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Foreword

AT LEAST five new factors have emerged on the educational scene which
are influencing the theory and practice of supervision in schools. These
factors give rise to hope for important developments in the field. Until
recently, supervision had changed very little from the theory and prac-
tice of half a century or more ago. That statement may offend some
persons, but those who go back and read the professional literatuie in
the area of supervision will find the same language. the same proposi-
tions, the same basic ideas being advocated then as have been advocated
in more recent times.

And therein lics at least part of the problem. Prescriptive state-
ments telling supervisors what they ought to do have been readily
available, Descriptive statements about what supervisors actually do
have been in short supply. There has been nothing in the area of
supervision comparable to the descriptions of teaching or descriptions
of administering which have helped us understand the nature of super-
vision with the depth of insight and with the precise awareness that has
moved us to the verge of a “breakthrough’™ in our understandings of
these other ficlds. A few questionnaire studies here and there. but no
in-depth analysis of what supervision is and what supervisors do has
come our way.

But all that is beginning to change. New forces are operating now:
student demands. teacher militancy, and taxpayer revelts, to name just
three. New hardware has come into use. too: video recorders are
particularly important. it scems. New theoretical conceptualizations
(for example, MacGregor's Theory “Y." and Interaction Analysis)
and new software items have been developed also. When one adds to
those factors the creation of wholly new institutions such as the Regional
Laboratories. then it is apparent that we have incremental beginnings
which may soon approximate a critical mass.

Ered Wilhelms describes some of these developments in practical
terms. This pamphlet is essentially descriptive, and Fred Wilhelms is
a perceptive obscrver. The ideas and the practices which he outlincs
here should prove particularly useful to those people who are desirous
of “breaking out™ of their old patterns of thinking. feeling. and acting

v
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in the supervision realm. We are indebted to Dr. Wilhelms for his
thoughtful analysis. This paper might very well trigger intensive studies
ot supervisory behavior that could lead us to a richer understanding of
what supervision really is.

From there we could begin to probe why supervisors do what
they do, the values they hold, and how they see other people—the really
important aspects of helping other people develop and learn and grow.
Yet we can never get to an understanding of those basic motivations
and life styles of supervisors unless we first come to know with greater
precision and in more elaborate detail what the new developments are.
This paper represents an important step along that very difficult path
to helping the change agent change.

March 1973 Jack R. FRYMIER
The Ohio State University
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What This Booklet Is About

MAYBE ONE ought to say that what this booklet is about is staff
development. Maybe one should not start with the word “supervision’’
at all, because it has always been overidentified with one_meager part
of the total supervisory program: the part in which the principal or
some other supervisor visits a teacher’s class and later delivers a critique
of the performance.

Of course, in any decent supervisory system, there was always a
great deal more than a mere program of classroom visitation. In the
better systems even the bare skills-development objective, the polishing
of ““methods,”” which was usually the center of attention in a visit, was
approached in a variety of ways. Beyond that, there was sincere =ffort
to provide rich opportunities for teachers to grow on the job—to grow
as persons as well as professionals.

Furthermore, sensitive leaders have long striven for broad-based
involvement of teachers in the shared development of programs and
policies. And the best of them have always sensed that as an essential
function the supervisory program (maybe leadership program would
say it better) is the nervous system of the school.. It is not merely a
system for updating methodology: it is not even merely a system for
the coordination of many parts. It is, above all else, the mechanism
for adaptation; it represents that ability to adapt fo new conditions
which an organism-—or school—must have or die.

This essential function cannot be shaken off. Teachers may dislike
the traditional part of it that catches their eye; a few superintendents
may acquire brief fame by “firing all the supervisors’ ; boards of educa-
tion may pare their budgets first of all by cutting off everybody who
doesn’t work directly with children in t%¢ classroom. But the function
still remains; it has to be performed, or the schools are doomed.

We have to have ways and means of 2ffecting planned, progressive
change. If we mean to go on, we have got to search out new ways of
doing the job. And we ought to be making the search with vigor and
enthusiasm.

Luckily for us, there are several new thrusts which hold great
promise. These thrusts share two great advantages.
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1. They rely heavily on teacher initiative and provide a large
measure of teacher autonomy. They are in tune with the spirit of
our times,

2. They “work.”” They may not yet encompass every aspect of
what constitutes good teaching. But the aspects they do deal with are
fundamentally important ones.

