture of supervision in the modem school
system lends itself to the support of person-
nel administration in the following areas:

Orientation. Beginning teachers and
those new to the school system tr, 4 find
their adaptation and adjustment to the new
situation eased as a result of the work of
the supervisor. Many preliminary and pre-
session orientation programs are inadequate
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at best. Thus personnel administration, and
the school system in general, have an obli-
gation to conduct a continuing program of
orientation as the school year proceeds. The
supervisor is called upon to play a major
role in this continuing program.

Among the activities that may be in-
cluded in such a program, to which the
supervisor can make excellent contributions,
are the following:

1. Arranging for new teachers to observe
demonstrations and teaching by experienced
teachers.

2. Organizing workshops for beginning
teachers and for new teachers that will provide
for professional growth and the exchange of
ideas.

3. Tours of the school system and the
school community to enable new teachers to
learn more about the community, its school sys-
tem, its goals, customs, and assets.

4. Arranging social events to provide
opportunities for new teachers to get acquainted
with colleagues, and to provide for an element
of recreation. This is also helpful in gaining
the good will and cooperation of the new em-
ployees.

5. Helping new teachers to become fa-
miliar with the job, and with its problems.

Much of the supervisory program is
concerned with continuing orientation ac-
tivities for both new and experienced
personnel?

As a specialist in human relations, the
supervisor can smooth the path of human
interaction, ease communication, evoke per-
sonal devotion, and allay anxiety on the
part of new teachers.3 Thus, valuable con-
tributions are made in enhancing the job
performance of new employees, and in im-

2 Ibid., pp. 143-49 and 239.
3 William H. Lucio and John D. McNeil.

Supervision: A Synthesis of Thought and Action.
New York: McGraw-Hill Book Company, Inc.,
1962.

proving instruction. The supervisor is a
logical supplementary agent in exercising
leadership in the development of a stimulat-
ing atmosphere free from tension for the
new employee.4 This is an important con-
tribution that relates to several of the prin-
ciples of personnel administration.

In-service education. Within the
school system all supervision of person-
nel has the function of providing in-service
education that relates to the objective of
promoting and maintaining competency.5
This is a basic objective of school personnel
administration. In teaching, it is imperative
that the teacher keep up with the changes
in his teaching field. Regardless of how
competent beginning teachers may be, the
leadership of the school system has a re-
sponsibility to provide opportunities for
these teachers to continue their professional
growth. This is an objective of an efficiently
operating school system. According to Lucio
and McNeil,G the supervisor is generally
responsible for six kinds of duties with ref-
erence to in-service education:

1. He plans with individuals and groups
to develop policies and programs in various
academic fields.

2. He makes decisions, coordinates the
work of others, and gives directions.

3. Through conferences and consulta-
tions, he seeks to improve the quality of in-
struction.

4. He participates directly in the formu-
lation of objectives, selection of school experi-
ences, preparation of teaching guides, and in
the selection of instructional aids.

5. He gives and arranges for classroom
demonstrations of teaching methods, use of
aids, and other direct help to classroom teach-
ers.

`Edith S. Greer. "Human Relations in Su-
pervision." Education 82: 203-206; December
1961.

5 Van Zwoll, op. cit., p. 87.
Lucio and McNeil, op. cit., p. 26.



6. Through systematic surveys, experi-
ments, and studies, he explores current condi-
tions and recommends changes in practice.

Morale. The most important single
factor in getting the best that a school em-
ployee has to offer is how he feels about
his job, his associates on the job, and the
school system in which he is employed?
This is one of the principles of personnel
administration that relate to morale. Ac-
tually all personnel in the school system
play roles in facilitating this process. Morale
cannot be created or guaranteed, but the
climate which favors its development can
be created. Greer 8 states that one of the
important elements in supervision is the
development of a stimulating atmosphere
free from tension. Therefore, the supervisor
occupies a strategic position, as the friend
and confidant of, as well as consultant to the
teacher, in helping to create a climate con-
ducive to development of good morale.

From a personnel administration point
of view, it appears that the development
and maintenance of morale might be looked
upon as developing and maintaining organi-
zational health, In reality this means taking
action to improve school employee-job rela-
tionships. The supervisor can make excellent
use of his relationships with teachers in
bringing to the attention of the personnel
division those problems, issues, grievances,
and injustices that need to be corrected to
improve the working situation.

Motivation and personal adjustment.
Implicit in the concept of personal adjust-
ment is the fact that the satisfaction of
individual needs is a continuous process.
Supervision contributes materially to the to-
tal administrative effort to satisfy both or-

Wan Zwoll, op. cit., p. 172.
' Greer, op. cit., p. 204.
' William B. Castetter. Administering the

School Personnel Program. New York: The Mac-
millan Company, 1962. p. 80.
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ganization expectations and the physical and
psychological needs of personnel. The su-
pervisor can contribute to the achievement
of these ends by:

1. Providing assistance to members of the
school organization in solving problems with
which they are constantly confronted.

2. Helping the organization to decide
whether the individual is capable of fulfilling
role expectations.

3. Helping the organization to clarify the
position requirements and the qualifications
necessary for successful performance.

4. Assisting in the selection process.

5. Motivating members of the organiza-
tion to accept responsibility for self-develop-
ment and creativity.

6. Dealing with personnel maladjustment,
which is expressed in such forms as aggression
or regression; thus minimizing the tension and
strain within the school system.

7. Motivating the teacher to establish
appropriate working relationships with his col-
leagues, and to enhance his personal and pro-
fessional development.

8. Recommending changes in work as-
signments, dealing with unsatisfactory superior-
subordinate relationships, and providing as-
sistance to potential retirants.10

In summary, personnel administration
must increasingly deal with the complexities
of human nature and its implications for
organizational behavior. The supervisor has
an important role to play in assisting the
personnel division in coordinating the mul-
tiplicity of activities involved in its broad
field of operation. The major concerns of
the personnel division are also areas of
interest to the supervisor. Supervision shares
with personnel administration the basic ob-
jectives of doing whatever is necessary to
make sure that all who work within the
school system have the competencies, the

" Ibid., pp. 65-66.
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will, and the working conditions for provid-
ing the best program.

It appears that the supervisor can make
his most effective contributions to the per-
sonnel activity in the areas of orientation, in-
service education, morale, and personal ad-

EL 22 (5): 322-26; February 1965
© 1965 ASCD

justment and motivation. Contrary to the
views held by some authorities in the field
of personnel administration, supervision is
a dynamic, growing process that is occu-
pying an increasingly important role in pub-
lic education.

Merit Rating:
Have the Issues Changed?

FRANCES R. LINK

IT IS possible to point to school
districts, including my own, in which merit
rating works. We can devise rating scales
and use them. We can devise a team ap-
proach to supervise the evaluation of teach-
ers. Within this system we can select our
"superior" and our "inferior" teachers with
some degree of accuracy; and we can feel
reasonably comfortable that careful super-
vision and the independent judgments of
principal and supervisor concur. This is
what we mean when we say"it works."

However, there is an accompanying
phenomenon. Teachers begin to perceive
themselves, each other, and their supervisors
in new ways. As a supervisor, I hear teach-
ers developing a classification system some-
what as follows:

One type says, "Why should I lose money
because of a limiting factor? 1 I received 'merit,'

1The Cheltenham plan makes a teacher eli-
gible for a merit increment once every three years.
Four hundred dollars is added to the normal
increment. As of 1968, the Cheltenham plan has
not been functioning. It is under study and is
likely to be replaced by a "new" scheme of differ-
entiated staffing.

so I'm not eligible for three more yearsthat
doesn't make sense. Why can't I get a merit
raise every year?" This is the "I want merit
every year" teacher. "If I'm good this year,"
she says, "I'll be the same next year. Why
should I lose money because of a limitation
factor?"

Another type says, "I did not receive
merit; perhaps I should leave the profession."
He may add, "I received 'good' supervisory
reports. I felt certain I was a merit teacher.
Why didn't I get a merit rating? I don't care
about the money; I feel I'm a failure." He asks
the supervisor, "Do you think I should stay in
teaching?" He is not asking how to improve
his professional competence; rather, he is feel-
ing failure to the point of considering leaving
his chosen career. He asks for advice but he
wants ego restoration.

Still another type says, "You don't have
to visit my classes, I'm not interested in merit."
This teacher has adopted a limited concept of
the purposes of supervision. This creates a
chain reaction. The supervisor visits his classes
feeling unwanted and struggling to know how
to help the teacher grow professionally. The
teacher, the supervisor feels, has equated im-
provement of instruction with merit rating. The
supervisor wonders whether the teacher really

Frances R. Link, Director of Curriculum and Research; School District of Cheltenham Township,
Elkins Park, Pennsylvania. In 1965, Coordinator of Secondary Education, School District of
Cheltenham Township



wants to grow professionally and a chain of
negative feelings interferes with the supervisory
act.

In 1950, the Commission on Teacher
Evaluation of the Association for Supervi-
sion and Curriculum Development conducted
a study that resulted in a pamphlet entitled,
Better Than Rating.2 In this most provoca-
tive work, edited for the Commission by
Robert R. Leeper, new approaches to the
appraisal of teaching services are presented.
In the section concerned with "How Rating
Affects the School Program," the following
statement appears:

The teacher, knowing he has been rated,
usually says, "But I can't find any trace of
myself or my work in these results!" He feels
his work has been compared, almost always un-
favorably, with the ideal practices of a teacher
who never existed in reality.3

The "Elusive Ideal Teacher"

Most school rating schemes have
evolved as descriptions of so-called ideal
practices which have little or no basis in
instructional theory or research. Most merit
rating schemes would never have evolved
in schools without the pressure from School
Boards or some force outside the profession.
It is not surprising that the teaching profes-
sion and school systems, not ready to de-
velop merit rating, have selected models
for rating schemes from outside the pro-
fession.

Merit rating models have come, in the
main, from business and industry, and the
pressure to institute them has come largely
from School Board members associated with
such merit programs in their own work.

Many school systems have abandoned
merit rating programs after several years of

2 Association for Supervision and Curriculum
Development. Better Than Rating: New Ap-
proaches to Appraisal of Teaching Services. Wash-
ington, D.C.: the Association, 1950. 83 pp.

3 Ibid., p. 55.

The Supervisor at Work 173

trial. In systems where it continues, I am
convinced that it "works" only because those
who administer it admit to the limitations
of the system and that the teachers involved
basically trust their supervisors. I am also
convinced that school morale is affected by
merit rating to a lesser degree than we
thought, but that the subtle and persistent
pressure felt by some individual teachers
serves to inhibit their personal development
and their teaching performance.

Better Than Rating makes a strong case
for the profession's concern for respect for
the individual teacher:

School people in modem times have come
more and more to base the educational program
upon the premise of respect for the individual.
In order to guide his development, they must
start with the individual child, accept him
where he is, as he is. Beginning with this ac-
ceptance and understanding, they can guide his
development in accordance with his own rate of
growth. The child is thus not always unfavor-
ably compared with an ideal child who never
really existed. His achievements and shortcom-
ings are interpreted, for the most part, in the
light of his own rate of growth and develop-
ment.

This acceptance of the individual person
where he is and as he is accords with the
basic democratic principle of respect for indi-
vidual personality. This applies to adults as
well as to children.

Teacher-rating plans, whether they rank
teachers in a certain arbitrary order, give an
overall score or mark on performance, or judge
teachers according to a listing of ideal qualities,
are administrative plans which do not basically
respect individual personality. These plans do
not provide for acceptance of the individual as
a competent professional person, where he is
and as he is. Neither do they encourage an
attitude of acceptance on the part of the rater
that would cause him to point out any change
and growth which may have been achieved by
the individual, or what the direction of change
should be to further his professional grovvth.4

`Ibid., pp. 55-56.
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Much of what is quoted here is re-
flected in the feeling of teachers who attempt
to exclude the supervisor from the classroom
because they are not interested in merit
rating. Many supervisors have tried to sep-
arate improvement of instruction programs
from merit rating. This is possible and per-
haps even desirable, for until we can more
precisely describe the act of teaching, how
can we really place a value judgment on it?

Better Than Rating makes an impor-
tant statement on rating scales:

If teachers know that their teaching is
going to be judged in certain predetermined
ways, it is only natural that they will plan their
teaching in such a way that they will show up
well in the judging. Educators, for example,
have long recognized that if teachers knew in
advance that the growth and development of
their pupils was to be measured by the use of
standard achievement tests or regents or college
board examinations, they would plan their
teaching so that pupils would have as adequate
as possible a mastery of the facts to be meas-
ured. In like manner, teachers who know that
their efficiency as a teacher is to be judged in
terms of predetermined items listed on a rating
scale or in a personnel record, will plan their
teaching so that they will make as good a show-
ing as possible when the scale is applied to their
work.5

In practice, this is indeed true. As a
matter of experience, the inadequacy of the
rating scale looms large as teachers work to
fit the scale. We have experienced some
difficulty in trying to guide a teacher out of
the profession because she or he can be
rated satisfactorily on most single items on
the teacher rating scale. The ASCD Com-
mission on Teacher Evaluation found very
few teacher rating scales which provided for
weighing the component traits to be rated,
and they state that "the impossibility of
assigning weights is obvious, since the matrix
of factors that makes one teacher eminently
successful may not be the same combination

5/bid., p. 58.

of qualities that account for the success of
another." 6

Rethinking the Issues

Firsthand experience with merit rating
had led the writer to reexamine the litera-
ture and rethink with colleagues the issues
involved in merit rating. Four significant
issues were identified 14 years ago by the
ASCD Commission on Teacher Evaluation
in the pamphlet, Better Than Rating.

The first of these issues has to do with
motives which underlie efforts of individuals
toward self-improvement. Does the reward-
or-punishment provision implicit in most
rating plans help the individual to make his
greatest effort toward professional growth?
Does fear of demotion or of reduction in
pay cause the teacher to strive consciously
and intelligently to "mend his ways"even
though he has to go in the direction pre-
scribed by the rating plan or by the person
who does the rating? Or has modem psy-
chology not found sounder principles upon
which to base a program for encouraging
teachers' efforts to accomplish best results
in working with children?

A second issue involved in teacher
rating has to do more directly with the proc-
ess of evaluation. What is the purpose of
evaluation? If evaluation is part of the
means by which people judge and guide the
direction of their growth, then this process
should be thoroughly understood and par-
ticipated in by all concerned. The question
involved is whether we, in a democracy,
want a type of authoritarian evaluation
which guides individuals into unquestioning
obedience and submissiveness to persons
superior in status. On the other hand, is
it not preferable to develop a democratic
organization in which qualities of cooperative
evaluation would be explored, understood,
and used continuously, freely, and creatively
by all concerned in the process?

' ibid., pp. 64-65.



A third issue has to do with the effect
of current teacher-rating practices upon pro-
fessional growth. Just what are the charac-
teristics of the main types of rating plans
currently in use? Do these plans actually
help the teacher see his "points of weak-
ness," and thus automatically encourage him
toward greater efforts to overcome these
faults? Or do the plans, because of their
very nature, cause greater tension and
anxiety, and thus have an undesirable, and
sometimes disastrous effect upon the pro-
fessional development of the individual?

A fourth issue relates to the kind of
organization which will best foster and en-
courage professional growth on the part of
individuals and groups. Is the school, or the
superintendent, alone concerned in evalua-
tion of the school's program, of results of
instruction? Or is evaluation the privilege
and responsibility of every person affected
by the school's program? An organization
is shaped by people, and yet an organiza-
tion also shapes people. The important
thing in evolving an organization to foster
professional growth in democratic schools
is that it faithfully exemplify the soundest
principles of democracy. This will make
possible the effective working of cooperative
evaluation procedures.

These four issues, fourteen years later,
are still crucial. An issue which becomes
increasingly sensitive as one experiences
merit rating is how an organization is shaped
by people and how an organization also
shapes people. A rating scale becomes a
shaping device no matter how supportive
the supervisor, the principal, or the system
may be.

With "merit rating" the classroom
visit is "different," no matter what the rela-
tionship has been with the supervisors. Staff
relationships, which shape the school atmos-
phere, become difficult to assessand often
guarded. Parents inadvertently shape a new
problem by saying to a teacher, "Of course
you got a merit raise, didn't you?"
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Styles of Teaching

If we could effectively deal with the
issues stated above, the issues to be pro-
posed might not be forthcoming. One "new"
issue relates to the research and knowledge
being developed about the styles of teaching,
theories of instruction, the nature of class-
room interaction, and the relationship of
personal mental health to professional
growth. Some educators who have been
doing research in the area of teaching and
classroom interaction have stated that their
work is not to be used to evaluate teachers.
Perhaps this should be true in the initial
stages of research. The issue seems to be,
however, what will be the effect of current
research on teacher education, instructional
theory, and "styles of teaching" on the eval-
uation of teacher performance. There is a
need to bring together new knowledge and
research from a variety of disciplines in
order to rethink the nature of teaching and
the structure of better teacher evaluation
procedures.

Rating or evaluation of one's work as
a teacher is not an issue in most school sys-
tems today. Whether it be formal or infor-
mal, rating exists. Will we be able to resolve
old issues and professionalize our task of
rating teachers when we use what we know
from both experience and research about
the phenomena of teaching and learning?
This leads to the related issue of the nature
of teacher preparation. The work in cur-
riculum development and even school build-
ing design for future needs has already sur-
passed efforts to study and improve teacher
preparation. Teacher education has many
dimensions, some of which will have a pow-
erful influence on teacher education in the
future. These are defined in The Education
of the American Teacher by James B.
Conant and The Miseducation of American
Teachers by James D. Koerner.

The writings of these men will no doubt
have an immediate influence, but whether
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or not their recommendations will improve
the quality of teaching is central to the
issue of teacher performance and ultimately
teacher evaluation. My hunch is that we
will find more effective guides for under-
standing teaching in the research on teacher
education conducted at San Francisco State
College by Fred Wilhelms and others and
in the work of Ned Flanders, N. A. Fattu,
Arno Bel lack, B. 0. Smith, Hilda Taba,
Elizabeth S. Maccia, and others who have
been engaged in developing "models" of
instructional theory and classroom interac-
tion. Once we know who should teach and
what teachers do that results in learning,
then we will begin to know what to value
and reward in teaching.
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Supervisor: Coordinator
of Multiple Consultations

PAT W. WEAR

A SUPERVISORY function of
growing importance is that of coordinating
the contributions of the many and varied
consultants who are now available to assist

the school in improving its staff and pro-
gram. Such consultants may include leaders
in the system, teachers with special skills
and competencies, college personnel, state

Pat W. Wear, Chairman, Department of Education, Berea College, Berea, Kentucky



department representatives, members of pro-
fessional groups and organizations, repre-
sentatives of state or federal governments,
lay citizens with special skills and knowl-
edges, textbook company consultants, read-
ing specialists, psychological service special-
ists, guidance counselors, speech therapists,
librarians, music and art specialists, physical
education specialists, school nurses, and the
like.

The bringing of on-the-job assistance
to teachers is rapidly becoming recognized
as a central function of local supe;visory
personnel. The utilization of multiple con-
sultative services will, without doubt, be-
come more prevalent in the years ahead
because our rapidly changing society de-
mands almost unlimited resources to help
solve constantly emerging educational pro-
grams in the local school situation.

The development of a more complex
society, the explosion of knowledge, the
increasing school enrollments of more di-
verse students in the schools, the develop-
ment of a technical approach to learning,
and the development of school faculties that
include well-prepared teachers from varied
backgrounds of training and experience de-
mand an in-service program that is aimed
directly at the practicing staff extending its
own professional knowledge, refining its old
or developing new professional skills, and
focusing on the modifications of its own
professional behavior. In-service education
depends on the nature and quality of the
changes that are produced. The intelligent
use of consultative service that includes not
just one or two consultants but many indi-
viduals who contribute, share, and interact
cooperatively with school staff through care-
ful and artistic coordination by the super-
visor will be an imperative change-factor of
the future.

The supervisor's effectiveness as a co-
ordinator of multiple consultation is based
on an understanding of and an ability to
function within a number of socially com-
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plex situations which exist in a school or
school system. A description of some of the
more important conditions follows.

Supervisory Coordination

The supervisor must possess a basic
understanding of the school as a social insti-
tution within a community that varies in its
structure and that holds different role ex-
pectancies for consultants who may be used
with the staff. The role expected by the
faculty for the consultant must be lived up
to, initially, or the resulting threat will make
impossible the acceptance of the consultant
and his contribution, or certainly will mark-
edly reduce such acceptance.

The supervisor must possess a broad
comprehension of the total school program
and of the role each individual staff member
has in the school's functioning, evaluation,
and further development. The absence of
such understanding limits the clarity of the
purposes held for the establishment of con-
sultative acts that will contribute meaning-
fully to both the development of the over-
A program and the individuals involved.

The supervisor through well-planned
evaluative efforts must have arrived at a
point that he feels he has identified growth
behaviors needed within the staff in order
to move the program ahead in a positive and
progressive manner. These judgments must
be arrived at by cooperative assessments
made in the day-to-day relationships with
staff over an extended period of time and
must, in reality, stem from the mutual con-
cerns, interests, and needs expressed by
staff. The outcomes emerging from and
within the coordinated consultative acts
would also be assessed for directional cues
for future action and activities within the
staff.

There must be developed an institu-
tional climate in which the individual growth
of the staff member is as important as that
of the individual student in the classroom of
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the school. Such an environment for growth
is vital to the full development and utiliza-
tion of the creative potential of each indi-
vidual on the faculty. The supervisor has
a key place in the development of this type
of working environment by the way he be-
haves as he seeks to work with the staff in
the improvement of the teaching-learning
situation. The modern supervisor must be
keenly alert to the process of change as well
as the end product sought through the
process.

The awareness by faculty members of
the process in which they are engaged, in
many instances, is as important as reaching
the desired goal. Constant analysis and in-
terpretation of the consultative act in pro-
cess often determine its final effectiveness.

The accurate identification and clarifi-
cation of problems or situations in the school
that are vital to staff members, and for which
there is a need for experience that cannot
be provided from within the immediate
group, dictate a setting in which a consultant
or many consultants may be needed. The
suggestion that consultative help may be
used at this point does not preclude the use
of consultants in aiding faculty in under-
standing the school as an institution in the
community, the development of new under-
standings and insights regarding school pro-
grams, the development of appropriate
working climates, and the like.

The role of the supervisor, once there
has been a recognition that the knowledge,
skill, or competency needed is not available,
becomes one of the selecting, out of the
breadth of his own experiential contacts, the
consultant or consultants who may be
matched to the needs of the situation. This
suggestion implies the need by the super-
visor to have almost unlimited contacts with
individuals and groups who may be called
on either to furnish the needed person and
service or who may be a resource to seek
out the needed personnel. Once the person

or persons have been identified, a relation-
ship of some depth must be developed be-
tween the supervisor and the consultant.
This relationship is one of the more impor-
tant aspects of being able to appropriately
coordinate consultations that will have full
meaning for all those involved.

The supervisor must work within a
leadership complex that includes the school
superintendent, principals, subject super-
visors, group leaders, and many others.
There must be an orientation period in which
the gradual involvement of the consultant
in the school situation takes place. The con-
sultant must be aware of the purposes of the
group. The role expectancy must be defined
for the consultant as accurately as possible.
If there is more than one consultant, then
there must be developed the kinds of rela-
tionships that will permit this group to func-
tion and interrelate as a team.

There might be a few situations in
which a consultant may be brought in to
provide a special ingredient without the
long period of orientation and involvement
suggested here. However, to bring about
important changes in behavior within a
school staff, an intimate and continuous
effort over an extended period of time is
demanded.

A word of caution is needed in regard
to the selection of outside consultants. There
are many cases in which the consultant
needed is actually a member of the local
staff. Called for here is a refocusing on the
resources that lie within a staff as well as
those that may be brought in from outside.
The supervisor as a coordinator of multiple

-consultations is as vitally needed, if not
more so, in the identification and use of in-
staff consultants as in the case of out-of-staff
personnel.

The competency of the supervisor to
coordinate multiple consultations is obvi-
ously based on a number of vital personal
relationships. These relationships are with



the school as an institution within a com-
munity, the individuals who implement the
program, the specific group involved in
problem identification and clarification, and
the consultant.

The supervisor must also provide for
the development of appropriate relation-
ships and understandings between and
among the consultants, and the consultants
and the group to be worked with. Ap-
propriate relationships must also be main-
tained between the consultants and the
administrative leadership of the school.

The choice and assignment of consul-
tants are as vital as the assignment of the
teacher to the appropriate classroom. The
supervisor must be open to and respond to
feedback emanating from administration,
teaching staff, consultants, and ultimately
to the reaction of the student to a changed
program or curricular experiences. The
supervisor must recognize that the constant
examination of his own behavior in these
social-education complexes is a vital neces-
sity. The improvement of his own skills and
competence as a person who seeks to act as
a coordinating agent between a group with
expressed needs and the provision of experi-
ences that fulfill such needs is dependent on
accurate self-perceptions. The consultants'
consultations may be as valuable to the
growth of the supervisor as to the group
involved.

The supervisor's changing role includes
not alone an understanding of the technical
aspects of institutional improvement or cur-
riculum building. This role also includes the
ability to participate effectively in action
research, where appropriate human relation-
ships have been formed. The job of cur-
riculum improvement has become one of
more than making adjustments in organiza-
tional structure, modifying instructional ma-
terials, remodeling school facilities, and
building courses of study. There is an in-
creasing awareness that instruction cannot
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be fundamentally changed unless the staff
itself changes its own understandings, atti-
tudes, concepts, and ideas through having
experiences that are provided at the right
time and when there is a state of readiness
for such activity.

Preparation for Coordinating
Multiple Consultations

A supervisor may be better equipped
to carry out the coordination of multiple
consultations, as described, if he has had
preparatory experiences similar to those in
internship programs. This type of program
provides actual contact with a school staff
and the intern is faced daily with the actual
need to work in consultative situations. The
guidance offered by both local school dis-
trict and college personnel may be invalu-
able in such on-the-job situations.

The preparatory experiences should
consist of opportunities for the supervisor-
intern to gain: knowledge and understand-
ing of the school as a social institution and
its role in present day society; knowledge
and understanding of the curriculum, of its
development, and of current curriculum re-
search; knowledge and understanding of
human growth and learning; knowledge and
understanding of teaching and leadership
methods and techniques which include the
function of the staff on the job; knowledge
and understanding of instructional materials
and resources and their utilization in the
teaching-learning process; skill in communi-
cating effectively with individuals and groups
through written, oral, and overall behavior;
skills in helping others identify, clarify, and
develop procedures for arriving at solutions,
problems, and concerns; skills in problem
solving using the methods of intelligence; and
skill in group processes related to working
with people to more appropriately utilize re-
sources and develop solutions to problems
and meet needs adequately.

1
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Supervising Supervisors in an
Urban School District

HARVEY GRANITE

RECENT writers on the prob-
lems of urban schools seem to insist that
mot supervisors and administrators are
irrelevant and often obstructive in the proc-
ess of education. Such major theoreticians
of public education as Conant, Bruner,
Keppel, and Clarke hint strongly that the
Age of Reformation in education, particu-
larly urban education, is in danger of foun-
dering upon the rock of administrative
hierarchy.

A fair question to be answered, then,
in investigating the relationships between a
supervisor and his subordinates in the cen-
tral administrative hierarchy, is why are
supervisors necessary? One would hope
that it is not, as most of the stereotypes of
the supervisor imply, to serve as inspector
of a generally poorly trained and incompe-
tent teaching staffthe chief duty of super-
vision in the late nineteenth century, and ap-
parently still their chief duty in the sclerotic
bureaucracies remaining in some of the
major metropolises today.

It is not that the supervisor is the "spe-
cialist," possessing all that is worth knowing
about his subject and feeding it in nourish-
ing mouthfuls to the infantry in the class-
room, although a good supervisor must
continue to be recognized as one of the out-
standing teachers of his subject to be found
anywhere. Nor can the supervisor any
longer be the manipulator of teachers, cajol-
ing them into discovering goals and methods

which have already been set for them by top
administration.

