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. ABSTRACT
An inservice proqram for teachers invclves 2 feer
group strategy for helping them.iet goals and erperigert with .new
teaching behaviors. This swpportive incervice model frrcceeds from the
premise that meaningful change occurs when the individual perceives a
reed for change. The majcr component of this prograt is a suprort
grecop of tenured teAchers meeting wéekly for onse school semester. The
function of the group is to establish a non~-threatening envircnment
. where individuals can pose protlems and work through pcssihle
solutions. Fach teacher works in his cr her owh area of intefest.
Participants formulate a personal set of priorities by clatifying’
their own concepts of teacher roles they most identify with. Wwith the
help of a visiting consultant, teachers are observed ty tkeir peers
. by means of videotape recordings. The cpportonity is given them to
evaluate how their own classroonm performance neasures 0f to their
previously identified priorities and role perceptions final -
element in this process, the generaticn of a professicnalqlrprovement
plan, is also done within the support group. These rlans, similar to
ones developed for childref in 3pecial education, ccrsist of
objectives, resources, and activitimes for the teacher, and timelines
for accomplishmernt. These become the responsibility cf each :
participant once the inservice grouf completes its scrk at the end of

the sepester. (JD)
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"To aul?oiwer a "_tlﬁrd, seventh? ‘l‘:htelfth grade teacher to

"’set significant .oliject'ives for their own professional inT[:grow.}e-

J’ment is the goalﬁof a staff devélépment model’ that uses d pro-
cess consultant removed from the normal é'vz;lua'tiire procedures
to establish a peer support group‘within local schools.‘ Within
this support group, formed variously dé‘ up to ten tenured
teachers with an sfverag}é og fifteen years experience (K-12,
all disciplines), participants help each Sther identify an
area for pel"sonal developnént assisted by a cycle of clinical

supervision, video tape feedback and -the formulation of indi-

vidualized observational systems. Developing and implementing

these improvement plans has ‘implications for supérvision, cur-

Pl

riculum development and research in the classroam.




The Setting °

. A first grade teacher wants to know why some act1v1t1es mvolve alt
. her students in learnmg math and others do not, a third grade teacher is \
puzzled about her habit of runnlng out of time; a seventh grade science .
‘ teacher wishes to determine why_certain lab groups are not working well to-
éether; a ninth grade art teacher wants to find ways ta. ’h.e_lp students "think
_ through the materials"; a learning disabilities teacher consultant decides .

that helping a fourth grade teacher generate via}ble solutions to a child's

learning problem is better than providing all the answers herself; and a twelfth

grade English teacher wants to devise alternative Jcurricular opportuniiies for

the "gearheads" (autamotive af1c1onados) in her classroom i-
These are examples of the problem areas teachers dnd superwsors have
identified as-ﬂ)'ne result of part1c1pat1ng in a staff development progtﬁm I
established within two ne1ghbor1ng school systems in Bergen County, Néw Jersey
The major component of this program was a support group meeting weekly £er one.
school semester as an inservice offermg, the function of this group was—to
,,estabhsh a non-threatenlng envirorment where individuals might pose meaning- '
ful problems and work through possible solntions. . |
McLaughlin and Marsh (1978) have‘ indica'tedt.the effectiveness for teacher
: g'xwth of support activity g'roups that supplement skllls tralnlng sessions and,
thereby, help teachers 1dent1fy immediate classroom concerns confronted if
adapting a new prog'ram (Such groups are reactnre to“teachers problems\_‘and
the presence of ar “outside consultant fac111tate= t.he development of solutlon.,
Our peer su.pport ETOupSs functroned ip a smlar ‘fashion over a two-
year period with several differences. The :te;cnérs and suoervisors voluntarily

joined for imservice credit in order to generate a professional improvement

-
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plan recently mandated by New Jersey for all tequred teachers. 'I’hey were not
participating to learn how to adapt a new set of pre-determined skllls to
their classrooms., Rather, they met in order to specify their own priorities
and problems, 1r¥espectire of district needs and goals. The learning plans
created, however, would ultimately canl':olement the district's staff develop-
mel:nt objectives in reading, math or' composition. ‘ -

The interactive researc:h and derelopment on teaching.model (IREDT). de-

™ /r"“nu-
veloped by the Far West Laboratory (Tikunoff, 1979) used a similar approach to