Yet we must not discard all of the traditional system. Far from it!
We need a renaissance of the best of the old, which has been languishing
rather badl; these past years. We can achieve it with fresh new spirit
as soon as we get some of the old counterproductive routines off
our backs.

There are new ways of going at some parts f the supervisory job
which deserve far more attention and use than . ..y have been receiving.
If we put together the best of the new with the best of the old, we can
fashion something that genuinely deserves to be called staff development.

The New Media of Staff Development

A QUICK overview first: Quite a few years ago Ned Flanders pioneered
the development of interaction analysis. It may not be too much to say
that, virtually for the first time, it provided a reasonably objective and
systematic way of analyzing at least some aspects of what goes on in a
classroom. Since then a number of other individuals and groups have
taken off from Flanders’ work to develog: a variety of analytical matrices
and methods. and attention has been extended to the analysis of non-
verbal as well as verbal interaction. Some of the more recent work has
gone in the direction of simplification and of enabling the teacher to
move more independently toward self-analysis. Some of the ongoing
work attempts to catch more dimensions of the total classroom life.

During roughly the same period. the National Training Labora-
tories have pioneered the study of group dynamics in the classroom, and
then of sensitivity training for teachers and all educators. Again this
body of work has been followed out by other groups and has proliferated
into a variety of programs with many nuances of techniques.

From Stanford University came another ingredient: microteaching,
the teaching of very brief, limited lessons to about a half dozen children.
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It permitted focusing upon one or a very few skills or objectives at a
time, and provided almost instant feedback on process and product,
Originally intended for use in preservice education, it has been finding
its way into in-service growth programs as well.

At about the same time, audiotaping and then, increasingly, video-
taping became easy to use and economically feasible. This introduced
a wholly new element, making it possible to preserve 'at least part of
the fleeting process of the classroom and subject it later to multiple
analyses. Systems have begun to spring up which enable the teacher
himself to turn on the audio or video recorder and then carry cn his own
self-analysis if he chooses to. Such a system may provide him prototype
films and/or some other form of directive as to skills he is to practice.
and then provide him systematic guides to the analysis of his procedures.
To some extent those guides may be based upon the work in interaction
analysis. Yet there are also systems that bypass the electronic aids—
partly because they are not yet accessible to everyone but also for other
reasons—and depend upon peer observers armed with analytical aids.
One developing system also provides a “‘performance test” at the end of
each minilesson to facilitate correlation of process and product.

These appear to be the major new tools. but even as an overview
this is too skimpy. The ferment has been very active, and a great deal
of scientific work has been going forward. For instance, significant
studies have been demonstrating that, within some limits and in a
general way, the “indirect” teacher behaviors (less teacher talk and
controlling direction) which the interaction analysis schemes have
tended to emphasize really are effective, both cognitively and affectively.
The teaching act itself has been taken apart into its component skills
(such as the art of asking productive questions) to be studied one at a
time. This has had a great assist from the movement toward more
precise behavioral objectives, which opens the way to more precision in
correlating successes and failures with input and process. Pioneers like
Hilda Taba and Richard Suchman have created models of processes
which are geared to newly envisioned purposes. J. Lloyd Trump took
his great plunge for independent study, and many of the new curriculum
project materials make it easier to turn his dream into a reality.

The whole climate and social system of a classroom—going much
beyond what can so far be caught by interaction analysis—have been
studied. The movement toward flexible scheduling, combined with more
open physical space and interactive team teaching—plus the still freer,
more daring work of various alternative schools—has laid open new
possibilities. From across the Atlantic, the brilliant work of the British
with young children presents new vistas to the imagination. And now,
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also borrowing somewhat from the English, we seem about to move,
with the support of the U.S, Office of Education, into the creation of
Teacher Renewal Centers which may well give a new cast to our whole
effort in staff development.

All well and good! It is clear that leadership in the improvement
of instruction not only has new media at its command but even has a
new definition and scope. But now we must face the hard technical
question of how to put all these resources together into their best, most
coherent combination and make them available to all who need them.
Not all the theoretical questions can be answered yet, by any means.
What we can do right now is to look at the components one by one,
in a preliminary size-up. Therefore. the rest of this report will focus on
*‘the nuts and bolts’" of some major ongoing programs.