Instead, the most important words
found in recent descriptions of the super-
visor's function are "help," "aid," "stimu-
late," and "lead." McKean and Mills, for
example, see the supervisor as a facilitator,
helping each school, each teacher, to de-
velop the goals and methods appropriate to
the particular educational climate within
that school. For the central office consultant
in the large school district, McKean and
Mills are specific in delineating the limita-
tions imposed upon him by the very nature
of his job:

The central office consultant is limited in
his contributions because he necessarily must
spread his energies and resources among many
schools in the system. He probably lacks inti-
mate insight into the nature of the individual
school's student population, the strengths and
weaknesses of the faculty, close and continuing
acquaintance with the building and equipment,
evolving local modes of operation, shifting pat-
terns of interrelationships among the staff, and
prevalent feelings and attitudes toward change.

At the same time, he is apt to have a broad
view of the total program of the school system.
He can safeguard the individual school from
excessive provincialism. His function may be to
bring new perspective to local problems, to
suggest different points of view, to help broaden
the vision of building personnel, and to indicate
new possibilities.

Ideally, the central office consultant works

Harvey Granite, Chief Consultant for English, Reading Improvement, and Libraries, City School
District, Rochester, New York



in a staff capacity. He has little or no adminis-
trative authority. For example, his services are
better received and evaluated if he is not re-
quired to rate teachers. He ordinarily does not
visit classes unless invited. As a supervisory
consultant he must convince teachers of the
worth of his suggestions. The special art of
supervision is the ability to help teachers dis-
cover better approaches to instruction, rather
than directing or requiring them to use different
methods or teaching materials.'

If supervisors in urban school districts
could work within the definition set down by
McKean and Mills, they would be welcomed
into the classroom rather than dreaded, as
apparently they are in some systems. Never-
theless, in many urban districts, central
office consultants continue to rate teachers,
often on the basis of a single observation.
There may be some value in this central
office observation, in that it obliges the
supervisor doing the rating to visit proba-
tioners regularly if he is to perform this
function honestly. The disadvantage, aside
from the strong possibility that the evalua-
tion is based on skimpy evidence, is that
rating inevitably raises a barrier between
the supervisor and all but the most secure
or the most indifferent of teachers, a bar-
rier which interferes with the primary job of
the consultantto help, to stimulate, to lead.

In a large school system only two basic
approaches to central supervision can be
possible. One is to hold the entire system
to a single approved approach to all instruc-
tional problems. The other is to maintain a
flexible and varied curriculum by helping
individual schools and even individual teach-
ers to make the fullest use of their own
talents and resources, and without ignoring
individual liabilities. The second approach,
despite the difficulties it poses for the central
office supervisor, is the direction of the fu-
ture. The supervisor in education will con-

1 Robert C. McKean and H. H. Mills. The
Supervisor. Washington, D.C.: Center for Applied
Research in Education, Inc., 1964. p. 40.
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tinue to exist only if his role changes from
that of the "overseer" to that of stimulator
and colleague.

There are disadvantages to democracy,
even in education. For one thing, it takes
longer to come to a decision, and in these
impatient times for the cities, when federal
funds come trailing hundreds of strings
guidelines, deadlinesit is often difficult to
give up time to democratic planning, when
to the experts the solutions already seem
so obvious.

Teachers themselves are often unwill-
ing to give up the time for joint planning,
but perhaps this is because their contribu-
tions to planning have had to be made on
their own time. Districts must provide
meeting time for teachers if they expect joint
planning efforts to work. The involvement
of principal and teachers in determining for
their school the best use of the services of a
reading specialist means that the reading
specialist will receive stronger staff support
than if his job description were determined
centrally. The decision of an individual
school to adopt structural linguistics, trans-
formational grammar, a multitext or eclectic
approach, or no text at all, as the best way
to develop sensitivity to and precision in
the use of English in communication, is the
best way to ensure that teachers want to
make a method work. Whether it be Haw-
thorne effect, professional pride, or just
plain stubbornness, teachers when challenged
will make their own methods workwhen,
somehow, other methods fail.

Of course, as supervisors, the members
of our staff often find themselves in dis-
agreement with the teachers and adminis-
trators they are trying to help. Often the
director will find himself in disagreement
with his supervisors. Yet if he were con-
sistently to overrule their decisions (some-
times it may be necessary) in recommend-
ing a particular teacher for transfer or a
particular textbook for adoption, he would
be communicating his lack of faith in their
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judgment as specialists in their particular
field. On the other hand, if he can con-
vince his colleagues through reason, through
his ability to win respect and confidence,
even enthusiasm for a point of view not
originally their own, then he has made his
point as a professional rather than as an
authoritarian. In the same way he and his
staff members try to direct their efforts in
working with principals, department heads,
teachers, and librarians, to promote their
enthusiasms, their feelings of adequacy and
personal worth, their originality, toward the
goal of helping children to learn.

Preparation of Supervisors

Martin Haberman describes teacher
education as "a process whereby each indi-
vidual is offered numerous personal choices
as he lives through a variety of experi-
ences." 2 The education of supervisors does
not differ markedly in terms of goals and
objectives from the education of teachers.
McKean and Mills' list of personal charac-
teristics necessary for the successful super-
visor are much the same as those for the
successful teacher:

Ability to win respect and confidence

Empathy and sensitivity

Enthusiasm

Feeling of adequacy

Originality

Sense of humor

Sense of relative value

Resourcefulness.3

Another writer describes the success-
ful supervisor as one who is democratic,
"people-oriented," able to see situations as

' Martin Haberman. "The Professional Se-
quence for Preparing Teachers: A Proposal."
Mimeographed working paper for the Teacher
Education Conference, University of Rochester,
Rochester, New York, January 6, 1966.

3 McKean and Mills, op. cit., pp. 42-44.

others do, well-informed, and so forth,'
again undeniably the qualities of the suc-
cessful teacher. The important difference
is that the supervisor works with adults,
with professionals, with intellectual equals,
with teachers often more gifted than himself.
Insofar as the supervisor is a model, a
leader, a teacher of teachers, he must ex-
emplify all that is best in contemporary
teaching by stimulating professional growth
among the teachers with whom he is
working.

As head of a large department in the
instructional division of my school district,
I am charged with curriculum and staff
development in English, reading improve-
ment, and libraries. My department, be-
cause of its strategic importance in the edu-
cation of disadvantaged children, has mush-
roomed during the last three years, as a
result of the wider availability of federal
and state funds. By the fall of 1968 Roch-
ester schools had employed 160 English
teachers, 60 or more reading improvement
teachers, and 30 librarians. To accomplish
any change in language instruction, in library
utilization, or reading improvement, I must
rely upon the supervisors reporting to me
to maintain an efficient and coordinated
program.

Nine of the supervisors are English de-
partment heads in secondary schools, who
are responsible chiefly to their schools. We
meet together regularly on a city-wide basis
to discuss materials, methods, and curricu-
lum; we meet individually to discuss specific
school problems of personnel, class load,
and innovation. Three of the supervisors
a teacher on special assignment in English,
a supervisor of reading improvement, and a
supervisor of librarieswork directly with
me. Although their responsibilities are great,
they have a more immediate knowledge than
I of the teachers and students with whom

' Jane Franseth. Supervision as Leadership.
New York: Harper and Row, Publishers, Inc.,
1961. pp. 59-71.



they work. In v. vIrking with these super-
visors I have found it necessary to delegate
increasing amounts of authority as my own
responsibilities have increased. This dele-
gation in turn has placed obligations on me
to help the supervisors meet these new
responsibilities.

In an article discussing the relationship
of administrators to their staffs, Chester
Ingils probes the motivations of administra-
tors who hesitate in their obligations to staff
development.

Many administrators . . . follow practices
that indicate a lack of recognition that they have
any part in the developmental process of sub-
ordinates. Some follow practices that show signs
of actions that would impede (if not prevent)
a subordinate from progressing in his develop-
ment. They withhold from a subordinate knowl-
edge of the organization or the environment in
which the unit operates.5

Ingils sees the delegation of authority
as "an absolute necessity for the successful
operation of an organization. Without dele-
gation, growth and development of the or-
ganization is limited to the capacity of one
man." ° He suggests that an inability to
delegate grows out of fear by an administra-
tor or leader that he will be superseded by a
more successful kir more dynamic subordi-
natethe same ki ad of fear, one might pro-
pose, that makes it difficult for authoritarian
supervisors to give teachers the initiative.

An administrator's feelings toward dele-
gation are often mixed. The leader has attained
success and often believes that this success is
truly a result of his own ability and efforts. This
feeling becomes a psychological block that im-
pedes him from delegating responsibility and
authority. . . . Because of the competitive en-
vironment in which he has worked and pro-
gressed through the ranks, he often is concerned

Chester Ingils. "Advice to Administrators:
Clues for Success." The Clearing House 42 (1):
15; September 1967.

Ibid., p. 16.
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about the competition he will experience from
subordinates. A latent fear of this competition
causes him to be afraid that his subordinates will
do the work as well as he can--or maybe better?

Although Inglis published his article in
an educational journal, he could actually be'
discussing any organization with an admin-
istrative hierarchy. And although he is dis-
cussing the relationship of an administrator
to subordinates within the hierachy, his
comments are equally pertinent to the rela
tionship a the supervisor to the teacher.
Human awareness, "empathy" McKean and
Mills call it, is key to any supervisory
relationship.

Staff Responsibility
What Ingils means is that, having par-

ticipated in the choice of staff, the admin-
istrator is obligated to make it possible for
staff members to do their job. The nature
of the work must be clearly defined, as well
as the sources of information necessary to
accomplish it. In reflecting on this point
recently, I discovered that it was much
easier for me to define responsibilities for
the supervisors of reading and of libraries,
areas in which I have less training, than in
English. Perhaps this was because I was re-
luctant to share these responsibilities, even
though the growth of my own job made such
delegation necessary.

As the subordinate becomes familiar with
his new responsibility he should be assigned
increasing authority and responsibility that in
part was previously held by the administrator.
The administrator should retain the prerogative
of evaluation of the work that is performed and
the privilege to redefine the subordinate's re-
sponsibility. At the same time, he should guard
against interference with how the work is ac-
complished.8

Guarding against interference includes
Ibid.
Ibid. See also: Amitai Etzioni. Modern

Organizations. Englewood Cliffs, New Jersey:
Prentice-Hall, Inc., 1964. pp. 51-54.
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concern for the conditions under which the
supervisor must work. The leader must also
be concerned for the morale of his subordi-
nates. He must be sure that their status and
salary are commensurate with their respon-
sibilities relative to the organization. He
must help them obtain the office space and
clerical assistance necessary to their posi-
tions. He must help them to define the limits
of their its:livid:Jai responsibilities so that
they do not attempt more than their capa-
bilities at a given time will allow and so that
they can work to their fullest capacities with-
out fatigue and without frustration. When
necessary he may have to intervene in sup-
port of his subordinates when additional
assignments from elsewhere in the organi-
zation threaten accomplishment of their
regularly defined tasks. A leader who is in-
sensitive to these needs may unconsciously
but deliberately be contributing to the lack
of success of his subordinates, just as a
supervisor who is unconcerned about the
work-load or free time of the teachers with
whom he is working may in effect become
an obstacle to education.

For supervisors and for leaders of
supervisors, the possibilities in a democratic
organization always exist that (a) the sub-
ordinate may accomplish a particular task
more successfully than the administrator
and (b) the subordinate might make a mis-
take. Here, I feel, lie the greatest chal-
lenges of all to the ego of the democratic
administrator-supervisor. For he must be
willing to recognize publicly a job well done
(even when it is done differently from the
way he would have done it) and, para-
doxically, to share without rancor the re-
sponsibility for mistakes.

Many administrators find it difficult to do
this. . . . They do not have faith in their sub-
ordinates, and instead are prone to elaborate and
dwell on the error. Such an approach does not
cornet the mistake, aid the employee in im-

proved decision-making, build his confidence,
or aid in the growth of the organization.9

When the leader has selected compe-
tent subordinates and has provided them
with problems clearly defined and with suf-
ficient information and sufficient time to
act upon the problem, the problem will
probably be solved. "If these elements do
not exist," says Ingils, "it is the failure of
the administrator."1° It is a point worth
pondering.

American education is undergoing a
dramatic change in organization. Within a
relatively short time teacher councils,
through collective bargaining, will assume
many of the functions in decision making
now performed almost exclusively by top
administration. It would be unfortunate if
this shift is based upon power relationships
rather than on consideration of what is best
for the children in the schools.

In 1961, Henry Brickell could still say
pragmatically that the moment the teacher
steps outside of his classroom he exerts little
force for change.11 By 1968 it has become
clear that in large school districts, and ulti-
mately in all districts, teachers and admin-
istrators will shortly become either colleagues
or rivals in educational leadership. A cen-
tral office organization can prepare for this
likelihood by developing "collegiality" within
its own ranks as it continues at the same time
to involve teachers in educational leadership.

Authority for appropriate decisions would
rest, not with an official leader, but with the
staff as a whole. Leadership would be by con-
sentdelegated to the emergent leader who
would be elected by the staff itself. Decision-
making would be broadly based, a product of
wide involvement.

9 Ibid., pp. 17-18.
10 Ibid.

" Henry M. Brickell. Organizing New York
State for Educational Change. Albany: New York
State Department of Education, 1961. p. 23.



One might well ask, "What will this do to
the profession of school administration?" It
seems clear that an administrator is no less a
professional if he participates as a member of
the staff rather than as the official leader of the
staff! 12

There is still need for individual leader-
ship in education. The first task of that lead-
ership is to remove the obstacles that have
prevented teachers from sharing in the de-
cisions affecting their work. The second is
to join with teachers in a common concern
for education as a profession.
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New Frontiers for Supervision
(An Editorial)

MARCELLA R. LAWLER

PROBABLY never in the history
of American education have so many excit-
ing frontiers been developing simultaneously.
In fact, never in world history has any nation
had so much to build on educationally
thousands of highly trained, professionally
motivated persons, an interested citizenry
believing in the importance of education,
and a rich tradition of continuous, thought-
ful study to improve the quality of educa-
tional opportunity for all children and youth.

Historically the supervision role has
encompassed two functions: ( a) providing
leadership for developing, improving, and
maintaining effective learning opportunities
for children and youthwhich means giving
attention to content selection, teaching meth-
ods, materials, and evaluation, both inside
and outside the classroom; and (b) provid-
ing leadership in designing effective ways of
working with teachers and other members of
the school staff to achieve the first function.

Emerging Curriculum
Developments

Changing and intensifying emphases
for a changing society: The central purpose
of education in the United States of America
has always been to develop children and
youth able to function at a high level as
citizens of our society. This has involved
developing people intellectually but at the
same time giving much attention to personal-
emotional-social development so that indi-

viduals could operate as high level human
beings in the best tradition of our society.

Exciting frontiers are opening for con-
sideration in both the planning for what to
teach and the planning for the human beings
we teach.

Expanding emphases in our cultural
heritage: In line with our expanding national
purposes, which indicate a new role for us
as leaders in a world society, we are attempt-
ing to work with children and youth so they
will better understand the peoples of the
world as well as the general world scene.
Knowledge and understanding of religions,
literature, music, international economics,
and languages of nations around the world
are widening the horizons of American stu-
dents. Depth study of our unique American
purposes, ideals, and contributions to civili-
zation, along with study leading to new in-
sights into the world scene, is causing many
American students to assume a new stance
in their considerations of social and political
world problems. Education for our national
purposes demands that our programs be thus
extended and deepened.

We still have much upward mobility in
cur population. In a society whose demo-
cratic origins have sometimes been indicated
by the saying, "A poor boy from an un-
known family may become President," we
need to be very careful in schools that we
do not label groups and then deny them
rich educational opportunity. Havighurst

Marcella R. Lawler, Professor of Education, Teachers College, Columbia University, New York
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reports that in 1920, twenty percent of our
population was identified as lower-lower
class. In 1920 and 1940, zero percent of
that population entered college. However,
in 1948, six percent of the males entered
college; in 1958 six percent males, zero per-
cent females; in 1960, ten percent males and
five percent females. Of the forty percent
of the population in the upper-lower class,
in 1920, two percent entered college; 1940,
five percent; 1948, males, fifteen percent;
1958, twenty percent males, seventeen per-
cent females; 1960, ten percent males and
five percent females.1

Changing emphases in subject-matter
disciplines: The explosion of knowledge has
caused scholars in each subject-matter dis-
cipline to explore new approaches to the
organization of the discipline in an effort to
discover improved ways of knowing. Schol-
ars of the disciplines and educators are striv-
ing to find ways to teach students the tools
of the disciplines. This exciting adventure
not only opens up new considerations for
the purposes of teaching the disciplines but
also provides the possibility of releasing
school people to select content beyond the
usual stereotypes.

Much of the exploration under way is
reflected in the work of major national
committees in mathematics, science, foreign
languages, English, and the social studies.
Each committee is making major recom-
mendations relative to what to teach from
its discipline in the school program, how to
teach it, and in many cases at what point in
the child's life he is able to develop these
understandings. Because of NDEA funds
and private foundation grants, reports,
courses of study, and text materials have
been prepared by the various groups at work
and are now available to schools. Text-

' National Society for the Study of Educa-
tion. Social Forces Influencing American Educa-
tion. Chicago: University of Chicago Press, 1961.
Chapter 5, p. 123.

book development is already being influ-
enced.

Changing and extending emphases in
foreign languages: Research drastically af-
fecting the teaching of foreign languages has
made a marked impact on language pro-
grams in the schools. Students are excited
about language and are gaining competence
in the use of languages which heretofore
have not been available. Many language
teachers seem to feel that while language
laboratories admittedly introduce problems
such as housing, expense, teacher time for
supervision, the preparation of material, ini-
tial installation, they also do much to move
the individual student ahead.

Extending the time of introduction of
a foreign language into the elementary school
is causing intensification of interest in lan-
guage. This trend also is forcing us to re-
think the secondary school language pro-
gram. In many school systems language is
for the first time becoming a kindergarten-
through-high-school subject for study.

Coordinating the arts: While the schol-
ars and educators in such fields as math-
ematics, science, and linguistics have been
working to identify concepts which might
help students learn the structure of their
disciplines, some artists and teachers have
moved ahead in identifying concepts such as
line, form, and rhythm common to all art
forms. Following careful and detailed plan-
ning, specialists in each of the arts areas
have pioneered in team teaching efforts.
Advanced class enrollments in these situa-
tions have increased greatly with the result
that many students are going on to college
to major in the arts areas.

Testing new media for instruction:
Technological development has provided
the American public with television for en-
tertainment, and the American school with
television for teaching. It has also provided



business with programmed billing, and edu-
cation with programmed teaching. Utiliza-
tion of these media is very much in the
experimental stage. While teaching by tele-
vision has been used in some schools for
a period of time, significant research on
what may best be taught through this
medium still remains undone. An inter-
esting question raised by one leader in the
field is, "How can we use students on
camera?" Outstanding and exciting shows
in the teaching of ballads were produced
in one school system, using high school
juniors and seniors.

Teaching by machines is an area need-
ing much research. Just how and how long
children will relate to and be motivated by
a machine are unanswered questions.

Research in psychology: Many of the
questions to be raised by educators con-
cerning the exciting possible frontiers in the
refocusing of teaching in the disciplines,
the experimentation in the teaching of for-
eign languages, the use of the new media
for instruction must be answered in terms
of research being carried on in psychology.
Scholars in this area are insistently calling
to the attention of educators the limita-
tions of the I.Q. as an index of ability as
we now measure it and of giftedness, and
the impact of lack of opportunity and low
motivation in causing underdeveloped ca-
pacity to learn.

Psychologists are also developing the-
ory and reporting researches which hold
tremendous promise for teaching in such
areas as perception and the development of
human potentialities. As we learn more
about how to detect and to build upon the
learner's perceptions we will be able to
make startling strides in selection and or-
ganization of content as well as teaching
methods, in terms of our purposes for teach-
ing. As we learn more about the unique-
ness of human potential and ways of devel-
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oping it, we will unlock among human be-
ings many resources which are now im-
prisoned.

Programs for Engineering
Curriculum Changes

Developing personal potential: As in-
dicated earlier, the primary purpose of su-
pervision is to improve the educational op-
portunities for boys and girls; this means
that the quality of teaching must be devel-
oped to its limits. Opportunities through
which professional staff members may
broaden horizons, develop new interests,
deepen insights must be encouraged and,
whenever possible, be planned for as an
integral part of the professional develop-
ment program of the school. This will re-
sult in richer and more varied opportunities
for learners. Deliberately creating an at-
mosphere in which intellectual and cultural
development is valued is an important aspect
of supervision.

Developing professional potential: Pro-
fessional and personal potential are, of
course, inextricably related. However, they
are deliberately separated here for purposes
of this discussion. This is well, for an ex-
tensive retooling job lies ahead for thousands
of American elementary and secondary
teachers as new formulations are developed
relative to the teaching of several of the
subject matter areas. This retooling will
require teachers and curriculum leaders to
work with educators and scholars in the dis-
ciplines. Programs of supervision in the
immediate future will necessarily include
intensive workshop opportunities, possibil-
ities for on-campus as well as in-service
courses in the subject matter areas. Many
excellent summer workshops and fine aca-
demic year scholarships for retraining per-
sonnel have been developed under the
NDEA and foundation grants. Supervisors
should become familiar with these many
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opportunities so that they can encourage
staff participation.

It likewise is of critical importance that
teachers and curriculum workers have sys-
tematic opportunities within the program
of supervision to become familiar with new
research frontiers in psychology, sociology,
anthropology, and philosophy. The super-
visory program should be so designed that
much opportunity will be provided school
staffs, not just to listen to lectures in these
areas, but to have systematic opportunity to
explore what the meanings are for curric-
ulum and teaching in new formulations, the-
ories, and research. Decisions relative to
content, grouping, organization of the school
day must be made with recognition of the
research in these areas.

Developing research studies for cur-
riculum: It seems important to recognize
that much of the thinking and planning
being done, many of the proposals being
made in the subject-matter areas and in the
utilization of machines and television in
teaching are untested. For example, staffs
of some school systems located in uniformly
high socioeconomic areas are already report-
ing that the "new mathematics program" is
only good for the upper two-thirds of their
students. What does this mean for the other
one-third of the students in these areas,
most of whom would expect to go on to col-
lege? Does this indicate that the content
is inappropriate for the majority of the high
school youth; that the organization of the
content is not well conceived; or that the
methods of presentation have not been good
even though the teachers have had and are
continuing to have training in the teaching
of the content and in the use of the materials?

In addition to these considerations an-
other factor deserves attention. There are
several "new mathematics programs." While
the proposals are alike in some respects they
are quite unalike in others. Differences are

found in vocabulary, in the timing of pres-
entation of some key concepts, and in or-
ganization. At a time when much work is
being done internationally in many fields,
when many professional workers are meet-
ing in international conferences, it seems
questionable that there should not be agree-
ment on at least the language of mathe-
maticsand of other disciplines as well.

These facts are presented only to em-
phasize that all curriculum innovations
should be carried on within a research frame-
work. This applies not only to the content
and methods employed in teaching the sub-
ject matter areas, but also to grouping,
testing programs, unmotivated learners, and
gifted learners. Bench marks should be
established, hypotheses developed in terms
of anticipated outcomes and systematic ob-
servation, testing, and reporting.

If supervisors are not trained in de-
signing and carrying out research studies,
this is an area of competency they should
develop. While that competency is being
learned, assistance in designing and execut-
ing studies is available from colleges, uni-
versities, and state departments of educa-
tion.

It is also hoped that ASCD's Research
Commission will give leadership to the de-
velopment of some nationwide research en-
deavors in which many individuals and
school systems over the country can par-
ticipate. Much curriculum work must be-
come research oriented.

What are some of the frequently
stressed principles to which supervisors must
continuously give attention as they work for
curriculum development, improvement, and
maintenance? Some helpful principles are
these: (a) Planning for activities should
be done with those who participate. (b)
Development of plans for coordination
should be done with the staff; developing
and maintaining open lines of communica-
tion throughout the individual school and



school systems are essential for successful
curriculum work. (c) Providing opportu-
nities for parents and other lay citizens to
discuss their hopes and expectations for
their children, for the school program is es-
sential. (d) Providing continuous informa-
tion about education and the educational
program of the community increases not
only understanding of but also support for
the program.

Working toward a theory of supervi-
sion: A plea has been made in this statement
for supervisors to take leadership in placing
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their curriculum development work in a re-
search setting.

A further plea is made that supervisors
and other curriculum workers shall proceed
in developing a theory of supervision and
curriculum in order that activities in this
area of leadership may be more effectively
analyzed and researched. At present we
do not have sufficient descriptive data as
to how curriculum change takes place, the
factors that seem to facilitate and to block.
Systematic efforts in theory building for this
leadership function need to be under-
taken.

What Should Be the Crux of Supervision?
(An Editorial)

LOUISE M. BERMAN

THE Association for Supervision
and Curriculum Development is committed
to the professional welfare and development
of all persons who perform supervisory func-
tions within the educational milieu. The
Association has concerned itself with age-
old questions, continuously begging for new
and more persuasive answers.

Some of these questions have been:
How can a supervisor simultaneously play
a helping and an evaluative role? What are
the tasks of the principal in the process of
supervision? What types of cooperative ar-
rangements should be developed between
the supervisor and principal to ensure ade-
quate help to teachers?

Although these questions still need to

be asked, the current nature of schooling
is such that finding answers only to the old
questions will not meet today's educational
challenges. New priorities and emphases de-
mand that the field of supervision re-
arrange its boundaries and reconsider its
central foci.

Shifts on the horizon such as the follow-
ing are necessitating a new look at the con-
cept of supervision:

Preschool programs in which professionals
and semiprofessionals are expected to collabo-
rate to build sturdy programs for the young
child

Cooperative teaching in which teams of
teachers must adapt to new types of hierarchial
and horizontal arrangements among themselves

Louise M. Berman, Professor of Education, University of Maryland, College Park. In 1966, Asso-ciate Secretary, ASCD
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in order to provide more "meaty" programs for
children and youth

New plans of school organization, such
as the middle school and the extended secondary
school, in which new kinds of administrative
and supervisory arrangements provide the set-
ting for exciting innovations in line-staff rela-
tionships

Cooperative arrangements among public
schools and universities in which persons are
needed who can mediate between the two insti-
tutions in order to utilize most fruitfully the
unique and common features of each institution

Research emphases in the public schools
necessitating additional staff or reeducating old
staff in order to help make the educational un-
dertakings more precise.

These trends are cited merely to indi-
cate that principals, supervisors, and cur-
riculum coordinators are no longer the
primary persons fulfilling supervisory func-
tions within the school. New and revitalized
studies need to be made concerning the tasks
of directors of research, department chair-
men, master teachers, teacher leaders, coor-
dinators, cooperating teachers, and numerous
other persons who have significant super-
visory roles in today's schools.

The increasingly complex and prolif-
erated nature of supervision demands the
profession's rethinking the issues to which
it will address itself. The questions need
to be pervasive and penetrating. One good
question can often be of such strength that
a myriad of insignificant queries no longer
need to be asked.

The Feciretating Process

One question related to the function of
supervision which appears to get at the crux
of the problem is: What is the nature of
the facilitating process? Inherent in the dic-
tionary definition of facilitating is the notion
of making easy or less difficult and of freeing

from impediments. If supervising is con-
sidered as facilitating or making the work
of others easier, those persons who are re-
sponsible for helping teachers see their tasks
with less difficulty and more clarity need to
reassess their modes of providing service and
to ascertain how this work is perceived by
others.

In considering the facilitating process
we might consider it from the stance of the
behaviors the facilitator exhibits or the per-
ception of the facilitator's behavior by others.
The latter stance seems the more profitable.

Among the qualities which the facili-
tator is seen as possessing is acuity and
accuracy of perception. Visual and psycho-
logical perception is seen as being keen both
in viewing the reality of persons and the
abstractions of ideas. The facilitator is per-
ceived as being aware of himself and others
to the extent that he realizes the levels of
awareness and the types of blind spots he
and others bring to a situation. That persons
are simultaneously strangers and intimates to
themselves is evident in practice.