LY

doing active research in the cl,ass.rpag_:. they commenced with the immediate con-
cerns of teacﬁers. 'I'l}e major difference 1s the IREDT mc?el focused upon one
problem and conducted extensiv’e research in tha? ereq‘,' e.g., coplng with dis-
tractions 1n the pr:.mar)’ grades In our Support act1v1ty model each teacher
“worked _on his or her own area of interest, although generic competenc:Les such
as interpersonal skills were often app;icable 'to several individuals within the

kA
group. Both models utilized the resources of local colleges and universities, -
s . : .

with the author acting as the process consultant for® the support a.ctivity group -

in Bergen County,

Sarason‘:[1971) and many others have de.cated the difficulties any. cha,nge

strategy encounters whefi the needs of those who will implement the proposed in-

novation are not taken into account. The support activity model proceeds from
this premis'e as '.\;ell as from another: the only significant change we will un-
dertake is that which we perceive as meanlngful. The m “further proceeds
from the expressed and lived reality of these teachers ah{

much of stjlperviéion experienced in public education exemplified the “defigit
model" where change is attempted by’ telling supervisees what is the best prac-
tice rather than helping them self-reflect upon their priorities apd begin%to

resolve dilemmas themselves,

supervisors that so
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Too often this top down model, berpetuated in curriculum development

and in instmctionei ’praétice.s, "fails to identify what is fer the teacher
"meaningful and doable" (Lieberman and Miller, 1978) and, ?:herefore, SO
’ much of swefvisory advice goes the'way of educational changes that do not
take root and re5u1t in teacher grcmrth .

* The support group, therefore, provides the safe, secure settmg within
" wluch change can occur, within which teachers experiment, adapt and become

more "'se}f~made,". as Lortie (1975) suggested,

Potentiatmg Idmsyncracy ’ N
There are several key elements that help teachers and superv:.sors
pose and resolve dilemmas: ’ '
The generation of individual obeervatioh systems
A clinical model of supervisieq
Video tape feedback ‘a.nd analysis‘ .
Research on teacher ’behavior,and learning outcomes
Personal goal setting for individual improvement plans
As the support group proceeded -each participant was asked to forrm;late
Ja-personal set of priorities developed from his or her model of teaching.
Having seen exanq:oles of other people s values objectified within a system
(ewg., Plalyiers or Macdonald) they were asked these quesuonsx
1, Describé the role of teacher with which you most identify [or
‘ wish to culn'v'ate)
2, Descnbe what,you do within tmf role, generally,
3. What would an observer see you doing or saying, spec1fica11y,

while enacting this rold in the classroan?

o~

-




Similar questions were posed about 1_:he studeﬁt's role and the nature -
- of an efficacious. legrning activity. .’ ‘ - \
Starting with roles in the abs'tract was not easy for persons with
y f1fi,;een years experierice who perform so many tasks. diagnoser, prescriber,
evaluator, manager stmulator of creating ﬂunkmg problem poser, dissemi-

nhtor of information, etc. Eventually, . however, each persowr delineated a role'
1 - . . .

that was most significant at thé time and this role was directly related to

the problem they mshed to work on: thus a seventh gfade home economics
. teacher perceived he\l\self prlmanl}’ as a manager because she had identified

the estabhshment of good order within the study hall as her target objective

F

for the semester. -

P :

" This process- of establishing priorities andx‘treinslating them into\ ob-

' §erv;1b1e behaviors {e.g., ‘the teacher establishes expeciations forAStudent
. behavior , O teacher exhzb::ts hstenlng, attending and responding behaviors
in study hall') was by far the most difficult.- There was reluctance and re-

> .
sistance b)f some to be specific about what a process consultant as well as -

o

they themselves Fouid obfewe while'in the performance of varicfus‘ teacher
roles. . The specter of accountzbility was ever iaresént and -it oftentimes took
four months to comvince ﬁ'xd1v1dnal$ that the fmal outcome would reflect what

' ___1 percewed as "meamngful and doable" not what T or. the district assistant
supermtendent percewed as such. Here is where ‘the dévelopment of trust a.nd -
confidence betwéen me and the teachers was v1ta1 and the key tq‘that tmst was
the fact that at no time was ,materf_Lal from Lclassroom observano:}s ever shared
with. local admlmstrators. \ | ‘ '