The Far West Laboratory

Probably a good place to start is with the work of the Far West
Regional Educational Laboratory, because it has interwoven most of the
new media into coherent ‘‘packages’ and it has been going long enough
to have tested results based on thousands of cases. We shall describe it in
some detail in order to lay the foundation for briefer descriptions of some
other programs.

The basic building block of the Far West Lab’s Teacher Education
Program ;s the minicourse. It is significant to note that the Lab’s most
comprehensive publication calls the minicourse ‘‘a microteaching ap-
proach to teacher education.” The development of Minicourse I began
in 1967. At this writing the Lab has five minicourses commercially
available, with five more at various stages in the testing process and about
that many more at the idea stage.

Each minicourse consists of a self-contained body of materials.
These include three printed pieces which cover the course as a whole:

e A teacher’s handbook which guides the individual through the
course and includes self-evaluation forms at each stage

e A coordinator's handbook which deals with the physical setup,
suggested schedules, and practical administrative matters

e A research supplement that explains the R © D rationale and
furnishes data from field tests and other research.

For each lesson in the course. two sorts of color films are provided:

o “How-to”" films that explain the particular skills to be tackled
and provide a rationale as to their purposes and importance
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¢ “Model” films that show teachers usin~ - .. (After
considerable debating. the Lab decided to make 2li. .zately a bit
“‘artificial"—rather than to use films of normal classes 1n their ordinary
operation—in order to concentrate attention on a few precise essentials
an'! provide many examples in a short time.)

Given these materials, the teacher then embarks on a systematic
routine that will take about three hours a -week for five weeks. Each
week, after using the handbook and viewing the instructional film and
model film, the teacher plans a lesson, selecis five or six of his students,
takes them to the designated room. and microteaches for about 20
minutes. He then studies his video tape (or audio tape is possible in one
course) with the help of the evaluation forms. A couple of days later
he replans his lesson and techniques, selects a new group of students, and
reteaches. Once again he goes through the self-evaluation process. Of
course, if facilities and time permit, he can re-view the instructional and
model films as he feels the need. And he may well want to study his own
tape over and over before he erases it to be used by the next teacher.

That is the basic system over a five-week period. Of course, it
assumes that the school has the necessary taping equipment and supplies,
wlich can vary greatly in price but apparently can be had for about
$2.000 to $3,000. The Lab also recommends that one room, at least
12’ by 14’ in size, be set aside for the microteaching and taping. The
system seems to work best if a coordinator is appointed to handle the
scheduling, manage the equipment, etc. The teachers will be far more
comfortable if the coordinator teaches them how to run whatever they
need to run and helps them over the bumps if they have any trouble.
He is not thought of as having cnything to do with the ‘‘professional”’
aspects of the program. He is simply a facilitator.

All of this may sound rather formidable and expensive if one
thinks of only one teacher or a few teachers using only one minicourse.
Yet if the system is used over time at something like full capacity. the
costs for materials can be brought down to some three or four dollars
per teacher. The full sets of materials for the five minicourses now
available range in purchase price from $1,080 to $1,425. Six-week
rentals range from $165 to $198. The locally purchased blank tapes
can, of course. be used over and over.

Perhaps in the long run the greatest recurring cost will be for
substitutes to cover the classes while the teachers are out. The Lab
suggests hiring floating substitutes who can move from room to room vn
schedule. Of course, there are many ways of getting around this problem.
especially in team-teaching situations.

'?é
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This whole managerial side is beautifully handled in a very readable
booklet pioduced by the Lab: Minicourses Work, Superintendent of
Documents, U.S. Government Printing Office, Washington, D.C. 20402.
(Stock Number 1780-0863.)

This booklet is completely explicit about equipment and supply
requirements as well as other implementation costs, and it suggests
schedules and systems of utilization. It also discusses the minicourses
themselves and has appendices on philosophy and research as well as on
evaluation data and teacher views. But these last items are more fully
treated in a book I shall list later.

So much for the mechanics. Now one legitimate question is: What
becomes of the supervisory role in such a scheme? It changes. The
leadership role will still be very important in helping the teachers to
know what is available and what will be involved, as well as to size
up their personal needs and select the offerings that fit. Administration
will need to manage the financing and purchasing, arrange the physical
setup, and coordinate scheduling. Supervision will play a major role
in creating the “‘open.’” friendly esprit de corps which wiil encourage
teachers to dive into what may look like pretty cold water

But no one should be coerced in even the slightest way to make
the dive. And once the volunteers are in, they should be provided
absolute privacy unless they ask to share—and the absolute right to
withdraw if and when they feel like it. One of the great beauties of such
a system is that it can be carried through by the teacher himself. Only he
sees his videotape; only he supplies the criticai analysis.