The facilitator is considered as being
more interested in the internalized organiza-
tional schemes and plans of the teachers
with whom he works than in external or-
ganizational patterns which are precise on
paper but dissatisfying to those who must
"fit in." He is seen as prizing the models,
patterns, and plans which the individual
teacher develops to help explain his intent
and actions to the magic models designed
by "experts." The model of the expert
serves only as a source of guidance for more
personalized models. No rational plan of
organization offers consolation when the per-
son operating within it has been dichoto-
mized so that his inner self is slave to an
outer organizational plan.

The facilitator is seen by others as pos-
sessing reality-centered excitement. Such
excitement demands discernment in reaction

)k,



to ideas. When the ends of a project are
even dimly discernible, he may appear to
react with greater caution than when ends
are clearly visible. He is perceived as doing
more than giving support, although this com-
modity is generous when appropriate. At
other times, however, he is perceived as ask-
ing the prickly, barbed questions which
sharpen the issues of a dilemma. He is seen
as knowing the difference between decisions
that are made because of current fads or
pressures, and those that are based upon the
promise of long-term and far-reaching con-
sequences.

The facilitator is perceived as respect-
ing the integrity of others and caring for
their well-being. Because of his staunch en-
thusiasm for what persons are and can be-
come, he is not seen primarily as an "au-
thority" but rather as a person who is willing
to throw his considered judgments into the
arena of ideas. Others have the opportunity
to react honestly without fear of recrimi-
nation. Teachers are aware that his pro-
posals are subject to the same type of
discussion, decision making, and evaluation
as their own. At the same time he is seen
as establishing the setting so that others have
equal opportunity for a hearing. Insofar as
possible, the group is utilized in making
decisions but various responsibilities in the
decision making process and who performs
them are clearly visible.

Although the facilitator is genuinely in-
terested in others, he is not perceived as
having a continuous "open door policy."
Even as teachers are expected to build into
their days time for increasing their knowl-
edge and for making considered judgments,
so he practices his policy of allowing for in-
take as well as outgo of ideas. He formulates
"maps," schemes, and Weltanschauungs
which enable him in the long run to be a
better facilitator.

Because of his integrity, his relative
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freedom from game and role playing, and
his ability to place himself in the position of
others, he is perceived to be a caring, hu-
man individual. In brief, he is a person
capable of the total range of human be-
haviors. He earns the respect of his col-
leagues primarily through his total being as
a person rather than through his title or
status.

If the many new jobs demanding com-
petency in facilitation are to be adequately
filled, then the profession needs to give in-
creased attention to this important process.
The basis of initial and continuing prepara-
tion should be reexamined and additional
insights should be sought from other fields
and disciplines which focus upon the help-
ing relationshiptheology, psychology, psy-
chiatry, social work, and the like. Attention
should be given to including in the prepara-
tion of all persons who have responsibility
for facilitating the work of others, intern-
type opportunities for experience which
focus directly upon the competencies needed
to enhance the professional activity of an-
other. Such preparation would enable in-
structors to understand better the motiva-
tions of persons seeking to become educa-
tional facilitators and to establish criteria
for selection of those who should do this type
of work.

If supervision is to enlarge its borders
to take in those persons who will be facilita-
tors as a result of newly created jobs and if
supervision is to address itself to more
powerful questions, then the nature of facili-
tation should be studied as the crux of
supervision.

The field of supervision has some
"mighty men." Oftentimes through random
experiences these persons have become
great facilitators. Our task now is to ex-
plicate more fully the task of educational
facilitation so that more "mighty men" will
emerge.
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The "Guese" of Supervision

BERNARD J. LONSDALE

SPEAKERS and writers frequently
refer to the language peculiar to a trade or
profession as the "guese "; for example, the
language of educators is referred to as
"pedaguese." If the butcher, the baker, the
candlestick maker can afford the luxury of
a "guese"why cannot the educator have
his pedaguese?

The blocks to communication and the
threats to wholesome human relations in
our society are not the "guese" but the
failure of the in-group to interpret language
to the out-group. One's social graces should
dictate when a particular "guese" is proper
and when it is improper. If a person has
some money to invest with a banker or at
the track, he goes out of his way to learn
the "guese" of the banker or of the racing
expert. If individuals have an interest in
education, they will go out of their way to
find the meanings of the terms frequently
used.

Many VoicesMany Languages

The writer has difficulty in recalling any
glossary of educational terms prepared for
public consumption which might improve
communication between the school and the
community. Those glossaries which have
come out are directed to educators and most
of them are attempts to lampoon terms used
by fellow educators. It might pay dividends
if every school district were to prepare a
glossary which would be ready for each
child to take home after his first day at

school. The programs of parent organiza-
tions and other civic groups might be
planned around the glossary, using a variety
of techniques to enhance communication
between the school and the community.

It is difficult to talk or write about the
language of supervision apart from the many
interrelated languages that affect educational
programsthe language of the child, the
language of the mother and father, to say
nothing of the languages of the other mem-
bers of the family, the language of the
teacher, the principal, the superintendent,
the school nurse, the psychologist, the school
boardnot to mention the languages of the
power group and the various minority groups
in the community.

True, democracy is made up of many
voices and each voice has the right to be
heard again and again. However, there are
certain principles unique to the processes of
democracy which make it possible to deter-
mine whether the voices ring true and
whether the language expressed is in har-
mony with the principles of democratic
living. Sometimes we hear the voices of
the fakers riding on bandwagons who speak
and write glibly about serving society and
protecting the welfare of children. At other
times we hear the dedicated educators who
see the perpetuation and improvement of
democracy as being realized through an edu-
cation program custom-built for each indi-
vidual so he will meet his needs and reach
his highest potential.

Supervision in education has moved

Bernard J. Lonsdale, Education Consultant, Sacramento, California. In 1963, Visiting Professor in
Education, University of Maryland, College Park



from the time when it meant demonstra-
tion and inspection. This function has be-
come, in effect, a many-splendored thing
set in a matrix of understandings, skills, and
values related to the growth of individuals
as participating members of a democratic
society. In earlier days supervision was a
simple operation when it meant that some-
one from "downtown" or the "county seat"
walked up and down the aisles of a class-
room making notes in a little black book
and then went back to the office to fill in
a form, a copy of which was sent to the
teacher, which answered, with Yes or No,
such questions as:

Was the lesson socialized?

Did the children stand to recite?

Were the decorations in the room sea-
sonal?

Franseth adds new dimensions to su-
pervision in the statement:

Today supervision is generally seen as
leadership that encourages a continuous involve-
ment of all school personnel in a cooperative
attempt to achieve the most effective school
program.1

In a summary statement Franseth sug-
gests four ways in which supervision is most
effective in realizing these new dimensions:

(1) When it contributes significantly to
the accomplishment of goals considered im-
portant by the teachers as well as by the super-
visors; (2) When the teachers are meaningfully
involved in making and carrying out plans that
affect them, with a part in determining what
the supervisory service should be; (3) When
supervision provides an atmosphere of accept-
ance, support and understanding, and helps
people experience feelings of worth; and (4)
When supervision helps people make sound
judgments and act on the basis of careful study
of adequate and accurate information?

1 Jane Franseth. Supervision as Leadership.
Evanston, Row, Peterson Company, 1961.
p. 19.

2/bid., p. 29.
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The Supervisor's Language

As supervision moves to encompass
new dimensions, the language of supervision
talks about such things as:

The Goals of Education: The emphasis
is on a statement of goals or a set of beliefs
which is built school by school, district by
district, with everyone affected by it par-
ticipating in its preparation. The answers
to the question of appropriate opportunities
for children and youth will be found in a
clearly defined statement in harmony with
the principles of education in a democratic
society. Such statements should provide the
platform upon which to build programs
suited to the needs of our times.

A publication of the California State
Department of Education suggests the fol-
lowing questions as the basis for evaluating
statements of goals:

1. Is the statement of the objectives- avail-
able to all interested persons?

2. Is the statement in accord with the
broad purposes of democracy?

3. Have legal requirements as established
by the Legislature and the State Board of Edu-
cation been met?

4. Is the statement. based on the require-
ments of the course of study as established by
the governing board of the school district or
the office of the county superintendent of
schools?

5. Is the statement in harmony with well-
substantiated research in child growth and
development?

6. Is the statement in harmony with well-
substantiated research in mental health?

7. Are school practices consistent with
the established goals?

8. Does the school have an organized
plan to evaluate progress toward the fulfillment
of the goals?

9. Do school personnel and members of
the community refer to the goals when making
decisions?
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10. Are the goals reviewed and revised
from time to time as the situation changes? 3

Numerous statements of the purposes
or goals of education in a democratic society
have been prepared by committees of na-
tional repute. Accepting these statements for
a particular school by a local committee or
an administrator is one thing. Having them
used for study purposes as a basis for work-
ing out statements that will fit their peculiar
needs is quite another thing. The people
whose nervous systems are most deeply af-
fected by statements of goals or purposes
are those who participated in their prepa-
ration.

Individual Differences in People: The
stress is placed upon the differences physi-
cal, social, and intellectualthat characterize
human beings. Each individual is recog-
nized as a unique personality. Each has the
right to develop to his fullest potential. Each
is entitled to feel that he counts. Too often
in our society some individuals feel that if
everybody is somebody then nobody is any-
body. The talk turns to "keeping certain
people in their place." The question asked
in supervision is, "How can the differences
that characterize an individual be turned
into assets for the good of the whole group?"

The Basic Human Needs That Indi-
viduals Must Satisfy: Unless an individual
has opportunity to satisfy his basic needs
which come out of the structure of his
organism, the social context in which he
develops, and his personal growth, he may
be frustrated and spend his life in fruitless
searching which often ends in despair and
personality damage. Stress in the language
of supervision is placed upon the need to
sense the extent to which the basic needs
of individuals are* being met and as one

Bernard J. Lonsdale and Afton D. Nance.
Evaluating the Elementary School, Revised. Bul-
letin of the California State Department of Educa-
tion, Vol. 30, No. 3. Sacramento: California State
Department of Education, 1961. p. 29.

meets his own needs to help others to
meet theirs. The help to others may be
shown in a warm smile, an invitation to
coffee, a willingness to listen.

The Need To Know Children and
Youth: Emphasis is placed upon a knowl-
edge of the characteristics of growth and
development of children and youth. These
characteristics also apply to adult develop-
ment. Each one goes through the same
pattern but each goes through at a rate
peculiar to himself. Each one comes through
as a custom built jobsome with more as-
sets than others, some with more liabilities
than othersbut each with his own pocket
full of stars. Stress in the language of super-
vision is placed upon the need for skill in
the techniques of observing, studying, and
interpreting human behavior. Understand-
ing that all behavior is caused and that the
causes are many and interrelated is an
important dimension in human relations. It
may not be possible in many instances to
know the cause, but to know that there is
a cause contributes to better working
relations.

Effective Teaching Methods: The lan-
guage of supervision has stopped saying,
through the use of directives, "This is the
way to do it." Good supervisors realize that
any change that might come from a directive
can only be of the narrow routine type.
The big changes, the really important ones,
are those that come out, of the teacher's
changed behavior. Extensive research per-
taining to effective methods of teaching has
been done.

Many of these research studies have
set boundaries as to the most and the
least effective ways of working. There is
need for studies which will extend the bound-
aries set by this research. There is further
need for research done by teachers who will
be identified with the findings and who will
put them into practice.

What evidence is there that certain



methods of instruction are more effective
than others? Could a particular method
yield more learnings than another? Why
does a child fail in one situation and suc-
ceed in another? How does one way of
learning interrelate and support another?
These questions are merely illustrative of
the myriad questions teachers ask every day.
The language of supervision suggests that
teachers carry on research of significance to
themselves.

After they have defined a problem,
they can state a hypothesis that will in-
dicate the procedure to be followed and
the outcomes to be expected. With this as
a basis for starting, they have a laboratory
in the classroom in which to collect and to
evaluate data, and to test the hypothesis. The
emphasis in the language of supervision
should be of the kind that will help teachers
to create the design for the research, develop
instruments needed for securing the neces-
sary data, and interpret the records.

Use of Instructional Materials: Em-
phasis is placed upon the use of a variety
of materials of instruction. As new in-
sights are gained regarding the learning
process, it becomes obvious that materials
that have appeal to all the senses should
be made available in classrooms. Each day,
it seems, new materials come on the market
which have learning value or which facilitate
learning. Teachers are encouraged to experi-
ment with these new materials and to use
them in their research patterns. Too often
new materials, are condemned and passed
over before they are even tried. Commu-
nity resources are of immeasurable value as
materials of instruction. People, places, and
things outside the classroom can contribute
significantly to learning situations.

Creativity: A high premium is placed
on the potential for creativity which is in-
nate in each individual. The time has passed
when creativity was thought to belong only
to a chosen few. Kelley and Rasey say:
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Whenever an individual takes a set of
known answers and contrives a new response,
concept, or artifact he is creative. It is the
process of taking the things we now have or
now know and putting these together in such
a way that something new emerges.4

This concept of creativity is furthered
by Russell when he says:

In one sense, all a child's learning is crea-
tive in that he arrives at what is, for him, new
solutions. Some writers prefer to limit the more
routine school and community learnings to the
process of discovery and to describe by the
term creative thinking only those processes
which result in some product or solution of an
original sort. Children's learnings may be de-
scribed on a scale ranging from routine asso-
ciative learnings through rather stereotyped
problem-solving processes to highly original
creative thinking resulting in new solutions for
the individual and his subculture.5

The language of supervision urges an
atmosphere in which teachers are encouraged
to express themselves creatively. As teachers
are motivated to develop their own creative
abilities they in turn provide creative oppor-
tunities for children.

The creative personality does not de-
velop under an autocratic regime. The
language of supervision places a heavy
stress upon the democratic processes because
they hold most promise for freeing individ-
uals to make their fullest contribution to the
welfare of the individual and the group.

In part of the response to the question,
"Is America Neglecting Her Creative Mi-
nority?" Toynbee says:

Potential creative ability can be stifled,
stunted, and stultified by the prevalence in
society of adverse attitudes of mind and habits
of behavior. . . . When creative ability is

E. C. Kelley and M. I. Rasey. Education
and the Nature of Man. New York: Harper and
Brothers, 1962. p. 116.

3 David H. Russell. Children's Thinking.
Boston: Ginn and Company, 1959. pp. 326-27.
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thwarted, it will not be extinguished; it is more
likely to be given an antisocial turn.°

The challenge today in education is for
everyone to think creatively. No one group
of individuals in our society has an option
on creative living. The satisfactions which
are the by-products of creativity are avail-
able to all.

All of this supervision talk implies the
need for continuous education, not only for
teachers but for everyone responsible for
planning educational programs. The lan-
guage of supervision has a chance to be
heard and understood by the types of in-
service education programs developed co-
operatively with the people who will profit
from them.

The language of supervision will con-

Arnold Toynbee. "Is America Neglecting
Her Creative Minority?" Mills Quarterly 44: 5-6;
May 1962.
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tinue to talk about the goals of education,
individual differences in people, the basic
human needs that individuals must satisfy,
the need to know children and youth, effec-
tive teaching methods, the use of instruc-
tional materials, and creativity.

It is evident that supervision means dif-
fers things to different people. Many of the
concepts held by the different individuals
are inadequate as guides to the improvement
of instruction. As a result, the language of
supervision becomes a voice crying in the
wilderness.

Supervision will never go back to in-
spection and demonstration. Through the
thinking, action, and language, both spoken
and silent, of dedicated educators its new
role has emerged. Supervision will continue
to improve instruction. The future greatness
of our country will be built through the
quality of education made available to every
individual who is a part of this nation.

"Osmosis"The New Supervision?

WILLIAM C. JORDAN

IF ONE reviews the college, grad-
uate-level textbooks on organization, ad-
ministration, and supervision which have
been published in the past 25 to 30 years,
he will find that the major instrument of in-
structional change is a "committee." Al-
most without exception, author after author,
the present writer included, points out that
supervision, the improvement of instruction,
is teacher oriented at the grass roots level
and that the "participatory process" is the
one insurance policy that guarantees progress.

Invariably we administrators are told
to gather about us a group of "interested
teachers," define and delimit a problem, set
up a hypothesis, attack the problem, deter-
mine alternatives, choose a solution, and
arrive (!) at a conclusionbe it a new
method, report card, a new course of study,
a recommendation about noontime super-
vision, or adoption of a textbook. The ad-
vocates of this type of supervisory operation
contend that the end product is not the
important outcome but that the major con-

William C. Jordan, Assistant Superintendent, Educational Services, Napa County, California. In
1967, Acting Superintendent, San Rafael City Schools, San Rafael, California



tribution lies "in transit." The true goal,
they say, is in the intragroup, interpersonal
relationships that mold teacher opinion as
the group progresses, and teachers, seeing
the reasons and need for revision, actually
accepts for themselves, change which is put
into action upon their return to the class-
room.

Such committees, fortified by gallons of
coffeeand possibly doughnutsare clothed
with such presently pertinent phrases as
"democratic practices, involvement, commu-
nication systems, participation, group dy-
namics, feeling of belonging, and purposeful
activity." When you strip all the verbiage
away, the educational administrator, super-
visor, or principal is saying, "We want the
teachers to do what we want them to do,
but they must think it is their own idea!"
Imagine! Another famous administrator in-
dicates that he "gets teachers to do what
he wants but entirely without friction"
again imagine!

One of the reasons that the educative
process changes so slowly is that too many
supervisors feel that teachers fall for this
line of fluff. Teachers are not stupid! They
are aware of the literature, they know that
change is necessary; they patiently observe
the rules of the game as played by some
administrators and go stoically through the
motions of meetings and coffee and com-
mittee caravans as part of the price they
must pay for membership in a fine and
rewarding profession.

More deadly than the above question-
able and limiting experience is the "group
therapy" approach to supervision. Here we
find the administrator-executive "curing"
teachers by repealing the past. Little by
little, step by step, he leads his staff out of
the gloom of confusion into the bloom of
professional profusionas he sees it! This is
the administrator who, in advance, knows
what he wants, picks his own committee,
and tells it where he wants the group to go!
And, what's more, gets there by leading his
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tethered teachers down the path of least
resistance.

Again when one realizes that this proc-
ess has been functioning for years under the
cloak of democracy, one understands the lag
of educational advancement. Teact Ts jus-
tifiably resent this type of nonsense as be-
neath their dignity. One will find thousands
of courses of study, arrived at through such
chicanery covered with dust, unnoticed by
the teacher, in a stack on his desk or in
his book cupboard. So much for "supervi-
sion" in its traditional form.

Let us now turn our attention to an-
other chapter of progress. The words,
obligated boundary maintenance, should
have special meaning to the supervisor who
truly is interested in change. Obligated
boundary maintenance indicates the reaction
and resistance of a group to a suggestion of
change. Even if the people (teachers) in-
volved know that change is necessary, even
though they know that new ideas, methods,
materials, or techniques are profitable, the
group feels "obliged" to join hands and,
with bowed heads, shout, "No!"

To change, you see, is tantamount to
admitting that what one has been doing in
the past is not "quite right"and there are
too few people in the world who are secure
enough to admit that there might be a better
way or that they are or have been wrong.
We, all of us, therefore, deny progress by
saying, "My kids are different; we did this
before and it doesn't work; parents won't
stand for it; my principal is against it; takes
too much time," and on and on. There are
hundreds of ways to scuttle a new idea.

A New Method

How, then, does one who wants to in-
novate, lead, create, or simply supervise,
organize for progress? The writer would
like to offer a new method which for want
of a better term I call "Osmosis," the gentle
movement of liquid through a barrier.
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To begin this "Osmosis" process, the
supervisor-administrator searches through his
own staff for teachers with adventurous
souls. They are not hard to find. You take
one teacher by the hand and say, "Come
with me." With this one teacher, the su-
pervisor works as a partner to develop a
new teaching technique, explore a new
method of organizing a classroom, experi-
ment with a unique unit, build new methods
of presentation of material, or construct a
continuing self-evaluation system for the
students. One is limited here only by the
ingenuity and creativity of the two educa-
tors involved.

While the "Osmosis" process is attrac-
tive and exciting, it should be obvious to
any educational administrator that this op-
eration can be "fraught." The process re-
quires great delicacy; one must be extremely
sensitive to the feelings of other teachers
when a specific member of the staff may
be given a surplus of notoriety and publicity.
Professional jealousy is difficult to handle
and administratively requires tact. We all
know that the truly great teachers, the artists
in the classroom, are usually dramatic class-
room actors and the fact that someone else
is a recipient of a great deal of applause and
attention can breed dissatisfaction within the
staff. It is obvious, then, that as the project
goes on, the rest of the staff needs to feel
secure. This is why the writer stresses con-
tinuously, "I like what you (the others)
are doing, please don't change."

In essence the supervisor stops talking
and starts doing. You quit telling teachers
what and how they should be doing and
start showing them. This is, then, the basic
difference. Suddenly the supervisor becomes
an enthusiastic partner in a teaching-learning
situation. He becomes less a supervisor and
more a co-worker in the vineyards of the
profession. The management-labor aspect is
completely eliminated as the leader leads
because he earns it and deserves it through

enthusiasm, drive, and creative initiative,
not because he is appointed. The difference
of this "Osmosis" approach is, of course,
quite obvious and from any standpoint pays
premium dividends not only in improved
instruction but, what is more encouraging,
in improved staff morale.

There are only two criteria to be ob-
served here: First, it must be fun for the
teacher and the children, and second, it must
be productive educationally.

When other teachers inquire about the
new activity, you say, "We're not sure the
process works as yet." Every teacher, then,
is positive he can make it work better!
However, we are seldom in a hurry! To
all teachers the writer says and means it,
"You are wonderful just the way you are;
you don't need to change; I .like what you
are doing right now: I could care less
whether you change di not." When teachers
feel that no one .is trying to force them
to change, no orie is trying to slip something
over on them, rio one is going to "chew
them out" for not changing, when they feel
secure enough to try, they will try!

When the supervisor says, "Come with
me, I will help you; I will show you," that
one teacher will move forward confidently,
secure in his or her guide. Moreover, when
pressure and fear are removed and the
pserido-derriocratio drapery is eliminated,
teachers move forward rapidly, happy at
last to be treated as intelligent adults.

Change in Attitude

The writer had the opportunity and
advantage of experimenting with this type
of activity only briefly in the midwest, but
has been able to bring the process to full
fruition in San Rafael, California. Progress
has been startling. On the wings of one or
two exciting and excited teachers, ideas and
techniques have spread through our small
(225 teachers) school system with great
rapidity.



However, and more important than
the progress that has been made, is the
change in attitude that one notices in teachers
and administrators alike. Now that change
is pleasant, it must be fun, and, since change
is individual, no one is submerged in a group.
Ideas spring from the staff with surprising
and satisfying regularity. Not all of these
ideas are productive but this is not important.
What truly counts is the growing ability of
some of our teachers, with such encourage-
ment, to stand back from their activities and
look at the total teaching-learning process
with an objective professional eye, all the
while saying, "Now, how can I do it better
or differently?"

As ideas pop up from the teachers and
administrators we take them from school to
school and teacher to teacher saying, "Who
wants to take a look at this one?" It does
not take long now, after two years, to find
teachers who are anxious to share ideas,
experiment, innovate. Now that invention is
fun, nearly everyone wants to get into the
process. We are at the point now at which,
when we say, "Who wants to try to . . ." we
seldom are able to finish the sentence.
Everyone volunteers; no one wants to be
left out. Teachers are saying, "How come
I didn't get to try that first?"

EL 23 (8): 630-33; May 1966
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No one is naïve enough to think that
every individual teacher is wild about every
idea or technique. Some teachers are always
fearful of progress for the reasons already
mentioned. Some will forever retreat into
the past and sigh longingly for the good old
days and for the "committee" operation
wherein they can be submerged unnoticed in
the group. This is nct to be critical but to
recognize people as they are. The height
of absolute zero is a report card committee
which after three years brings forth a report
card that only half the staff approves when
it is finally adopted.

While there is still a place, quite small
in the writer's estimation, for a group meet-
ing in education, the modern, dynamic pro-
fessional leader will today find the "Osmosis"
method (if given the right treatment) far
superior to the traditional "committee and
coffee caravan" of the past. We urge educa-
tional leaders to take off in high gear in a
new direction with a new method. As a tech-
nique may we suggest "show" instead of
"tell," individual instead of group, personal
commitment instead of professional detach-
ment as we work with teachers to lift "our"
level of instruction. The results will be
amazing!

A Challenge to the Supervisor
DORIS G. PHIPPS

WITHOUT realizing it, most
teachers possess enough unused potential
to make themselves two or three times more
effective in their jobs. Self-motivation is the
key that unlocks such potential. What can

the supervisor do to spark a self-motivating
attitude in teachers?

Many teachers believe that instructional
materials are only the vehicles for teaching
and learning. Nevertheless these same teach-

Doris G. Phipps, Curriculum Consultant, C.E.S.A. #10, Sheboygan County, Sheboygan Falls,
Wisconsin
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ers place important emphasis on the first
grader who was "first" to read in a "hard
covered" book or on the symbol "five" on
a math book needed to help a slow seventh
grader. Similarly, few teachers will argue
against the fact that greater learning evolves
from student-oriented participation in social
studies. Yet one finds many such teachers
assuming the role of "purveyor of the facts,"
while bored class members listen only for
the bell.

Some English teachers frankly admit
that hanging words on hooks or slanting
them in brackets does nothing to improve
the written communication skills. Yet these
same teachers would not think of omitting
that one-third of the text which deals labori-
ously with the minute details of "diagram-
ming sentences."

Need for Supervision

Almost all teachers will recognize that
there are differences among their students,
but these same teachers will literally slave to
get all students to be alike. It would be
very difficult to find even one instructor who
would try to refute the fact that success is
closely related to good mental health; yet
every time he prepares report card data, the
the same students who failed last time fail
again.

One could exhaust pages in enumerat-
ing the gaps that exist between what is
known by teachers about the growth pat-
terns and problems of the children and
youth they teach and what is practiced by
the same teachers in the process of instruc-
tion. Does the difference between the think-
ing and doing reflect a lack of understanding
the skills necessary to accomplish the task?
Does it indicate that to escape from an over-
burdened work load and pressures, one pur-
sues an "easier" path? Do, the teachers see
their administrative personnel lost in ad-
ministrative detail with no time to help
hence a feeling, "no one cares what is done"?

Whatever this lost horizon means to
the reader, it is an alarm giving rise to a need
for the warmhearted, undivided attention
of a person called a supervisor. Eye and
Netzer in their recent book, Supervision of
Instruction: A Phase of Administration,'
indicate that a "supervisory program is a
program of persons, behaviors, and situa-
tions" and it could not be more succinctly
described.

How does the supervisor proceed to
bridge the gap between the thinking and the
doing? By working in a person-to-person
relationship and in small group in-service
meetings.

. . . it is a widely accepted psychological
fact that human beings tend to find time for
and learn to do those things which they under-
stand, believe in, and value as important. The
task of the supervisor, then, is to assist teachers
in the examination of their present beliefs and
of the values they hold, and to assist them in
modifying those beliefs and values in light of
the changing needs of children and society and
the findings of research in child growth, devel-
opment, motivation, and learning.2

Techniques and Process
It is refreshing to note in the recent

literature on supervision an emphasis on
the importance of classroom visitation. The
writer is convinced that this is a vital tech-
nique and one which promises the most hope
for instructional improvement. The tech-
nique is not easily described because there
is no one single procedure. The teacher
visited, the purpose of the visit, the type of
activity observed, determine the procedure
one uses. Classroom observation is a com-
plex professional skill. It implies that the
observer must have a "basic familiarity with

'Glen G. Eye and Lanore A. Netzer. Super-
vision of Instruction: A Phase of Administration.
Evanston, Illinois: Harper & Row, Publishers, Inc.,
1965.

2 Ross L. Neagley and N. Dean Evans. Hand-
book for Effective Supervision of Instruction.
Englewood Cliffs, New Jersey: Prentice-Hall, Inc.,
1964. p. 115.



teaching, children, subject matter, and their
relationships." 3

Conferences must precede and/or fol-
low a classroom visit. "If ideas are to have
effect, it is usually through persons. Ideas

are mediated by people." 4 In the person-
to-person relationship, the supervisor is bet-
ter able to stimulate change because the
teacher has confidence to experiment when
he knows someone is being supportive. Not
only are ideas of change communicated in
the conference, but the behavior problems of
children are analyzed, new materials are
found, school policies are interpreted, and
the burden of a personal problem has been

shared.
For the beginning teacher, a conference

prior to the opening of school can not only
dispel the fears of the neophyte but it can
give the supervisor an understanding of the
creativeness and attitudes of the new staff
member.