'Ihe prmary purpose of the. mini observan,onal des1g'ns was to fac111-

tate the major goal of st:u@.llatlng parnclgants' abilities to- self-reﬂect
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upon their tea&hmg and to estabhsh hew goals for themselves (see Fig. 1),
Rather than mastering someone else s models of teac.’njng (Joyce and Weil, 1972),
part1c1pants were encouraged .to develop their own models, a, process I haVe‘used
over several years with Pre-service teachers (Barell, 1_97l7) . -'I'hese designs
were then used in the post-observation cohi_'erences to help teacher.s. identify
strengths, wealmesses s énd critical teaching. behaviors.'--e g., what happens
to the young art student 's. "thmkmé through the matenals" when his teacher.
answers all questmns without myolvmg)ﬁ{m or the rest of the class in problem |
solving? '
e Specifying elements of one's educatmnal philosophy and then opera-
o tionalizing tham for classroom obserVatmn was a process further facilitated
by participation in a group with a wide d1ver51ty of mputs
’ Nhen I obseﬁfed these teachers in their cl&Ssrocms or the SUPeﬁrnsors
in their pre- and post- -conferences (at least twice a semestéf), a model was
. enalcted which, again, focused upon the primary objective of having the person
,self.‘-reﬂept upon his or her Perfoxmance. The model ‘proceeded in this fashion:
~ ;l Ask thE teacher to describe objec?tive;'y what he/she did in

the classrdom. . - .
2. Have the teacher self-evaluate the performance in accordance with

objectives, pridrities (within the d;;;g-n] and expectations.
3. Discuss the agenda as initially presented by- the teacher and

. analyze critical episodes. ¢ -

4, Set objectives for self jwtovement
Obtahﬁﬁ"g an objective desc ption was r‘g‘ecessary so both participants;'

agreed upon what happened and Waé relatively easy. The difficulty often oc-

curred when teachers of fifteen.years experience were asked to sc_a/lf-evaluate
"'Ihat‘ job isn't it?" they asked. The years of being "done to" hadn't
"}

prepare of. ‘.'.hﬂh to create an agenda composed of positive and mprovable
. ) . . a
) )




‘elements. Often at this point, teachers would lapse into"describfing what they
had done and,wﬁy- -almost 1ike a tentlr grader g.iving.a, book I:eport by cutlining
the plot. "I'm not used to .thia," they continued, and occasionally their com- -
ments were more negative than positive. Nevertheless, their perceptions formed
the initial agenda for the discussion of critical episodes, and readings re-
lated to their speclfic probldTl were brought.'-to Bear to gain understanding

4
about what affects learning outcomes--e.g., the importance of disciplinary -

s
_action that does not 1nterru£:t the flow-of J.ns‘tructlonal act1v1t1es (Rutter, 19?9)
It is here in the discussion that excellent teachers, which most partici-

pants '.\:ere,. also had difr‘iculty\ because of previous superv'isory patterns. When

a lesson "went well," the teacher was used to being complimented and nea'ring

the supenﬁsor say, ''l have no suggestions." A more meamngful process for the
| future development of the teacher is.to ask why the lesson on the three parts of
the brain i.mrolved virtually every sixth grader in the health teacher's class.
During the course of several discussions this teacher began to become more awa<e
of sane of the critical €lements: the lessons used meaningful models of the
braifiy stud:nts were challenged to relate content to their own experience;-

their expectatlo?«for her vere hlgh and they had thej cogmtlve entry skills
requisite for the work {(Bloom, 19?6), she engaged their lmagmatlve thmkmg
skills and created act1v1t1e5 full of challenge mystery and problem solving :

s0 .that they assumed the characterlstlcs of good ciuldren s toys (Ell;s 1973).

What if a teacher s. self-evaluation entirely conflicts w&{h the observer's .

percept1on" If there is é video tape, you play back the portio'n wnere the r‘ead‘
ing teacher's goal oftatabllshing and mimagmg two different skill, groups shows
that she is indesd being very dlstracted by students ‘asking for directiens and ‘
speﬁmg corrections. Or you read back a verbatlm transcr1pt of a seventh

' grade literature dlscuss:.on using "higher order questlons" and ask, "What do "
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you notice about the students' respoﬁses?" "They're ;11 monosyllebic and all
1 keep saying is '0.K.'" comes the reply It's'difficult to disagree with
reallty presented in such protocols. Because the thacher has set the goal

of 1r1vol\r:mg sadents in interactive dlscusmons, she perceives the need for ,
more activeflistening, probing quéstioning and increased-wair time. o .
' The f?nal element in this process,'the generation of a professional‘
improvement plan, is arso done within‘the support group. These ﬁlans, similar
to'ones developed for children in special education, consist of objectives,
resodrces, activities for the teqeher as well as for the district ¢which pro-

vides support), and timelines for accamplishment. They then become the respons1-

b111ty of each part1c1pant once the inservice group has campleted 165 work at
’n}\ 3

semester S end (see Fig. 2).