General experience shows that once teachers break the ice they
get comfortable with the machinery and—more important—with sys-
tematic self-analysis. Then they begin to reach out, to swap experiences
and maybe share tapes wich a husband or wife, a close colleague. or even
with some trusted supervisor or administrator. A general atmosphere
of objectivity about procedures and their effects begins to form. The
process should not be forced or hurried, and it should be all right if it
never comes along. But Ned Flanders, who has recently taken charge
of the Lab’s Teacher Education Program, is convinced that ultimately
the whole process will be most effective when it is woven into the fabric
of the entire supervisory system.

Another legitimate question is: How well does the system *‘work”
—and how do we know? This brief paper is not the place to review
the data. But there is substantial research to show that:

¢ Feedback to teachers from their teaching results in improved
performance. Apparently it is less effective when it is “handed down™
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by any authority figure, more effective when it is worked out through
direct involvement.

o Microteaching is a highly effective device in both preservice and
in-service education.

o Microteaching-as-skills-practice is most effective when it is nar-
rowly focused on one or a very few skills at a time and when there is
specific explication and guidance in advance. Such guidance can be pro-
vided through printed materials or via film, but some combination of
the two is apparently optimal.

. Videotaping is an excellent medium for delivering feedback. For
some purposes audiotaping is adequate.

e But self-analysis on the basis of a tape needs systematic guidance.
Without this, teachers will pay primary attention to the ‘‘cosmetic’
aspects—how they looked, how their voice sounded, what mannerisms
they displayed. There needs to be some device to concentrate attention
on the particular skills being practiced and provide a kind of self-scoring
evaluation.

o The gains in skills are significant, often large; they accrue
rapidly, and apparently they last (though, of course, the evidence on
this lasting quality is skimpy in a field that is still so new) . For example,
the ratio of teacher talk to student talk drops significantly. The dis-
tribution of questions moves away from a preponde:ance of bare factual
questions to a judicious scatter across the various levels involving the
higher processes of thought. Other highly specific skills, such as pausing
for a few seconds to let the students think or probing more deeply into
a student’s first response. can be established quickly.

e Teachers predominantly enjoy and value this type of learning
experience. They tend to compare it very favorably with other forms
of in-service opportunities.

The detailed research reports are scattered through many papers.
The best single synthesis I have found is: The Minicourse; A Micro-
teaching Approach to Teacher Education, by Walter Borg and others.
Macmillan Educational Services, Inc., 8701 Wiltshire Boulevard, Beverly
Hills, California 90211; 1970, 256 pages.

Borg was the first director of Far West's Teacher Education Pro-
gram and produced the first minicourses. In this volume he and his
associates trace out their reasoning and the evidence they used as they
decided upon the minicourse format and its details. They discuss field-
testing procedures they used and present the evaluative data that were
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available by 1970. It ic a superb job of synthesizing research and
turning it into principies of action.
“T'he minicourses available as this was written were:

Effective Questioning—Elementary Level
Developing Children’s Oral Language
Individualizing Instruction in Mathematics
Organizing Independent Learning—Primary Level
Higher Cognitive Questioning.

These are available from: The Macmillan Company, Front and
Brown Streets, Riverdale, New Jersey 08075.
Coming into the market at intervals in the near future will be:

Role Playimg for Upper Elementary Grades
Organizing Independent Learning: Secondary Level
Teaching Reading as Decoding

Divergent Thinking

Teaching Reading as Comprehension.

For general information, write to: Far West Laboratory for Edu-
cational Research @ Development, 1 Garden Circle, Hotel Claremont,
Berkeley, California 94705.

The Northwest Lab

The Northwest Regional Educational Laboratory has thrown tre-
mendcus energy into helping teachers build up their instructional com-
petencies. It has developed a group of offerings which, so far as I know,
have no counterpart elsewhere. If one comes to this body of work,
as | did, from a survey of the Far West Lab, one is struck immediately

"by two salient differences,

. The Northwest Lab makes much less use of electronic aids.
While it has produced some film and a fair amount of audio tape, it
does not depend at all on the local school’s being equipped for video-
taping. Neither does it make much use of microteaching. The decision
to bypass the video tape recorder was dictated by the assumption that it
would be many years before most schools in the Lab's immediate service
area were likely to have the equipment. The choice was also based partly
on a belief that greater reliance on human interaction would be more
productive.