In conducting the conference with the
beginner as well as in other conferences,
the writer makes it a practice to have the
names and recent test data of the children
assigned to the staff member. This list helps
to focus the discussion on specific needs
for the particular classroom.

The individual conference-classroom
observation approach is a slow, time-

consuming process. Nevertheless, until
teachers feel supported in their venture of
experimentation, are helped to understand
the changing behavior of children and youth,

are assisted in finding and evaluating mate-
rials, are encouraged and shown how to
use a conceptual framework, they will con-
tinue to "fact find" and "cover material."

Closely related to the person-to-person
working relationship is the small group in-

Ben M. Harris. Supervisory Behavior in
Education. Englewood Cliffs, New Jersey: Pren-
tice-Hall, Inc., 1963. p. 157.

Mildred E. Swearingen. Supervision of In-
struction. Boston: Allyn and Bacon, Inc., 1962.
p. 268.
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service conference which the writer believes
is more effective for change than a total-
faculty approach.

In the small group conference, the de-
sign for action research is established when
the members concern themselves with a spe-
cific hypothesis; cooperatively study, experi-
ment, and solve that problem; and evaluate
the results in terms of their needs. The litera-
ture of Corey, Shumsky, Taba, Franseth,
and other proponents of Action Research
reflects the value of this process.

The writer has found the Action Re-
search method most effective in curriculum
innovation. To develop a conceptual ap-
proach to the social studies in the inter-
mediate grades, the teachers from one small
district met to determine their problem,
namely, what to teach in the social studies
and how to teach this more effectively. A di-
vision of tasks, review of the research, defin-
ing a scope and sequence, planning a con-
ceptual framework, and putting their ideas
into writing required numerous meetings.
Each time, the supervisor served as a sup-
porting, reinforcing, and interpreting agent.
This type of curriculum revision becomes
meaningful to the individuals concerned.
Teachers also develop respect for each other
by working together; and their classrooms
come to reflect more experimentation.

After some experience with Action Re-
search in working with teachers, the same
idea may be transferred by teachers into the
classroom, where teachers may obtain most
interesting results in using this technique.
Davison 5 concludes:

If there is to be a revolution in educational
research, it should come from the classroom
teacher and the curriculum specialist. There are
several reasons for this. The professional per-
sonnel have the basic tools for research: the
children, the materials, and a large accumula-

Hugh M. Davison. From address to Depart-
ment of Supervision and Curriculum Development,
Pennsylvania State Education Association, Novem-
ber 1961.
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tion of experience with children in a school
setting.

The techniques already discussed are
only two of the many which one can use.
Yet they do represent some of the promising
practices for change. Other supervisory
practices which have merit at particular
times include the sharing of bulletins or
specific material with a teacher at a psy-
chological time, conducting workshops of
various kinds, or large group meetings such
as a convention or conference, and using vis-
ual aids in demonstrations. Choice of the
technique is determined by the time and
need.

The supervisor's function is to gener-
ate improvements in instruction, motivate

EL 21(7): 433-35, 455; April 1964
0 1964 ASCD

teacher growth, and promote curriculum de-
velopment in a changing world. All of these
are time-consuming tasks and the teachers'
workdays offer little time for cooperative
work with the supervisor. Perhaps more
thought should be given to providing time
for teachers to grow on the job. The col-
leges and universities are unable to prepare
the graduates for all the work load they
assume as they enter our schools to teach.
Those entering the profession as well as
those on the job need to be involved in con-
tinuing in-service education. This cannot
all be done after so-called school hours.
Perhaps those concerned with supervisory
tasks should research the fruits of their
labors so that findings could be presented
to prove the need.

A Supervision Experiment
with the Disadvantaged

GERTRUDE L. DOWNING

IN THE junior high schools of
New York City are many thousands of chil-
dren who apparently live outside the cul-
tural mainstream and who stand in need of
highly specialized and skillful instruction.
Our problem is compounded by the critical
shortage of teachers prepared specifically to
meet these extraordinary demands. To staff
the special service schools, there is urgent
need for teachers who are competent, cre-
ative, adaptable, sympathetic, and emotion-
ally secure, and who can feel a strong com-
mitment to the urgent work at hand.

A large proportion of the instructors
in these special schools must be recruited
from the ranks of beginning teachers newly
graduated from college. Because the teacher
education institutions have placed increased
emphasis- on the overwhehning need, recent
graduates have volunteered in growing num-
bers for service in the special schools. Yet,
although the problem of teacher recruitment
is abating somewhat, that of teacher reten-
tion is still crucial.

For the most part, our new teachers
have had excellent preparation both in col-

Gertrude L. Downing, Assistant Professor of Education, Queens College of the City University ofNew York, New York. In 1964, Coordinator of BRIDGE: A Teacher Education Project, QueensCollege



lege and in the schools as student teachers.
Usually, they are fired with idealism and
enthusiasm for the work they face. Yet
during their first days as full fledged teachers
they are dismayed by the dismal reality
which confronts them.

These novices, usually with a sheltered
middle class background, often find them-
selves incapable of understanding the be-
havior and the motivations of the underprivi-
leged children they meet in the classroom.
In many cases, experiential disadvantage has
produced youngsters who, quite literally, do
not speak the teacher's language. The teach-
er's "good" motives and idealism are misun-
derstood by the pupils. Kindness is misin-
terpreted as weakness. Without the support
of a cooperating teacher, the classroom rou-
tines and controls of student teaching ex-
perience seem to vanish. The methodology
which was so successful with more fortunate
adolescents results in chaos here.

The teacher is rendered impotent by
unrealistic courses of study and inappropri-
ate instructional materials. His subject mat-
ter competence gained through years of
college study is ridiculed by teen-agers who
have no standards by which to judge its
value. And when he turns to his colleagues
for support, frequently he faces the cynicism
of those who have already run this gauntlet
and who now take refuge in the self-justifi-
cation that these pupils are "unteachable."
By the end of the first year of teaching, all
too often, recruits either leave the depressed
area schools for more congenial surround-
ings or join the ranks of the cynics.

A Living Laboratory

It was to prepare teacher candidates
more realistically for their vital role and to
study the needs of beginning teachers in
slum ghetto junior high schools that the
BRIDGE project was initiated. In a repre-
sentative school, ninety randomly selected
pupils were assigned to classes taught by
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,

three recent Queens College graduates. With
the assistance of a coordinator, these teach-
ers will guide the selected pupils through
their entire three year junior high school
experience. In our "school within a school"
we are scrutinizing the instructional needs of
the children and the supervisory needs of
the teachers.

During the early months of our first
year of work, the multiplicity of problems
which characterizes such a school mounted
a relentless seige about our classrooms. We
had three classes of disadvantaged children
who, in the main, were unconvinced of the
importance of learning, burdened by years
of school failure, and mistrustful of authority
figures. We had to meet the difficulties of
adapting curriculum, adjusting methodology
and securing materials on appropriate levels.
Concurrently, we had to experiment with
various approaches to classroom manage-
ment, routines, and controls while keeping
pace with the required intricacies of admin-
istrative paper work for the school. Finally,
we were committed to the maintenance of a
classroom atmosphere designed for long
range development of verbal fluency, intel-
lectual curiosity, and individual responsi-
bility in our pupils. Therefore, it was neces-
sary to reconcile this with the much more
rigid controls outside our classrooms which
were deemed necessary for the management
of the school as a whole.

To meet the many and varied needs of
our ninety deprived children and our three
beginning teachers, the supervisory structure
has radiated at many angles from an un-
prepossessing hub known as Room 400.
This haven was made attractive with the
addition of simple curtains, pictures, pos-
ters, plants, and books. It is here that the
coordinator engages in the continuing strug-
gles with curriculum, planning, ordering,
and reporting. Here, too, the teachers con-
fer, plan, consult curriculum resources, type
plans, ditto materials, have coffee together,
and give vent to the frustrations and sue-
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cesses, the pathos and humor of the day.
It is here, also, that the children receive
the initial guidance, discipline, and encour-
agement of which they stand in such desper-
ate need. It is here that parents come and
reveal glimpses of seemingly unendurable
burdens and intricately snarled human
relationships.

Structure of Supervision

Conferences

We have found it well to organize the
many ramifications of our work around a
framework of weekly conferences. Each
Monday, we have a case study conference
attended by all our teachers and the coordi-
nator as well as the project psychologist and
the school guidance counselor.1 During each
meeting, which is carefully structured and
is based on previously and independently
written reports by each of the participants,
one child is studied in detail. The meeting
culminates in the formulation of practical
recommendations for action in the class-
room by the teachers as well as for follow-
up by medical and social agencies where
necessary.

Our second meeting of the week is a
group conference devoted to such matters
as general administrative directives, com-
mon curriculum problems, and correlation
of instruction in the various subject areas.
In addition, difficulties in interpersonal rela-
tionships are aired and are mended here
before pressures wear the fabric too thin.

The final general meeting each week is
devoted to a discussion of reading instruc-
tion. At this time, pupil needs are examined
and pupil progress is evaluated. Specific
aims are set up for developmental instruc-
tion during the following week. Means are

1 During the first two years of the project
demonstration, the development of these confer-
ences has been promoted greatly by the participa-
tion of the College Committee: Leonard Kornberg,
Director; Robert Edgar, Albert Harris, and Helen
Storen.

devised for reinforcing reading skills in vari-
ous subject areas by all teachers, and appro-
priate instructional materials are suggested.

In addition to our three group confer-
ences, each teacher is scheduled for an indi-
vidual conference with the coordinator. To
utilize time effectively, these periods are
organized to include a review of the teach-
er's work of the past week as indicated by
his written plans and by his observed class-
room activities. This is followed by cooper-
ative planning of his projected work, both
immediate and long range. The hour is
terminated by a consultation on specific
teacher problems.

Although all these conferences are in-
dispensable to our work, many of the most
important revelations and enduring de-
cisions are made during the daily incidental
conferences which grow out of our "team"
relationship. In Room 400, while running
the ditto machine or munching a cookie or
making a chart, we can share the most
urgent problems before they have lost their
immediacy and can arrive at group una-
nimity in informal and open exchange.

Classroom Participation

A large part of the coordinator's time
has been spent in the classrooms, not as an
observer but as a participant. At the outset
of our work it was essential to provide the
maximum support and assistance to our
teachers. In order to do this, the coordi-
nator deliberately defined her role, in part,
as that of an auxiliary teacher in the class-
rooms. She participated in group discus-
sions, shared instructional duties with the
teacher when procedures needed bolstering,
and occasionally taught entire lessons for
demonstration. The pupils grew accustomed
quickly to the coordinator's perambulations
and accepted her as a natural part of the
school organization.

From time to time, we have engaged in
our own interpretation of team teaching,
with the coordinator (a reading specialist)



handling the general presentation of a lesson
and the aspects requiring reading skills, and
the teacher providing instruction in all learn-
ings related specifically to his content area
specialization.

This aspect of in-service education has

met with gratifying success, for although
coordinator demonstration and intervention

were frequent during the first months of the
project, they have decreased steadily as

teacher security and competence have grown.

This writer believes that three factors have
contributed to this success. First, there is no
substitute for actual demonstration of meth-
odology in its natural context and at an
appropriate time. Second, it was found pos-
sible to provide this instruction in a manner
which did not diminish the professional
stature of the teacher. Finally, the relation-
ship of the coordinator to the teachers was
supportive rather than threatening, since she

has an evaluative rather than a rating func-
tion. Her role, in large part, is one of lead-
ing the teacher to examine his own successes
and failures and to strive for higher profes-

sional competence.

EL 24 (5): 393-98; February 1967
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Observed Results

We have now passed the halfway mark
of our project. Our teachers are no longer

raw recruits, but are tried veterans of an
exhausting campaign. They have shown im-
pressive growth in their understanding of
disadvantaged adolescents. They have be-
come increasingly proficient in teaching
techniques, skilled at the adaptation of sub-
ject matter, and creative in finding and in
developing materials of instruction. Be-

cause, in the inevitable moments of exhaus-
tion and frustration, the members of the
team have relied constantly upon each other
for support and for understanding, group loy-

alty, and solidarity have developed steadily.

The long range relationship with our pupils
and awareness of their tremendous needs
have produced in our teachers a strong
devotion to the children.

Of course, the true measure of our
work will be made in the future. Only then
will we learn whether, as a concomitant to
building professional competence, we have
succeeded in developing commitment to this

vital teaching task.

Supervising Teachers of the Disadvantaged

MARCIA R. CONLIN

MARTIN HABERMAN

AUTHOR'S NOTE: During the Summer of
1966 Bank Street College of Education con-
ducted an NDEA Institute for 29 supervisors
and leadership personnel from New York City,

Washington, D.C., San Juan, Puerto Rico, and
Milwaukee, Wisconsin. We lived in Manhattan
and worked in several of the Harlem Schools.
Our goal was to develop strategies for changing

Marcia R. Conlin, Assistant Editor for Research Services, Phi Delta Kappa, Bloomington, Indiana;

and Martin Haberman, Professor of Education and Chairman, Department of Curriculum and
Instruction, Rutgers University, New Brunswick, New Jersey. In 1967, Dr. Haberman was Asso-

ciate Professor of Administration and Supervision, School of Education, University of Wisconsin-

Milwaukee
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ourselves, our colleagues, and our schools in
order to better serve the disadvantaged.

The fact that this staff, its consultants,
and the participants were the most able we
have ever worked with became a source of
gut-grinding discouragement: We realized that
unless we could come to grips with some of the
realities of supervision in urban areas, there
was even less chance that others would. In only
six weeks we made some heartwarming progress
by using our racially integrated staff and par-
ticipants to encounter and feel each other as
people. But we failedperhaps because of
timeto confront each other with some of the
racial problems of supervision in the schools.
We were defensive about ourselves and our
schools, ashamed of our participation in dis-
criminatory activities, and reluctant to . discuss
our feelings of helplessness.

The issues selected for this article are
merely a few of many which must be openly
discussed. There has now been a cooling-off
period of several months to determine whether
feelings would somehow become more objective
and less intense once we were all back in our
own comfortable situations. They haven't.

MRC and MH.

OPERATIONALLY, the disad-
vantaged are those whose teachers perceive
them as disadvantaged. So we begin with
occupational tunnel vision. The vernacular
of pedaguese derivatives from eviscerated
concepts and results in near-miss approxi-
mations labeled "objectivity," so this cir-
cuitous definition does not reveal anything
about the nature of these children. But it
does focus on the most powerful determi-
nant of children's achievement: their teach-
ers' assessment of their potential. Method-
ology, curriculum, school organization, and
materials are all launched from this teacher
perception.

How can supervisors help teachers sur-
render the distortions of these negative ex-
pectations? A beginning might be an injec-
tion of reality into what supervisors study,
work on, and talk about.

The paucity of supervisory strategy is

often attributed to the newness of our field;
bogus cries are raised for a theory of super-
vision, more research, and firmer value com-
mitments.

But what would such theory describe
and predict? Which variables could be
researched? And how might we strengthen
our values? Finally, why would any of these
exercises influence our daily practices or the
social system of the school?

These "supposed" needs are merely
smoke screens of a flight syndrome; the
real problems are a little too real. For ex-
ample, supervisors must develop coping be-
haviors and action strategies which are
germane to urban schools serving the dis-
advantaged.

Reluctant Teachers

The supervisor's basic problem is like
that of the Boy Scout helping reluctant little
old ladies to cross streets when they would
rather stay on corners. We Americans are
socialized to believe we should be able to
solve life problems independently. A welter
of guilt results when we soon discover our
need for friends and family, to borrow money,
and to use hospitals. Overlay this fantasy-
like moral prescription with a teacher edu-
cation that portrays instructional problems
as teacher or pupil faults, rather than as op-
portunities and we can see that an impossible
role perception has been conveyed to teach-
ers. As "normal" adult Americans, they do
not want "help," and as teachers, they can-
not admit to needs.

As if this were not bad enough, the
supervisor is perceived as someone who
cannot "help" with reality problems. Just
as the disadvantaged pupils perceive their
teachers as powerless to help with any real
problems (e.g., Can he get me a job? a
decent place to live? police protection? a
loving home? sexual gratification? equal op-
portunity?), so the supervisor is perceived
as powerless to help with problems the



teachers perceive as real. (Can he give me
a smaller class? more supporting and psy-
chological services? fewer emotionally dis-
turbed pupils? effective methods and tech-
niques for my instructional problems?)

Teachers' Dislike for Children

It is unpleasant, almost impolite, to
mention our pretense that teachers like their
pupils. Many do, but supervising others
particularly in schools serving the disad-
vantaged, who discriminate against poor
youngsters of various ethnic backgrounds
is analogous to helping children learn subjects
they hate. Without positive teacher regard,
little beyond drill, rote, or mechanical teach-
ing occurs. Youngsters might escape irrep-
arable damage from the hands of a bigoted
coach or bandmaster, but the positive regard
of one's teacher is too powerful, too essen-
tial to their growth, to be completely washed
out by even the most technical subject
matter.

Teachers (certified in their states,
tenured in their systems and paid-up mem-
bers of professional associations) who dis-
like their youngsters have a natural reluct-
ance to discuss their feelings, while we,
their. leaders, are often prejudiced and un-
aware ourselves. When this round robin of
unawareness is revealed, we find we lack
the know-how to change the behaviors from
which prejudiced perceptions develop.

The most grinding, debilitating aspect
of their deprived subculture is its failure to
offer these children any choices. When their
teachers perceive their potential with equally
negative expectations, their classroom ex-
perience concurs with and reinforces this
demoralization. The positive regard of his
teacher may be a deprived child's only hope.

Since the most powerful determinant of
teacher effectiveness is his perception of
pupils' potential growth, this effectiveness
cannot help but be affected negatively by
tendencies to stereotype, or to remain closed
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to the talents, divergencies, and strengths
of individuals of different backgrounds.

Supervisors of
Resentful Whites

The status gap between teachers and
supervisors is a real one; but teachers are
often wiser about recognizing its validity
than supervisors who attempt a strategy of
co-worker, helpmate, team-member, col-
league, etc. Overlaying these basic distinc-
tions in role are age and sex differences;
supervisors who are younger than teachers;.
women attempting to help men. These dif-
ferences which deepen the natural gulf be-
tween them are compounded when we add
the difficulties of Negroes who supervise
whites.

Symptoms of the "racial problem" be-
tween Negro supervisors and white teachers
usually occur in integrated or predominantly
Negro schoolswhere one is most likely
to find non-white supervisors. We find this
constellation:

Teachers who are fearful their super-
visor will no longer back them up in situa-
tions involving corporal punishment of a
Negro pupil

Teachers who are reluctant to dis-
cuss their perceptions of "disadvantaged"
problems because they do not want to ap-
pear prejudiced

Teachers who over-react, love every-
one, and have absolutely no problems

Supervisors who become overly ori-
ented to academic progress and avoid rec-
ognizing emotional problems of pupils. The
remedial reading syndrome is a common
phonemonon among supervisors bent on
"proving" success

Supervisors who solidify in the belief
that only a Negro can understand the prob-
lems of educational disadvantagement
even a middle class Negro living in the
suburbs
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Supervisors who become more con-
cerned with their own advancement and
play militant for the community and Uncle
Tom for the system.

The interaction of mutual prejudice and
fear between white teachers and Negro su-
pervisors is understandable. After under-
standing, however, behavioral techniques are
required to help supervisors who are strug-
gling for an identity of their own to establish
functional relationships. The problem is not
unlike the fearful teacher forced to work
with resentful, hostile youngsters at a time in
life when self definition may be his greatest
need.

One of the most difficult forms of
pupil rejection occurs in schools serving.
urban Negroes. It is the lowest form of
reverse prejudice which fails to recognize
the wide range of abilities, attitudes, and
effectiveness amongst middle-class, well edu-
cated Negroes assigned as teachers in urban
schools. Typical placement procedures
which assign Negro teachers to schools serv-
ing the disadvantaged fail to recognize the
personal needs and class level of different
individuals. Many Negroes merely respond
to the white "they all look alike to me"
syndrome which lumps all Negroes together.
As a result, some Negro teachers try to
"prove" they are in no way related to or
identified with these youngsters. Others re-
spond with an intensified need to demon-
strate masculinity, and they often try to
dominate. rather than relate to their pupils.

Many Negro colleges guide the least
able into teaching; better students are ad-
vised to enter business or the more prestigi-
ous professions in order to more influentially
"represent" their group.

Although these problems all have
causes which invariably derive from cen-
turies of discrimination in which whites have
brutalized Negroes, the fact remains that
important problems are now at home

roosting. Supervisors need courage to risk
accusations of discrimination and reverse
discrimination. More important, white lead-
ership needs to open up all white schools
to those Negro faculty members who work
best with middle class students.

Most supervision is directed toward
helping beginning teachers, although the
evidence indicates that they do as well or
better than experienced teachers. We assume
(erroneously) that beginners are more
amenable to change than experienced teach-
ers. (This usually means "susceptible to di-
rective influences." What are beginners
changing from?) In reality much supervisory
practice is the imposition of unwanted as-
sistance, and beginners are less able to resist
than the securely-tenured, more confident
teachers. Another explanation is logistical;
there isn't enough time to help all, and
supervisory effort must be expended where
it will do the most good. This is a dangerous
rationalization, since most beginners work
less than a year and merely pass through
the profession, while the experienced "older"
teacher with twenty years of experience is
overlooked in spite of the fact that he may
have another twenty to go.

Changing Experienced,
"Model" Teachers

Unfortunately, many experienced teach-
ers are perceived as having "connections"
and as informal leaders in their schools
and neighborhoods. Supervisors, particularly
newly appointed ones, are reluctant to risk
"rocking the boat" with such teachers under
their egis. An experienced, informal teacher-
leader has immeasurable power to control
by merely threatening to request transfer.
As a result, much supervision mollifies the
strong and over-supervises the weak. In
schools serving the disadvantaged, where
turnover is high or requests for in-transfer
infrequent, supervisors often practice the



realistic but unprofessional philosophy of
"leaving well enough alone." In reality,
conservation of an inadequate status quo is
preservation of failure.

The ignorant may become educated,
the disaffected involved, and the prejudiced
more open; but strategies to release the
potentialities of the fearful teacher are as
yet unexplored. We might begin with the
recognition that many (perhaps most) super-
visors, principals, and teachers are fearful.
But fearful of what? The sources of fear may
be in both the nature of the person who
becomes a teacher and in the nature -of a
"disadvantaged" classroom where many
pupils need to feel some power. Demon-
strations of fear are natural responses to
feelings of powerlessness.

Fearful Teachers

Do teachers fear change? Behind all
the rationalizations (e.g., My principal won't
let me. My fellow teachers will be upset.
The children need structure.) is fear of the
new, the unfamiliar, the unpredictable.

Do teachers fear expression of emo-
tionsaggression, love, bursting joy? It is
clear that schools are not the best settings
for natural behavior. The current cardinal
operating principle of American schools is
"keep the lid on feelings." We were nearly
run down on the sidewalk outside a junior
high school recently by exuberant, naturally
expressive adolescents whose apathetic,
glazed-over responses in the classroom we
had observed only five minutes earlier.

Fear of all three factorssupervisors,
change, and emotionsare present to some
degree. Also, these fears are all interrelated
and derive from one basic fear: a fear of
inadequacy. In their professional lives,
teachers lack the ability to predict the mul-
tiplicity of problems with which they may
be instantly and continuously confronted
and they lack the more complete predict-
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ability present in other professional roles.
They lack power.

To assume that fear is not a factor, or
should not be, is unsound and unrealistic.
By recognizing teachers' feelings of inade-
quacy, we can consider possible causes, and
connect them with the teacher's perception
of power. Since our own perceptions of
fear and power are also involved, the prob-
lem is now more complex and emotionally
charged. Power, personal and professional,
is not given but taken. The usual discussion
of how to give teachers more power is
sterile; we need to identify situational ele-
ments and to structure conditions in which
fearful teachers can learn to take power.

When teachers and supervisors inde-
pendently arrive at the same objectives for
changing themselves, we have an optimum
condition for supervision. In practice, such
convergence rarely occurs. Supervisors per-
ceive their major raison d'etre as changing
teachers' attitudes; teachers perceive their
biggest problems as large classes, individual
problem-students, and rigid curricula. Oper-
ationally then, supervision becomes a search
for means to detour around teacher-
perceived problems, and attempts to shift
the locus of teacher concern from the chil-
dren and the curriculum to themselves.

The democratic ethic, principles of
learning, and our own needs for approval
prevent us from overtly imposing our ideas
through directive supervision. Yet, we are
powerless to deal with the structural and
basic problems perceived by teacherseven
when these perceptions may be accurate and
we recognize that their perceptions must be
the starting point for supervisory prac-
tice.

The situation is not unlike the teacher
who asks his class, "What are you interested
in?" When they respond, "Girls, money,
fame," he replies, "No, no. I mean like any
of your after-school hobbies that might help
me to relate your life experiences to the acid
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and base weights of the chemical elements."
Meanwhile, ask teachers to describe

their basic concerns; they tell about classes
that are too large to differentiate assign-
ments, the need to cover prescribed material
with children who cannot read, and the dif-
ficulty of managing a group situation with
several emotionally disturbed youngsters.
To which the supervisor replies, "No, no.
I mean what are you doing that will help
me to relate your problems to the workshop
I offer Thursday afternoons on 'Creativity
in Written Expression'!"

This article has raised issues and
ignored canons. Our questions imply that
what we have been doing is not good
enough; yet no concrete suggestions have
been made. (That's cynicism!) We have
implied that opening up tough issues in
urban schools may change supervisors per-
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sonally and professionally, as well as teach-
ers. (That's derogation!) One might infer
that teachers and supervisors frequently per-
ceive each others' services as somewhat less
than useful; we need, first, to recognize that
supervisory reality begins with teachers' per-
ceptionsnot supervisors' needs and inter-
ests. (That's insulting!)

Finally, the stress on disadvantagement
has been underplayed; we believe that super-
vision, like teaching, is basically the same in
all situations, but pupils in "disadvantaged"
schools are less likely to learn in spite of
their teachers, and their teachers are less
likely to succeed without realistic help.
(That's devious!) Right answers only re-
sult from the right questions: What are
teachers' real problems? The right super-
visory objectives will develop in the light
of those needs.

The Powerlessness of Irrelevancy

LARRY CUBAN 1

I HAD some reservations about
writing this article mainly due to my lack
of formal training in supervision and cur-
riculum development. In other words, I did
not want to reveal my ignorance. Whatever
I have learned about either has been through
performing both functions for a number of
years, reading and relyingmore than I like
to admiton instinct. I decided, however,
to run that risk becausefrom where I
standsupervision and curriculum develop-
ment, especially for the disadvantaged and

their teachers, are irrelevant to their needs
and problems.

The current critical self-examination
that supervisors and curriculum workers are
indulging in reveals bleakly how little the
frontiers of knowledge about both crafts
have advanced.

Some researchers and practitioners ad-
mit candidly that the role of the supervisor

1 Former Director of the Cardozo Project in
Urban Teaching, District of Columbia Public
Schools, Washington, D.C.

Larry Cuban, Teacher, Director, Staff Development, District of Columbia Public Schools, Wash-
ington, D.C.



is confused and results are murky. In the
words of one researcher:

There is, in fact, little sound evidence
that teachers change at all, to say nothing about
change in relation to supervisory efforts.2

Similarly, some curriculum workers
speak with little confidence when roles and
results are discussed. In effect, the profes-
sion is at that primitive stage of relying
on personal observation, intuition, and
"feeling."

Now there is nothing to be ashamed
of in admitting that the role of the super-
visor has yet to be carved out with precision,
or that a solid theory and practice of super-
vision have yet to be created; English and
social studies education, for example, share
similar problems and, for that matter, so
does education in general.