Support Lirfkages - -‘

- There are a variety of means by which cant1nued support is prov1ded

! -t

for the\“art1c1pants pnce they leave the initial group: S

New-and old members are’ paired in accprdance wiph common ob-

- jectives- working on-interpersonal skills. 'This involves ob-

'servat1ons and analyses of audio tapes ' )

V1deo tapes with cr1t1ca1 egisodes--e 2., gﬁi:ect1ng a student'
' - e ‘
question on’ the ages of galaX:es to the seventh grade science ‘

class for debate--are reused with new members to exemplify sig-
nificant teacher bfhaviors. . e,

' Former members continue_ to pursdé—researgﬁéble questions gen-
erated within the support group: ; seventh grade science
tea;ﬁer uses student observers: to note behavior within lab a
groups esiné‘a system adapted’frem Simon and Boyer (1970)

and a third grade teacher has launched a qualitative evaluation

’




of how her students perceive choices in the classroom and on )
the playgfound.

Ard, finéll'y, “an end of the yéar inservice activity allows new

L}

and former members to, share their new concerns and skills with

“others in the districts.
LY

What are requ1red are more mtra-bulldmg linkages within onhe school
similar to those established by-Goodlad’s League ﬁyjs to ,prcr\rlde more

 inmediate resources for support. .

Implications , ) . o

There are several iinplicatim}s for such a‘process?
1. If a process'consultant fram a loc;rl; college can facilitate meaning- -
ful change by béir;g removed from-the evﬁluative channels, who w;:Lthin the ‘local
" district can act in-such a supportive manner? Perhaps the .d;'.rector of instruc-

tion can provide the support services described herein.

2. Teachers of fifteen years experience revealed a strong desire for
changel,‘often from teacher-directed models to ones which shared décision mak-

ing with students. This role-reorientation is one antidote to. teacher Strgss—.
-+ - ‘/ K
- s i y - &
and burn-out ,-“'and is in-actord with research on adult learning styles.

. 3. Schools and teacher education programs need to.find ways to hélp

s

educators learn to self-evaluate and to move away from the “deficit models"

+, - )
of supervision and curriculun dévélopnent Research indicates that more

& "

teacher growth remlts when teachers are mvolved in supportive actnnt)(

N,

grows that focus upon immediate problem solving (McLaughlin and Marsh, 19?8) \
4. PersonS, like institutions, c.hange very gradually and over a

long period of time. Tt is an interactive, slow process that requires much -
support from within the schools and from cutside reSources, @ process. that

L

does noi lend itself t-o didaétic strategies, . . ~

VA 11
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5, Working within such stpport groups indicates the feasibility of .
, ” > .

small groups of teachers within one building--for example, at thg/department

- level in secondary schoolir-proceeding-in similar fashions to develop self-

improvement plans that might focus upon common skills: interpersonal be- -,

haviors or stimilating imdginatfve thinking. ' . ’ "
13 - L

6. Thepotential fof research and.curriculum development is facili-
téted by such a model because teachers' and stpervisors' self-reflection
» begins to focus upop the fundamentals within the curriculum: choice within
the. third grade, more abstract thinking opﬁo;tunities in ‘seventh grade litefa---

ture\gnd science, and moré)§tudent se1f=&irection in twelfth grade_language-

M

S & f a . ! b .
arts. : , . - _
- - ) . - *

- Empowering teqthers to develop their own prqfessional improvement
- . . ® ’ - ]
plans through self-reflective strategies can, therefore, have significant

consequences for supervision, curriculum development and research in the

classroam,
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OBSERVATIONAL DESIGN

1}

. Observa_e Teacher Behavmr

1. Does the teacher ask questions that require the students to use dlvergent
and convergent thinking? How often? _
— .
2, Does the tedcher pose problems in class act1V1t1es that cause students to
use higHer level thinking in the evaluation of possible solutions? N

vt—

In what ways does the teacher arrange students so that they can work in
lab teams and interact with each other? ] :
N .
4, Does the teacher pr'omde sufflclent tJene durmg class for students to com-
- plete science activities, with time to investigate other possible solutions
to problem solvmg challenges" \
S, In what ways does the teacher direct }he students to handle and manipulate
equipment, lab aids, and science resource materials during class acgivities?
How gften?
! 6./Doe "the teacher requzre the students to measure, observe, classify, infer,
hypothesize, and communicate in different sc1ence class_experiences?
Exactly how often .is each skill used"

—

Obsetvable Student Behavior: . % .0 L

b9

.1, Do students demonstrate comrergent and d:r.vergent thinking in class discus-
-sions and written work?