The Lab's offerings depend primarily on interactive work by triads
of teachers, along with ‘‘small groups’ made up of two triads. Much of
the time one or two members of a triad try something while the other
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one or two, armed with analytical guides, play the role of observer.
The roles keep shifting, and the result is a steady pattern of mutual help
using objectively defined observation criteria.

2. While the Far West Lab’s minicourses stick pretty close (so
far) to the level of basic skills, the Northwest Lab is aiming at the
larger strategies of teaching. It works intensively on the component
skills, too, but slowly puts them together into a larger model, such as
Suchman’s inquiry process or Taba’s higher processes of thinking.

One result of this is that the Northwest Lab’s work is organized
into larger blocks. Where a Far West minicourse may call for only
about 25 hours of a teacher's time, a Northwest Lab course may need
from five to seven full days (or adaptation thereof in half-day periods,
etc.) to a full month. In fact, its courses—if cne may call them
that—have much more of the scope of a typical in-service extension
course, though generally they do not lend themselves well to a two or
three hours a week format.

In addition to these basic differences. one further point is worth
making in an introductory way. The Northwest Lab is driving for
maximum dissemination of its work through the use of regional repre-
sentatives in each part of the country who can provide training for local
leaders. For example, in the opening round, the Lab sent its own spe-
cialized staff members into some Alaskan centers to lead groups through
the workshops. After that, workshop members with good personal
qualifications as leaders could head up workshops in their ateas. Thus,
over time, a network of local leaders can continue to spread the work.

This may sound like saying that the materials are “‘leader proof.”
But that really is not the idea. The materials are explicit and extremely
well thought-through; the directions are exact at every point; back-
ground materials, in printed form or on audio tape or both, are made
available when needed; and the leaders’ guides are rich in rationale state-
ments and backup stuff. But the real reason that leadership can be so
dispersed is of a different order: the results of a workshop come. not
from what the leader does (so long as he handles the system according
to directions given in it) but from what the participants do. Each
workshop is essentially a series of planned laboratory exercises, with
generous interchange of ideas and feelings. Once an exercise is set in
motion, what happens is highly “‘open.”” Thus, what seems on the
surface like a minutely directive schema is actually a plan for self-respon-
sibility and initiative.

Perhaps we can see the Lab's style best by looking at one of its
products, Facilitating Inquiry in the Classroom. This workshop is
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based squarely upon the work of Richard Suchman. as elabor: «d by
Fred E. Newton. It is planned to take 40 to 45 hot s of meeting time,
cither in six full days with some follow-up or in 14 -essions more like
the typical extension course.

The 436-page Leader’s Guide combines at each stage the materials
which the participants will have with materials needed only by the
leader. The latter include precise scheduling directions for the activities,
lists of materials needed at each point, models of instructions to be given
for each activity, and a good deal of discussion of rationale for various
projects along with seasoned advice on handling certain kinds of prob-
lems and responses.

The participants’ materials are, of course, -ruch briefer: to a large
extent they are provided as “"handouts™ at app ~priate points. There
are arrangements for a few demonstrations by the leader and for listening
to audio tapes, which are usually presented :»lso in typescript form.
Near the beginning the participants form themselves into irios (prefer-
ably of less well acquainted persons rather than of “old buddies’’) .
and each two triads form into a *‘small group.” These groupings remain
in effect throughout the workshop.

The rest is mostly laboratory work, divided into brief and ex-
tremely specific stages. The whole process of permitting, encoutaging,
and leading free inquiry by students is broken down into almost micro-
scopically fine bits of technique—with extended practice on every bit.
A typical early exercise has one member of a triad presenting a cuncept,
a second serving as "'listener’” (who has active duties of his own), and
the third observing, with the help of an analytical guide. Then the
observation report is discussed, after which the roles are revolved and
each member gets a new kind of practice. At times the two-triad small
groups work together, sometimes using a ‘‘fishbow!” technique in which
one trio observes and reports back to the other, More rarely the whole
workshop group (preferably of 24 members) gathers for general dis-
cussion led by the workshop leader. At times the participants develop
written statements and test them on their colleagues. On a few occa-
sions they make practice tapes. Always, in the background, there are
augio tapes and other resource materials brought in from the outside,
not so much as “‘models” as to loosen things up, provide some guidance,
and furnish fodder for analysis and discussion.