What is deeply irritating and even arro-
gant, however, is the assumption that super-
visors should and can be "agents of change"
in the present order of things. Or as one
professor profiled the supervisor urgently
needed in the public schools:

He is responsible for identifying instruc-
tional problems and for providing leadership
in their resolution. He is an authority on teach-
ing, a resource person, an expert in group
dynamics, and more recently is conceived of as
a catalyst or an agent of change.3

Rhetoric and Reality

When I think of how large urban
school systems are organized, the circum-
scribed staff function of supervisors and
curriculum people, and what teachers of the
disadvantaged are most concerned about,
and match all of these against the rhetoric,

' James B. Macdonald. "Knowledge About
Supervision: Rationalization or Rationale?" Edu-
cational Leadership 23 (2): 161-63; November 1965.

' Richard F. Neville. "The Supervisor We
Need." Educational Leadership 23 (8) : 634-40;
May 1966.

Supervision: Its Potential 215

I almost laugh at the absurdity of it all. Yet
I do not laugh, because irrelevancy is intol-
erable at a time when teaching is at its low-
est ebb and youngsters continue to die a
slow death in too many inner-city class-
rooms.

Supervisors are powerless to deal effec-
tively with the concerns of teachers. What
teachers needsmaller classes, time to plan
and think, opportunities to analyze with
others what happens in a classroom, free-
dom to experiment, and support for that ex-
perimentationsupervisors cannot provide.

Indeed, what does a supervisor do?
While my observation of large city opera-
tions may be narrow, I gather that he col-
lects and distributes materials; he visits
classrooms sporadically, usually those of
first year teachers, convinces teachers that
they should review textbooks, checks lesson
plans occasionally, and presides at meet-
ings with teachers, etc. In short, the super-
visor is irrelevant and is powerless to cope
with the needs and concerns of teachers.

And his colleagues across the hall share
the same fate. After all, what do curriculum
workers do? Preparing curriculum guides,
compiling reading lists, bringing together
teachers to list materials and activities in
teaching a particular unit, introducing in
selected schools some recently developed
materials from a curriculum reform program
pinpoint their functions.

Curriculum workers in the central
office will crank out course guides and
syllabi and send them to teachers. The
teachers stack them neatly on the shelf next
to the last batch of materials that were sent
out. Knowing full well what happens to
their products, the staff can only bemoan
the low-level intelligence of teachers and
their inability to use effectively the abun-
dant instructional materials the central office
provides.

Again, what do teachers of the disad-
taged need? They need diverse materials
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from which to choose what works with their
kids, not just the most recent textbook.
They need assistance and support to learn
how to use these materials. They need time
and facilities to prepare lessons and units
that are not commercially available. As
with supervisors' needs, teachers' needs and
concerns slide past noiselessly the services
offered by those who are supposed to help
teachers perform their job effectively.

To charge that supervisory and cur-
riculum staff are powerless and irrelevant
does not raise a new issue. Talking to
teachers reveals that they know quite well
the rituals and charades carried on between
themselves and supervisors and curriculum
people.

The fact of the matter is that teach-
ers see such staff as highly paid agents of
the systemnot as free-wheeling entrepre-
neurs of change. Staff people who visit
schools or send directives have responsi-
bility but little authority; they can be easily
dealt with by teachers who nod their heads,
"yes skiing" each statement, and waving
goodbye.

Now the question is whether super-
visors and curriculum workers can become
relevant to teachers in inner-city schools and
link up the social ferment occurring in the
community with the school. Yes, they can.
Will they? I doubt it.

Suggestions from a Skeptic

Enough writers have sketched out the
knowledge, skills, and attitudes supervisors
and curriculum workers must have to be
effective. Suggestions range from more
familiarity with current research on the
teacher-learner process to equipping these
professionals with the skills of working with
people. I would add three to the list:
(a) specific knowledge of the community
its diversity, crises, and politics; (b) actual

classroom teaching; and (c) more face-to-
face contact with teachers.

For supervisors and curriculum work-
ers to be especially knowledgeable about the
city, urbane if you will, is the first step
toward making school staff relevant to the
community. They could provide support
and expertise to teachers who encourage
student involvement in the community; they
could assist teachers in creating units and
courses on the city.

That civics courses, for example, in
most large school systems remain pristine
in their imbecilic innocence of urban reality
is shocking. The failure of social studies
supervisors and curriculum workers to drag
these courses into the 20th century and
deal with metropolitan America speaks of
their powerlessness and lack of personal
involvement with the city. Supervisory and
curriculum staff must be conversant with
the promise of and threat to urban life.

So, too, must they continue to keep
one foot in the classroom door. A high
correlation seems to exist between flatulent
rhetoric and distance from youngsters. Too
little information exists on what happens in
the classroom to permit a supervisor to be
promoted out of teaching and thereafter see
only the backs of students' heads. A super-
visor who teaches and maintains an open-
door policy for colleagues is solid evidence
to everyone in the school that the act of
teaching has an intrinsic value; that he wants
to retain honesty and perspective in his
advice to individual teachers.

None of what I suggest is new. It has
been included in any number of recom-
mendations by well qualified persons. Ges-
tures toward implementation have been
made in various parts of the country, with
clinical professors being the ones who come
most readily to mind. Paper recommenda-
tions are plentiful; implementation is scarce.

And the reason is simple enough. Im-



plementing these suggestions would require
a fundamental overhauling of staff and line
organization, a closer examination and ulti-
mate revision of graduate courses leading
toward certification in these fields, and a
decentralization of supervisory and curricu-
lum staff and activities. The enormity of
what has to be done paralyzes even the
young and energetic.

Let me multiply the enormity by spell-
ing out briefly the changes that would fol-
low upon decentralization.

To get more supervisors into the field
to teach and work with faculty, centers of
teacher education would have to be estab-
lished at various schools. Each of these
centers would have a staff that teaches,
supervises, and develops curriculum mate-
rials. Thus, an action center for instruc-
tion and development of materials would
be physically closer to teachers and the
community.

These centers, of course, could easily
provide training for new and experienced
teachers.

Many additional staff members would
have to be recruited and, while costly, such
recruitment would pointedly demonstrate to
all teachers that there is a career open to
those who want to stay in the classroom.

Certainly this would be costly, perhaps
duplicative and, worst of all, such a scheme
may not even attack the issues that trouble
teachers. Yet if not decentralization, then
another plan is essential that will eliminate
the charades that (eachers and supervisors
play with one another.

Will anything happen? I doubt it.
Supervisors and curriculum workers are part
of a system that is monopolistic and, I be-
lieve, almost incapable of generating the
energy necessary to reform the traditional
relationships and procedures that have ac-
cumulated over the years. Consider how
cumbersome it is to initiate curriculum
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changes in most school systems. Or note
the inspector-general attitude of many super-
visors toward teachers departing from estab-
lished conventions. And if this is a myth, it
is one that continues to shape teacher be-
havior.

What I had always thought was an
apocryphal story turned into reality when I
heard a supervisor lambast, in my pres-
ence, a teacher for the unorthodox letters
and colors used on her bulletin board. I
thought the supervisor was imitating a
stereotyped version of a supervisor until I
realized she was serious.

The situation is deplorable and sad.
I do not know how to energize a school
system into revitalizing itself and in the
process retool the supervisory and curricu-
lum roles. That the pressure must come
from outside the system is evident to me.
One hopeful sign is the anti-poverty money
that has poured into most inner-city schools.
That money has produced many exciting
programs, involving a great number of
teachers in supervising, in developing cur-
riculum materials, and in creating in some
schools intellectual ferment. Some of that
ferment has already begun to percolate up-
wards and to challenge existing relationships
and procedures. This is all to the good.

Whether the results will shake up
people and programs remairn to be seen.
More to the point is whether anything short
of eliminating the conventional supervisory
apparatus will bring into line the disparity
between teacher needs and problems and
the services proffered by supervisory and
curriculum professionals.

And when that disparity disappears,
then we can begin to examine with more
precision exactly what supervisors can do
to bridge the gap between school and com-
munity. Until then, no real dialogue on
supervisory and curriculum worker effec-
tiveness can take place.
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Beyond the Status Quo:

A Reappraisal of Instructional Supervision
DAVID T. TURNEY

INSTRUCTIONAL supervision as
presently employed in the United States is
not a definable area of specialization. The
kinds of duties performed by supervisors
vary widely from one school system to the
next and collections of job descriptions re-
flect this basic variability in the duties de-
scribed by Neagley and Evans (1965). As
a further complication, the functions that
are most often performed by supervisors are
distributed over a wide range of educational
specialties which have been assigned other
identifications.

Administrators supervise and so at
times do classroom teachers. Lucio and
McNeil (1962) note that, "We believe that
supervision is a distributive function, a com-
mon dimension in the expected role be-
havior of those who hold various positions
in the school system." What we actually
find in practice is that there are a number
of functions thus distributed; and as a con-
sequence, we are likely to find teacher, cur-
riculum coordinator, supervisor, or superin-
tendent all, at one time or another, engaged
in supervisory activities, coordinating activi-
ties, developing leadership, and the host of
other functions that may be found listed in
the professional literature.

Harris (1963) further reinforces the
notion that supervisicn is a distributive
function in his theoretical analysis of the
relationship of supervision to the major
functions of school operation. He describes

a two dimensional model that includes the
functions of teaching, supervision, manage-
ment, special services, and general adminis-
tration. For Harris, these functional areas
are not mutually exclusive but tend to
overlap.

Such observations about the nature of
supervision by these authors are most help-
ful in clarifying the role of the supervisor
as it is presently defined by school systems.
These observations, however, still do not
provide us with a clearly defined direction
for the further development of supervision
as an educational specialty. As long as we
continue to see supervision as a multi-
functional task that may be accomplished
by a wide variety of specialists we will con-
tinue to experience difficulty in developing
effective programs of preservice education
and in-service development for this educa-
tional specialty.

Earlier writings on supervision are
even less helpful in this respect. Moreover,
we find on inspection an even greater lack
of unanimity as to what supervisory func-
tions really are.

Wiles (1955) lists five major functions
having to do with skills in leadership, human
relations, group process, personnel adminis-
tration, and evaluation. Swearingen (1962)
discusses eight functions beginning with "co-
ordination of efforts," and ending with "in-
tegrating of goals and energy building."

One could identify as many other

David T. Turney, Dean, School of Education, Indiana State University, Terre Haute. In 1966,
Director of the University School, Kent State University



diverse viewpoints as there are books on
supervision.

One result of this multi-functioned con-
ception of supervision and the accompany-
ing diffusion of role has been the reduction
of the supervisor's position to that of a sort
of educational, utility infielder whose re-
sponsibilities are likely to shift from time
to time depending on the nature of current
emergencies or the need of superiors to
unload some time-consuming and unreward-
ing task that has drifted their way.

A second result of this global definition
of supervision has been an excessive dupli-
cation of teaching about these functions in
most graduate professional courses. Since
everyone from administrator to classroom
teacher may on occasion supervise, instruc-
tors feel obliged to devote some portion of
their classes in these areas of study to a
consideration of supervisory functions. In-
structors in supervision courses, because of
the scope of the field, feel obliged to include
in their presentations work on administra-
tion, personnel, curriculum development,
and a liberal sampling of the rest of the
functions identified at one time or another
as a part of supervision.

A Proposal for Delimitation

As a way out of this miasma of con-
flicting, overlapping, and intertwining re-
sponsibilities, it is proposed that supervision
be redefined as including those services that
contribute directly to the improvement of
classroom instruction. It is further proposed
that curriculum development work and ad-
ministration be specifically excluded from
this definition.

Obviously current staffing practice will
not change rapidly as a result of the accept-
ance of such a definition, but until we are
able to specify reasonably discrete areas for
supervisory specialization, the supervisor
will remain a sort of educational chameleon.
More immediate improvements could be
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realized if programs of graduate professional
preparation were reorganized into the dis-
crete and clearly defined areas of study
toward which this definition leads.

Since the supervision and curriculum
development specialties are already partially
separated in practice from administration by
the "line and staff" form of organization, we
may expect comparatively little objection
to this formulation from administrators since
no real change in this pattern is involved.
Changes in the ways that curriculum spe-
cialists and supervisors are used within the
pattern would be involved. Curriculum spe-
cialists, on the other hand, may be expected
to object to this proposal on the grounds
that effective supervision is generally a con-
sequence of curriculum development work
and therefore may not be thus readily sepa-
rated from its counterpart. Let us therefore
examine this probable objection.

Improvement of Instruction

It has been assumed that involvement
in curriculum development programs, action
research projects, human relations work-
shops, and other. educational problem solv-
ing endeavors will automatically result in
improved teaching competence. To assume
this is to base the program of instructional
improvement on the fortuitous operation of
concomitant learning. Without question
such learning does take place and many
teachers have profited from their involve-
ment in these diverse activities. It is, how-
ever, highly doubtful if rapid and continu-
ous professional growth can be adequately
supported by learning processes whose out-
comes are so generally unpredictable.

An assessment of what is presently
known about teaching, as described in the
many research studies so ably reviewed in
The Handbook of Research on Teaching
(Gage et al., 1962), leads one to the con-
clusion that teachers fail to work effectively
with their classes for very specific reasons.
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In order to improve their professional
competence, teachers need to be engaged in
carefully devised programs of serious studywhich are aimed at the development of sub-stantive understandings, methodological skill,
or knowledge about the availability and usesof learning resources.

For example, current experiences with
National Science Foundation summer and
full-year institutes clearly indicate that mas-tery of new content areas and the pro-cedures needed for teaching them requiresa kind of instruction, a degree of concen-trated study, and large blocks of time thatwe have not heretofore dealt with in school
in-service programs.

Substantive learning about the contentof a discipline, the growth and development
of children, and the theoretical principles of
learning requires a disciplined approach bythe learner and a quality of teaching rarely
encountered in an in-service setting. In gen-eral, on campus, advanced degree programsseldom provide adequate backgrounds ofthis type for a variety of reasons, one ofwhich is the heavy emphasis on training for
administrative or other specialty positionsin such programs. Undergraduate programsof instruction generally offer a brief over-view of these areas, but usually fail to getpast the superficial aspects.

It is difficult to see how any great ad-vances in the improvement of teaching
methodology can be achieved without re-course to laboratory experiences in whichteachers can try out new ways of working
and receive dependable feedback on the
consequences of their efforts. The possibleusefulness for such instruction of sound
films, closed-circuit television coupled with
video-taping, and simulation exercises isonly beginning to be explored. Empiricalstudies by Bowers and Soar (1961) andFlanders (1962) are examples of the labo-ratory approach to the improvement ofteaching methodology. Comments by Broudy(1964) on the laboratory aspects of the

preservice education of teachers also rein-
force this point of view.

With regard to the problem of helping
teachers learn the function and uses of thewide variety of materials and media avail-able to them, it must be pointed out that
present preservice and in-service preparation
programs do not generally make a very great
contribution to this part of the teacher's pro-fessional equipment.

For example, it is not very likely thata high school English teacher will be veryeffective in guiding the reading of pupils
unless the teacher has an exhaustive knowl-
edge of the literature that is most appropri-ate to the age group he is teaching. Further-
more, it is not enough to know the materialsthat exist, but one must also know whichof these materials may be found in the local
setting. Preservice preparation courses rarely
deal with this problem, and in-service timedevoted to a thorough exploration of the
school library is indeed a rarity.

A basic prerequisite to the individuali-zation of instruction is a teacher who will
know what to try once the individual learn-
ing need has been identified.

Curriculum plans and the accessibilityof learning materials may be viewed as limit-ing or facilitating factors in teaching effec-
tiveness; however, it is what the teacher is ableto do with the plans and materials that mustbe the supervisor's central concern. Mate-rials and plans are not necessarily usefulbecause the teacher has constructed them
himself; rather they will be helpful to the
degree that they are appropriate to a given
learning task or a specific learning problemof an individual. While the teacher must be
a skilled diagnostician of learning difficul-ties, he need not compound his own pre-
scriptions for the remediation of learning
deficits. What the teacher does need is an
exhaustive knowledge of the media that may
be employed to accomplish specific teaching
goals. This is, in a sense, the pharmacology
of the profession, and its dimensions are



presently expanding at a staggering rate of
speed.

Without deprecating the importance of
curriculum problems, we believe that the
most critical area for concentration of super-
visory effort is on the professional develop-
ment of the teacher and not on the instruc-
tional program to be employed. In the final
analysis the teacher must make the specific
curriculum decisions that make the differ-
ence for the individual pupils in his charge.
In difficult cases, consultation may be de-
sirable, but the critical decisions will always
be a responsibility of the teacher.

The supervisor's major objective should
be to help the teacher master the substantive
content he may not understand, attain com-
petency in teaching techniques he may not
know, and catalog, classify, and test the
countless resources that may be brought to
bear on the specific learning problems he
may encounter. With such skills as these
at his command, the teacher will be in a
position to create that rare blend of profes-
sional competence and personal understand-
ing which results in the fine and sensitive
decisions vital to the development of superior
programs of classroom instruction.

If the arguments presented in the pre-
ceding sections of this paper are valid, then
some special areas of competency for the
supervisor are clearly implied.

Refining the Supervisory
Specialty

First of all, the supervisor needs to be
a person highly skilled in the analysis of
the teaching act. He should be knowledge-
able about and able to employ in his work
a variety of the research techniques now
available for the objective study of class-
room teaching. In order to improve his
work, the teacher should have available a
continual feedback of reliable data on the
characteristics of his own performance. The
supervisor should be the specialist who is
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able to collect and present such information
to the classroom teacher. The studies listed
in the pamphlet recently published by
AACTE entitled A Proposal for the Re-
vision of the Pre-Service Professional Com-
ponent of a Program of Teacher Education
(1964) would constitute a nucleus of sub-
stantive content for instruction in this area.

Second, the supervisor should be able
to employ effectively techniques of indi-
vidual and group counseling with members
of the professional staff he proposes to help.
If supervision is a teaching speciality, the
need for such skills is paramount. If indi-
vidualization of instruction is an important
educational goal, then supervisory efforts
should provide for the classroom teacher
a model of such teaching methodology worth
emulating. Real gains in teaching effective-
ness are more likely to be produced in the
context of the face to face interaction be-
tween the teacher and supervisor and among
the members of small groups that include
the supervisor as an instructional leader
than in the large group, inspirational address
approach usually employed in in-service
work.

It also follows that the supervisor
should be highly skilled in the use of in-
structional media. His own instructional
work with teachers should exemplify the
wise and deliberate selection of media of
instruction and his knowledge of this field
of study should be comprehensive enough
so that he will be able to guide teachers in
their own use of such instructional tools.

Since the structure of knowledge in the
several disciplines appears to be so closely
related to the teaching methodology essen-
tial to their adequate presentation, it will be
necessary for the supervisor to have a con-
siderable depth of understanding in at least
one of the instructional areas common to
the public school curriculum. In addition to
his own special area of accomplishment, he
will need a thorough understanding of and
sensitivity to the critical differences among



222 Supervision: Emerging Profession

the different curricular areas and the impli-
cations of these differences for modification
in teaching strategy and methodology.

These four areas of studythe analysis
of teaching, individual and group counseling
techniques, instructional media, and the
structure of knowledge in the content areas
should constitute the major emphasis in
the preparationprogram, both preservice and
in-service, for the instructional supervisor.

Depending on native ability and back-
ground of previous training and experience,
additional work will be necessary in differing
degrees for specific individuals in communi-
cation skills, administrative and manage-
ment techniques, and principles of curricu-
lum construction. Beyond these specialized
studies, it is assumed that the common ele-
ments of a good graduate program in edu-
cation would supply the broad understand-
ings of the nature of public education in the
United States, and the philosophical, social,
and psychological bases upon which it rests.

It is believed that a major shift in em-
phasis toward the basic functions described
herein would make possible the development
of a supervisor who will be able to provide
the educational guidance essential for the
classroom teacher's continuous professional
growth and achievement.

In summary, the notion that the super-
visor is essentially a teacher of teachers is
not a new one. This function, however, has
not been viewed as the central role around
which the preparation and work of the
supervisor should be developed. Supervisors
do have a responsibility for curriculum devel-
opment, but the curriculum that should con-.
cern them most is the program of learning
for the teachers they supervise.

Supervisors also have a responsibility
for administration, but their major concern
in this area should be with the elements
that are directly related to the instructional
programs they develop for professional im-
provement of the teachers they supervise.

Supervision viewed as a logical exten-
sion of college and university professional
instruction carried on within a school sys-
tem will have a unique and crucial role to
fulfill. The continuous educational growth
of classroom teachers has been an ideal long
recommended. Effective supervision prop-
erly conceived and executed can move us
rapidly toward the achievement of this
goal.
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Supervisors: A Vanishing Breed?

MAURICE J. EASH

THE supervisor's role, which has
always been afflicted by vicissitudes in its
halting progress toward professionalization,
now conceivably faces extinction. This
could result from two new trends in the
educational scene: teacher organizations'
negotiations and the commercial production
of the packaged curriculum. There is a cer-
tain quality of irony in the appearance of
these threats to the supervisor's existence at
a time of considerable ferment and height-
ened interest in the theoretical analysis and
practical application of supervision. How-
ever, there is cause to believe that some of
the current emphasis in supervisory practice
and preparatory programs may be a prime
contributor to the role obsolescence of the
supervisor.

In the historical development of super-
vision, the role of the supervisor has become
synonymous with the effort to improve in-
struction. Parallel with the acceptance of
improvement of instruction as the raison
d'être of supervision is the formation of an
accompanying professional mandate: those
acting in a supervisory capacity must work
in close relationship with the personnel most
directly connected with the teaching-learning
act, the classroom practitioner. Acting upon
this mandate, the college preparatory pro-
grams and the ideal role behavior of super-
visors as found in the literature have in the
past two decades emphasized interpersonal
relations as the principal route of instruc-
tional improvement. Consequently, the role
of the supervisor is not infrequently equated

with being a human relations expert with
a strong commitment to humanistic values
in the instructional program and in profes-
sional relationships.

A New Era

There is indeed reason to question
whether the supervisor's role, as it has been
defined, can be maintained in the face of the
twin emergent forcesthe teaching profes-
sion's new militancy in negotiating with
school boards, and the extensive intro-
duction of the prepared packaged curricu-
lum as the major approach to curriculum
development.

Consequently, supervision predicated
upon human relations techniques emphasiz-
ing good intentions and mellow feelings
toward classroom practitioners is not likely
to eventuate in professional practices which
can be effective in the face of these formi-
dable countervailing forces. And although
prophecy always entails a degree of risk to
the prophet, it would not seem terribly pre-
sumptuous upon the examination of the data
on trends in tho operation of teachers' pro-
fessional organizations, and the designing
and preparation of curriculum, to predict
that supervision is entering a new era where
the old pattern of direct teacher-supervisor
transactions will disappear.

Supervision, as we have known it, may
be a dying role. The possible demise of
supervision, like the personal confrontation
with the inexorable destiny of each indi-

Maurice J. Eash, Associate Professor of Education, The City University of New York, Hunter
College, New York
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vidual, is not viewed with pleasure by the
supervisory ranks. A perusal of the liter-
ature and activities of supervisors reveals that
in the main, as a professional group, they
have simply denied the existence of this
unpleasant though highly probable even-
tuality.

Supervision is brought to this confron-
tation by the intersection of two movements,
both taking place outside the traditional
sphere of the supervisor, but having wide
ramifications for his operation. In the new
realignment of political power, the class-
room teaching staff negotiates directly with
school boards on items and areas which
were once the province of the supervisor.
These negotiations have expanded the areas
of determination for the teachers and eroded
the functions of the supervisor. Space does
not permit a point-by-point analysis of nego-
tiated agreements between school boards
and teachers. Yet the realignment of tradi-
tional relationships of classroom teacher and
supervisor is extensive and indicates that
the hallowed practice of direct face-to-face
operation with classroom teachers is on
the wane.

The traditional techniques of super-
vision which involved a defined relationship
of superior and subordinate, the required
classroom visits and conferences, the detailed
supervisory report, and the requirement of
attendance at supervisor organized meetings,
are constrained and circumscribed through
contracts drawn up between school boards
and classroom teachers. Furthermore, the
areas of authority that are not restricted in
the contract are frequently inhibited by the
psychological climate that prevails, especially
if a supervisor works for a politically hyper-
sensitive superintendent who prefers dealing
with handcuffed supervisors rather than ag-
gressive teacher grievance committees.

The second combination of forces re-
stricting the supervisor's role are the cur-
rent approaches to curriculum development
which again take place largely outside the

school system. Prepackaged programs of
instructional materials bypass the supervisor
and are directly implemented through the
teacher. The teacher receives the packaged
program of instruction and in some cases
is trained by an outside-the-school system
agent.

Present developments would suggest
that future instructional designs will elabo-
rate the closed system of prepackaged mate-
rials even further, locking the supervisor out
as effectively as the teacher is locked in.
Thus the supervisor's position and role are
drastically altered and can be eliminated, if
he is adamant in persisting in operating in the
conventional, traditional mode. And many
of the "live" issues forming the substance
of supervision theory classes (line vs. staff
positions, authoritarian vs. democratic super-
vision) are obsolete for projecting the future
role of supervisors.

Unfortunately, the practice of the past
and accumulated research evidence on super-
vision do not hold much promise of assist-
ance in mapping the future position of the
supervisor. Despite the broad general agree-
ments that have historically evolved (the
stress on instructional improvement through
interpersonal relations), an examination of
university graduate programs of preparation
and state certification requirements under-
scores the confusion and limited agreement
on the theoretical basis and conceptional
definition of the task function.'

The supervisor's work can only be
handicapped by this lack of professional
role clarity. When the field of supervision
is viewed in practice, the task function
seems to be governed by a practical prag-
matism, i.e., a person is needed to tidy up
unfinished tasks and shore up obvious in-
structional weaknesses, and the role be-
havior is guided by a store of conventional

1 H. Irene Hallberg. "Certification Require-
ments for General Supervisors and for Curriculum
Workers TodayTomorrow." Educational Leader-
ship 23 (8): 623-24; May 1966.



wisdom. In a professional world where
technical competence is increasingly man-
dated by the complex nature of professional
tasks, and consistent with this general trend,
the research on learning and instruction and
human organizations systematically exposes
greater subtlety and more profound com-
plexities, supervisors are by training ill-

equipped.

A Relevant Program

What then is a relevant program of
preparation for the supervisors if they are
to carve out a role which will make a mean-
ingful contribution to curricular practice?

First, it is imperative that if a super-
visor is to have a role in the newly emerging
patterns of curriculum and instruction, he
will be required to have an understanding
of, and the technical ability to cope with
the realities of the new social system of the
school where authority relationships and
power balances are being radically restruc-
tured. Essential to the ability to under-
stand and cope with the new power balances
is the competency in assessment of social
systems: defining their boundaries, identify-
ing the norms of behavior governing their
participants, gauging the influence of power
forces, and projections of consequences of
the system as it shapes curriculum and stu-
dent behavior.

In a sense the supervisor requires the
skills of a systems analyst with special con-
cern for the total effects of the social system
on the curriculum. This, then, is the unique
function that a supervisor can fulfillde-
signing the curriculum in a comprehensive
sense.

Where the curriculum is moving into
the negotiation-bargaining arena, outcomes
are being shaped by other criteria than have
been used in the past. The classic approach
of proceeding to curriculum construction
through an initial statement of objectives is
being redefined by the negotiations at the
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bargaining table.2 In this process one of the
major contributions of the supervisor can be
a preservation of concern and a gathering of
evidence on instruction and its outcomes
within the school system during the present
power conflicts. Moreover, if curriculum
construction is to advance to a stage where
it receives its rightful primacy, new skills
for resolution of conflicts and cooperative
procedures for program development will
need to be supplied. While research data on
the technical competence needed is scarce
in education, a considerable body of litera-
ture is accumulating in related behavioral
sciences which suggests how human organi-
zations can be moved from confrontation
and conflict to mutuality in determination of
goals and objectives.3

As for the second cluster of forces, the
packaged curriculum programs bypassing
the supervisor as a curriculum development
specialist, there exists a great unmet need
in putting these programs into a total design.
These programs developed independently of
each other are only fragments of the total

'Howard G. Foster. "Dispute Settlement in
Teacher Negotiations." ILR Research 3 (3): 13;
February 1967.