2, Do students use the science process sk‘i.ll;: in their lab interpretaticns

in class activities? . How often? )

' -In what ways dofthe students sharewhandling the equipment alnd the re-
sponsibility of recording data during the lab team activitles?

"Do. the students' comversation, physical movement, and attention focus
on the activity presented to the lab teams? :

Do the students respond and comment in positive terms toward other
) students questions and ideas, without 'klller statements'?

. Does *each student come prepared to class wzth a science mtebook, proper
.class asszgnments , am pens or penci
~

Observable Behavior Provided by Learning Activities:

1. Do°'the class activities pro\nde the students and teacher with the
opportunity to become physically and meritally involved with science -
investigations? ‘' In what ways? .




6

How do the class activities Tequire the students and teachers to use
communication skills, listening skills, study skills, science process
skills, and problem solv1ng skills? .

Do the class activities 1n1t1ate interaction between the suudqpts and
teacher and important currlculum objectives? In what ways?

Do the act1v1t1es allow ‘the teacher and students to exchange roles as
*demonstrators of sqgﬂum activities' and 'observers of science ac-

tivities'? <

Do the class activities and lessons allow the students antl teachers to
choose different activities-according to their personal preferences, -
intérests; and current scientific events? ; '

Do the learning .activities provide the students and teachers with the ™
chance to present and solve problems for the rest of the class u51ng
inquiry and problem solv1ng techniques?

13

-




A
Uéing obseﬁatiomi sys'tems in Simon and Boyer create a.nd/or
adapt an Jbservational system of your own which will help assess
i(inds of small grou§ interaction which. does occur during science
classes. Inif\‘%‘all}; Focus ﬁpo%’ groups identified previously as
spending exc'esgzzi.ve amounts of time in "off-task" behavior. Use-'
feedback to dete};mine. nature of. interaction for one or more
groups and to.devise means of improving the ‘situatian,
Utilize services of supervisory pers;:mnel to obtairi coptinuous
feedback' on, progress toward specific improvement objectives.,
D1scuss with students youtr observatmns and enhst their sug-
gesnons for ifprovement; consider utlhzmg the1r observaﬂonal

_skills to obtain feedback on other groups within the class ds

well as upon their own individual attention to {he't.ask,.

-

IV, District Responsibility .

A, Resi»bgisible supervisor should focus upon these ‘eriori{'es after
"%, consultatign with you, Oi:servationSfand confcrences can be

« utilized to focus upon obtaining feedback and designing activi-

-

ties for nnpro\?ement of levels of :Jnagmatwe _thinking and on-

task perfomnce .

" Provide release time upon océ:asio'n‘during the year to observe *
in otilers' classrooms. ‘
Provide access to District's professional library, '

, Provide opportunities to meet with persons skilled in, claés;o/om‘

observations as well as with peers concerned with similar ‘problems.

-

.

Time: Academic Year 1980-81.




A
U;sing obsefvationai. sys.tems'. in Simon and Boyer create and/ or
adapt an o‘bservational system of your own which will help assess
itinds 6f small grou;él interaction which, does occur during science
classes. Inif&alli,'ibcus ﬁﬁaﬁ groups identified previously as
spending excesg}ve amounts of time in 'off-task" behavior. Use
feedback to dete'mune nature of, interaction for one or more
groups and to-devise means of improving the s1tuat160n.
Utilize services of supervisory pers::mnellto obtain coptinuous
feedback- on, progress toward specific improvement objectives. .
D1scuss with students youl observanons and enhst their sug-
gestions for improvement; consider ut1112:|_ng then- observatienal
§k.1115 to obtain feedback on other groups w:.th1(n tt}e class ds

well as upon their own individual attention to ﬁhe't.ask,

-
V. District Responsibility .
A. Res‘p‘ogisible supervisor should focus upon .these 3riori{‘es after

| .
*. consultatign with you. Observations-and conferences can be

~ utilized to‘ focus' upon obtaining feedback and designing activi-

ties for impro\?ement of levels of :Jnagmat:l.ve _thinking and on-

task perfomance ‘

. " Provide release time upon ?c“é:asioh'duriné the year to observe ‘
in otilers' classrooms. |
Provide access to District's professional library. - .

.. Provide opportunities to meet with persons skilled in. claés;o/oﬂy

observations as well as with peers concerned with similar ‘problems.

»

- ’ -~

Y. Time: Academic Year 1980-81.