It is hard to describe the richness of activity and thought, as the
group moves slowly from almost over-simple initial exercises to more
and more complex and creative syntheses of specifics into a pattern. The
step-by-step instruction is formal-—one almost wants to say "pro-
grammed’'—and yet it is open all the way, with maximum protection

- : #——*—~;—————A—‘————————‘—#
o o
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and acceptance of the legitimacy of reluctance and fearfulness and dis-
agreement. Even to one who only reads the volumes, without sharing
the real experience, the cumulative effect is dynamic and inspiring.

In addition to Facilitating Inquiry in the Classroom, the North-
west Regional Educational Laboratory has several other programs in
use; they include:

Cross-Age Peer Help, a package of materials developed by Ronald
and Peggy Lippitt at the University of Michigan, with a manual for
a two-day start-up workshop developed at the Northwest Regional
Educational Laboratory by Ken Ames and Carol Hollar

Research Utilizing Problem Solving, by Charles Jung, René Pino,
and Ruth Emory, stemming from the work of the National Training
Laboratories (especialiy its Cooperative Project for Educational Devel-
opment) and that of the Center for Research on the Utilization of
Scientific Knowledge of the Institute for Social Research, University of
Michigan

Interaction Analysis, by John Hansen and Robert Anderson based
on the work of Ned Flanders

Systematic and Objective Analysis of Instruction, by James R.
Hale and R. Allan Spanjer

Intecpersonal Communications (for administrators as well as teach-
ers) , by Charles Jung, Ruth Emory, René Pino, and Rosalie Howard

Interpersonal Influence, by Ruth Emory, Charles Jung, René Pino,
Gary Boyles; with consultants Evelyn Challis, Robert Crosby, and
Lucille Schaible

Preparing Educational Training Consultants 1: Skills Training,
by René Pino, Ruth Emory, and Charles .Jung

Preparing Educational Training Consultants 11: Consultation, by |
René Pino, Ruth Emory, and Charles Jung.

The complete plan of the Northwest Regional Educational Labora-
tory is to produce 24 of these training programs. They fall into six
categories. A complete description, along with the rationale for this
work and an account of how these programs are being developed,
evaluated, and disseminated, is available in the Northwest Regional
Educational Laboratory's report “Improving Teaching Competencies
Program: Basic Program Plans.”

For each of the established programs there is a ““Technical Report”’
which describes the program and its rationale and presents evidence of
its effectiveness. To date, the research on strengths and weaknesses is
fairly sketchy; quite a bit of it is of the teacher self-report type. Never-
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theless, enough evidence is cited to indicate (a) a high level of enthusi-
astic acceptance by teacners, and (b) a significant impact on actual
classroom practice.

The prices of the printed materials (Leader's Guide plus sets of
materials for participants) are modest. So are the costs of ancillary
materials (such as films, audio tapes, and demonstrative equipment).
The greatest costs will probably lie in the provision of substitutes, to
release teachers for periods of full-time study. There are ways around
this problem, especially in team-teaching situations. Nevertheless, this
factor will almost surely present a temptation to resort once again to
the stale format of the late-afternoon or evening ‘‘class’’ meeting once
a week with tired teachers. I hope we resist that temptation. If a district
does not care enough about the quality of teaching to invest a few
dollars in it, it had better examine its own commitments—and stop
taking its profits out of the bones of weary teachers.

The Northwest Regional Educational Laboratory is finding that
partial uses of its systems yield negligible results. The investment of
ten dollars per trainee in materials used in the full four and a half days of
training in Research Utilizing Problem Solving, for ¢xample, can yield
very significant results. A teacher or administrator will have skills and
tools to conduct improvement efforts in the classroom or school building
that gain significant changes. Part of what they learn is ways to work

. with colleagues and students to collect and use objective data which
show whether and why things have improved.