In an analysis of teacher negotiations, Foster
recommends: "Scope of bargaining should be de-
fined as clearly as possible. School districts should
be encouraged but not required to bargain over
issues of broad educational policy as curricula and
textbooks" (p. 12). Nevertheless, the National
School Boards Association has listed one area of
bargaining as the curriculum, and many of the
negotiated contracts have specifics written in which
very clearly and directly affect the curriculum:
class size, number of hours of instruction, assign-
ment of personnel, and even definite programs of
instruction.

3 See: Chris. Argyris. Understanding Organi-
zational Behavior. Homewood, Illinois: The Dor-
sey Press, Inc., 1960; and Rensis Likert. The
Human Organization: its Management and Value.
New York: McGraw-Hill Book Company, Inc.,
1967.

These are only two examples of a growing
body of behavioral science literature which offers
very solid evidence on the organizational ap-
proaches needed for productive use of human
resources.
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experience of the learner in the school.
Therefore, the supervisor as a specialist tak-
ing the outcomes of the total curriculum as
his province must deal with the macro or
total design of the curriculum, concentrating
on the configuration of the separate curricu-
lum programs and their impact on the stu-
dents. Scant attention, indeed, has been paid
to the total effect of the present separate
micro-centered curriculum on the learner.

In brief, some macro-curriculum design
problems4 that can be readily identified are:

1. Curriculum dissonance: contradictions,
incompatibilities in teaching methods and sub-
ject matter in separate subject areas, experi-
ences which produce conflict at a level to cause
students to reject the curriculum

2. Coordination: concern for commonali-
ties as well as duplications with emphasis on
wholeness in the curricular experiences for the
student as he pursues the various subject areas

3. Balance: concern for relationships of
general education to special education, vicarious
and firsthand experiences, product and process
leamings

4. Hypertrophy of areas of experience:
overexpansion of curricular offerings, excessive
commitment of students' time in premature spe-
cialization, exploitation of students in areas of
experiences for purposes other than personal
growth

5. Continuity: preserving and expanding
threads of experiences from grade level to
grade level and lower school to upper school,
observing principles of learning in concept
presentation allowing for structural develop-
ment of fields of inquiry

6. Application of analogous developments
in separate subject fields: for example, "learn-
ing by discovery" techniques developed with

' With some modification, these are drawn
from a previous article by the author which ap-
peared in "Guidelines for Preparatory Programs
for Supervisors and Curriculum Workers." Toward
Professional Maturity of Supervisors and Curricu-
lum Workers. Washington, D.C.: Association for
Supervision and Curriculum Development, 1967.
pp. 21-22.

mathematics applied to health education or
natural science

7. Evaluation of total curriculum design:
gathering data on the total influence of the
school experience, investigation of dysfunction-
ing in general or special education 'areas, desir-
ability of adding or terminating curricular
offerings on the basis of contribution to the total
design

8. Assessment of internal and external
pressures to effect change in parts of the cur-
riculum and the impact on the total curriculum
design.

Problems of this range are not receiv-
ing attention in present curriculum develop-
ment efforts, and preparatory programs for
supervisors are needed to develop the tech-
nical competencies which will be required
to study macro curriculum design. An analy-
sis of preparatory programs finds that few
give major attention to preparation along
these lines.

The research evidence supporting the
contribution of supervision to the improve-
ment of instruction is negligible.° However,
the function of supervision has wide accept-
ance and there is a demand for and employ-
ment of supervisory personnel which ap-
pears to be rising at a slightly faster rate
than the employment of classroom teachers.°
These figures may be deceptive if interpreted
as forecasting an unusually bright future for
the supervisor and, correspondingly, over-
looking some of the other trends which will
temper if not dramatically change the super-
visory function.

Supervisors can play a viable role, but
the technical ability needed to pursue the
future role as it is being shaped by powerful

5 See: Kimball Wiles. "Supervision." Encyclo-
pedia of Educational Research. Third Edition.
Chester Harris, editor. New York: The Macmillan
Company, 1960. pp. 1444-45.

° The Estimates of School Statistics, 1966.67,
Research Division, NEA, Research Report 1966 -
R20, lists a five percent increase in principals and
supervisors from 1965-66 to 1966-67. This com-
pares with slightly over three percent increase in
classroom teachers.



forces is far different than most supervisory
personnel have at their command at this
time. Whether supervisors can gain com-
mand of these technical abilities and con-
tribute to the design of the curriculum may

EL 26 (5): 482-89; February 1969
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meal" the difference between survival or
disappearance of the supervisor's role, and
more importantly, the emergence of a
more meaningful curriculum design than
now exists.

Is Systems Analysis for Supervisors?

MAURICE J. EASH

SUPERVISION in education is
an applied discipline whose professional
ranks are chiefly made up of field practi-
tioners. As a consequence, the theory and
knowledge that have fueled practice have
been chiefly developed through analogy from
the research in allied behavioral sciences.
Thus we see in the past three decades major
contributions to supervisory practice devel-
oped from learning theory, role theory,
group dynamics; and, more recently, from
sensitivity training, teacher behavior re-
search, classroom interaction analysis,1 and
organizational theory.2

Among the latest newly emerging anal-
ogous developments holding potential for
supervisory practice is systems analysis. The

One comprehensive statement with many
pertinent suggestions for applications of the re-
search on teacher behavior to supervision is:
Louise M. Berman and Mary Lou Usery. Person-
alized Supervision: Sources and Insights. Wash-
ington, D.C.: Association for Supervision and
Curriculum Development, 1966. 64 pp.

2 For an example of the use of developments
in organizational theory and research as analogies
for supervisory practice see: William H. Lucio.
"The Supervisory Functions: Overview, Analysis,
Propositions." In: Supervision: Perspectives and
Propositions. William H. Lucio, editor. Washing-
ton, D.C.: Association for Supervision and Curricu-
lum Development, 1967. pp. 1-11.

definition of systems analysis as used in this
article encompasses the term in its broadest
sense: ". . any orderly analytic study de-
signed to help a decision maker identify a
preferred course of action from among pos-
sible alternatives. . . ." a There are other
more restricted, and purportedly more pre-
cise, definitions 01 systems analysis, which
specify use of mathematical models and cost
effectiveness procedures in weighing and
selecting alternatives. However, these ap-
proaches, popularized by former Secretary
of Defense Robert S. McNamara, which
emphasize techniques of cost accounting and
mathematics, can ignore or distort other vari-
ables which are not specifically quantifiable.

Other systems experts have documented
the severe limitations of the mathematical
model systems approach when applied to
situations that have emergent (variables are
unclear and changing), and not established,
qullities. Supervisors are much more likely
to be involved in situations composed of
variables which are unstable and in many
cases unknown; consequently, assignment

3 E. S. Quade. "Systems Analysis Techniques
for Planning-Programming-Budgeting." Santa Mon-
ica, California: The RAND Corporation, March
1966. p. 1.

Maurice J. Eash, Associate Professor of Education, The City University of New York, Hunter
College, New York
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of specific quantities to these variables can
be a delusion.4

As curriculum and instruction advance
in complexity, supervisors have felt the
need for more sophisticated skills to cope
with demands made on the professional role.
As in the past, when supervision has selected
from allied bthavioral science research as-
pects which assist in meeting specific prob-
lems, selected techniques of systems analysis
offer promise of upgrading supervisors' tech-
nical skills to deal with the problems which
confront the supervisor in new developments
in curriculum and instruction.

Systems analysis in tow is far too com-
prehensive a field for treatment in a short
article. It is the author's purpose here, how-
ever, to propose concepts and techniques of
this approach which appear to have special
significance for the supervisor.

A Total Systems Emphasis

At the heart of systems analysis theory
is a conceptualization, which can serve as
an important foundation for delineating the
role of the general supervisor; the total sys-
tem is the unit to be used in analysis and
planning. A total system in the case of the
general supervisor could be the total cur-
riculum design and its influence upon the
student.

It must be recognized that the total
system approach runs counter to the recent
dominant trend, supervision by separate
subject areas, and to the movement from
general supervision over several subject
areas to specialized supervision in one sub-

'A clear definition of established and emer-
gent situations and a trenchant criticism of the
error in applying approaches designed for estab-
lished-to-emergent situations is contained in: Rob-
ert Bogus law. The New Utopians. Englewood
Cliffs, New Jersey: Prentice-Hall, Inc:, 1965. pp.
7-9. For a recent criticism of the closed-ended
approach of systems analysis which is particularly
applicable to education, see: Victor A. Thompson.
"How Scientific Management Thwarts Innovation."
Trans-action, June 1968. pp. 51-55.

ject area. Moreover, the movement for spe-
cialized supervision from the standpoint of
a total system approach falls heir to the
negative criticism directed at the excessive
fragmentation of curriculum. Among the
net effects of fragmentation of curriculum on
students are these: further competition for
their learning time, a tendency to teach tech-
niques and processes in isolation from social
applications, and a reductionism of instruc-
tional goals to simple accumulation of more
subject matter. Furthermore, if we really
wish to measure the long-range impact of
educational institutions and their curricu-
lum on students, there is some hint that the
total influence of the system may be a better
predictor than the more finite measures of
achievement in each separate subject.5

The total impact of the curriculum and
the interrelationships of the various com-
ponents of the curriculum necessitates the
viewing of a curriculum as a total system,
and has received minimal attention. Cer-
tainly, there is a badly needed role to be
fulfilled if one merely begins to catalog the
problems that are prevalent and attributable
to the inadequate consideration given to de-
signing the curriculum as a total system. A
sample cataloging of some of the problems
in curriculum design that result from ap-
proaching curriculum and attendant super-
vision on a piecemeal basis rather than as
a total system follows:

1. Curriculum dissonance: contradiction,
incompatibilities in teaching methods in sub-
ject areas, experiences which produce destruc-
tive conflict at a level to cause students to reject
the curriculum.

2. Coordination: concern for commonali-
ties as well as duplications with emphasis on
unity in the curricular experiences for the stu-
dent as he pursues the various subject areas.

5For an example of the types of questions
under investigation on overall impact of educa-
tional institutions and their curriculum, see: Martin
Trow. "The Meaning of Impact." Proceedings of
the 1966 Invitational Conference on Testing Prob-
lems, Educational Testing Service, 1966. pp. 25-33.



3. Balance: concern for relationships of
general education to special education, vicarious
and firsthand experiences, product and process
learning, pupil-directed and teacher-directed
learning activities.

4. Excessive complexity of areas of ex-
perience: overexpansion of curricular offerings,
excessive commitment of students' time in
special areas, exploitation of students in areas
of experience for purposes other than personal
growth.

5. Continuity: preserving and expanding
threads of experiences from grade level to
grade level and one school to another, observing
principles of learning in concept presentation
enabling structural development of fields of
inquiry.

6. Application of analogous development
in separate subject fields: for example, "learn-
ing by discovery" techniques developed in sci-
ence applied to health or mathematics, and the
development of organizing principles for masses
of data.

7. Evaluation of total curriculum design:
gathering data on the total influence of the
school experience, investigation of dysfunction-
ing in general or special education areas, de-
sirability of adding or terminating curricular
offerings depending on contribution to the total
design.

8. Assessment of internal and external
efforts to effect change in parts of the curricu-
lum and the impact on the curriculum design.°

An appropriate analogy to the necessity
of supervisors' viewing curriculum design as
a total system is the recent turn toward a
comprehensive approach to urban planning.
There it was found that urban reconstruc-
tion must be viewed as a total system having
economic, political, business, educational
and organizational variables as contrasted

Maurice J. Eash. "Guidelines for Prepara-
tory Programs for Supervisors and Curriculum
Workers." In: Toward Professional Maturity of
Supervisors and Curriculum Workers. Roy Patrick
Wahle, editor. Washington, D.C.: Association for
Supervision and Curriculum Development, 1967.
pp. 21-22.
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with an earlier simplistic approach of razing
deteriorated buildings in order to provide
warm, efficient, rat-free housing for the poor.

The failure of supervisors and adminis-
trators in education to treat curriculum de-
sign as a total system and the continued
emphasis on the piecemeal approach are
equally as disastrous. As Alfred North
Whitehead insightfully observed so many
years ago, educational objectives, especially
in a broad sense, cannot be met by frag-
menting life experience into discrete sepa-
rate subjects. The resultant of a less than
total system view is seen in some of the
current "new" separate subject curricula, in
which significant social problems are ig-
nored for abstract technical and "scholarly"
objectives.

While there are hopeful signs that the
profession is becoming more interested in a
total operating unit approach, which con-
ceives the designing of the curriculum as a
total system, there is a major need for seri-
ous scholarly study by supervisors and cur-
riculum workers of the more specific tech-
niques that systems analysis has developed
for approaching complex problems.

Models

When a systems approach to a problem
is used, large quantities of data are gener-
ated, and a multitude of variables are en-
countered. One procedure which has been
employed by systems analysis to organize
and reduce variables and data to manage-
able proportions has been that of models.
Models, according to one philosopher of
science, are the sine qua non of science, for
they are the primary mechanism for sys-
tematically abstracting, organizing, and re-
lating complex variables.7

Kenneth Boulding recently character-
ized the chief purpose of models as the

7 Abraham Kaplan. The Conduct of Inquiry.
San Francisco, California: Chandler Publishing
Company, 1964. p 258.
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"doing violence to complexity." He cited
as a prime exemplar the model used by
economists, "Gross National Product." So
acceptable has this model become that the
initials GNP have become part of the con-
ventional wisdom. When one reflects on
the violence that such a model does to com-
plexity (the figure GNP includes all goods
and services nationally produced), super-
visors should not be reticent to try model
building in curriculum and instruction, since
the complexity in these fields cannot be
greater. Further encouragement to under-
take model building in curriculum and in-
struction is given when one reflects on the
boon that the GNP model has been to eco-
nomic analysis and forecasting.

Supervision has been lacking in models
with a clear-cut design of activities directed
to instructional improvement. The cost
effectiveness of instructional improvement
efforts in particular has been neglected.
Models which are directed to identifying the
critical variables, positing the relationships,
manipulating these relationships, and evalu-
ating outcomes do assist in superimposing
control over otherwise uncontrolled and
previously indeterminate outcomes.

Let me be more specific. A recent in-
service education project in which the
author has acted as a consultant is devel-
oping a model directed to retaining and
improving the effectiveness of beginning
teachers. The postulates on which the
model is based are drawn from research on
organizational behavior and sensitivity train-
ing. Using research from these areas, defi-
nite objectives for the in-service education
of new teachers were established, a planned
series of transactions was organized, internal
and external evaluation of the program was
planned. A cost effectiveness procedure is
being built into the model.

There is evidence that retention of a
teacher saves the school system approxi-
mately $800 in recruitment of a replace-
ment. Proceeding on the assumption that

experienced teachers are more effective than
inexperienced teachers, a procedure of as-
signing weights to increased teacher effec-
tiveness as the result of experience is being
tested. In this model, a cost effectiveness
criterion on retention and increased teacher
effectiveness is being devised. If the model
is viable, then it will be used to guide other
in-service programs and extended to in-
service programs for more experienced
teachers. This is only one example of the
importance of model building to guide a
common supervisory activity; others might
be described in building instructional units
and in similar supervisory problems.

For supervisors' use, the most signifi-
cant contribution of systems analysis may
be iteration. Model building becomes an
essential process of iteration in moving from
the talk to the action stage. Iteration con-
tains ten steps: selecting objectives, design-
ing alternatives, collecting data, building
models, weighing cost against effectiveness,
testing for sensitivity, questioning assump-
tions, reexamining objectives, opening new
alternatives, formulating the problem.8 Thus,
model building is placed in the cycling of
a problem. Although the tool of iteration
does not guarantee a solution, it does offer
far more protection against mis-identification
of a problem or being seduced by one's own
built-in biases.

Specific Approaches to Models

Systems analysis has pioneered specific
techniques which are used in model building
where one faces many uncertain parameters
and a number of alternatives. To experi-
enced supervisors who have been recipients
of "mustang" reactions in human organiza-
tions, when what were thought to be mild
uncontroversial proposals were made, there
is scarcely need to dwell on a definition of
uncertain parameters.

Most of the problems in supervision do

8 E. S. Quade, op. cit., pp. 8-11.



not lend themselves at this time to precise
mathematical formulation. Therefore, there
is a basic need to rely on models and tech-
niques which do permit more rigor than
the usual way of playing it by hunches, but
do not mislead with a pretense of precision
that is unobtainable.

Operational gaming is a laboratory
simulation approach in which a group of
experts are gathered together and asked to
simulate the attitudes and consequent de-
cisions of their real-life counterparts. Rules
governing the options, constraints, and ac-
tions are provided by experts with a knowl-
edge of the real-life counterpart. From the
interaction, hopefully, the participants will
gain insight into the predictions of actions
and reactions which result within the gaming
model and indirectly the real world which
it represents. In- service programs and cur-
riculum design approaches might all be
tested out by supervisors through opera-
tional gaming techniques.

Scenario writing is a model building
technique that has been used by military
Systems analysts to show how, starting with
the present state of affairs, a future state of
affairs might evolve through following a rea-
sonable course of action.° When several in-
dividuals produce scenarios, many alterna-
tives are developed and factors influencing
future events are laid bare. Thus this series
of primitive models shows how the future
may be determined by present factors and
suggests options and intervention strategies.

In a very rough sense, scenarios of cur-
riculum are available in the evaluation data
which are gathered for accreditation pur-
poses in many high schools. A recent
study of the longitudinal influence of the
accreditation process on curriculum change
found it to be very limited, principally due

0 As an illustration of a use of scenarios in
a problem with many indeterminancies, and in this
respect, not totally unlike those supervisors meet,
see: Gilbert Burch. "How Big a Peace Dividend?"
Fortune 77 (6) : 86-89 ff.; June 1, 1968.

Supervision: Its Potential 231

to lack of follow-up, accreditation in this
study coming only every 10 years. A further
handicap was the presentation of recommen-
dations by the evaluators, which were subse-
quently rejected by the high school staffs as
too expensive, too time consuming, or other-
wise too impractical to implement.1° If both
evaluators and the evaluated understood the
basic elements of scenario writing, accredi-
tation visits could produce models to guide
systematically further curriculum study.

A third method in model building is
one that appeals to long-suffering partici-
pants in committees, and is directed toward
dispensing with conventional committee
meetings. The Delphi method". exchanges
committee confrontation for an interchange
of expert opinion through a carefully de-
signed sequence of questionnaires by a third
party. After the initial data from the first
questionnaire are collected and compiled by
the third party, a second document contain-
ing information on positions is exchanged
and interrogation is begun on assumptions
and data supporting positions. The process
can be continued until consensus is achieved
or conflicting positions are carefully docu-
mented.

The obvious advantage of obtaining
experts' opinions without the necessity of
convening them is perhaps not as significant
as the circumventing of many of the psycho-
logical shortcomings which stymie committee
meetings. The Delphi method merits consid-
erable field investigation in supervision in
which committee work has been the heart
of practice. It could also test the hypothesis
of whether group interaction is necessary to
obtain follow-through on the part of partici-
pants, a hallowed rubric of supervision.

10 Vynce A. Hines and William M. Alexander.
"High School Self-Evaluation and Curriculum
Change." Paper presented at the American Educa-
tional Research Association Annual Meeting, 1968.

" Norman Dalkey and Olaf Helmer. "An
Experimental Application of the Delphi Method
to the Use of Experts." Management Sciences 9
(3): 458-67; April 1963.
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In sum, what systems analysis has to
contribute to supervision are precisely those
tools and techniques which the supervisor
has lacked. These tools and techniques are
a conceptual framework to view curriculum
improvement; a procedure to select, refine,
and delineate objectives; systematic com-
parison of alternatives; and use of a logi-
cal sequence of procedures in cycling prob-
lems that can be replicated and validated
by others.

For several reasons, supervisors have
been concerned about their lack of role defi-

EL 26 (1): 4145; October 1968
©1968 ASCD

nition and even the viability of their role in
the organizational scheme of education. The
lack of rigorous training and technical skills
has handicapped supervisors' efforts to tackle
significant problems in curriculum design
and instruction. Supervisors knowledgeable
in the technical skills of systems analysis, a
few of which have been outlined here, will
be ready to furnish leadership in the im-
provement of instruction. Supervisors so
equipped will not be required to struggle for
role definition; a functional role awaits them
in every school system.

Supervising Computerized Instruction'

WILLIAM VAN TIL

ADMITTEDLY, computer-aided
instruction is in its infancy. To date, most
supervisors have encountered the computer
as a force in the curriculum only through
the printed word, typified by a special sec-
tion on computer-assisted instruction in Phi
Delta Kappan, in April 1968, or the issue
on instructional technology of Educational
Leadership, in May 1968. Few supervisors
have yet had tne experience of carrying out
their roles as supervisors in systems in
which computer-aided instruction makes a
major contribution to the curriculum.

Yet infants have a way of growing up.
It is not too early to speculate on alternatives
concerning their craft which will confront
supervisors as computer-aided instruction
develops. It is better to begin reflecting
now on alternative models for supervising
computer-aided instruction rather than real-

ize belatedly that it is later than we thought
as technology moves swiftly on.

A natural caution rightly impels us to
ask whether we are dealing with a likely
eventuality when we raise the question of
alternative models for computer-aided in-
struction. So far as we can judge, what is
the probable impact of the computer upon
American society and American education
in the years ahead? Though the gods give
no guarantees, there are thoughtful scholars
who are willing to speculate on the future.
There is agreement among them that the
impact of the computer will be powerful
upon the American scene and American
living patterns.

This article is based upon a presentation by
William Van Til to the session on supervising com-
puter-aided instruction, Association for Supervision
and Curriculum Development Conference, Atlantic
City, New Jersey, March 1968.

William Van Til, Coffman Distinguished Professor in Education, Indiana State University, Terre
Haute



Scholars who speculate on the future
foresee substantial use of computer-aided
instruction in the school and in the home.
For instance, Kahn and Wiener say:

Computers will also presumably be used
as teaching aids, with one computer giving
simultaneous individual instruction to hundreds
of students, each at his own console and topic,
at any level from kindergarten to graduate
school; eventually the system will probably be
designed to maximize the individuality of the
learning process.... Individual computers (or
at least consoles or other remote input devices)
will become essential equipment for school,
home, business, and profession, and the ability
to use a computer skillfully and flexibly may
become more widespread than the ability to
play bridge or drive a car (and presumably
much easier)?

The computer is likely to become a
powerful force in American society. Com-
puter-aided instruction will apparently be-
come an important factor in the multiple
media used in education through schools
and homes.

Present Models in Supervision

How about supervision of computer-
aided instruction? On this matter, it is too
early for expertise. As we have said, super-
vision of computerized instruction is only in
its infancy. The best we can do at this
stage is to speculate on possible models,
partially derived from the work of ASCD's
Commission on Supervision Theory,3 and on
their possible relationship to computerized
instruction.

The first model, as reported by ASCD's
Commission, is derived from the pattern of
supervision which prevailed in industry and

2 Herman Kahn and Anthony J. Wiener. The
Year 2000: A Framework for Speculation on the
Next Thirty-Three Years. New York: The Mac
millan Company, 1967. pp. 90-91.

3 William H. Lucio, editor. Supervision: Per-
spectives and Propositions. Washington, D.C.:
Association for Supervision and Curriculum De-
velopment, 1967.
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education from 1910 to 1935 and which still
persists to a degree today. This is the scien-
tific management model, so named for the
classic book by Frederick W. Taylor. Key
concepts are efficiency, hard-nosed scientific
standards, depersonalization, chain of com-
mand, clear communication up and down,
specialization in jobs, and impersonal meas-
urement. Resultant supervision stresses close
direction by supervisors, teacher implemen-
tation of tasks determined by their superiors,
specific performance standards required of
teachers and of students, rating by super-
visors, guiding ideas derived from adminis-
trators and not from teachers or students.

The scientific management model as
applied to computerized instruction would
involve determination of a pattern of laws
of learning by psychologists (probably those
of the school of thought of Skinner and his
fellow behaviorists), determination by cur-
riculum experts of exactly what is to be
taught, and translation of content and psy-
chology by computer experts into computer
technology. The general or specialized
supervisor, operating on the next rung down
in the managerial hierarchy, would see to
it that the teacher prescribed the correct
computer technology for children and car-
ried through classroom instruction efficiently,
impersonally, and accurately.

The supervisor would direct closely,
communicate clearly, and carry out without
deviation the mandates of the experts above
in the hierarchy. The supervisor would
hold the teacher to defined teaching tasks,
demand high performance standards, evalu-
ate results closely, and rate the teacher on
performance. In turn, the teacher would
hold the students to their defined learning
tasks, require high performance standards,
examine extensively, and grade the students.
We might quote Miranda, with a despairing
inflection, "0 brave new world that has such
people in't."

The second model is derived from the
pattern of supervision which influenced in-
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dustry and education in the period from
about 1935 on and which is still heavily
influential in education today. This is the
human relations model which cites the
classical experimentation at the Hawthorne
plant of Western Electric and which reflects
the work of such theorists as Elton Mayo
and Fritz J. Roethlisberger. Lippitt, Benne,
Bradford, Cartwright, and Zander are among
the names associated with the educational
aspect of the human relations emphasis.
Bethel, Maine, may be regarded as the spir-
itual capital of this approach.

Key concepts of the human relations
approach are the importance of the indi-
vidual and his satisfactions, drives, needs;
the importance of informal groups rather
than exclusive primacy of the formal stale-
ture; participation by all in decision making;
concern for high morale. Resultant super-
vision stresses warmth, personalization, indi-
vidualization, equality relationships, reduc-
tion of status roles, recognition of individual
and informal group purposes, participation
by teachers in curriculum making, partner-
ship assumption, and avoidance of rating by
supervisors.

The human relations processes model
as applied to computerized instruction would
probably involve advice and consultation to
school systems, individual schools, and indi-
vidual classes by psychologists (possibly of
the perceptual viewpoint typified by Arthur
Combs, Earl Kelley, Abraham Maslow, Carl
Rogers), by curriculum leaders, and by com-
puter technologists. The work of the super-
visor would be to harmonize the know-how
of the psychological, curricular, and com-
puter consultants with the computer pro-
gramming for individual students requested
by the classroom teacher. The teacher would
be regarded as a highly educated and well-
trained professional who utilizes a variety
of old and new media, including computer-
aided instruction, and who is a decision
maker and a creative force.

The teacher would be conceived of as

the person best equipped to foster learning
experiences for the individuals whom he
knows best. The teacher would describe the
needs of his students. The supervisor would
act as a-partner, facilitator, and middleman
in attempting to implement through tech-
nology what the teacher perceives as needed.
The teacher would be the single most impor-
tant participant in the determination of the
particular content of the computer technol-
ogy used in the classroom. We might quote
Miranda again, but with a somewhat in-
credulous inflection, "0 brave new world
that has such people in't."

These are the two classic and polar
models of supervision which have influenced
educational practice. In addition, some, in-
cluding William H. Lucio, have described
a revisionist model intended "to consider
both individual and organizational goals in
their proper perspective," and "to eliminate
the unrealistic aspects of the human rela-
tionist approach without sacrificing the ad-
vantages of its departures from the view-
point of scientific management."4

Without necessarily subscribing to the
revisionist view (which aspires to but may
not be able to achieve a reconciliation of
those ancient antagonistsindividual needs
and organizational demands), I would like
to suggest that superviiion of computerized
instruction may result in and follow a model
somewhat different from both classic models.

Is a New Model Needed?

The different model may conceive psy-
chologists, curriculum specialists, and com-
puter technologists not as all-knowing au-
thorities, yet as more than consultants. It
may conceive teachers not as completely
autonomous, yet as far more than robots.
It may conceive supervisors not as task-
masters, yet as more than just facilitators.

We must guard against the possibilities
of psychologists, curriculum specialists, and

' ibid., p. 8.



technologists becoming the arrogant masters
implied in the scientific management com-
puterized model. Yet let us recognize also
that the psychologists, curriculum special-
ists, and technologists may have to achieve
a more independent role than simply con-
sultation if computer-aided instruction is to
be widely used.

Perhaps they will become the creators
of a great and a highly varied library or
bank of materials from which educators may
selectively choose.

We must work so that the teacher does
not become the mere mechanic and puppet
envisioned in the scientific management
computer model. But let us recognize also
that the teacher in a highly specialized world
cannot build computer technology with bare
hands or through round-table discussion and

EL 23 (8): 656-59; May 1966
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must instead utilize selectively the product
of specialists.

Let us devoutly hope, and indeed let us
make sure, that the supervisor does not
become a Prussian drillmaster serving nar-
rowly the prescription of a master race of
experts and presiding over a subordinate
race of humble teachers, as envisioned in
the scientific management computer model.
But let us recognize also that a supervisor
is more than a facilitator or a yea-sayer.
The supervisor should have a leadership
role in solving problems, in injecting ideas,
and in humanizing and enriching the process
of education both in relationship to teachers
and to developers of the new technology.

This may involve a different model for
supervising computerized instruction. If so,
let us move toward its construction.

The Supervisor and Media

ELWOOD E. MILLER
D E L AYN E HUDSPETH

MANY persons in education today
seem to believe that in the teaching-learning
situation of tomorrow the student will relate
only to machines and that the teacher will
become as important as the horse in today's
modem transportation system.

There can be little doubt in the minds
of those involved in education that the im-
pact of educational technology is growing.
While the dangers of an impersonalized,
dehumanized teaching-learning process are
unmistakably present, it is our position that

the teacher does have a role, an important
one, in any modem system of education.
Furthermore, it is the supervisor who can
help the teacher maintain and redefine his
role as educational media become increas-
ingly significant in education.

Media in the Schools

First, let us define what we mean by
"educational media." In this article we are
including any and all materials and equip-

Elwood E. Miller, Associate Professor of Education and Director, E.P.D.A. Institutes, Michigan
State University, East Lansing; and DeLayne Hudspeth, Assistant Professor, Instructional Develop-
ment, Center for Instructional Communications, Syracuse University, Syracuse, New York. In
1966, Dr. Hudspeth was Media Coordinator, Learning Systems Institute, Michigan State University,
East Lansing

1
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ment which communicate ideas and facts to
students. Further, we are talking about using
these in a man-machine-materials system
with components in proper relation with
one another so that optimal learning will
take place with students of varied interests
and aptitudes. It is in the development of
such a system that the supervisor has a
large and very important role.

We perceive the supervisor's role in
the development of these systems to be that
of a catalyst. That is, the supervisor can
improve the teaching-learning situation by
supplying ideas, inspiration, and guidance
which will cause a reaction when the right
mixture of students, teacher, and materials
is brought together.

But what do we mean by "ideas, inspi-
ration, and guidance" in relation to media?
Or to put it another way, why are these
especially important in fostering intelligent
use of media?

It obviously is impossible to spread
new ideas unless one keeps up with new
ideas. In a very real, tedious sense, this
means that the supervisor has to keep
abreast of new methods and new materials.
To some, this will sound like absurd advice.
We read countless pieces of mail, visit end-
less numbers of booths at conventions, and
take time to talk with salesmen. While this
does not provide a lot of worthwhile infor-
mation it is still one way of learning about
what is new. Actually there should be no
reed for such a cumbersome way to collect
materials. The technology is available so
that a person could walk to the phone, "dial"
his question to a materials center, and re-
ceive a packet of materials in the mail the
next day. The cost to the school of such
a telephone unit has been estimated at ap-
proximately $4.00 a month plus the cost of
the call.

Of value also is the kind of visitation
program all too often discouraged for lack
of travel funds and staff time. If possible,
the supervisor should find where the newer

materials are being tried nearby and obtain
an evaluation from the users as to the effec-
tiveness of their particular program. We
should keep in mind that personalities, both
of individuals and of schools, vary consider-
ably and that what may be good for Brown
is not good for Green. Nonetheless, per-
sonal observation still remains one of the
best ways to spread ideas.

Art of Inspiring

We use the word "art" at this point
because we simply have little concrete
knowledge about how one can take an idea,
transmit it to a teacher, and create the kind
of atmosphere in which new ideas are wel-
come and subsequently tried. What little
we do know suggests that the variables are
exponential to the number of people and
ideas involved.

However difficult the problem, few
deny the need in most of our school systems
for that kind of atmosphere wherein people
are excited enough to tackle the problems
of tomorrow (and if we do not, those out-
side of education will) and still do the work
of today. What is the best bridge between
inspiration and the problem? We suggest
it to be research and development.

Few other sectors of our society spend
so little on research and development as
does education. The cry used to be that
there "is not enough money for research,
we have a job to do." With the advent of
greatly increased federal funds, plus the
willingness of industry to test materials,
there is little excuse left in the financial
arena. Supervisors need to become familiar
with the guidelines set by the U.S. Office of
Education and to urge faculty members to
apply for small research grants.

Other kinds of media research can re-
sult through university affiliation. Of con-
siderable concern to many persons in higher
education is the lack of communication be-
tween the "ivory tower" and the "firing



line." We suggest that the distance between
the public school and the university needs
desperately to be reducedby both acade-
micians and practitioners. Furthermore, the
practitioners have as much or more respon-
sibility for generating testable ideas as do
the theoreticians. What this will mean is an
attitude of critical analysis toward some
sacred cows as well as a willingness to ex-
periment with new tools of education.

What this also means is that the super-
visor must guide faculty into thinking more
deeply about what is actually going on in
the teaching-learning process. We do not
mean we should tell the teacher what he or
she is doing is wrong, which is apt to lead
to alienation. Rather we must develop a
climate in which the supervisor feels free
to suggest new ideas, new materials, and
new systems. The supervisor and the teacher
can then work together to see if the idea
has merit.

Primary Technology

As our society becomes more complex
we rely on what might be termed primary
technology. In our house this means that we
have electricity, gas, sewage services, etc.

We believe that education is one of the
most backward and underdeveloped seg-
ments of society when it comes to primary
technology. We have little excuse not to
rectify this.

For example, let us automate the
routine procedures in pupil accounting, in
test scores, in all of the multifarious types
of housekeeping details faced to a degree by
every classroom teacher. Data processing
equipment is a part of the administrative
patterns of most school districts and these
machines could well be used to eliminate a
considerable share of teacher paperwork.

There is also a primary technology of
teaching-learning materials. There is a need
for adequate, easily retrieved materials, suf-
ficient and easily run machines, and class-
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rooms that are designed to allow for more
than talk, talk, talk, to take place.

Let us be done with the notion that
the teacher's role is to present information.
The teacher's role is to aganize opportuni-
ties for learning experiences. It is at this
point that the supervisor can be of consider-
able help in working with the teacher to
utilize the kinds of primary technology that
should be available in every school. If this
primary technology does not exist, then the
supervisor will need to work with adtninis-
trators,. librarians, audiovisual specialists,
and others who are involved in developing
the necessary learning systems.

Again, let us state that we perceive the
supervisor to be in a catalytic position re-
garding the use of mediated instruction.
We have indicated that the supervisor must
bring to the teacher the pertinent ideas, in
an atmosphere of inspiration, and help guide
the change process that occurs.

What must emerge from this interac-
tion, and this growing sophistication with
the use of teaching-learning tools, is an
ability to look objectively at the process of
education and to be able to say: (a) This
is what this material will do for the student;
(b) this is where it fits (for this group, and
time, and place); and (c) this has accom-
plished what it set out to accomplish.

We urge that teachers view all of in-
struction in a "programmed" manner. That
is, as a series of steps leading to some identi-
fied objective, with each step scrutinized for
its effectiveness in leading from the past step
to the next step. We are not suggesting that
this is easy, but we do maintain that it is
necessary.

Encourage and Aid Innovation

How can the supervisor encourage and
develop innovation in the school setting?
First, he can single out several teachers who
are willing to try new ways of instructing.
Administrators are usually willing to battle



238 Supervision: Emerging Profession

for improved services, once the need for
these services has been demonstrated. Sec-
ond, by urging both teachers and adminis-
trators to visit schools that are trying new
methods, and who are effectively demon-
strating the use of media. Third, by devel-
oping a need for the use of media based on
a critical analysis of those present patterns
of instruction which can be viewed as waste-
ful of the time and talents of administrators,
teachers, and students.

Real instructional leadership is needed
to take full advantage of the technological
advances that are becoming more and more
available to teachers of the future. The

EL 26 (4): 341-43; January 1969
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simple fact is that technology is capable of
assuming responsibility for large sections of
the educational effort, though teachers must
learn how to manage and use it with judg-
ment and skill.

If curriculum leaders and planners de-
velop this judgment and skill in fostering
the use of educational media, educational
techniques can change, and change rapidly,
without a depersonalization and dehumani-
zation of the learning process. Technology
can then solve many of the problems we
face, and at the same time can create con-
ditions for truly effective, efficient learning
in the schools.

Curriculum Negotiations:
Present Status-- Future Trends

WILLIAM F. YOUNG

EDUCATION and educational
personnel have commanded more news
media time and space in recent years than
during any period in the history of educa-
tion in this country. The development
within the profession mainly responsible for
the recent wave of notoriety is negotiations.
Whether the process is labeled professional
negotiation or collective bargaining is im-
material. It is the nature of the process and
the impact of the process that we must
analyze and respond to in a constructive
manner.

The practice of labor groups organizing
for collective actiona practice that is now
accepted as a basic factor in our economic

systemhas a very long history, nationally
and internationally. The trade guilds in
Europe during the Medieval Period were
probably the forerunners of labor unions as
we know them today. However, collective
action by teachers in education is a recent
development which has marked the begin-
ning of a new era within the profession.

The New Force

State laws authorizing negotiation for
teacher organizations are becoming quite
common across the nation. In many states
the laws on negotiaton pertain exclusively
to public school personnel, while in other

William F. Young, Deputy Superintendent, Dearborn Public Schools, Dearborn, Michigan.
Formerly Director for Administration and Communication, Michigan-Ohio Regional Educational
Laboratory, Detroit, Michigan



states the laws apply to all public employees.
This development was prompted by, and is
now accompanied by, militant behavior on
the part of teachers.

Teacher associations and teacher unions,
at the local and national levels, have been
organizing for the purpose of pursuing their
interests vigorously at the bargaining table.
In mary instances, when bargaining has
failed, strikes and walkouts have resulted.
Regardless of the terminology used, the col-
lective bargaining process and collective bar-
gaining behavior reflect what is happening
in most school- districts where negotiations
are taking place.

Realities of Negotiations

The power struggle within the profes-
sion is between teachers on the one hand
and boards of education and administration
on the other. Operationally, the laws and
organizational behavior have tended to fol-
low the labor-management adversary rela-
tionship patterns found in business and
industry. The collective bargaining model
has been tried and tested in business and
industry. The utilization of this model by
school personnel has resulted in a pattern
of employee demands, management counter-
proposals, heated bargaining sessions, the
use of labor attorneys, the use of manage-
ment attorneys, the use of outside pro-
fessional organizers and negotiators, the
struggles for control between teacher organi-
zations, alienation of relationships, and gen-
eral adoption of "we-they" attitudes. In
some instances, curriculum workers and
supervisors have been put in the position
of "taking sides."

Impact on People

The new force in education represented
by teacher power through negotiation is
long overdue. Our problems are not the
new force and the rightful involvement of
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teachers in matters that affect them. The
problems are the procedures and tactics
being employed in the process by teachers
and administrators; and the nature of the
items that are being placed on the bar-
gaining table. There is evidence indicating
that teacher organizations regard curriculum
as part of wages, hours, and conditions of
employment. The wording of legislation,
some judicial interpretations, and practice
support the fact that curriculum and cur-
riculum-related items are negotiable.

Negotiation in education is in its in-
fancy stage and many of the attendant prob-
lems have resulted from naiveté, inexperi-
ence, and the fact that alternative models
are not available. The most perplexing
problem of our profession is that we have
not learned how to negotiate on a co-
professional basis. Many issues rightfully
belonging to professional settlement have
been settled in the context of adversary rela-
tionships accompanied by antagonistic con-
frontations. Curriculum matters are being
caught up in this process. The resultant
alienation of individuals and groups poses
a challenge to all of us.

The .effects of collective bargaining be-
havior in general, and curriculum negotia-
tion in particular, have been observable.
Within the profession there has been a new
type of hostility between teachers and ad-
ministrators; there has been a new type of
hostility between and among teachers, an
increase in work stoppages, decreased feel-
ing of responsibility in each group for the
welfare of the other group; communication
between administrators and teachers has
been adversely affected; and professional
staff members have spent tremendous
amounts of time, energy, and talent in bar-
gaining sessions and planning for negotia-
tion at the expense of other primary pro-
fessional functions.

Outcomes within the community of the
labor-management game in education are
also observable. People, community organi-
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zations, and newspapers choose sides. Emo-
tions run high. In some communities, it
will take years to rebuild the image and
restore the level of respect that teachers
and administrators deserve. Gaining in-
creased financial support will become even
more difficult.

Impact on children and youth of the
adoption of collective bargaining behavior
on the part of teachers and administrators
is probably less predictable at this time but
perhaps more serious. It might be said that
we are exhibiting behavior that is a direct
contradiction of the stated goals of our in-
structional program related to proper atti-
tudes and values basic to our democratic
way of life. In some school districts the
actions taken in violation of the laws of a
state pose an even more serious problem.
It is difficult to understand how we can ex-
pect young people t-) abide by school rules,
develop as good citizens, and support law
and order when we flout these traditional
values and the law. Young people lose
valuable instruction time in some instances.
Curriculum negotiations also affect the in-
structional program.

Impact on the
Instructional Program

Down through the years educators have
advocated the development of curriculum
through teamwork and a co-professional ap-
proach. This position is now in jeopardy.
The climate of labor-management bargain-
ing not only has had a negative impact on
working relationships among professional
staff members but has also had a negative
impact on the instructional program and
curriculum development activities.

Many master contracts contain provi-
sions that are curricular in nature. They
also include some provisions that are closely
related to curriculum. Examples of such
items are: textbook selection procedures;
teaching assignments; restrictions on class-

room visitations; teaching hours; transfer
policies; released time; clock length of class
periods; length of school day; curriculum
committee selection procedures; class size
averages; length of the school year; num-
ber of weekly teaching periods; preparation
periods for elementary teachers during art,
music, and physical education instructional
time; procedures for selection of instruc-
tional equipment and materials; pupil-
teacher ratios; and class size maximums.
All of these items are curricular in nature
or have serious curricular implications.
They are related to quantity of instruction,
quality of instruction, quality of instruc-
tional materials, staffing, and school organi-
zational patterns.

At this point in time it is difficult to
appraise results of curriculum negotiations
from a positive standpoint. The collective
bargaining approach in the curriculum area
appears to be a self-defeating process for
teachers and administrators (including su-
pervisors and curriculum workers). The
education profession faces a major chal-
lenge in the next few years, since negotia-
tions are here to stay.

Our present dilemma in the curriculum
area perhaps can be attributed to inexperi-
ence of school people with a new force, to
negative attitudes, and to the striving for
some goals that are divisive. In spite of cur-
rent problems, the long-range effects of the
negotiation development will be positive.
The new power base has the potential of
improving education for the young people
of our society and of significantly advancing
our profession. The challenge is to learn to
live effectively with this new force.

We can ill afford to have the human
resources within our profession divided into
two camps. A unified profession is essen-
tial. As a first step toward the evolvement
of more mature behavior and a more appro-
priate model for negotiating, we should
start wi' la new approaches to curriculum
negotiation.



Critical Year Ahead

Negotiation approaches that seem ap-
propriate, at this time, for welfare matters
are not appropriate for curriculum matters.
Optimum conditions for productive curricu-
lum development work require a high de-
gree of mutual faith, trust, and respect
among professional staff members. Collec-
tive bargaining behavior has not promoted
these conditions.

It would be helpful if agreement were
reached on the point that it is unwise to
negotiate specific curriculum development
activities and curriculum content. Activities
and content should evolve as teachers and
administrators work together on a co-
professional basis in an effort to improve
the instructional program.

Hopefully, continuing experience with
curriculum negotiation will also result in
limiting the process to consideration of orga-

EL 26 (4): 351-54; January 1969
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nizational patterns for curriculum work,
teacher representation in curriculum devel-
opment activities, and structure for curricu-
lum decision making. Curriculum develop-
ment work is a growth and study process
that evolves as a result of interaction be-
tween teachers and administrators. The end
products of curriculum study must continu-
ally change as the study process progresses.

These changes are possible if members
of the profession agree that the present
negotiation approaches in regard to cur-
riculum matters are inappropriate. These
changes would make it possible, within the
law, for professionals to live and work co-
operatively in this new power relationship.
New approaches can provide the vehicle for
making significant breakthroughs in educa-
tion by providing opportunities for a co-
professional approach toward the achieve-
ment of common goals in a raticnal and
responsible manner.

Negotiations: Inevitable
Consequence of Bureaucracy?

ROBERT L. SAUNDERS

JOHN T. LOVELL

PERHAPS no current movement
in education poses more questions about the
organization and structure of educational
administration and the role of the adminis-
trator than does the emergence of profes-
sional negotiations. By the same token,
probably no other movement in education
has offered as much potential for establish-

ing a new role for the teacher in policy
formulation in public schools. Professional
negotiations and their accompanying rami-
fications have moved to the forefront of
public attention.

The movement has all the ingredients
for controversy, emotionalism, And front
page space; it is also critically important to

Robert L. Saunders, Associate Dean of Education and Professor of Educational Administration,
Auburn University, Auburn, Alabama; and John T. Lovell, Dean of Education, University of
Bridgeport, Bridgeport, Connecticut
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the future of education and to the teaching
profession.

The authors believe that the emergence
of some form of negotiating machinery be-
tween the power structure representative of
teacher interest and the power structure rep-
resentative of management interest was in-
evitable, primarily because of two sets of
factors. These two factors are: (a) changes
in teachers and their behavior, and (b) the
nature of the organizational structure of
public education.

A "New Breed"

Many of today's teachers are pictured
as a "new breed," having been produced out
of the larger context of man's continuing
desire to improve himself and from the ob-
servation that objectives often can be
achieved more readily through aggressive
behavior. Increased mobility of the Ameri-
can people has resulted in an increased
number of "cosmopolitan" teachers as com-
pared to "locals." Teachers are now better
prepared than ever before; more of them
are working in big school systems brought
about by school consolidation and urbaniza-
tion. Also, teachers more and more are
aware of society's increased expectation of
public education and the unprecedented de-
mand for excellence. NEA President Eliza-
beth Koontz is probably correct when she
says that today's teacher is

. . . sufficiently frustrated and actively
dedicated enough to do something about the
many problems that stand in the way of suc-
cessful efforts, be they problems of working
conditions, staff relationships, or welfare of
teachers.1

The authors, as school administrators
and professors of school administration,

1 Elizabeth Koontz. "Why Teachers Are Mili-
tant." Paper read at seminar on "Who Controls
American Education?" Joint Committee of Na-
tional Education Association and Magazine Pub-
lishers Association, New York, New York, De-
cember 7, 1967.

agree that the new breed of teacher is on
the scene, but we are inclined to believe
that many of our schools and institutions
are headed by a "not so new" breed of
school administrator. Despite statements to
the contrary, many administrators do not
really view the teacher as being at the apex
of the profession. The so-called advantages
administrators enjoy over teachers are not
as basic to the problem as is the fact that
only administrators have legitimate authority
to make decisions. This factor, in all likeli-
hood, is the major reason that teachers in
approximately 1,500 school systems in the
United States have considered it necessary
to develop formal procedures for negotia-
tions in order to have a voice in the devel-
opment of educational policies.

We believe that this situation devel-
oped, not so much because administrators
want it this way, but because administrative
behavior in educational organizations is pri-
marily a function of the nature of the
organizational structure within which it takes
place. More specifically, the organizational
structure of education is basically bureau-
cratic and has not provided a formal and
legitimatized basis for teacher participation
in the development of educational policy.

The Bureaucratic Model

Close observers such as Abbott,2 Miles,3
and Moeller4 have concluded that there is
a close and positive correlation between the
ideal bureaucratic model proposed by Weber

' Max G. Abbott and John T. Lovell, editors.
Change Perspectives in Educational Administra-
tion. Auburn, Alabama: Auburn University, 1965.

3 Matthew B. Miles. "Education and Innova-
tion: The Organization as Context." In: Change
Perspectives in Educational Administration. Max
G. Abbott and John T. Lovell, editors. Auburn,
Alabama: Auburn University, 1965.

' Gerald H. Moeller. "The Relationship Be-
tween Bureaucracy in School Organizations and
Teachers' Sense of Power." Unpublished Ed.D.
dissertation. St. Louis, Missouri: Graduate Insti-
tute of Education, Washington University, 1967.



and the structure of educational organiza-
tions. But the point is that there is a legal
basis for authority in educational organiza-
tions which has constitutional and statutory
foundations and is vested in boards of edu-
cation and superintendents of education.
There is, also, an ordered system, actually a
mandated one, of subordination and super-
ordination which is achieved through ad-
ministrative offices. Administrators have the
necessary authority to make and implement
the decisions required to achieve the goals
for which the organization is responsible.
There is not, however, a formal, legitima-
tized structure through which teachers can
make policy decisions and be held respon-
sible for those decisions.

The literature is rather complete with
various suggestions regarding new and de-
sirable administrative practices which have
been advanced in light of the fact that pro-
fessional negotiations are here, that teachers
are more militant, and that their expecta-
tions are different from those of a decade
ago. There is every reason to believe that
this trend will continue, at least in the fore-
seeable future. We believe that it is regret-
table that the negotiating machinery has
been based on the industrial model, although
this was clearly predictable inasmuch as the
educational organization itself has been
modeled along the industrial line.

A New Model Is Needed

We are concerned, also, about the
dichotomy that is developing between teach-
ers and administrators and believe that,
although this is an inevitable consequence
of negotiations between two competing
power structures, it need not continue.
Accordingly, we believe that a formal struc-
ture is needed which will provide for
legitimatized teacher participation in policy
development. This, it seems to us, is the
basic question and one to which we now
give attention.
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What kind of structure will alleviate
the problems outlined here and provide for
the legitimatized involvement of the teacher
in the achievement of organizational goals?
Clearly no model has been offered, but the
beginning of one may be on the scene. The
literature contains some theoretical formu-
lations which might be helpful as concerned
educators move toward the establishment of
a structure. For example, the principles
offered by Saunders, Phillips, and Johnson,
who summarized much research on educa-
tional leadership and developed a set of
guides for effective leadership, might serve
as an adequate base upon which some new
conceptualization of structure might be de-
veloped.5 A major tenet of these principles
is that the nature of leadership behavior in
any organization is at least partly dependent
upon the organization's functions and should
operate within a structure which releases and
invokes the leadership capability of the total
group.

Miles talks about a similar proposition
when he proposes an alternative model for
educational organizations in which he formu-
lates the idea of "organizational health."
He develops a definition of a "healthy"
organization and also defines a set of inter-
personal process norms which support the
idea of organizational health. He goes on
to identify these norms as openness, trust,
inquiry, collaboration, consensus, and indi-
viduality and shows that they are interde-
pendent with role specifications and per-
formance.°

Argyris, who also recognizes the need
for a new organizational model, hypothesizes
that formal and informal dimensions of or-
ganizational activities may be studied and
understood by using a model that incor-
porates such properties as the following:

Robert L. Saunders, Ray Phillips, and Har-
old Johnson. Theory of Educational Leadership.
Columbus, Ohio: Charles E. Merrill Books, Inc.,
1966.

'Matthew B. Miles, op. cit.
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1. The organization is a pattern of parts.

2. The parts maintain the whole through
their interrelatedness.

3. The parts change their interrelation-
ships to cope with, and adapt to, new stimuli
threatening the organization.

4. The whole is able to control the en-
vironment up to the point that is necessary for
maintenance of itself.?

From this rationale Argyris develops a
tentative model for understanding the or-
ganizational mix, including in the model such
dimensions as awareness, control, internal
influence, problem solving, external influ-
ence, time perspective, and organizational
objectives. He makes no claim that a com-
plete theory has been developed, saying in-
stead that, although one is needed, no such
formulation is now available.8

Other examples of promising formula-
tions could be mentioned, but the above sum-

Chris Argyris. "Organizational Leadership."
Leadership and Interpersonal Behavior. Luigi
Petrullo and Bernard M. Bass, editors. New York:
Holt, Rinehart and Winston, Inc., 1967. p. 341.

$ Ibid.
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manes substantiate the point that a beginning
is visible and that there is a reason for
optimism.

In summary, the emergence of profes-
sional negotiations is a part of a much
larger movement. Teachers also yearn for
a better lot in life and a major part of
their yearning deals with their professional
careers.

The increased success by groups em-
ploying aggressive behavior has been ap-
parent to teachers, who have adopted this
pattern of operation on pragmatic grounds.

It is our contention that the education
profession should initiate action immediately
to change the legal structure within which
schools now operate so as to permit the legiti-
matized involvement of teachers. It is pos-
sible, it seems to us, that objectives being
sought through structured, industrial-type
negotiations may be achieved through a dif-
ferent model of educational administration
which would generate greater efficiency in
goal attainment, better policies, higher levels
of teacher satisfaction, and less confronta-
tion, unrest, and militancy.

The Supervisor We Need

RICHARD F. NEVILLE

WE NEED a supervisor who
makes a difference; one who acts directly
and effectively to improve the instructional
program. Most of us would agree with such
an assertion and recognize it as being con-
sistent with contemporary theory in educa-

tonal supervision. Such theory holds to the
primacy of the supervisor in working to
improve teaching.

In activating this perspective, the super-
visor functions as an analyst of the teaching
process, creating the conditions whereby

Richard F. Neville, Associate Professor of Education, University of Maryland, College Park



teachers can study their instructional be-
havior. He is responsible for identifying in-
structional problems and for providing lead-
ership in their resolution. He is an authority
on teaching, a resource person, an expert
in group dynamics, and more recently is
conceived of as a catalyst or an agent of
change. This constitutes a general state-
ment of the supervisor we need.

Supervisory Theory

In attempting to achieve this state of
supervision we have tended to espouse prac-
tices based upon the principles of sound
human relationships. Drawing upon social
psychology, group dynamics, and sociologi-
cal research, supervisory leaders constructed
an interpretation of supervision. If practices
stood as reliable exponents of effective
human relationships, hewn from the be-
havioral and social sciences, instructional
growth was thought to be assured.

Here the sanctity and respect of each
staff member was crucial. The ideas of the
individual, his strengths as a teacher and
partner in the consideration of professional
concerns were accented. The consistency of
this motif with our creed as a nation made
such a theme suitableeven rational. Its
supporters grew and diminished as the for-
tunes of American education were buffeted
by the mainstream of social-cultural change.

The human relations theory of super-
vision has never been presented as the easy,
all's well, interpretation of supervision. Mar-
shaling the resources of variant individuals
while providing for their growth and conse-
quently the growth of the instructional pro-
gram is recognized as a complex undertak-
ing. Where this approach has been applied
w;th understanding, based upon careful
analysis and the construction of a conceptual
framework to guide it, the results have been
most exciting and beneficial.

In too many instances, however, the
conceptual framework has not accompanied
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the development of supervisory programs.
That is, a vaguely conceived format of
process, roles, and responsibilities can be
easily dismissed and replaced by little more
than good intentions. Often disillusionment
and frustration appear as the power of a lost
idea or the momentum for change passes.
Old patterns become extremely attractive in
such circumstances. Thus an ideal of pro-
ductivity, growth, and change, through the
application of sound human relationships, is
subsumed by the need to maintain the sys-
tem. The symbols, the phrases, the com-
mittee's, and communication system are re-
tainedmore as an expression of hope than
reality.

This description of the course of super-
visory theory as applied in action programs
is not meant to deny the importance of the
human relations emphasis in supervision. It
is not a comprehensive explanation of super-
visory developments. Its purpose is to em-
phasize that the full power of supervisory
programs, utilizing the principles of human
relations and the school as a social system,
has seldom materialized.

In the judgment of the writer, teachers
see this interpretation of supervision as rela-
tively nonexistent, yet one which they desire;
also that the major reasons for this dis-
crepancy are the lack of skills attendant to
this conception of supervision, and the ab-
sence of any real struggle to define the "root"
meanings of the theory upon which it is
based. In the latter case we have been too
ready to accept the generalizationsand
acceptance which is devoid of thoughtful
study is apt to produce the dissemination
of a definition in contrast to an operational
design extracted from tenets which have
been carefully weighed and measured.