Although the Northwest Lab operates primarily in the states of
Oregon, Washington, Idaho, Montana, Alaska, Hawaii, and the terri-
tories of Guam and Samoa, its regional representatives are available te
contract for start-up workshops in every part of the country. Its
materials are now in use in more than 25 states. The head of the section
of the Laboratory which produces these series is Norman K. Hamilton.
The coordinator of the Improving Teaching Competencies Program is
Charles C. Jung. For information, write to: Northwest Regional Edu-
cational Laboratory, 700 Lindsay Building, 710 S.W. Second Avenue,
Portland, Oregon 97204,

As I look back across the work of these two laboratories—sn
different and yet, underneath those differences, so similar—I cannot help
feeling that here, truly, is something new under the sun. Teachers who
have been subjected for years to vague, sketchy, and moralistic talk
about processes they ought to use must find enormous relief in getting
down to cases and learning how to do it. And yet, because the emphasis
is consistently on process, the result should not be any set of stereotyped
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and closed “‘new methods.” Quite the contrary, the result may well be
a dramatic rise in openness, both in the classroom and within the teacher
himself,

Not the least of my satisfaction comes from the Feightened inde-
pendence of the teachers in these systems. One do:s not have to view
the materials as either “‘self-administrative’” or *'.-ader wroof”’ to see
that they open the way for teachers to take initiativ- and esponsibility:
to learn from their own experience, guided and accompanied by feed-
back: and to work in an atmosphere of congenial rcamwork, without
having some ‘‘superior’’ inspect them and tell them how to do their
work.

If this seems derogatory of traditional supervision, it is meant to
be only partly so. The essential functions of supervision will remain.
Yet, with much of the load of bare skills-teaching off their backs. super-
visors will be able tc move to higher ground. And—what may be more
important—with much of the ioad of ctitique-delivering off their backs.
supervisors may be able to move genuinely into the teachers’ circle of
collegiality.

Interaction Analysis

IE I HAD to choose just one tool with which to take the process of
teaching apart to see what makes it tick—and thereby improve the
process—that tool would. be interaction analysis. It can be used in
conjunction with microteaching: it can be coupled with audiotaping or
videotaping; it can be spliced onto various forms of simulated practice
or even onto varied sessions of sensitivity training. Yet, while each of
these media has something to contribute, they are all relatively helpless
unless they are accompanied by some form of systematic analysis.

That broad statement does not dictate any one form or system of
analysis. In fact, the beauty of the situation is that, once an analytical
mind-set has been established and some basic techniques have been
learned, a tremendous variety of ways and means opens out. A number
of formal systems are already available commercially, to guide educators
who wish to learn and use sophisticated processes of analysis. Even
beyond this, those who have once mastered one or more such systems




14  SUPERVISION IN A NEW KEY

can easily devise their own adaptations to study whatever seems especially
important to them.

Whenever interaction analysis is mentioned, the name of Ned
Flanders is likely to pop into one’s mind. because, beginning in about
1957. he formulated the first popular system by that name. Ir. doing so.
Flanders leaned heavily upon prior “classroom climate” studies by such
men as H. H. Anderson, Robert Bales, Morris L. Cogan. and John
Withall. Nevertheless, his work was distinctive in crystallizing a long
line of effort into specific form, generally usable not only for research
but also for private inquiry and self-improvement.

The system which Flanders evolved has by now become familiar.
at least in broad outline. to most educators. It incorporates several basic
choices. For example, it assumes that the key to what goes on in the
classroom is the verbal interaction of teacher and students: therefore.
its analysis is entirely devoted to what is verbal. In this respect its only
categories are teacher talk, student talk, and silence or confusion. Within
this verbal realm. it assumes that the teacher’s verbal initiations and
responses are the key to the situation; therefore its finest analysis is
devoted to the teacher's verbal moves, dividing them into seven cate-
gories. (Not so incidentally, built in here is an image of the teacher
“in charge’’ and perhaps even of the teacher “‘up-front™ of a class as a
whole; the system may possibly be adaptable to the more open situation
typified by the British primary schools, but that is certainly not its
native milieu.)

In other words, Flanders assumed a critical role for teacher influ-
ence. Very early, he became deeply interested in the relative extent to
which a teacher exercises that influence in “direct” and controlling ways
and to what extent the influence is exerted in “indirect” fashion. The
seven categories reflect this division and lead to calculations of an
“I/D ratio’ —the ratio of indirect to direct verbal behavior.

This ratio is anything but a mere statistical artifact. It represents
a deep theoretical and philosophical base. Ned Flanders has never been
so unsophisticated as to fall for a simplistic slogan of “indirect is better”
—though all too many casual observers seem to think that is the moral
of his story. He has always assumed that all teachers necessarily and
desirably use a substantial amount of direct behavior. Nevertheless, he
evidently started with a theory that even sma!l differences in the amount
of time and effort a teacher puts into certain types of indirect behavior
will have great effect upon the nature of a classroom—and experience
has borne him out.

In a crude, oversimplified way. the proposition might run some-
thing like this: A sensitive recognition and acceptance of students’ feel-
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ings, coupled with a judicious but generous use of process support. and
backed by responsiveness to student ideas and the ability to build further
upon them, will lead to greater responsiveness in students, a2 more fluent
generation of ideas, greater autonomy—and. in the long run, not only to
a better affective climate but also to greater cognitive productivity.

In some sense paralleling the categories of direct and indirect teacher
behaviors, the system provides two categories of student talk: roughly
speaking. that which is simply response to teacher questions, directions,
etc., and that which is more spontaneous. original, and student-initiated.
Analysis of average classrooms generally reveals a very high preponder-
ance of the former; an obvious ideal of the system is to produce a shift
to a healthy balance of the two types. The ideal obviously represents an
a priori value position, but it is one to which virtually all supervisory
persons will subscribe.

However, we are getting ahead of our story. The first essential of
any system of analysis is a set of categories, each defined as clearly as
possible. which, taken together, account for all behaviors of the type
that is to be studied. The Flanders Interaction Analysis Categories
(FIAC) provide ten categories of verbal behavior: seven of teacher talk,
two of student talk, one for silence or confusion. Each of these is
assigned a number.

The second essential is a system or, better, systems of encoding the
behaviors observed. Flanders describes two basic procedures. One may
simply jot down the observed behaviors as they occur, on a time-line.
This has the advantage of permitting a complete reconstruction later of
the series of events, but it is awkward for any quantification. Or one
may tally the behaviors into the appropriate cells of a prepared matrix.
FIAC behaviors are tallied in a 10 x 10 matrix. Of course, the second
type of record may be derived from the first, without much difficulty.

In either case the observer is trained to record on the average one
bit of behavior gach three seconds. And he always records by pairs.
Thus he may jot down ‘‘4-8" or place a tally in the 4-8 cell if the
teacher asks a question and a studert answers it. The record would be
4-4 if the teacher used more than three seconds in the asking. or 8- if
the student gave a longer answer.

A third essential is, of course, a system or variety of systems of |
decoding and interpreting the record. We shall come back to that later:
suffice it to say at this point that an amazing range of interpretive
refinements quickly open out, once the basic system is mastered.

The first step for any person or group wishing to employ the system
is to memorize the categories and gain a clear concept of each. The next
step is to practice, first on typescripts and /or audio or video tapes. finally
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in “live” situations. Ideally, at this point. the learner should have the
help of a trained observer. and periodic cross-checks should be made with
the trainer and other observers to move everyone toward reasonably
uniform encoding and high interobserver reliability. For purposes of
formal research. such reliability is essential, and the necessary expert help
should not be hard to find. But for purposes of self-development and
local staff use. consistency may be a sufficient criterion. And Ned
Flanders' own book, Analyzing Teacher Behavior, published by the
Addison-Wesley Publishing Company, presents so excellent a body of
instructions that a group might well start up without much other help.

I have a hunch that administrators and teachers have hung back
from using this and other analytical systems largely because they think
it is a terribly complex and difficult process. Such fears are unjustified.
About a dozen hours of training and practice are enough for a starter
(no great amount of time compared to that taken by many in-service
courses). After that. to be sure, many additional refinements of analysis
and interpretation will become appropriate, but they can be acquired
over time as the inquiries deepen and specialize—and that will be fun.
In reality, the acquisition of the necessary skills need not be viewed as
any great hurdle.

Probably an even higher psychological barrier is raised by the
teacher’s initial fear of being so closely observed. The prospect of having
someone come :n and tick off each “bit’* of one’s behavior may justifiably
be seen as something awesome. Perhaps there is no way of keeping the
water from looking pretty cold before the first plunge, no matter how
many people tell you that it will feel just fine once you are in. But there
are some things to do which will ease the preliminary tension.

First, the teachers whose work is to be observed and analyzed
should be those—and only those—who genuinely want to be in on
the effort. Even then, they should have complete freedom to get out—
without prejudice—at any later stage, if they feel like it. I shall not add
here all the usual homilies to the effect that ventures like this succeed
only where there is warm supportiveness, mutual confidence, and an
“‘open’’ climate—but they all apply.

Second, the teachers who are to be 