What is needed are supervisors who
can transform principles of human relations
into substantive programs of action. Making
people feel comfortable, creating lines of
communication, fostering security, all such
concerns are basic but valid only as they
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contribute to the study of teaching. At a
given time disequilibrium may be the appro-
priate condition for instructional growth. To
make operational decisions in these areas
supervisors must study formal organization,
role theory, communication, decision mak-
ing, personality theory, the change process,
and other areas significant to the human
relations perspective of supervision. Offer-
ing pronouncements about the power of the
group and "working together" does not rep-
resent a supervisory program.

If we can give pause to the incantation
and realistically assess our approach to
improved instruction, needed changes in su-
pervisory behavior may be identified. In par-
ticular, the relationship of theory and prac-
tice must be reviewed. Where supervision
is effective it stands the test of internal con-
sistency; a theory, operational principles,
and supervisory procedures hold together.
Simultaneously the analysis and research of
supervision along with the interpretation of
curriculum it breeds must exist. Together,
the theory, the operational design, and the
constant redefinition as new data are added
constitute dynamic supervision.

Analyst of the Teaching Process

The supervisor we need is a skillful
diagnostician of the "matter" of his position.
The matter in mind here is the teaching act.
It is generally assumed that the supervisor,
among other things, is a master teacher.
He is capable of viewing the teaching process
from a variety of dimensions. He is percep-
tive to the interaction of variables as they
operate within a given class or school. As
the process is viewed by the supervisor he
sees the teacher as a pivotal factor; his
strengths and abilities are being applied to
the presentation of ideas; the students are
engaged in building their conceptual power
and hopefully testing and constructing value

patterns which will have meaning for them.
To improve teaching, the supervisor

must have an intrinsic grasp of the dynamics
of teaching and a number of methods for
analyzing the process. Does effective teach-
ing behavior have certain logical qualities?
(Meux and Smith [6]); is teaching best
studied as problem solving or coping be-
havior? (Turner [9]); how do teachers hav-
ing particular characteristics, properties, or
behaviors affect the behavior of pupils?
(Ryans [8]) ; can teaching be conceived of
as interaction? (Flanders [4]).

Research on teaching as identified
above can provide the supervisor with a
number of alternatives in analyzing the work
of teachers. In no sense are the findings
of these researchers intended to "wrap up"
the problem. They represent, however, sys-
tematic, sophisticated approaches to the anal-
ysis of teaching and as such they point to
valid concerns for the supervisory program.

The supervisor extends his perceptivity
of teaching by studying the implications of
such research. It aids the multi-dimensional
interpretation and should enable the super-
visor to refine his conceptualization of the
process. This is an imperative. It does not
imply that the supervisor's view will become
the singular good but rather that it will sup-
port the development of supervisory prac-
tices and procedures that make teaching the
core concern. It also promotes depth think-
ing about the teaching process.

As such thinking prevails, problems
and issues begin to assume a priority rela-
tionshipeven to the point of suggesting
that the dress of the teacher and the neat-
ness of the room are relatively subordinate
concerns for professional centering on learn-
ing and its illusive facets. The supervisor
we need is a student of the teaching process
who functions to transpose a presentation
into a transaction of significance for both
teacher and students.



How Do Teachers View
Supervision?

Where the intent of my actions is
clear to me but held suspect by others the
results of our professional relationship will
be limited. If I am aware of the disparity
between my intentions and the "reality" with
which they are perceived, it may be possible
to take steps to mediate the difference and
slowly build the trust and mutual respect so
necessary for instructional improvement.
Since teachers are either the recipients
of or partners in the supervisory process,
what they perceive supervision to be is im-
portant data in building a sound program.

In 1961 Carolyn Guss (5) reported on
the Indiana ASCD supervision study. She
summarized the reactions of teachers con-
cerning supervision as follows:

They tended to want to avoid being the
object of supervision. Some of them consid-
ered supervision an attack upon them per-
sonally. Others thought of supervision as a
program dealing with materials, ideas, and
schedules rather than with the teaching-learning
situation as it affects personal relationships.

Subsequent studies and numerous prior
investigations support the meaning of this
reaction. In essence all of these combined
attempts to analyze the condition and nature
of supervision point directly to the following:

1. Teachers do not see supervision as
focusing on the improvement of instruction.

2. Teachers do not see supervision as
having a strong "human relations" base.

3. Teachers do not see supervisors as
being prepared to help them in the study of
teaching.

4. Teachers want supervision that will
help them attack instructional problems.

It is possible to substantiate these gen-
eralizations with numerous research findings
that go back to the 1920's. The trend con-
tinues to the present day. As the change
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in supervisory philosophy was made, it was
evidently conceived as a statement of intent,
while supervision in fact showed a contra-
dictory posture within the school organi-
zation.

Teachers continue to recognize a con-
tradiction and express strong ambivalence
about the place and function of supervisory
services. Keep in mindthey may be wrong!
Supervisors, in fact, may be instruction cen-
tered; they may be human-relations oriented;
they may have the skills to help teachers
study the process of teachingbut if so
we have not measurably communicated these
facts to those who stand to profit from our
services.

What Do Teachers Want in
Supervision?

In 1960 Lloyd Dull (3)1 developed
at Ohio State University a comprehensive set
of criteria for the evaluation of supervisory
programs. In many ways this study con-
stituted a breakthrough. Most instruments
of this type prior to Dull's study were "home-
grown" lists drawn from the experience of
local supervisors and teachers. In this case,
one hundred and twenty national leaders in
educational supervision lent their talents to
the verification of Dull's criteria. To some
extent the concern of validity of the crite-
ria was accommodated. Dull subsequently
showed that he could apply the criteria to
determine effective programs of supervision.

1 This study is a most comprehensive state-
ment of criteria for supervisory programs in edu-
cation. It would serve as a good beginning point
for school systems interested in studying their
programs of supervision. Individual items are not
overpowering in meaning but the total instrument
provides a means of delineating the present state
and needs in supervision. Again, it is a starting
point. As mentioned in this article our problem
is to make these ideas operational, not simply to
recognize their present level of use. Dull's criteria
are consistent with an operational definition of
human relations approach to supervision.
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Neville (7) (1963) 2 applied a modified
form of Dull's criteria to ascertain the views
of teachers regarding supervision.

Based upon this study, and recogniz-
ing the limitations imposed by geography
and criteria selection, the following practices,
procedures, and conditions are specified as
being very important, as perceived by teach-
ers, in the development of supervisory pro-
grams which will make a difference in the
quality of instruction:

The supervisory program provides for
cooperative development of both immediate
and long range curriculum plans.

Opportunity is provided for teachers to
study in groups on problems of concern to
them.

There is continuous evaluation of the
instructional program.

Teachers are encouraged to assume lead-
ership positions.

Job expectations and relationships are
understood by professional staff.

Organization of staff for instructional im-
provement is democratically arranged.

Committees of teachers are organized for
the improvement of teaching resources (com-
munity, school equipment, personnel, and in-
structional materials).

There exists a coordinated attack upon
pupil personnel problems and the diagnosis of
learning difficulties.

The organization of the supervisory func-
tion is changed as the needs of the situation
are modified.

Facilities and resources to strengthen the
development of the curriculum are given
priority consideration.

Supervisors are "master teachers."

The plan for evaluation of teachers is
cooperatively evolved.

'The 1963 study was conducted in Con-
necticut. Recently another study has been com-
pleted in Maryland.

The evaluation system reflects the spirit
of in-service development and not that of
inspection.

The evaluation plan is a guidance proce-
dure, directed at helping the teacher help him-
self teach more effectively.

The focus for curriculum development is
the needs of the individual school.

Teachers are involved in curriculum de-
velopment on the basis of their interests and
needs of the school.

A curriculum materials center is main-
tained in the building (or school system).

An adequate library of professional mate-
rials is available to teachers.

Records are kept of the work and meet-
ings of the staff as they consider their instruc-
tional problems.

Meetings are convened and adjourned
promptly at the time set.

Agenda are sent to the staff well in ad-
vance of the meeting.

Teachers participate in the planning and
organization of their meetings.

A major portion of staff meetings is re-
served for dealing with the improvement of
instruction.

The principal is with teachers and pupils
often enough to be accepted as a peer on the
instructional teams.

Demonstration teaching is arranged to
show methods, procedures, and instructional
devices.

Demonstrations are followed by construc-
tive group discussions.

Arrangements for intervisitation of teach-
ers are available to all.

Granted that we have long been aware
of the need for such conditions, and that, as
discrete items, these criteria do not dra-
matically add new dimensions to supervi-
sion. By applying them, however, it has
been possible to accept tentatively the hy-
pothesis that teachers do not see supervision



as being "cooperative action on instructional
issues." It is not enough to describe the
present status of supervision, as important
as this may be.

More important is the development of
supervisory programs which are relevant to
the study and planned improvement of teach-
ing. Programs which activate the intent of
the above criteria would be recognized by
supervisory leaders as contributing to in-
struction based supervision; teachers confirm
their importance while reporting their not-
able absence in any concerted f3shion in
supervisory programs.

Building a Program

In conclusion, building a supervisory
program which will release the power of
teachers in the advancement of education
is not a matter of applying criteria. Devel-
oping criteria and applying them is only
a point of departure. As we continue to
study the teaching process, and the organi-
zational and social systems within which
we operate, a more rigorous guide to super-
visory behavior may result.

There is ample evidence that we have
lacked either the understanding or the skills
necessary for supervision that improves in-
struction. Clearly this is no easy task and
one which can not be formularized. It
requires imagination, leadership, and a con-
ceptual framework for the teaching process
and human relations. If humanizing instruc-
tion, that is the release of human potential,
is a universal goal of our educational system,
then its existence is as much a concern for
the supervisor who nurtures instruction as
it is for the teacher.

There are many supervisors and school
systems who have made a commitment,
stated and operational, to instruction cen-
tered supervision. Their effectiveness and
the vitality of the programs which result are
testimony to the significance of the under-
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taking. The expenditure of energy and re-
sources required are patently justified. If
education for social invention (1), or for
the open society, is to develop, there is
great need for teachers who are sensitive to
their power to cause the release of insight
and rationality in others, and to recognize
how to use it. This is the kind of supervi-
sion we need: that which causes teachers to
go beyond routinized, ritualistic instruction,
as an expression of their own personal
struggle for fulfillment.

Lawrence Cremin (2) states the chal-
lenge:

Now, there is no denying that teachers
must be technically competent, and the re-
formers have not only the right but the obliga-
tion to produce careful and detailed strategies
for the use of their materials. (N. L. Gage has
even put forth the intriguing suggestion that we
develop a standard "choreography" for noting
pedagogical prescriptions.) But education is
too significant and dynamic an enterprise to be
left to mere technicians; and we might as well
begin now the prodigious task of preparing men
and women who understand not only the sub-
stance of what they are teaching but also the
theories behind the particular strategies they
employ to convey that substance. A society
committed to the continuing intellectual,
aesthetic, and moral growth of all its members
can ill afford less on the part of those who
undertake to teach.
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A Necessary Frame of Reference
JOHN T. MALLAN
FRANK CREASON

CURRENTLY, we are greatly
concerned with scope and sequence, with
having a cognitive set of teacher and student
objectives, with the struggle for a rationale
for public education in general, and with
the implications for supervision. This con-
cern is fundamentally a warning for those
of us in education to assess our frame of
referenceto identify what we should be
doing and to note why we have made such
an identification.

Basic to this call for an operational
frame of reference is the assumption that
a rational process is one in which there
is some kind of relationship between ends
and means.

We in education are not alone in this
concern. When one reviews the current
literature he cannot help but note a pervasive

interest in being aware of a major social
frame of reference. This is not surprising
as the multitude of recent "changes" place
the public school in the matrix of all
transition.

This awkward placement is com-
pounded in complexity when we realize that
the traditional nature of the school has been
conservative. This is true in the sense that
public education has justified its expensive
role in the economy by the implied assump-
tion that it was socializing the young in
terms of those values which the major so-
ciety considered important enough to be
preserved.

The transition which we are experi-
encing has challenged some of the traditional
values and hence has perhaps challenged the
role of the public school.

John T. Malian, Assistant to the Superintendent, Warrenville Heights City School District,
Warrenville, Ohio. In 1963, Dr. Malian was Assistant to the Superintendent, Cleveland Heights-
University Heights City School System, Cleveland Heights, Ohio; and Frank Creason, Educational
Consultant, Arnold Newbanks Company, Syracuse Mission, Kansas. In 1968, Dr. Creason was
Associate Director, Southern Central Region Educational Laboratory, Little Rock, Arkansas



Key Social Agent

In dealing with objectives, scope, se-
quence, content, methodology, and evalua-
tion (all of concern to the supervisor), we
come to a realization that the public school
itself is a key social agent. Its problem
and, consequently, our problem, is one of
being enmeshed in a complex web of inter-
action and action.

Role expectations cast us into the script
as practitioners who must select from the
theoretical, apply what is selected, justify
the selection, and somehow objectively jus-
tify our position. In the process we become
bogged with communication: communica-
tion between specialists and communication
with a paying public which is not always
aware of the theoretical, let alone the appli-
cation. Human interrelatedness becomes a
paramount concern.

We are faced with countless alterna-
tives. And we are faced with the realiza-
tion that there is no one "set" answer to
our problem. We also recognize that choices
must be made or else we muddle in an
irrational way, being pushed from corner
to corner by the whims of the moment.

As a social servant, the supervisor is
forced by the public to be concerned with
many types of interaction. For example,
the supervisor must be aware of change and
the process of change, decision making and
the process of making decisions, communica-
tion and the process of communication,
knowledge and the process of knowing, bu-
reaucratic institutions and the structured
protection of cultural lag, values and the
sources of values, major social problems
and their operation as a total educational
environment in interaction with the formal
schoolthings such as economic changes,
mass communication, and foreign affairs.

The more complex a social situation
becomes, the more tempting is an imme-
diate, sure-cure answer. In a time of threat
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or fear the pressure mounts to accept the
answer being proposed. In such times the
answer appears to be one of having the
school exist to train the intellect, and the
key substance of all school activity is intel-
lectual. We are not sure what the term
"intellectual" means. It does, however, con-
note a view that the mind is a container
to be filled by a basic body of knowledge
and that a student, so filled, will somehow
equate knowing good with being good,
knowledge with wisdom, information with
use in terms of behavior. Resulting from
this view of the purpose of education is the
inference that there is agreement on the
basic body of knowledge to be given and
that a listing of such content automatically
designates the aims and objectives of edu-
cation.

The educator finds bodies of knowledge
offered to him which are sequential and
ordered. Evaluation becomes less a problem
because the concern is with the mastery of
content. All this leads to a good deal of
security. The teacher can be evaluated in
a much less complex manner. So it is with
the students, with the school, and with the
state or the nation.

For example, we can tell how "good"
our schools are in comparison with another
country simply by giving the same content
examination to respective students of the
same age and educational experience. If the
aim of education is this type of mastery,
comparative education of the described na-
ture is possible.

Aims of Schooling

Yet we are told that different countries
and different ideologies have different aims
and that the respective educational establish-
ments thus have different functions which
cannot be evaluated by similar criteria. If
this is so, it suggests an implicit use of a
body of knowledge which takes primacy
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and that the body of knowledge is a means
to a sometimes unstated purpose.

Those pushing for a "body of knowl-
edge" type of curriculum would probably
find a common agreement with their oppon-
ents in that the visicn is one of having the
school's graduate a rational, well-adjusted
human being, who recognizes certain areas
of independence and self-reliance while rec-
ognizing other areas of social dependency.
The argument would probably ensue over
such things as the meaning of "rational" and
"well-adjusted," as well as concern over
the meaning of independence. As was indi-
cated earlier, the term rational involves a
relationship between means and ends.

Is the "end" already established to-
ward which we consciously guide the young?
If so, is the "end" of a society based on
intellectual dedication or behavioral pat-
terns? What is the relationship between
the two?

If the "end" of society is not already
established but rather a part of all-
encompassing change, does not the term
"well-adjusted" suggest being able to cope
with change and the choices which change
implies? The meaning of independence may
well strike at the root of the differences of
opinion. Is "individual" the term for a physi-
cal organism? Is the individual personality
its desires, hopes, fears, and motivationen-
vironmentally conditioned? How independ-
ent, how "free" is the individual organism?
Supervisors live with such questions.

Some of the people who question the
intellectual role of the public school would
replace the term with "intellectualizing."
This is not a question of semantics. One is
a given while the other is a process. They
do not view the question as an "either/or"
when it comes to a body of information.
Emphasis is given to the use of information.
Evaluation is thus more complex than just
the mastery of information. There is no
promise of security for those who are willing

to recognize the complex factors involved.
It would seem that we are at the point

of asking the school, the administrator, the
teacher, and perhaps the student to identify
respective frames of reference. We are ask-
ing those involved in public education to
question why they are doing what they are.
For example, to ask a supervisor why he
expects a teacher to teach about the colonies
and have him answer: "A student has to
know this," is to beg the question.

Why does a student have to learn about
the Fertile Crescent, the Renaissance, the
date 1066? If the learning of such mate-
rial is a means to an end and not an end
in and of itself, is it asking too much to
identify the end in view? And is it asking
too much to note alternative approaches
which might better, moo effectively, and
more efficiently arrive at the "end" which
is now cognitive?

Whatever thinking is, it is not easy and
sometimes not at all reassuring. Yet, do we
abolish the problem by the refusal to recog-
nize it? To what extent are we rational and
to what extent are we rationalizing? It is
rather disconcerting to recognize that the
social science area is no less immune from
the ostrich posture so readily recognized
among the teacher's colleagues.

Are we, in fact, saying to the students
that when one studies the interaction of man
and his .social and physical environments,
the first thing to do is to deny the existence
of major problems because we are not able
to cope with them? Play it safe, students ...
love the object of desire from afar but for-
sake hell and do not get involved!

Aims of Supervision

It is suggested that the fundamental
aim of the supervisor might be to have a
teacher assess what he is, who he is, what
he knows, and the types of evidence he ac-
cepts for knowing; to assess what it means



to be a social being and to so recognize
that a world interaction necessitates identify-
ing what other people think they are, who
they are, what they know, and the evidence
the other fellow accepts for knowing.

A supervisor must assess sources of
values, and the difficulties and promises in
communication.

A supervisor must understand types
of decision making, the implications of
compromise.

A supervisor must be able to dissect
problems and to construct alternatives for
resolving these problems.

A supervisor must recognize that "an-
swers" are often situational and that to
rationally appraise the situation is to con-
sult our oracle.

A supervisor must identify the rela-
tionship between means and ends which
justifies the rights of a minority and of
individuals.

A supervisor must struggle with the
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meaning of the relationship between in-
dividual and social freedom.

A supervisor must learn to ask ques-
tions.

A supervisor must study all forms of
social livingpolitical, economic, and so-
cialin order to better know himself.

And it is to know that all the above
is meaningless, unless he acts and lives ac-
according to his meanings as to what living
implies.

If these then become the objectives
of supervision, let us welcome the oppor-
tunity. Let us relate our ends and means.
Yet we are often told that the teachers are
not qualified to pursue such a program.
This is true if we maintain that the teacher
stands as a sage upon a pedestal offering the
answers which he, himself, has been given.

It is not true if the teacher is perceived
(and evaluated) in terms of his also being
a student, actively looking, guiding, and
asking in a terrain which he has scouted
to a greater degree than have his stu-
dents.

Social Planning and Social Change
(An Editorial)

FRANCES R. LINK

"Let the great world spin forever down
the ringing grooves of change."Tennyson

UNDERLYING the exhibitionist
rebellion of the hippies and the flower

people is a more subtle and more important
change in the great majority of people born
since F.D.R. Like politics, science, and
business, people have undergone profound

Frances R. Link, Director of Curriculum and Research, School District of Cheltenham Township,
Elkins Park, Pennsylvania. In 1968, Coordinator of Secondary Education, School District of
Cheltenham Township
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change. "The marines we have in Vietnam
are a lot smarter than the ones we had at
Guadalcanal," says a veteran marine, quoted
in a recent news account, "but they are a
lot harder to discipline."

The "now" generation, we are told, is
alienated and mobile, has empathy and stim-
ulated imaginations. What has happened?
Toronto scholar, Marshall McLuhan, gives
one kind of explanation, with his compli-
cated theories of the effect of television and
modem communications.

I seem to blow a fuse every time I
read a McLuhan book. Perhaps this is what
he .means when says that television, with its
instantaneous communications of myriad
events, has educated children in a different
way than did the book, which presents
information in a one, two, three sequential
way. He believes that printing, with its
absolutely clearly defined character, causes
the reader to receive information passively.

Television, by contrast, is a vaguely
defined picture and the need for one's eye
to connect the thousands of dots makes it an
involving experience, one that not only draws
the child into action, but tends to make him
desire immediate action. What is important
here is the powerful influence that media
participation presents in planning for change.
Our schools, the staff, and the curriculum
must unfold and become tomorrow-oriented.

Media participation, city and suburban
living, technology and scientific research are
creating global, new life styles at a whirl-
wind pace. Architecture and the Peace
Corps are making societies, "look alikes"
all over the world. The vast recent increase
in the sheer number of human beings has
further complicated our understanding of
the consequences of change. And the fact
that this generation in America and abroad
has been subjected to faster and more be-
wildering change than previous ones has
made us oblivious to some of the more
subtle but important changes that affect the
quality of human living and learning.

For Social Reality

This generation seems more interested
in the role of education, beyond a mastery
of the three R's. John Dewey's philosophy,
which stressed group experience and the
utilizing of the school to prepare for life,
is being discovered by the "now" genera-
tion. They are discovering much more of
Deweythey are using the school as a test-
ing ground against social rigidity and, in
some cases, for social reality. Witness the
recent race riots in the schools and during
extracurricular games. Many administrators
are so bewildered by expressions of youth
to demonstrate on the one hand, and by
their desires for flexibility and opportunities
for creativity on the other hand, that they are
in a constant state of "floating anxiety." This
generation is forcing the notion that the school
is "everywhereeverywhere they find mean-
ing. It is up to us to remake the schools in
styles less dull and more worldly.

I believe that our schools have become
so highly structured that the policies and
goals being set by school boards and admin-
istrators, and the work actually being done,
seem unconnected. When this happens, we
have one of the outstanding manifestations
of alienation. As schools become increas-
ingly large and complex, the traditional or-
ganizational hierarchy or power structure
loses its usefulness.

The most effective decision making
and policy determinations seem to es, olve
when key people directly related to an issue
are brought together: sometimes parents,
sometimes teachers, sometimes the police,
sometimes students, etc.; this brings "instant"
psychological recognition and personal satis-
factionespecially when things begin to hap-
pen. Some university campuses are orga-
nized in this fashion, where the professors
are under the loosest bureaucratic control.
Within many corporations, research depart-
ments already operate this wayas virtually



independent organizations made up of in-
dependent projects.

Leonard Duhl, a Washington psychi-
atrist and government advisor, sees corpo-
rate organization emerging as a "floating
crap game." Rather than becoming a solid
organization in the old sense, Duhl says,
corporations will draw people together for a
problem. As a solution evolves, they will
break apart and reassemble in other groups.
For example, a new nonprofit company in
Cambridge, Massachusetts, the Organization
for Social and Technical Innovation (OSTI)
retains a permanent staff of ten generalists.
For any particular project it picks up key
men from all over the country. The trick
is to find the specialist and the generalist
and bring them together to bear on a
problem. For the problems we face in edu-
cation, we will have to learn how to move
people "horizontally as well as vertically."
Done skillfully, this assignment-by-task can
solve not only a specific curriculum problem,
but also the problem of teacher motivation.

Many companies are adding to this con-
cept a change in salary structure. For ex-
ample, a valuable technical man might earn
more than his boss (although the technical
people never believe it). This might solve
the age-old problem: How to promote the
master teacher without making him a second-
rate supervisor or administrator? In in-
dustry, "There is a change taking place in
the old concept of line and staff," says Frank
Metzger, ITT's director of personnel plan-
ning and development. "A blurring is taking
place. You no longer have a strict allegiance
to hierarchy. You try to forget about senior-
ity and organize to get the job done."

Persons in the Process

Why weren't we in education smart
enough to figure this out? As supervisors,
we have been struggling with line and staff
organization for yearsmostly because we
were unable to work in such a "tight"
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structure. We just did not fit the old pat-
tern. The very nature of supervision and
curriculum development requires that we
have authority and responsibility to organize
and constantly reorganize, with different
people involved, to get the jobs done. We
must work at establishing ourselves as "per-
sons in the process," not at establishing our
power or authority in the organization.

The very nature of the struggle suggests
that the pyramidal structure of our schools
was established to handle routine tasks and
there is nothing routine about working with
people in the processes of supervision and
curriculum development. ASCD has been
the spokesman for this structural style
a style of communications, up, down, and
sideways. The style will need to be high-
fashioned. We will need to bring more spe-
cialists and generalists into schools to work
on specific curriculum problems.

The interdisciplinary process of bring-
ing together people who have never met
before to solve problems, and to develop
curriculum will acquire spontaneity and re-
quire new skills. Regrouping of educators
for decision making will make "sensitivity
training" a relevant prerequisite. Each
school person will have to understand him-
self in relationship to others. He will have
to learn to build a culture out of each group
in which he finds himself. Many educators
who have been through leadership training
experience soon accept it as just another
happening, mostly because school systems
are operated more like Prussian armies than
like human interaction systems.

New Social Skills

The changeover from hierarchical
structures to participative management tech-
niques will evoke new social skills and feel-
ings. It will create some new anxieties, too.
Some administrators will constantly worry
about "who's in charge?" To a degree,
the inflexible "older" supervisors and ad-
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ministrators (and there are just a few) will
discover that an "open-system" has the
built-in power and capacity to bring every-
one involved the illusive psychic and psy-
chological rewards and far less work-
boredom and worry about loss of power.

Participative management approaches
in education need to be discovered and no
doubt they will bring new social problems;
for in most traditional systems, seniority has
been equated with wisdom. The "new" sys-
tem will draw on the expressive talents of
both young and older personnel. The per-
son with the ideas and the ability to make
them live will emerge to do the task. Young
and older educators will find that they need
to keep on learning, consequently the very
nature and need for in-service education
will change radically. The chief source of
need for continuing learning will be the
commitment of the people involved to study
and understand social change and its effect
on children in the home and on youth and
teachers in the school.

Many of us have been working and
planning this way in part. I am convinced
that too many have not because of the de-
mands of teachers and the negotiations and
contracts which have emerged in the past
few years and which have been dumped in
our laps.

If curriculum negotiations spread, they
will not bring about participative man-
agement, but will lead only to role reversal
and the same hierarchical organization, but
with a different power-questing group pull-
ing the strings.

It is not only the young generation of
teachers who are pushing the negotiations
movement. It is also a segment of a "middle-
aged generation" of teachers who are now
discouraged, bored, bitter, and rebellious.
These teachers are discouraged because they
have had to insist on getting simple monetary
recognition for recognition as professionals.

It seems that in the process they have be-
come "packaged personalities," attracted to
higher salaries on the teacher market. As
teacher negotiations become institutional-
ized, the individual teacher is quite likely to
suffer a greater loss of dignity and sense
of self.

School as a tightly scheduled island has
also contributed to teacher alienation. The
boredom of routine (just fitting into one
of the schedules) gives one a sense of
nothingness, and a loss of feeling unique.
To make matters worse, a growing number
of middle-aged teachers just cannot under-
stand the "now" generation of students in
their classes, or even the younger generation
of teachers in the school.

The middle-ager has lost "teacher"
power in the classroom where once his
word was law. The "now" generation of
students question teacher authority. The
"now" generation act as though no one had
ever lived before them.

It seems to me that both these genera-
tions are exhibiting many of the same ten-
dencies: intolerance of existing conditions;
lack of respect for authority; a desire to
participate physically in significant activities
and relationships.

What I can't figure out as I am writing
this is: To which generation do I belong?
To which do you belong?

What I can figure out is: That the next
generation of effective supervisors, teachers,
and administrators will emerge as individ-
uals who are willing to take risks; that edu-
cational technology will force us to take
a new look at instructional theory as well as
force us to deal with costly obsolescence.
However, the immediate challenge before
us is to use the evaluation data we accumu-
late to change the curriculum: a curriculum
which must emerge to help develop indi-
viduals of global stature in their thinking
and in their performance.
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